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ABSTRACT

The aim of this study is to investigate the ovesalf-regulated L2 learning strategy
use of L2 learners depending upon Simtegic Self-Regulation (8R) Model proposed by
Oxford (2011), and to examine the relationshipsvben their reported self-regulated L2
strategy use and their personality traits, identigliefs about L2 learning, and proficiency.
To reach this aim, the mixed methods sequentidbespory design was utilized as data were
gathered by means of quantitative and qualitatat @ollection instruments. In this sense,
the Self-Regulated L2 Learning Strategy Use andeBelabout L2 Learning Scales were
developed by the researcher of the study. More@questionnaire about identity knowledge
designed by the researcher, and Adjective BasedoRa&lity Test (ABPT) developed by
Bacanl,ilhan & Aslan (2007) were the other quantitativeadallection instruments used in
the study. Quantitative data collection instrumewere administered to 205 participants
attending the Department of Foreign Language Edutat Trakya University, Turkey. Data
were analyzed using frequency distribution andwitsp multiple regression analysis. As for
the qualitative phase of the study, semi-structuméetviews conducted with 10 participants,
who were determined to be more and less frequeategly users, were analyzed by means of
descriptive analysis.

Findings revealed that self-regulated L2 learnsitptegy use is affected by L2
learners' personality traits, identity, beliefs ab&2 learning, and proficiency. This study
discusses sociological and psychological aspect déarners apart from investigating their
reported self-regulated L2 learning strategy usel, factors affecting their strategy choice.
Hence, the study will assist foreign language ettusao make better sense of what Turkish

L2 learners bring to the foreign language educatmmtext.

Key words: Self-regulation, Language Learning Strategiesf-Begulated L2 Learning

Strategies, th&trategicSelf-Regulation (3R) Model, Foreign Language Education
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OZET

Bu argtirmanin amaci, yabanci digtencilerinin kullandgl 6z-dizenlemeli yabanci
dil 6grenme stratejilerini, Oxford (2011) tarafindan g@ilen Stratejik Oz-Diizenleme
Modeli'ne dayanarak agtarmak ve kullanilan stratejiler ileggencilerin Kkiilik 6zellikleri,
kimlik bilgileri, yabanci dil @renme inanclar ve barilar arasindaki gkiyi incelemektir.
Bu amaca ukamak icin, calymada sirali aciklayici karma yontem deseni kultagilve
argtirma verileri nicel ve nitel veri toplama araclda elde edilmgtir. Bu baglamda,
calsmada argtirmaci tarafindan Oz-Diizenlemeli Yabanci Drénme Strateji Kullanimi ve
Yabanci Dil Grenmeinanglar olcekleri geftirilmistir. Ayrica, yine argtirmaci tarafindan
diizenlenen kimlik bilgisi anketi ve Bacanlihan & Aslan (2007) tarafindan ggirilen
Sifatlara Dayali Kgilik Testi argtirmada kullanilan ger nicel veri toplama araclaridir. Nicel
veri toplama araglari Trakya Universitesi YabandleD Egitimi Bolimunde @renim goéren
205 katiimciya uygulanmgtir. Nicel veriler frekans dalimi ve gamali ¢oklu regresyon
analiz yoluyla ¢ozimlenrtir. Arastirmanin nitel bolima icin, daha ¢ok ve daha aatsjr
kullandgi belirlenen 10 grenciye yari-yapilandiriimigdrismeler uygulanngive nitel veriler
betimsel analiz yoluyla ¢6zimlengtir.

Arastirmanin sonucu, 0z-dizenlemeli yabanci ditfeime stratejileri kullaniminda
kisilik Ozellikleri, kimlik, yabanci dil @renme inancglari ve kari faktorlerinin etkisi
oldugunu ortaya koymgtur. Bu calsma, yabanci dil grencileri tarafindan kullanilan 6z-
duzenlemeli yabanci dil goenme stratejilerini ve strateji tercihlerini etkflen faktorleri
argtirmanin yani sira, gencilerin sosyolojik ve psikolojik yonlerini dertgmaktadir. Bu
nedenle, ¢cagmanin yabanci dil @timcilerine, Turkiye'deki grencilerin yabanci dil @tim

baglamindaki durumunu anlama konusunda yardimci @lagiginilmektedir.

Anahtar Kelimeler: Oz-diizenleme, Yabanci Dil &enme Stratejileri, Oz-Dizenlemeli

Yabanci Dil Grenme Stratejileri, Stratejik Oz-Diizenleme Modgkpanci Dil Eitimi
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Chapter |
Introduction

It is an undeniable fact that learning begins with learner, and each learner has
his/her own characteristic way of learning a seconfibreign language (L2). This means that
learningbears a comprehensive meaning on its own in wiiehdle, condition, and status of
the learner become primarily significant factorsatmomplish an effective learning process.
Other elements such as learning and teaching conslitthe role of teachers, namely factors
that lie beyond the scope of learner can be redgaaddghe ones that fulfill the rest of learning

process.

In this sense, language learning strategies (L&) attracted the attention in the
field of language learning since the 1970s, simeetéerm provides insight into the learning
process by demonstrating how learners actively @wtructively control their learning in
order to become efficient learners (Cohen, 1998midn, Frolich, Stern & Todesco, 1978;
O'Malley & Chamot, 1990; Oxford, 1990; Rubin, 198ern, 1975; Wong-Fillmore, 1979).
On the other hand, the teself-regulationwhich is related to learner's self-management, has
come out and proposed autonomous learners whoaotaelg regulate their learning (Snow,
Corno & Jackson, 1996; Winne & Perry, 2000; ZeidnBoekaerts & Pintrich, 2000;
Zimmerman, 2001). In this respect, this study wdlscuss self-regulated L2 learning
strategies in the scope of Oxford's (208irategicSelf-Regulation (3R) Model of language
learning and seek out to what extent factors sscpeasonality, identity, learner beliefs and
proficiency influence the use of self-regulatedle@rning strategies by L2 learners attending

the department of foreign language education (FLE).

In the literature review part, theoretical backgrdwf the study is introduced, and
general definitions related to the concept of LUSng with its background are presented.

Taxonomy of LLS proposed by different researchessekplained in detail, and the
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relationship between language learning and learstragegies is represented. Accordingly,
the concept of self-regulation is discussed corniogreelf-regulated learning and models of
self-regulated learning. Moreover, self-regulatedrhing strategies and théRSModel are
presented by discussing the significant concearding self-regulated strategy use. Lastly,
factors affecting language learning strategy ugerevealed by mentioning their importance

related to LLS.

In the methodology part, the research method chwig in this study is described.
The aim of this study is to perform mixed methodguential explanatory design as both
guantitative and qualitative types of data are gatth in an attempt to find out the relationship
between self-regulated L2 learning strategies aotbfs such as personality, identity, beliefs
about L2 learning, and proficiency. Meanwhile, Se#fgulated L2 Learning Strategy Use and
Beliefs about L2 Learning scales are developed Hey researcher; hence development
procedures of the scales are presented in defaihgAwith the scales, other data collection
instruments used in this study, namely an ideriitgwledge questionnaire designed by the
researcher, and Adjective Based Personality TeBP{ developed by Bacanlilhan &
Aslan (2007) are introduced. As for the qualitatpease of the study, semi- structured
interviews conducted with more and less frequerdtejy users are performed so as to
provide objective feedback from the learners andnmare the findings gathered
guantitatively. Subsequently, data collection andlgsis sections are presented at the end of

the chapter.

In the findings and discussion part, the resulthey@d from the data collection
instruments are discussed; and the overall pointhef study is presented by proposing

implications for FLE programs and further researcthe conclusion section.



Statement of the Problem

In the field of FLE there has been an attemptdevelop theories, methods and
approaches (i.e. Grammar Translation Method, Autgollism, the Communicative
Approach) over the years (Griffiths, 2013), andsthedevelopments have mainly focused on
the teachingstandpoint of the education process. In this cdntexguage educators have
attached importance to teaching dimension of fordenguages by suggesting different
activities for teaching language skills; hence "noviecome a good teacher" has been mainly
the focus of FLE contexts.

Accordingly, departments of FLE have been offenoigspective foreign language
(FL) teachers education on how to teach the tdeggfuage more effectively in their future
professions. However, it is crucial to bear in mitét prospective FL teachers are the
learners of the target language they are goingdoht as well. As they go through an FLE
process, the experiences they gain, or how theiywddathe difficulties they face in language
learning process may affect or construct their fatteaching practices. However, studies
concerning experiences and difficulties L2 learnass prospective FL teachers have in
language learning process, have been neglecteaat;dnehce, it becomes primarily significant
to seek out how L2 learners (prospective FL teahmanage to deal with L2 they are going
to teach, apart from the methodologies they areaggao apply for teaching the target
language.

In this respect, the notion of "self-regulation",hish is one of the latest
developments in L2 learning, has become a sigmfitarm as it refers to learners who
control their learning process, set goals for legynand use effective strategies to enhance
their learning. In this context, it can be put fard that learners who use self-regulated L2
learning strategies actively take charge of andirant their learning process to become more
efficient learners (Como, 2001; Weinstein, Husman Dgerking, 2000; Winne, 1995,

Zimmermann, 2000).



4

Oxford (2011) as one of the leading scholars saglypon LLS in the field of
language studies recently developed tH& $lodel. The Model is comprised of three
dimensions: cognitive, affective and socioculturdaeractive (SI). In this model, each
dimension includes strategies and metastrategiesoggitive strategies and metacognitive
strategies; affective strategies, and meta-affecttrategies; Sl strategies and meta-Sl
strategies. Oxford's Model aims to reveal strategiged by L2 learners by considering the
learner as a whole. Thus, it is important to bec@ware of the self-regulated L2 learning
strategies used by L2 learners to understand howeaing strategies lead to a successful
L2 learning process.

On the other hand, it is well-known that there eagous factors affecting learning
process and learners' choice of LLS such as maivaage, sex, nationality, investment,
beliefs, aptitude and so on (Day, 2002; Ddrnyei ielgan, 2003; Gardner, 1995; Ehrman &
Oxford, 1989, 1990; Ellis, 2008; Nyikos, 1990; Oxfo& Nyikos, 1989; Peirce, 1995;
Wenden, 1987; White, 2008). However, of those fagtstudies investigating the frequency
of self-regulated L2 learning strategy use witherehce to learners’ personality traits,
identity, beliefs about L2 learning and proficienaye somehow limited. These factors still
need to be explored in the field of FLE, particlylan Turkish context to comprehend the
factors that lead to strategy choice. Thus, itgseatial to determine how prospective FL

teachers deal with language learning problems prone their FL skills.



Purpose of the Study

The specific purpose of this study is two-fold. sEirto explore the overall self-
regulated L2 learning strategy use of L2 learndrglygng at the Department of FLE
depending upon Oxford's (2011fRSModel. Second, to examine the relationships betwe
their reported self-regulated language strategyansetheir personality traits, identity, beliefs

about L2 learning, and proficiency.

Significance of the Study

This study will provide a further understandingtbé nature of self-regulated L2
learning strategies, the source of L2 learnerateqly use, and the reasons for strategy choice
of learners. Furthermore, the study will shed ligimt the relationships among the five
constructs: self-regulated L2 learning strategmessonality traits, beliefs about L2 learning,
identity, and proficiency.

In this sense, this study is assumed to be beakiitierms of revealing the general
profile of learners at the Department of FLE. Actiogly, the study will provide in-depth
information about prospective FL teachers' seltifatgd L2 learning strategy use and factors
influencing their strategy choice. This will asdemtguage educators to make better sense of
what Turkish L2 learners bring into the languageocation context.

Moreover, Self-regulated L2 Learning Strategy @se Beliefs about L2 Learning
Scales are developed by the researcher so as tesuraethe self-regulated L2 learning
strategies and beliefs about L2 learning, whichaasaimed to make a contribution to the field

in terms of introducing new data collection instents.

The study is expected to be beneficial and fél gaps in the literature by discussing

sociological and psychological aspects of L2 leerrapart from investigating their self-
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regulated L2 learning strategy use, and factorsctffg their strategy choice. Hence; FLE

contexts can be designed in accordance with treomes of the study.

Limitations of the Study

The main concern of this study is to explore sefftdated L2 learning strategy use
in FLE context. Hence, participants of this studg @205 L2 learners studying at the
Department of FLE at Trakya University. As the adm®ducational institution offers only
two language teaching divisions at the departmpatticipants are selected from English
Language Teaching (ELT) and German Language Tegd@hT) Divisionsincluding first,
second, third, and fourth-grade students. For rééson, the results of the study cannot be
generalized to all FLE contexts. Moreover, 305 Earhers are included in the study to
develop scales for self-regulated L2 learning sgptuse and beliefs about L2 learning. In
this sense, more participants could be includedréeealing results of the study as 305

learners took part in the pilot study.

Data are gathered through one questionnaire, thoades, and semi-structured
interviews. However, more findings could be reachmsihg classroom observations and

applications.



Research Questions

In this study, some answers will be sought to tlewing questions;

1. What are the main self-regulated L2 learning sgis used by L2 learners

studying at the Department of FLE?

a) Which self-regulated L2 learning strategies ardusiore by L2 learners at
the Department of FLE?
b) Which self-regulated L2 learning strategies areduiess by L2 learners at
the Department of FLE?
2. What are the personality traits of L2 learnersraiing the Department of FLE?
3. What beliefs do L2 learners studying at the Depanimof FLE hold about
language learning?
4.1s there any relationship between the use ofreglidated L2 learning strategies (i.e.
cognitive strategies, affective strategies, Sltegi@s, metacognitive strategies, meta-affective
strategies, and meta Sl strategies) and person@stis (i.e. Neuroticism, Extraversion,
Openness to Experience, Agreeableness, and Cotisumress)?
5. Is there any relationship between the use ofregliHated L2 learning strategies and
learners’ beliefs about L2 learning (i.e. cognitiaéfective, and behavioral beliefs)?
6. Is there any relationship between the use ofrselfilated L2 learning strategies
and identity?
7.1s there any relationship between the use ofregliHated L2 learning strategies and

L2 learners’ proficiency?



Assumptions

In this study, the following assumptions have bpenforward:

1. It is assumed that chosen sample of the studgsepts the target population well.

2.1t is assumed that the participants willingly tadeet in the study.

3. It is assumed that the participants in this stgiye accurate answers to all
questions asked in the instruments.

4. It is assumed that L2 learners' university GPAexftheir proficiency properly.

5. It is assumed that there will be a significantatieinship between the use of self-
regulated L2 learning strategies and L2 learnensgnality traits.

6. It is assumed that there will be a significanatieinship between the use of self-
regulated L2 learning strategies and L2 learndesitity.

7. It is assumed that there will be a significanatieinship between the use of self-
regulated L2 learning strategies and learnersetsedibout L2 learning.

8. It is assumed that there will be a significanatieinship between the use of self-

regulated L2 learning strategies and L2 learneddigency.



Definitions

Language Learning Strategies (LLS):It is notable that the notion of learning straésgihas
been a fuzzy term in the literature, and variodsd®ns have been put forward to clarify the
term so far. Rubin (1975, p.43) defines learnimgtsgies as “the techniques or devices which
a learner may use to acquire knowledge.” Accordn@'Malley & Chamot (1990), learning
strategies are “the special thoughts or behavibig tndividuals use to help them
comprehend, learn, or retain new information.” Q&fa1993, p.18) also asserts that
“language learning strategies - specific actiorshaviors, steps, or techniques that students
(often intentionally) use to improve their progressdeveloping L2 skills. These strategies
can facilitate the internalization, storage, retaie or use of the new language. Strategies are
tools for the self-directed involvement necessany developing communicative ability”.
Griffiths (2008, p. 87) makes the definition of LL& “activities consciously chosen by

learners for the purpose of regulating their owrgleage learning.”

Self-Regulation: A phenomenon comprised of such processes as ‘Gejtials for learning,
attending to and concentrating on instruction, giséffective strategies to organize, code,
rehearse information to be remembered, establishipgoductive work environment, using
resources effectively, monitoring performance, ngamg time effectively, monitoring
performance, seeking assistance when needed, goldositive beliefs about one’s
capabilities, the value of learning, the factorfluencing learning, and the anticipated
outcomes of actions, and experiencing pride andfaation with one’s efforts”. (Schunk &

Ertmer, 2000, p. 631)

Self-regulated Language Learning StrategyA planned, goal-directed endeavor to oversee
and control attempts to learn L2 (based on AfflehaPearson, & Paris, 2008). Such a
strategy is a wide, teachable activity that leasnierowse among choices and utilize for

language learning purposes. (Oxford, 2011)
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Strategic Self-Regulation (3R) Model of Language Learning: Oxford’s model of
strategic, self-regulated language learning. Thisdeh encompasses three dimensions:
cognitive, affective, and SI. Within each dimensidhe model includes strategies and
metastrategies: Cognitive strategies and metadoegngtrategies; affective strategies and
meta-affective strategies; Sl strategies and mstastrategies. The model also includes

tactics. (Oxford, 2011, p. 298)

Cognitive Strategy: O'Malley & Chamot (1990, p. 44) define cognitiveaségies as learning

strategies that “operate directly on incoming infation, manipulating it in ways that

enhance learning.” They involve "such operationged®arsal, organizing information, and
inferencing."” (Ellis, 2008, p. 956)

Metacognitive Strategy: A strategy in the cognitive dimension that "helparner control
(through Planning, Organizing, Evaluating, etc.s hor her cognitive strategy use.

Metacognitive strategies are the best-known typaetfstrategies”. (Oxford, 2011, p. 289)

Affective Strategy: Strategies that "serve to regulate emotions, d#itand motivation™
(Richards & Renandya, 2002, p. 121) such as usingianrewarding oneself, discussing
feelings with someone else, etc. (Oxford, 1990)

Meta-affective Strategy:A strategy in the affective dimension that helps lgarner control
(through Planning, Organizing, Evaluating, etcg br her affective strategy use. (Oxford,
2011, p. 289)

S| Strategy: A strategy that helps the learner with communicgtigociocultural contexts,

and identity. The three Sl strategies are: Intargcto Learn and Communicate, Learning
Despite Knowledge Gaps in Communication, and DgaWinth Sociocultural Context and

Identities. (Oxford, 2011, p. 297)

Meta-SI Strategy: It means “beyond sociocultural interaction” refesghe learner’s control
or guidance of his or her role in contexts, cultamed communication. (Oxford, 2011, p. 290)
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Personality: It has been defined as “those aspects of an ingiWsl behavior, attitudes,
beliefs, thought, actions and feelings which aensas typical and distinctive of that person.”
(Richards & Platt, 1992, p. 40)

Identity: The combination of the factors (such as nationatitfture, age, gender, etc.) which
contribute to learner individuality. (Griffiths, 26, p. 192)

Learner Beliefs: In the field of language acquisition, beliefs haween characterized as
implicit theories, self-constructed representaticsystems or widespread assumptions that
students as learners have regarding factors aftedtiarning, and regarding the nature of
learning and teaching. (Clark, 1988; Rust, 19941t&fi & Lockheart, 1995)

Language Proficiency:lt is defined asthe ability or internalized knowledge that enabées

person to function communicatively in a foreigndaage.” (Sasaki, 1996, p.12)
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Chapter II
Literature Review
Theoretical Background of the Study

It is well-known that cognitive and constructivibeories have essentially influenced
current ideas on languadearning strategy. Cognitive science tries to cahpnd the
internal mental representations that depend uperhitpher-order mental functions such as
vision, language, and categorization (HarringtddQ2). Furthermore, cognitive psychology
reveals that learners are not passive in theiniegrprocess, but they have active roles in
comprehending the tasks or problems that they erteoso as to learn (Williams & Burden,
1997) which is closely related to the informatimogessing paradigm. LLS also deal with
processing information in an efficient way so agabher flourishing outcomes for language
learning (Lan, 2005). According to O’Malley & Chatm@ 990, p.17), “the role of learning
strategies in the acquisition of information getigrean be understood by references to the
information processing framework for learnindii this context,information processing is
about "the developmental activities that learnemgage in as they are exposed to new
linguistic input and as they develop the competetmeuse new language features
automatically in communication by including diffetetypes of memory such as sensory
memory, short-term memory, working memory, andltmg-term memory" (Purpura, 2014,
p. 539). Figure 1 illustrates this system and prissbow the regulatory processes control the

stages of processing related to memory.
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Figure 1. Architecture of the human information processiygtesm (based on Purpura,
2014, p. 540)

It is clear from the Figure 1 that, information-pessing models typically put
forward three types of memory stores; a) sensooyestwhich are capable of holding
information barely very briefly; b) short term memavhich includes working memory and
information is held for a short but adequate penbtime to provide processing to take place
and c) a long-term memory in which the productspadcessing in working memory are
stored and in which restructuring of existing kneglde as a result of processing takes place
(Ellis, 2008, p. 407). As it is expressed by Ander§1983), almost the whole information is
kept in long-term memory as declarative knowledg@rocedural knowledge (cited in Lan,

2005). Moreover, Anderson (1985) states that "drté@ major aim of cognitive information
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processing is to transform (conscious, effortfucldrative knowledge to (unconscious,
automatic) procedural knowledge" (cited in Oxfof)11, p. 47). On the other hand, by
adopting the general structure of Anderson's thapfide Control of Thought (ACT) Theory,
Oxford (2011) clarified the terminology of stagesdognitive information-processing and
related these stages to strategy use. Accordi@xford (2011), the first stage declarative
knowledge stageand this stage enables the learner to engagewrL@ information which is
"static, conscious, effortful, halting, nonhabituahd expressible in words" (p.49). Thus,
learner employs strategies and tactics to suppoticing, taking in, integrating (into
schemata, i.e. mental frameworks) the informatitirctvis called declarative knowledge. The
second stage is named #® associative stagéit this stage, the practice of the new L2
information emerges and learner practices the n2unformation, integrates it in new ways,
and hence reinforces and develops the schematahwbads to making the new L2
information more familiar and much easier to emplAg a result, strategies and tactics are
used to perform the new L2 information and comhimeore strongly with the one that exists
in memory. At the last stage, that is tpeocedural stage knowledge of the new L2
information is "dynamic, unconscious, effortlesatoaatic, habitual, and tacit (difficult or
impossible to express in words)" which becomes sg@e@ture to the learner, part of himself
or herself and it is fully proceduralized. At thstage, strategies and tactics are no longer
required for L2 information which has become "austimmand habitual.” The information is
now called procedural knowledge. (Oxford, 20119p.4

From the constructivist perspective, social comsivism plays a significant role in
enhancing SL/FL language acquisition and providdsaekground for LLS. According to
social constructivism, social interaction and coapee learning in shaping both cognitive
and emotional images of reality gain importanceo(@r, 2007). The pioneer of social
constructivism is Vygotsky (1978) who believed thsbcial interaction, cultural tools, and

activity shape an individual's development andregy” (Woolfolk, Winne, & Perry, 2003, p.
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320). That is, learners begin to recognize newteggres and knowledge about the world by
studying together with others. Hence, social camsitrism places more emphasis on the
social context of language (Ng & Hanewald, 2010).this sense, Vygotsky (1978) put
forward the concept of the zone of proximal develept (ZPD) which refers to "the distance
between the level of actual development and thel lefvpotential development when assisted
by another; either a more capable actor or a p@wlio & Williams, 2009, p. 499). This
assistance is supported byaffoldingwhich is the process that supports the learnsesati
strategy (Williams & Burden, 1997). In this contestaffolding can be provided for learners
by means of the support from their teachers orgptetearn and employ new strategies or
update their previous strategies with more usefuaéso From this perspective, social
constructivism provides a basis for enabling a aosituation for learners which may
influence their use of LLS related to affective adial factors.

Bandura's (1986) social cognitive theory (SCT) imflsenced the development of a
model and constructed a theoretical backgroundsétirregulated learning. In this theory,
personal, contextual and behavioral factors codpes@ as to provide learners an opportunity
to control and manage their learning (MousoulideBl&lippou, 2005)From the perspective
of the social cognitive theory, human functioning Imagtual relations between behaviors,
environmental variables, cognitions and other peabkaspects as displayed in Figure 2.

BEHAVIORS

7 .

ENVIRONMENTAL o COGNITIONS
VARIABLES PERSONAL FACTORS

A

Figure 2.Human functioning as reciprocal interactions betwbehaviors, environmental
variables, and cognitions and other personal facfbased on Schunk, 1989)

SCT attaches attention to observe and imitate rectinodeled by other individuals

through the progress and maintenance of behavigis@d, 2008). The theory is distinguished
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by the principle ofeciprocal determinisnand the theory of thgelf-systemWhile reciprocal
determinism refers to how environmental, behaviamad cognitive factors cooperate with
each other in an efficient way, the theory of sstitem puts forward four main informational
and motivational processes that are essentialsoribéng human behavior. These are related
to a) the formulation and imposition of individugbals and standards of performance;
b) self-monitoring; c) self-reactive influences; sBlf-efficacy judgments (Bandura, 1978,
1982, 1986; cited in Rottschaefer, 1998, p. 13d)this sense, it is evident that success
actions such as task selection, endurance, expeadif effort, and skill acquisition are
affected by learners' self-efficacy beliefs, andtimn, learners' self-efficacy beliefs are
modified by their actual behaviors. Moreover, teacteedback and classroom environment
are considered as other factors that contribuentwancing self-efficacy (Schunk, 1989). In
this context, self-regulated learning occurs whbae tearner controls and manages the
learning process by means of the impact providethbyenvironment s/he is embedded in as
well as the behaviors and personal factors.
Language Learning Strategies

Definition

The term "strategy" has always been an ambiguoud especially in the field of
education as the word bears an extensive meanohgambe encountered in many aspects of
life. The term originally comes from the French ddstrategie” and goes back to the Greek
word "straggia’ which denoted "the art or science of the planrang conduct of a war,
generalship” (Shipman, 1991, p.251). At first, Wwmrd was regarded as a military term which
means "the skill of planning the movements of asmiea war." However, in non-military
use, it refers to "a planned series of actionsafdrieving something"” in its broadest sense
(Longman Dictionary of Contemporary English, 2093,1640). On the other hand, in the
field of education, the notion is defined as "teehniques or devices which a learner may use

to acquire knowledge" in its simplest form (Rubi§75, p. 43). According to Bialystok
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(1978, p.71), learning strategies are defined g#idnal means for exploiting available
information to improve competence in a second lagguWeinstein & Mayer (1986, p. 315)
state that learning strategies are " the beha@ndsthoughts that a learner engages in during
learning that are intended to influence the leasnencoding processO'Malley & Chamot
(1990, p. 1) also make a similar definition andniifg learning strategies as "the special
thoughts or behaviors that individuals use to hbkm comprehend, learn or retain new
information.” Additionally, concerning the field ofanguage studies, Cohen (1998)
specifically makes the definition of LLS in his Botitled Strategies in Learningnd Using a
Second Languagas follows:
Language learning strategies include strategiegléontifying the material that needs
to be learned, distinguishing it from other mateifiameed be, grouping it for easier
learning (e.g. grouping vocabulary by category imtouns, verbs, adjectives,
adverbs, and so forth), having repeated contadh wWie material (e.g. through
classroom tasks or the repeated contact with thenmal (e.g. through classroom
tasks or the completion of homework assignmentsjl, farmally committing the
material to memory when it does not seem to beissdjmaturally (whether through
rote memory techniques such as repetition, theofisanemonics, or some other

memory technique). (Cohen, 1998, p. 5)

Oxford (1999), being one of the most foremost regess in the field of LLS
studies, comprehensively makes a recent defindfdclS as "the specific actions, behaviors,
steps or techniques that students use to impraaie @lwn progress in developing skills in a
second or foreign language” (p. 518). In this sewben learning strategies are considered in
the scope of language studies, they are defingdeasonscious actions that are taken by the
learners to develop the language learning procggmbancing learning, performing specified

tasks, solving particular problems, making learngagier, faster, and more enjoyable, and
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compensating for a deficit in learning (Andersof02; Cohen, 2007). In this respect, LLS
are tools for learners to maintain an efficientré@g process and a better improvement in
their studies.

It is evident that many definitions have been pegubfor LLS so far. In this sense,
the following review of the literature can be helpfn summarizing different definitions
made by different scholars.

Table 1.
Definitions of LLS

Source Definition

Tarone (1983) An effort to improve linguistic and sociolinguisticompetence in L2- to
integrate these into individual's interlanguage petance.

Stern (1983) Strategy is best held for general inclinations werall features of the method

used by the language learner, leaving techniqudiseaterm to refer to specific
types of noticeable learning actions.
Weinstein & Mayer Learners' behaviors and thoughts in the courseeafning that are aimed to

(1986) affect the encoding procedure of the learner.

Wenden & Rubin  Any group of actions, steps, progressions, proademployed by the learner

(1987) to get, store, retrieve, and use knowledge.

Rubin (1987) Strategies make a contribution to the improveménhe language system that
is established by the learner, and they have dmeinfe on learning in a direct
way.

Chamot (1987) Learners use them as techniques, approaches oosefup activities for
facilitating the learning, remembering both lindigs and content area
knowledge.

Oxford (1989) Learners employ strategies as behaviours or actionsmaking language
learning more successful, autonomous and satisfying

O'Malley & Learners employ strategies as special thoughts efraviors to facilitate

Chamot (1990) comprehension, learning, or retainment new knowdedg

Stern (1992) The notion of learning strategy is based on theurapsion that learners

intentionally deal with actions to manage certaibjeotives and learning
strategies can be considered as generally comptetesteliberate instructions
and learning techniques.

Oxford (1999) Language learning strategies are specific actidmshaviours, steps, or
techniques that learners utilize to enhance theigness in improving L2 skills.
Hall (2001) Learning strategies are goal-directed activitiest tthearners employ for

mediating their own learning.

Related to the definitions put forward so far, eeéeristics of LLS are identified by
certain scholars in various ways. For instancepmicg to Wenden (1987), strategies are

defined as particular actions or techniques. Ia sginse, they are not features which portray a
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learner’s general approach. These actions willibeetnible. What's more, other actions will
not be noticeable. Since strategies are problesntad, learners use them for enhancing
acquisition, storing, recovering or utilizing knaalge. They are employed for indicating
language learning actions that make contributioheswning in a direct way. Occasionally,
strategies might be deliberately conveyed. Theygsrautomatic and stay beneath conscious
or conceivably conscious. Furthermore, strategiesetions that are open to altering.

Oxford (1990, p. 9) outlines the features of LLSI axpresses that LLS make a
contribution to the major aim, communicative conepee. They also enable learners to get
autonomous, extend the function of instructors, mablem-oriented, particular activities
carried out by the learners, include not only tlgritive but also numerous parts of the
learners, aid learning both in a direct and indirgay, are not generally discernible, can be
teachable, are adaptable, and affected by varamisrs.

Another researcher Lessard-Clouston (1997) sumaewithat the characteristics of
LLS and highlights that LLS are generated by tharers, and they are actions taken by
language learners. Moreover, LLS improve languaganing and support facilitating
language competence which is revealed in listerspgaking, reading, or writing L2 skills of
learners. LLS might be obvious such as behavitepss or techniques or unobserved such as
thoughts, mental processes. They include knowleaigg memory such as vocabulary
knowledge, grammar rules, etc.

Weinstein, Husman & Dierking, (2000) transparentput forward three
distinguishing features of LLS:

. Goal-directed,

. Intentionally invoked,

= Effortful
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Griffiths (2008) laconically categorizes six craicieatures of LLs:

= active,

= conscious,

= chosen,

* purposeful,

= regulatory,

» |earning-focused

It is obvious that LLS are essential in terms oflfing appropriate solutions to the
problems encountered in language learning cont@xtthey contribute to developing more

efficient learning conditions by boosting the rofdearners.

Background of Language Learning Strategies

Language learning strategies have attracted tleatath in the field of language
learning and teaching since the 1970s. Until tmaet language learning was regarded as a
psychological phenomenon and accomplished throdgh practice of phrasal drilling,
repetitions and stimulus response in the scope edfaworist theories. Grammar was
concordantly taught by neglecting the social contexd considered as an individual habit
(Grenfell & Macaro, 2007). Universal grammar, thestprominent theory put forward by
Chomsky in the 1950s, also sustained the ignorahsecial perspective in language learning
by stressing that human beings are "pre-programmigid a basic knowledge of what
languages are like, and how they work." (Aitchisb®99, p. 28)

On the other hand, Selinker (1972) coined the té&mterlanguage"” (IL), which
implies the intermediate system generated by tlaenér while dealing with the target
language. According to Selinker (1972), learneorsrare the indication of dynamic attempts
taken by learners for learning the new languagés péarspective provided learners to control

their own learning and thus, many scholars sudd@&saughlin (1978) and Bialystok (1978)
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studied the way learners use learning strategisggport language learning. In this sense, the
concept of supporting a learner to "enable himetrr on his own" (Rubin, 1975, p. 45) as
well as "finding the best method or getting thereor answer" was rather ground-breaking
(Griffiths, 2006).

As it is known, in the 1970s, there was a shdtrfrpsychological behavior to social
behavior and the terrmommunicative competene&s introduced by the American linguist
Dell Hymes. According to Hymes (1972), linguistiongpetence is inadequate in using
language appropriately in social situatiofsciolinguistic competenaehich can be regarded
as knowledge of things such as how to begin andocemdersations, how and when to be
polite, and how to address people is essentiali$org a language successfully. Apart from
that, strategic competencis also required to "organize speech in an effecthanner and
how to mark and compensate for any misunderstaadingther difficulties” (Trask, 2007, p.
43).

Canale & Swain (1980, p.29) also proposednmunicative competenae which
"sociolinguistic competence and strategic competdmecome significant besides grammar
competence in order to gain experience in real$ifeiations that involve meaningful
communication." According to them, "because of @enfance variables or insufficient
competence, verbal and non-verbal communicati@aiegires may be called into action so as
to compensate for breakdowns in communication.3(.

All these attempts demonstrate that strategy cdrwepbegun to emerge as attention
Is directed to learners having active roles inrtkearning process. Yet, it can be put forward
that the birth of language learner strategy begaa eesult of Rubin's (1975) popular article
named 'What the "Good Language Teacher" Can Teacihis study tried to find an answer
for certain techniques and approaches used by ssfotdanguage learners. Rubin (1975)
classified two main processes as contributing tliy¢c learning and indirectly to learning. In

this context,processes which may make a contribution to learrima@ direct wayare
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categorized as clarification and verification, nmoring, memorization, guessing/inductive
inferencing, deductive reasoning, and practicett@nother handyrocesses which may make
a contribution to learning in an indirect wagre identified as creating opportunities for
practice and production tasks relate to commuraoati

Following Rubin's (1975) study, many researchergestigated what makes the
learners more successful than their counterparid, faund that using certain learning
strategies have an important impact on learnec€ess. Thus, LLS are classified in diverse

ways by different scholars.

Taxonomy of LLS

It is obvious that after the entrance of "LLS" wotito the field of education, several
studies have been generated to make classificaéilated to LLS by different scholars.
Hence, it would be worthwhile to examine the maststanding taxonomies that have been

put forward to identify LLS so far.

Rubin's Classification of LLS

By the mid-1970s, one of the leading features ims$eof learning strategies studies
Rubin (1975) published her article titled 'What tkeod Language Learner" Can Teach Us',
and, language learner strategy research was imeddto the field of language learning.
Rubin (1987 also distinguished strategies as three types whigport language learning
directly or indirectlyaslearning strategiescommunication strategieandsocial strategiegp.
23-27):

. Learning Strategies: In Rubin's classification of LLS, there are two jana

types which are directly related to the languagetesy created by the learner:

v' Cognitive Learning Strategies

v' Metacognitive Learning Strategies
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o] Cognitive Learning Strategies: They are "the steps or operations used in
learning or problem-solving that require direct lgsis, transformation, or synthesis of
learning materials.” (Rubin, 1987, p.23)

Rubin distinguished six major cognitive learningastgies which are directly related

to language learning:

v' Clarification / Verification

v' Guessing / Inductive Inferencing

v' Deductive Reasoning

v' Practice

v" Memorization

v' Monitoring

0 Metacognitive Learning Strategies: These strategies are employed to
manage, control or self-direct language learninigeyTentail a range of functions as
arranging, organizing, setting objectives, and-sehagement. (Rubin, 1987)

. Communication Strategies: Communication Strategies are less directly
associated with language learning as they condentna the procedure of taking part in a
conversation, and understanding or elucidating ititention of the speaker during a
conversation. They are performed by speakers oheg tome across certain problems
because their communication ends up due to themuanication means, or there may be
some misunderstanding by the other speakers. (RL®3Y)

. Social Strategies:Social strategies are "those activities learnergage in
which afford them opportunities to be exposed td aractice their knowledge. Although
these strategies provide exposure to the targguéage, they contribute indirectly to learning
since they do not lead directly to the obtainingyiag, retrieving, and using of language”.

(Rubin, 1987, p. 27)
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Naiman et al.'s Classification of LLS
Naiman, et al. (1978) conducted an adult intervetmdy which aimed to interview
good and poor learners in detail. By means of amadythe most important of features of this
study, five major strategies are identified the ralleapproach to language learning and
seemed to be necessary for successful languagesition

4 Active Task Approach: Good Language Learners (GLLslfectively involve
themselves in the task about language learning.

4 Realization of a Language SystemGLLs improve or utilize a language
system consciousness.

4 Realization of Language as a Means of Communicatioand Interaction:
GLLs improve and utilize a language consciousniesgigh communication (i.e. sending and
getting messages) and interaction ( i.e. actiragénlturally suitable way).

v Management of Active DemandsGLLs acknowledge at first or increasingly
that they should adapt to the affective needs mamm them by language learning and
accomplish carrying out so.

v Monitoring of L2 Performance: GLLs continuously modify their L2 systems.
They check the language they are acquiring viasassg their assumptions (guesses); via
searching for required modifications as they gaiovidedge of new information or via asking

the natives when they consider there should beasibes. (Naiman et al., 1978)
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Tarone's Classification of LLS
Tarone (1980) suggests two types of strategiesSaategy of Language Use" and
"Language Learning Strategy":
. Strategy of Language Useln "Strategy of Language use", she introduces
"Communication Strategy" and "Production Strategy'follows;
o Communication Strategyis "a mutual attempt of two interlocutors to agoee
a meaning in situations where requisite meaningctires do not seem to be
shared" such as paraphrasing, transferring, avgidin
o Production Strategy is "an attempt to use one's linguistic systencieffitly
and clearly, with a minimum of effort" such as retion, practice, discourse
organization.
. Language Learning Strategy is "an attempt to develop linguistic and
sociolinguistic competence in the target languageh as memorising, repeating,

etc. (Tarone, 1980, p. 419)

O'Malley & Chamot 's Classification of LLS

O'Malley & Chamot(1990) categorize LLS in three major dimensions:

4 Metacognitive Strategies
4 Cognitive Strategies
4 Socioaffective Strategies

. Metacognitive Strategies: According to O'Malley, Chamot, Stewner-
Manzanares, Russo & Kupper (1985), metacognitican tsrm to indicate managing
function. They include strategies which are neags$ar planning for learning,
thinking about the learning process, monitoring ohe's production or

comprehension, and evaluating learning after amvigctis completed. Advance
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organizers, directed attention, selective attentiself-management, functional
planning, self-monitoring, delayed production, sstaluation are examples of the
major metacognitive strategies.

. Cognitive Strategies: They "are more limited to specific learning tasksl

they entail more direct manipulation of the leaghmaterial itself". (Brown, 2007,
p.134) Repetition, resourcing, translation, grogpimote taking, deduction,
recombination, imagery, auditory representation,yward, contextualization,
elaboration, transfer, inferencing are among thetnmportant cognitive strategies.
. Socioaffective StrategiesThey "are related with social-mediating activityda
interacting with others”. Cooperation and question clarification are the main

socio-affective strategies. (Brown, 2007, p.135)

Stern's Classification of LLS

Stern (1992) proposes five main LLS:

. Management and Planning StrategiesThese strategies enable learners to
make a decision about commitments learners engagdanguage learning.
Furthermore, they provide learners to set ratiobhgtctives, come to a decision on a
suitable method, choose proper resources, and ctiesk improvement,assess
learners' success in the light of already deterchiobjectives and anticipations
(Stern, 1992)

. Cognitive Strategies:These strategies are identified in six key sulegiguch

as clarification / verification, guessing / indwetiinferencing, deductive reasoning,

practice, memorization, and monitoring.
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« Communicative — Experiential Strategies:Communication strategies, "such
as circumlocution, gesturing, paraphrase, or askingepetition and explanation are
techniques used by learners so as to keep a catioergoing. The purpose of using
these techniques is to avoid interrupting the flaiwcommunication”. (Stern, 1992,
p.265)

* Interpersonal Strategies: "They should monitor their own development and
evaluate their own performance. Learners shouldacbrwith native speakers and
cooperate with them. Learners must become acquaintth the target culture”.
(Stern, 1992, p.265-266)

» Affective Strategies: "Good language learners try to create associations of
positive affect towards the FL and its speakersvalf as towards the learning
activities involved. Learning training can help dsats to face up to the emotional
difficulties and to overcome them by drawing ati@mtto the potential frustrations or

pointing them out as they arise". (Stern, 199266)

Oxford's Classification of LLS

It is well-accepted that Oxford (1990) is one af thost foremost researchers dealing
with learning strategies in this field, and heraaamy related to LLS has been the most
outstanding one in the literature so far.

Oxford (1990, p.14-15) divided LLS into twaaim categories as "direct strategies”
and "indirect strategies":

. Direct Strategies: They are used for engaging in the new language,the
Performer in a stage play, dealing with the languay a variety of specific tasks and
situations. They are “those behaviors which disettlolve the target language and directly
enhance language learning” (Oxford, 1990, p. 1®eyTinclude memory, cognitive, and

compensation strategies.
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4 Memory strategiesdeal with recalling and storing new knowledge.
4 Cognitive strategiesdeal with comprehending and constructing the laggu
v Compensation strategiesdeal with employing the language in spite of infation
gaps.
. Indirect Strategies: They are for general management of learning andoean

likened to the Director of the play. They are “tbdsehaviors which do not directly involve
the target language but are nevertheless essémtiaffective language learning” (Oxford,
1990, p. 450).
They include metacognitive, affective, and sociadtegies:
v' Metacognitive strategiesdeal with coordinating the learning process.
v' Social strategiesdeal with learning with others.

v Affective strategiesare for regulating emotion
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Oxford's Strategy System Showing Direct Stratgdi@g0, p.18-19)

LEARNING STRATEGIES

Direct
Strategies

Memory
Strategies

Creating mental linkages

Appling images and sounds

Reviewing well

Employing action

-Grouping

-Associating/ elaborating
-Placing new words into a
context

-Using imagery

-Semantic mapping

-Using keywords
-Representing sounds in
memory

-Structured reviewing
-Using physical response or
sensation

-Using mechanical techniques

Cognitive
Strategies

Practising

Receiving and sending
messages

Analyzing and reasoning

Creating structure for input
and output

-Repeating

-Formally practising with
sounds writing systems
-Recognizing and using
formulas and patterns
-Recombining

-Practising naturalistically
-Getting the idea quickly
-Using resources for sending
and receiving messages
-Reasoning deductively
-Analysing expressions
-Analysing contrastively
(across languages)
-Translating

-Transferring

-Taking notes
-Summarizing
-Highlighting

Compensation
Strategies

Guessing intelligently

Overcoming limitations in
speaking and writing

-Using linguistic clues
-Using other clues
-Switching to the mother
tongue

-Getting help

-Using mime or gesture
-Avoiding communication
partially or totally
-Selecting the topic
-Adjusting or approximating
the message

-Coining words

-Using a circumlocution or
synonym
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Oxford's Strategy System Showing All Indirect 8gits (1990, p.19-20)

Centering your learning

Metacognitive
Strategies Arranging and planning your

learning

Evaluating your learning

-Overviewing and linking with
already known material
-Paying attention

-Dealing speech production to
focus on listening

-Finding out about language
learning

-Organizing

-Setting goals and objectives
-ldentifying the purpose of a
language task (purposeful
listening/reading/speaking/writing
--Planning for a language task
-Self-monitoring
-Self-evaluating

Indirect
Strategies Lowering your anxiety

Affective

Strategies Encouraging yourself

Taking your emotional
temperature

LEARNING STRATEGIES

-Using progressive relaxation,
deep breathing or mediation
-Using music

-Using laughter

-Making positive statements
-Taking risks wisely

-Rewarding yourself

-Listening to your body

-Using a checklist

-Writing a language learning diary
-Discussing your feelings with
someone else

_ Asking questions
Social

Strategies
Cooperating with others

-Asking for clarification or
verification

-Asking for correction
-Cooperating with peers
-Cooperating with proficient users
of the new language

In Table 2 and 3, it is obvious that Oxford (19@ides strategies as direct and

indirect learning strategies, and divides these tmagor strategies into subcategories. It is

clear that the total six groups are gathered unoheteen strategy sets, and the entire strategy

system is composed of sixty-two strategies.

Despite the fact that certain categorizations areex out related to strategies, there

may be still an overlap while identifying learnesg’ategy types. Oxford (1990) agrees with

this situation and expresses that:
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There is no complete agreement on exactly whategfies are; how many strategies
exist; how they should be defined, demarcated cateljorized; and whether it is - or
ever will be - possible to create a real, scierdify validated hierarchy of

strategies....Classification conflicts are inevigalfOxford, 1990, p.17)

On the other hand, Oxford's taxonomy still providebeneficial understanding for

LLS since her taxonomy has provided many reseasdioename and clarify learners' strategy

types.

The Relationship Between Language Learning and Leaing Strategies

Many researchers such as Cohen (1998), Cohen &m42a07), Griffiths (2008)
O'Malley & Chamot (1990), Oxford (1990) and Wend@®91) claim that LLS enable
learners to gain knowledge of language more effelsti (Griffiths, 2010). Hence, it can be
asserted that learners make a better improvemethein studies by using LLS. In this
respect, many studies have been conducted to dématenthe relationship between language
learning and learning strategies and different keions have been derived from those
studies up to now. To provide clear understandmgtlie studies gathered from the role
played by learning strategies in language learnialjs (2012, p. 716-717) makes the

following conclusions:

1. The strategies that learners choose to utiliZieatetheir general phase of L2
progress. For instance, there is some proof tofgutard that strategies that relate to the
functional use of language and that involve praogsshunks of language precede those that
involve close attention to form and single wordslvanced learners tend to perform more

metacognitive strategies

2. More proficient learners seem to utilize learnstiategies more frequently and in

qualitatively diverse ways than less proficientiheas.
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3. Different kinds of learning strategies may cdmite to different aspects of L2
proficiency. Thus, strategies that involve formedgiice may contribute to the development
of linguistic competence, while strategies includiriunctional practice support the

improvement of communicative competence.

4. Learners need to employ strategies flexibly beaang those strategies that are

suitable for carrying out a specific learning task.

5. Metacognitive strategies involving goal idengfion, planning, monitoring, and
evaluation assume considerable importance, at feasadults. However, many learners

appear to under-utilize these types of strategy.

6. The learning strategies used by children and sadoify differ; social and

interactional strategies may be more important withng learners.

It is clear that language learning is affectedldnyguage learning strategy use as
many studies have been performed to demonstrateltenship between language learning
and learning strategies. However, more studiesigakito account different factors in terms
of LLS are still required to display how learningasegy use influence language learning with

various groups of learners.
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Self- Regulated Learning

The Concept of Self-Regulation

Educational Psychology has contributed many dewvedsps in the last three
decades. In this sense, self-regulation, as a wexept, has been the recent research interest
of various scholars. It is mentioned that learness LLS so as to regulate or control their
learning (Wenden, 1991). In this context, "selfuiagjon” is broadly defined as the degree to
which learners actively participate in their leagniDornyei, 2005). Hence, self-regulation is
"a more dynamic concept than learning strategyhligbting the learners' own strategic
efforts to manage their own achievement througleipéeliefs and processes” (Zimmerman
& Risemberg, 1997, p.105). This means that seliHedgd learners, as the name implies, take
control and responsibility of their learning progeand active roles taken enable learners to

become autonomous and improve themselves in #einihg situations.

In his book titled "The Psychology of the Languagearner" Dornyei (2005)
highlights that the concept of self-regulation gesingly become popular in the 1990s. Many
researchers shifted to the notion since learning @@ recent available neurobiological
information related to the nature of knowledgeJlskiability become inadequate to define
exactly the class of learning behaviors which aastlearning strategy use. Although many
can assume that research on self-regulation coadigitmilar investigations as before by
simply replacing the notion of "strategy" with amnterm, there are at least two aspects of this

shift that turned out truly important:

. The new perspective on self-regulation offeredrabfaader perspective than
the previous focus on learning strategies, allowsofolars to make links with

aspects of self-regulation that are not confinedht area of learning but concern
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other types of cognitive and behavioral processeg. (in clinical, health, and
organizational psychology).

. By shifting the focus from theroduct (strategies) to theprocess (self-

regulation), researchers have created more leearathémselves: Although the so-

called 'self-regulatory mechanisms' are very simialearning strategies' and carry
the same problems, these mechanisms are not tlgeimpbrtant elements within

self-regulatory process and, therefore their inewgfit understanding does not
necessarily prevent researchers from making headwayderstanding other aspects

of self-regulation. (Dornyei, 2005, p. 190-191)

According to Karoly, Boekaerts & Maes (2005, p.302¢lf-regulation involves
creative and consciousefforts that address many facets of action contraluding "self-
directed problem analysis, commitment building, gness evaluation, and long-term
maintenance". In this respect, Zimmerman (1990g¢résdhat self-regulated learners engage
in educational tasks with self-confidence, caredgbrand creativity. Furthermore, they are
conscious in terms of providing the appropriate dibons for identifying information or
having a skill. Unlike their inactive counterparsglf-regulated learners proactively seek out
information when required and take the necessassto accomplish it. Additionally, when
they encounter problems such as poor study conditioonfusing teachers or obscure text
materials, they make their ways to overcome. Theyard acquisition as a systemic and

manageable process and take greater responsibilitigeir success.

It is obvious that self-regulation has become a upap field of research in
educational psychology as the concept of self-egu is multidimensional which is
comprised of cognitive, metacognitive, motivatigrishavioral, and environmental processes

and, they are utilized by learners to improve tlaemdemic success (Dornyei, 2005). Hence,
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the notion has opened a new horizon and providédoader perspective in the field of

education.

Self-Regulated Learning

Self-regulated learning is considered as enabbagnlers to individually trigger and
maintain cognitions, affects, and behaviors thatthoroughly oriented to the achievement of
their learning objectives (Schunk & Zimmerman, 200&us, self -regulation is considered
as separate from mental capability. Instead, agesigd by Zimmerman (2001, p.1), itis
"the self-directiveprocessthrough which learners transform their mentaliaed into task-
related academic skills." In this context, selfulaged learning provides learners not only
efficiently carry out the task and control himseif herself but also engage in the learning

environment (Oxford, 2011).

Schunk & Ertmer (2000) explain self-regulation@ailning and state that self-regulation
includes procedures such as having objectives daming, dealing with and focusing on
teaching, performing efficient strategies for agiag, encoding, practising knowledge to be
recalled, setting a dynamic study atmosphere, zitdi resources efficiently, checking
performance, organizing time efficiently, lookingrf support when required, having
constructive beliefs about one's abilities, the angince of learning, the factors that affect
learning, and the expected results of achievenat,practising honour and pleasure about

one's endeavors.

According to Winne (1995), when self-regulatedmess begin to study, they:

set goals for extending knowledge and sustainingvatmon. They are aware of
what they know, what they believe, and what théedéhces between these kinds
of information imply for approaching tasks. Theywéa grasp of their motivation,

are aware of their affect, and plan how to manaegeiriterplay between these as
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they engage with a task. They also deliberate atmmatl-grain tactics and overall
strategies, selecting some instead of others bas@dedictions about how each is

able to support progress toward chosen goals. (8/ib@95, p. 173)

Depending upon the studies of certain scholars &001; Weinstein et al., 2000;
Winne, 1995; Zimmerman, 1998, 2000, 2001b, 20G&#t)esfeatures of self-regulated learners

can be outlined as follows (cited in Montalvo & Tes, 2004):

4 They are familiar with and know how to use a senésognitive strategies
(repetition, elaboration and organization) whichphthem to attend to, transform, organize,
elaborate and recover information.

4 They know how to plan, control and direct theiental processes toward the
accomplishment of mental processe®{acognitioi

4 They demonstrate an arrangement of motivationagtseand versatile feelings,
for instance a high feeling of academic self-efficahe acceptance of learning objectives, the
improvement of positive feelings about tasks sustemjoyment, pleasure, interest, and the
ability to manage and alter these, changing therthéonecessities of the task and of the
particular learning context.

4 They organize and manage the time and attemp tniployed in contexts, and
they are familiar with producing and constructingsipive learning situations (i.e. arranging
an appropriate place for studying, and asking &p lirom instructors and friends when they
face problems.

4 To the degree that the situation permits it, thesnonstrate more prominent to
take part in the organization and regulation ofdacaic tasks, classroom atmosphere and
construction such as how the learners will be asskstask necessities, planning class

assignments, designing work teams).
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4 They can put into play a progression of volitiogaithtegies, which are intended
to refrain from external and internal interruptions keep their attention, endeavor, and

motivation during the performance of academic tasks

It is seen that self-regulated learning providesriers to take conscious and active
roles during their learning process; and rathen tine product, the process of learning gains
significance in this context. Hence, self-regulakeaining enables learners to know how to
filter necessary and useful information for theéudses and use strategies to divert the way of

their learning throughout their education.

Models of Self-Regulated Learning

The theoretical framework of self-regulated leagnif®RL) is based upon a social
cognitive perspective and cognitive constructitistories as mentioned earlier. Therefore, a
variety of models have been suggested in termsisglaying the synthesizing different
processes. Thus, it would be noteworthy to ment@ most outstanding and current models

related to SRL.

Winne’s Four-Stage Model of Self-Regulated Learning
Winne & Hadwin (1998) proposed a model that is Hasgon Information
Processing Theory (IPT). This model is comprisetbaf phases with regard to SRL:
v"understanding the task
v/ goal-setting and planning how to reach the goal(s)
v/ enacting strategies

v' metacognitively adapting to study

In the first phase, the student begins to havewa about the features of the task they

study. Secondly, the student constructs goalsh®tdsk and make plans to accomplish them.
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In the third phase, the student chooses and emphlysus tactics and strategies, and lastly
the student adapts any part of their learning ghrdspending upon their experiences
throughout their education process (Dunlosky & Mé#e& 2009). This model presents a
combined reflection of the vital determinants @frleng together with the cognitive processes
involved and are expressed by the acronym COPERBhveitands foconditions, operations,
products, evaluationgndstandards These four aspects, except operations, are fains
information that are used or generated by a pedsoing learning §enler, 2011). Each phase
is related to metacognitive monitoring and conteohd consequently, the quality of self-
regulation in learning is identified by;

4 the accuracy of the task model and access to i@fitom supposed to be
necessary,

4 by the quality of the learners' repertoire of efifiee study tactics and learning
strategies,

v by knowledge and access to standards for monitairagnges in the domain of
learning, the fit of study tactics and learningastgies to the assigned tasks, and disposal of
the cognitive operations inherent in study taciicd learning strategies as well as,

v by active metacognitive skillfulness in monitoriagd controlling the course of

learning (Winne, 2001).
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Boekaerts’ Model of Adaptable Learning

The Model of Adaptable Learning (MAL) is a holisfiamework that investigates
the relation between intertwined parts of SRL. Tiedel is based upon two main priorities;
while broadening their knowledge and skills so asdevelop their personal resources,
learners also wish to sustain their existing resesiand to avoid loss, damage, and distortions
of well-being. Moreover, this model puts forwarattearning activities activate a network of
extremely definite connotations as they interrupe tearner's personal endeavoring and
vulnerabilities. The model signifies this processotigh the link between the appraisals and
the contents of a dynamic internal working modelMYMwvhich derives from three major
sources. The first source of information is thecpption of the task in the physical, social,
and didactic situation. The second source triggemnain specific knowledge and skills
consisting of declarative and procedural knowledggnitive strategies and metacognitive
knowledge related to the task. The last sourcelw@gomanifest personality traits with the
self-system involving their goal hierarchy, values\d motivational belief§Boekaerts &
Niemivirta, 2000).

It is also hypothesized in this model that undéd&raappraisals and negative
emotions such as anxiety, anger, disappointmenpassible to be more dominant during
learner's interpretation related to learning situest or tasks as significant for well-being. In
this case, the major aim of the learner is to dativity in the 'coping mode' to re-establish
well-being. On the other hand, desirable appraisald positive emotions such as joy,
relaxation, excitement will likely to be more doram leading to learning intention and
activity in the 'mastery mode' when the possibitityoenefits in competence for sensible costs
are kept by the learning contexts or tasks. Thiamaehat both the coping mode and mastery
mode associate together and struggle for superiaitindividual's hierarchy of goals

(Boekaerts, Seegers & Vermeer, 1995).
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Zimmerman's Social Cognitive Model of Self-Regulatin

One of the most well-accepted model related to 8RZimmerman's (2000) cyclical
model which is grounded in social cognitive theofjnie model considers SRL as "self-
generated thoughts, feelings, and actions thattadequgh a three-step cycle.” This cycle is
comprised of three stages: forethought, performamosolitional control, and self-reflection

(Erlich, 2011, p. 24). This cycle is displayed igute 3:

Performance or
' { 7 Volitional Control —p

{

Forethrought < l Self-Reflection

Figure 3.Zimmerman's self-regulatory cycle phases

The first phase is the forethought phase whichb@ua"processes (e.g. goal setting)
and beliefs (e.g. self-efficacy beliefs) that pekEeaction and efforts to learn or solve a
problem” (De Corte, Mason, Depaepe & Verschaffell2 p.158). Like the initial phase, it
includes two closely associated categories; tasiyars and self-motivational beliefs. Task
analysis category is comprised of two forms. Whetée first form consists of the setting of
goals which refers to determining definite outcornésearning or performance, the second
form is strategic planning in which learners requitethods that are suitable for the task and
the setting so as to achieve or perform skills.r&here numerous self-motivational beliefs
underlying forethought phases of goal setting amateggic planning such as self-efficacy,

outcome expectations, intrinsic interest or valyisngd goal orientation (Zimmerman, 2000).
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The second phase - the performance ortismwdil control phase is related to
sophisticated self-regulated learners' applyingr terategic plan such as studying for a
determined period of time and using graphic orgamsipractice quizzes and using humerous
self- monitoring techniques such as self-questigmmriting down grades for exams to keep
track of and measure learning success. This plsasgarded as critical since learners collect
information that will eventually be performed tosass the efficiency of the strategic
organization and to enhance potential learningrgitgClearly & Zimmerman, 2004).
Lastly, the self-reflection phase includes develepts that emerge after
learning attempts and affect a learner's reactimvgards that experience. These self-
reflections successively have an effect forethowghisidering following learning endeavors;

hence, the self-regulatory cycle is completed (Zemman, 1998).

Pintrich’s General Framework for Self-Regulated Leaning
Pintrich's (2000) model includes four stages of-megjulation, and four possible
areas are offered for self-regulation as shownahblé 4.

Table 4.
Conceptual Framework for Studying Self-Regulation

Phases of Self-Regulation Areas for Self-Regulation
Forethought, planning, activation  Cognition

Monitoring Motivation
Control Behavior

Reaction, reflection

In the forethought, planning, activation phase,nitbign is composed of "goals, prior
content knowledge, and metacognitive knowledge ukatlly occur before task engagement.

This phase also incorporates the students' adivatif attitudes about the perceived
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importance, usefulness, self-efficacy, or otherivadional beliefs about the material, task,

and topic more generally" (Wolters, 2010, p.5).

The second phase- monitoring is about concentrammhconsciousness about one's
accomplishments and their products. According totrleh (2000), cognitive monitoring
involves the active decision of learning and megmdtove awareness (feeling of knowing).
Motivational monitoring is related to "knowing oseself-efficacy, values, attributions
(perceived causes of outcomes), interests, andet@i On the other hand, contextual
monitoring is defined as monitoring task conditioes as to decide their changing

conditions". (Schunk, 2005, p. 86)

The third phase includes learners' attempts torabtiteir choice and adaptation of
cognitive, motivational, and affective self-regeladtstrategies due to task and learning needs.
Considering their selection of strategies, thereuos an increase or decrease regarding
learning efforts and performance. The contextuahaignifies learners' endeavor to alter or

modify task within the learning context. (Pintri@900)

The last phase is about numerous types of reactindgeflections on the self and
the task or context (Pintrich, 2004). In this phdsarners evaluate their tasks, try to find out
the reason for their successes or failures, madesaments related to the task and the learning

context along with their choice of future behavigiadlelmula & Ozgeldi, 2010)

Self-regulated Learning Strategies

The four main categories of self-regulated learrstrgtegies have been identified
depending upon on a combination mostly used taxag®m@and classifications. These self-
regulated learning strategies are cognitive stresegnetacognitive strategies, management

strategies and motivational strategies. (de Boenker-Bergstra, & Kostons, 2012)
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v' Cognitive strategiesare related toehearsal, elaboration, and organizat®mtrich
(1999)defines that rehearsal strategies are presentatitems to be comprehended such as
saying the word aloud when students read, andiglging or underlining the text. Whereas
elaboration strategies are paraphrasing or sumim@ribe material, organizational strategies
are about selecting the main ideas and outliniegeit. (Cho, 2004)

v' Metacognitive Strategiesalso have a significant effect on learners' success.
There are two general features of metacognitiorkrasvledge about cognitioand self-
regulation of cognition Moreover, most models of metacognitive controlself-regulatory
strategies involve three general strategy typesmphg, monitoring and regulating. Planning
activities can involve determining objectives faudying, skimming a text and generating
questions before reading, and performing a tasksisaof the problem. Monitoring activities
include tracking of attention while reading a tektlistening to a lecture, self-testing through
the use of questions about the text material toclkchi®r understanding, monitoring
comprehension of a lecture, and the use of testgaitrategies such as checking speed and
regulating time available in an exam situation. lagng strategies are strongly linked to
monitoring strategies. For instance, when learasksthemselves questions since they read to
check their knowledge, and then return and readptré of the text again, this rereading
process can be defined as the regulatory straidgpughout a test, skipping questions and
returning to them afterward can be regarded ashanatrategy that learners can employ to
regulate their behavior during an exam. (Hofer,&Rintrich, 1998, p. 67-68)

v' Management Strategies toncentrate on the learning situation and are trsed
provide the optimal learning contexts. They canabeved at the learner him/herself (effort
management; strategies that help one persist & ahdlifficulties), at others (help-seeking
and/or collaborative learning), or at the physieatironment (e.g. using dictionaries and/or

going to the library)". (de Boer et al., 2012, ) 1
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4 Motivational Strategiesrefer to the attitude, interest, and motivatiorneairners
toward learning. These strategies have a stromgtefih how efficiently learners comprehend
and remember information, and create a positivaleg environment such as setting realistic
goals, moderately challenging goals, using "To Dsi%, planning rewards, or taking breaks.

(Van Blerkom, 2009)
The Strategic Self-Regulation ($R) Model of Language Learning

This study specially focuses on the use of selfdagd L2 learning strategies by L2
learners attending the Department of FLE by dependipon the &R Model of language

learning proposed by Oxford (2011).

Oxford (2011) expresses thelf-regulated L2 learning strategi@s the $R Model
facilitate learners to control or manage their dearning so as to enable the learning process
to become easier and more efficient. In the sugdestodel, by taking into account the
definitions made by Afflerbach et al. (2008), s&lfulated L2 learning strategies are regarded
as "deliberate, goal-directed attempts to manadecantrol efforts to learn the L2" by adding
that these strategies are "broad, teachable actibas learners choose from among
alternatives and employ for L2 learning purposes.(eonstructing, internalizing, storing,
retrieving, and using information; completing shiemMm tasks; and /or developing L2
proficiency and self-efficacy in the long term)"chuas Planning, Evaluating, Obtaining and
Using Resources, Reasoning, Going Beyond the Imate@ata, Generating and Maintaining

Motivation, and Overcoming Knowledge Gaps in Comioating. (Oxford, 2011, p.12)

In the SR Model, self-regulated L2 learning strategies gegformed intentionally,
including four constituents of consciousness siglawareness, concentration, purpose, and
endeavor; enable learning to become easier, fantae pleasurable, and more efficient; are

demonstrated by particular tactics in diverse cdstand for different functions; reflect not
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only the cognitive or metacognitive characteristicthe learner, but also the entire and
multidimensional learner; are frequently integrati® strategy chainsuch ascollections of
strategies performing together; are connectedgiven circumstance, yet can be exchanged

to different circumstances when significant.

The SR Model relies upon research on strategically s=filated learners. In her
book titledTeachingand Researching Language Learning Stratediedprd (2011) outlines
the characteristics of these learners. Oxford (2@l15) indicates that strategically self-
regulated learners "actively participate in thewnolearning; achieve learning goals by
controlling various aspects of their learning; et their cognitive and affective states
(covert self-regulatio)) their observable performancleepavioural self-regulation and the
environmental conditions for learningnvironmental self-regulation use strategies to
control their own beliefs about learning and thelwese cognitively move from declarative
(conscious) knowledge to procedural (automatic)vkedge with the use of strategies;
choose appropriate strategies for different cood#j purposes, situations and settings;
understand that no strategy is necessarily ap@t@ptinder very circumstance or for every
purpose; and show awareness of the relationshipvelest strategy use and learning
outcomes." Hence, it can be inferred that selfdegd learners are conscious and take

necessary steps in their studies that make themoirapn their life-long learning process.
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Strategies and Metastrategies in the’® Model
As it is mentioned earlier, Oxford (1990) identifieLS into two main parts atirect
strategies (memory, cognitive, compensation strategies) amtlirect strategies
(metacognitive, social, affective strategies). ®e bther hand, the currentFS Model is
comprised of three major dimensions of L2 learrasgognitive, affectiveandSI (Oxford,
2011):
> Cognitive Strategies help the learner construct, transform, and app® L
knowledge. Moreover, they enable the learner totpgether, consolidate, elaborate, and
transform knowledge of the language and culture.
The SR Model includes six cognitive strategies as "Usimg Senses to Understand and
Remember, Activating Knowledge, Reasoning, Conadjzing with Details,

Conceptualizing Broadly, and Going beyond the ImiatedData.” (Oxford, 2011, p. 46)

> Affective Strategies offer the learner some assistance with creatingtige
feelings and manner, and keep motivated. They areiat for L2 distance learners, those
having no personal support from a teacher or aglate even though they have a mentor at a
distance. Moreover, L2 learners at lower levels \whee particular learning styles, engage in
general anxiety or depression or suffer from celtsinock at any stage in their lives require
affective strategies to learn in an effective walyere are two affective strategies in tHfR S
Model are "Activating Supportive Emotions, Beliefsnd Attitudes, and Generating and
Maintaining Motivation." (Oxford, 2011, p. 64)

> S| Strategies help the learner with communication, sociocultucaintexts,
identity, and power. They enable learners to intesad collaborate with others, ask for help,

maintain social interaction when knowledge gapsioes well.
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Three strategies included in the new model areetéating to Learn and Communicate,
Overcoming Knowledge Gaps in Communicating, Dealiwith Sociocultural Contexts and
Identities.” (Oxford, 2011, p. 88)
Apart from these three major strategies, threesygemetastrategies are included in
each dimensiometacognitive, meta-affectivendmeta-Sl strategieas explained below:
> Metacognitive Strategiegprovide the learner to control cognitive strategg.u
These strategies are extremely employed by protidi learners at the whole stages of
proficiency. There are eight metacognitive stragegn the new model as "Paying Attention to
Cognition, Planning for Cognition, Obtaining, andsit Resources for Cognition,
Organizing for Cognition, Implementing Plans for gbdion, Orchestrating Cognitive

Strategy Use, Monitoring Cognition, Evaluating Cibigm." (Oxford, 2011, p.45)

> Meta-affective Strategiesfacilitate learner control of affective strategyeu?
learners are considered as both being cognitivernmdtion-processing mechanisms and
having certain feelings, beliefs, attitudes, andivations. The eight meta-affective strategies
included in the model are "Paying Attention to AfiePlanning for affect, Obtaining and
Using Resources for Affect, Organizing for Affedimplementing Plans for Affect
Orchestrating Affective Strategy Usklonitoring Affect, and Evaluating Affect." (Oxford,

2011, p. 63)

> Meta-SI Strategiesenable the learner to control Sl strategy userd hee eight
meta-Sl| strategies as Paying Attention to Conté&dsnmunication, and CulturBlanning for
Contexts, Communication, and Cultur®btaining and Using Resources for Contexts,
Communication, and CultureOrganizing for Contexts, Communication, and Culture

Implementing Plans for Contexts, Communication, @uiture Orchestrating Strategies for
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Contexts, Communication, and Cultur®onitoring for Contexts, Communication, and

Culture, ancevaluating Contexts, Communication, and Cultu(@®xford, 2011, p. 87)

Self-regulated L2 learning strategies are figuredhgrehensively in Figure 4 as

follows:

METASTRATEGIES FOR GENERAL MANAGEMENT & CONTROL
Paying Attention, Planning, Obtaining & Using Resms, Organizing &
Implementing Plans, Orchestrating Strategy Use, itdoing & Evaluating

META-
SOCIOCULTURAL
INTERACTIVE
STRATEGIES
(Help the learner manage
the socio-cultural-
interactive dimension)

META-
AFFECTIVE
STRATEGIES
(Help the learner
manage the affect
dimension)

METACOGNITIVE
STRATEGIES
(Help the learner

manage the cognitive

dimensior)

These metastrategies help the learner controlttheegies below.

N\

COGNITIVE STRATEGIES
(Help the learner construct, SOCIOCULTURAL-

transform & apply L2 knowledge) INTERACTIVE

1. Using the senses to understang AFFECTIVE STRATEGIES

& remember STRATEGIES (Help the learner interact to

2.Activating Knowledge (Help the learner create positive — learn & communicate-despite

3.Reasoning < > emotions & attitudes & stay knowledge gaps & deal well

4. Conceptualizing with details motivated) with culture)

(analyzing, comparing, etc.) 1. Interacting to learn &

5. Conceptualizing broadly 1. Activating supportive communicate

(synthesizing, summarizing, etc.) emotions, beliefs & attitudes 2. Overcoming knowledge

6. Going beyond the immediate 2. Generating & maintaining gaps in communicating

data (guessing, predicting, etc.) motivation 3. Dealing with sociocultural
contexts & identitie:

Figure 4 Oxford's Strategic Self-Regulation Model of Langedgarning. (based on
Oxford, 2011, p. 24)

Why is the SR Model Different?

It is evident that the®® Model is different from the mentioned taxonomieisted to
L2 learning strategies so far in that it includestastrategieslimension and fills the gaps by
adding meta-affective and meta-Sl strategies. ilrtftodel, metacognitive strategies covered

the term controlling not only cognitive strategibst also affective and social strategies, and
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there was no term to define the affective and th@as dimensions up to now (Oxford, p.
2011).

Apart from the inclusion of metastrategies, on¢hef most significant feature of the
S°R Model is the addition dfcticsto the model. A tactic is defined in a differentywfeom a
strategy as Winne (2001, p. 159) argues that &tech "particular form of schema that is
represented as a rule in IF-THEN form, sometimdéleat@ condition-action rule.” According
to Oxford (2011, p.31), tactics are "the specifianifiestations of a strategy or metastrategy
by a particular learner in a given setting for egae purpose”. On the other hand, a strategy is
"a broader design or plan approaching a high-lgeall, and it coordinates a set of tactics"
(Dornyei, 2005, p. 165). While Schmeck (1988) an@adé/ Trathen, & Schraw (1990)
proposed that a learning strategy "includes" aké&tarning tactics; Oxford (2011) discussed
that self-regulated learning tactics are specificd ajoal oriented actions which can be
regarded as the way or ways that the learner imgaésnthe strategy at a definite stage in a
particular condition to fulfill the immediate needs

The mentioned strategies in théRSmodel are based upon certain theories and
concepts. Cognitive strategies and metacognitivategfies depend uposchema theory,
cognitive information-processing theory, activitheory, cognitive load theoryand
neurobiological aspects of cognitio©®n the other hand, affective strategies and meta-
affective strategies are relatedthee importance of affect in L2 learning; emotiobs]iefs,
and attitudes in relation to affective strategiesdrategies in association with motivation,
volition, investment, and willingness to commuracatgoals and strategies; and
neurobiological theory in relation to affect andategies Lastly, S| strategies and meta-Sl
strategies are in regard wommunication in relation to learning strategiess & the
Vygotsky's Sociocultural Modelndsociocultural concepts and learning strategies.

Oxford (2011, p. 40) outlines in nine ways that ®& Model is different and

broadens horizons in comparison to other stratetated models of L2 learning:
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1. The SR Model systematically integrates three major tiads of learning theory and
researchpsychological, social-cognitive, and socio-culturdihe psychological tradition of
strategies is very diverse, including strategietated to schema (mental structure)
development, comprehension, cognitive informatiomepssing, metacognition, motivation,
emotion, and beliefs. Oxford (2011, p. 47) propobed schema theory enables learners to
comprehend learning strategies and concept developriletastrategies that exist in RS
Model such as Paying Attention and Organizing péaysignificant role in developing
schemata as they enable learners to concentratesandiate the existing knowledge with the
new information respectively. In addition to thtxgnitive information -processing theory
matches with schema theory, since schemata aretrgoiesl in the first (declarative
knowledge stage) and second stages (associafige)sdf cognitive information-processing
and completely become automatic in the third stgg®cedural knowledge stage). A
fundamental aim of cognitive information -procesgsitheory is to change declarative
knowledge, which is considered as conscious, éfilorto procedural knowledge, which is
unconscious and automatic. Furthermore, it is yikddat L2 learning is influenced by
motivation, emotions and beliefs, and can be medifby learning strategies. The social-
cognitive dimension engages in strategies concgrtask phases, self-efficacy, and social
comparisons. A cycle of phases for carrying owsk tor solving a problem are embedded in
the SR Model as task-phase 1 (strategic forethoughsk-pinase-2 (strategic performance),
and task-phase 3 (strategic reflection and evaogtin Task-phase 1, the learner notices to
the demands of the task, set goals, plans how treasl them, and activates existing
knowledge. Task-phase 2 is sometimes named asgtramplementation, monitoring, and
control. In this task-phase, the learner appliespian, monitors how well the plan is working
and decides whether to continue the task as ibiisgg stop entirely, or make changes in the
approach to the task. Task-phase 3 is comprisethaking judgments of value about

outcomes, effectiveness of strategies and selfq@x2011, p.25). The’R Model uses these
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task-phases as they put forward roughly whenbeiseficial to use certain learning strategies
or metastrategies. Apart from this, learning sg@® can reinforceself-efficacy which is
defined as "people’s judgment of their capabilitiesorganise and execute courses of action
required to attain designated types of performdn¢Bandura & Schunk, 1981, p. 31).
Oxford (2011, p.27-28) argues that perceptionsetifefficacy can become more positive by
means of the affective strategy of Activating Supipe Emotions, Beliefs, and Attitudes.
The sociocultural strand is related to strategate called "higher mental functions™” or
"operations") regarding mediated learning, instrotakenrichment, ZPD, communities of
practice, and cognitive apprenticeship. In tHf& $Model, as in Vygotsky's sociocultural
model, it is suggested that all learning is supgasebe assisted (mediated) performance.
Vygotsky's model of self-regulated learning asséntg learning is mediated by means of
language and specially dialogues with a more coempgierson (or by means of other ways
such as books, technology, etc.) Additionally, Vighe's (1978, p. 83) ZPD, which is "the
distance between the actual developmental level amdletermined by the independent
problem solving and the level of potential develepias determined through problem
solving under adult guidance or in collaboratiothwnore capable peers", can model "higher
mental functions" such as Conceptualizing with Detar Conceptualizing Broadly" that are
considered as strategies in tHiR $Model. Apart from this, the model asserts thatrders are
part of communities of practice. A community of gfiee is "an aggregate of people who
come together around mutual engagement in some oarnemdeavor"Eckert & McConnell-
Ginet, 1992, p. 96). Brown, Collins & Duguid (1983t forward that in a community of
practice, a learner ideally takes part in cognitajgprenticeship that enables learners to
acquire, develop, and employ learning strategieeah activities through interaction, social
construction of knowledge, scaffolding, modelinghalysetting, peer-sharing, and learner

reflection (cited in Oxford, 2011, p. 29).
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2. The SR Model provides a better balance of dimensiona fivéor learning strategy
models. This model overtly recognizes that L2 le®gns not just a cognitive/metacognitive
process but is also impacted by a composite netabbeliefs, emotional relations, attitudes,
inspirations, sociocultural connections, individmmunications, and power dynamics.
Therefore, sufficient attention must be paid toeetive strategies and meta-affective
strategies, and Sl strategies and meta-Sl strateggewell as cognitive and metacognitive
strategies, which often garner the most attention.

3. As mentioned earlier, tH8R Model introduces not just metacognitive but atseta-
affective and meta-SlI strategies as part of a navimportant concept, metastrategies. The
use of metastrategies, which include but are moitdid to metacognitive strategies, makes
good sense semantically, logically, and theordtical

4. The SR Model states that metastrategies, such as PignBimanizing, Monitoring,
and Evaluating, are naturally usable at eitheitdis& level or the whole-process level. Several
social-cognitive models of self-regulated view #hes only related to a particular task-phase.
(e.g. strategies used before, during, and aftetaie

5. The S’R Model underscores the importance of deep pratgssiategies, as opposed
to surface strategies. According to the model, @k{@011) discusses that deep processing
strategies, which assists understanding, boostriamomental connections, and are the most
useful strategies for storing information in lomgrh. For instance, it is potential that
cognitive strategies such as Reasoning, Concepinglivith Details, and Conceptualizing
Broadly and metacognitive strategies such as Rignmonitoring, and Evaluating make a
contribution to deep processing. According to Holgt & Aultman (2008), learners adopting
deep approaches to learning are more likely toomailgze academic tasks, construct previous
knowledge in a significant way that provides loergat learning. Moreover, learners using
deep approaches are seen better at both choosatggsts and monitoring when problems

occur. On the other hand, surface strategies fateliearners to memorize material so as to



53
repeat it when necessary without the aim of legrnirhus, the use of surface strategies is
associated with having unstable self-esteem, cgugsixcessive social comparisons” or being
in a position that puts off self-regulation.

6. The S’R Model mentions "double utility" of strategies ambtastrategies. Double
utility means that they can be used in situationslving ordinary learning problems or
circumstances marked by severe or crisis-like iegrproblems.

7. The SR Model includes the fewest strategies and metasfies (a total of 19)
needed for self-regulated; therefore, the modelbmamiewed as scientifically elegant. At the
same time, the model's inclusion of tactics alldarstremendous flexibility and adaptability.
As explained earlier, tactics are the very paréicalpplications of strategies or metastrategies
in real-life situations for specific purposes ameds.

8. The S’R Model pays close attention to the neurobiolog&aments of L2 learning
and to cognitive load, which most L2 strategy medtd not adequately discuss. For instance,
higher cognition, like abstract thought, functiansthe prefrontal cortex (frontal lobe) yet
also have connections in the brain. Certain relatednitive strategies are Reasoning,
comprising inductive and deductive; Conceptualiavith Details, comprising analysing and
comparing; and Conceptualising Broadly, comprigggthesizing and summarizing. General
organization or executive control processes sudivatuating and Planning of metacognitive
strategies function in the frontal lobe (prefrontattex) of the brain but have connections to
deeper, motivation-related components like the atalg that is situated in the temporal
lobes, and generates and reacts to nonverbal sfgasger, avoidance, defensiveness, and
fear.

9. The S’R Model embraces a large number of valuable teciesicfor assessing L2
learning strategies and assisting learners in akpgrtheir strategy repertoire. Some of these

technigues have not been included in prior pubtisfiscussions of L2 learning strategies. All
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of these aspects make théRSModel different from other strategy models and an
enhancement to the field of L2 learning strategies.
It is evident that Oxford's?® Model (2011) proposes a broader perspective migtin
terms of cognitive strategies but also affectivel anteractive strategies used in social
settings. In this sense, the model seems promigiitly regard to providing a deeper

understanding of the strategy use of L2 learners.

Factors Affecting LLS Use

This section points out certain factors which hawegential role in terms of affecting
language learning strategy use. It is obvious tiiaterous studies have been conducted up to
now so as to reveal the relationship between teeotit LS and the factors that contribute the
frequent use of L2 learning strategies (Dornyei Kelsan, 2003; Gardner, 1995; Ehrman &
Oxford, 1989, 1990; Ellis, 2008; Oxford & Nyikos989; Peirce, 1995; Wenden, 1987;
White, 2008). Of those factors, it has been sougglit that learner's motivation, gender,
proficiency level and learning style seem to hatreng impact on the diverse types of
strategy use of learners (Bialystok, 1981; EhrmE®Q0; Griffiths, 2003; Kaylani, 1999;
Oxford & Nyikos, 1989; Peacock & Ho, 2003; Rahifiiazi & Saif, 2008; Yang, 2010;
Yilmaz, 2010). Moreover, studies carried out by @af(1990) reveals that the frequency and
types of learning strategy use by L2 learners daplaly difference regarding some factors
such as consciousness level of learning strateglesse of learning, task necessities, age,
gender, cultural and mother language backgrouratnileg target, personality traits, and
motivation (Salahshour, Sharifi & Salahshour, 2018)this sense, this study aims to reveal
to what extent certain individual factors such asspnal traits, identity, language learning

beliefs, and proficiency affect strategy use irFak context.
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Personality Traits

The termpersonality is defined as "the complex organizatboognitions, affects, and
behaviours that give direction and pattern (coheg®mo the person's life" (Pervin, 1996, p.
414). Personality is also identified as a psychickignotion which is supposed to have an
association with the physical, biological charastas of people by influencing how the
individual involves in the social world (Mischelh&a & Ayduk, 2008). In this context,
personality makes a difference among people; héycshaping our understanding of the
world, it directs the way people act in the retd.llOn the other hand, personality traits refer
to "the individual characteristics that are stadter time and explain a person's behavior and
psychology” (Lee, 2007, p. 19). This means thatrallviduals possess certain features that
construct their own characters. Thus, it is possibat learners having different personalities
have diverse ways of learning. From the point afjleage studies that have been carried out
so far, extraversion and introversion dimensionsictv were initially introduced to the field
by Jung (1921), are the most striking ones witharégto personality (Griffiths, 2008).

Eysenck & Chan (1982, p. 154) highlight these twoeahsions as follows:

Extraverts are sociable, like parties, have maynfis and need excitement; they are
sensation-seekers and risk-takers, like practiokég and are lively and active.
Conversely, introverts are quiet, prefer readingie®eting people, have few but close

friends and usually avoid excitement. (cited inE:[2008, p. 673)

Extraverts are believed to be more fluent tharoirdrts in terms of using L1 and L2
in formal and social situations as they seem légssful and have low anxiety. (Dérnyei,
2005). On the other hand, this does not mean Liegt &re good at listening, reading, and
writing skills in spite of their developed oral comanicative competence (Brown, 2007).

Ehrman (2008) also underlines that introverts anergg the high-level learners according to a
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study she carried out. However, in terms of languagrning strategy use, extroverts tend to
employ social strategies to learn language as #rey more likely to be outgoing and
interested in communicating with others. On theeotiand, introverts are more likely to use
cognitive strategies (e.g. reading for pleasure) noetacognitive strategies (e.g. time
management) as they seem less sociable and shtisfie spending time on their own
(Griffiths, 2013).

Although numerous definitions have been put forwardrder to define personality,
a common theory related to personality construstrita been suggested up to now. However,
The Big Five Personality Traits or the Five Fadiwdel (FFM), which was first sought in
the 1930s and 1940s by Allport, Odbert & Cattetld dater developed by Costa & McCrae in
1985, is used to identify human personality by gatizing the personality traits into five
main dimensions (Dornyei, 2005; Merdan, 2013). Thedel did not embody a specific
theoretical perspective but was derived from adjestpeople use to describe themselves and
others (John et al., 2008). The five main compoheoit the model are Openness to
experience, Conscientiousness, Extraversion-intsime, Agreeableness, and Neuroticism-
Emotional stability, which construct the acronym EXIN with the initials, and described as
follows (Dornyei, 2005):

* Openness to experiencdigh scorers are imaginative, interested, adaptatseative,
moved by art, novelty seeking, unique, and uncotiweal; low scorers are traditional,
conservative, sensible, lacking artistic sensibgitand efficient.

« Conscientiousness:High scorers are organized, careful, effectiveanpkd,
trustworthy, accountable, diligent, persistent, asélf-controlled; low scorers are
untrustworthy, pointless, not careful, unsystematiot on time, idle, neglectful, and

indecisive.
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« Extraversion-introversionHigh scorers are outgoing, social, energetic, cefifident,
impulsive, and chatty; low scorers are inactivdmgashy, quiet, moderate, unfriendly, and
unemotional.

« Agreeableness:High scorers are amiable, happy, pleasant, gentierciful,
collaborative, moderate, and open-ended; low ssom@@e cool, pessimistic, impolite,
disagreeable, disapproving, aggressive, doubthigrgiving, bad-tempered, and unhelpful.

» Neuroticism-Emotional stabilityHigh scorers are distressing, nervous, defenseless
unhappy, insecure, temperamental, sensitive, aseture; low scorers are cool, stress-free,
impassive, strong, restful, satisfied, peacefull, seif-righteous.

It is surprising that studies depending upon BigeFAModel are somehow limited
(Ellis, 2008). On the other hand, one of the limhieend earliest studies with regard to this
model was carried out by Verhoeven & Vermeer (2002he Netherlands. By developing a
rating instrument consisting of 30 pairs of statetedhat reflect the five personality traits,
they tried to find out the relationship between pieesonality of 241 native speaking and L2
learning children and their communicative competerihe result of the study put forwards
that it is possible for extroverted learners to sisategies for the purpose of compensating for
their restricted language skills. However, certsindies have recently begun to investigate
the relationship between personality types andrsegiiilated learning strategies of language
learners. In this context, in their study, Gyha&zdani & Farsani (2013) found that learners
belonging to “conscientiousness” dimension as agslity trait were more likely to employ
all strategies, specially managing time and stugjrenment. Besides, extroverted students
were found to employ peer learning and help-seegirggegies. Another study carried out by
Babakhani (2014) revealed that except neuroticisinfour personality traits of Big Five
Model- Openness to experience, ConscientiousnessgtraMersion-introversion,
Agreeableness- are found to have a positive relatith self-regulated learning strategies. In

his study, Asmali (2014) demonstrated that pawsitip mostly have Agreeableness
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personality trait followed by Extraversion, Int&tdmagination, Conscientiousness, and
Neuroticism/Emotional Stability. Furthermore, thevere significant relationships between
cognitive strategies and extraversion; agreeabtenaed intellect; compensation strategies

and agreeableness; affective strategies and dujeeess; social strategies and agreeableness.

Identity

The notionof identity is viewed as "a set of essential chargsties that are unique
to humans, independent of language, and uncharagrass contexts” (Hall, 2012, p. 30).
These characteristics involve the combination ofate factors such as nationality, culture,
age, gender, etc. and it is possible that theswriadhave a contribution to the learner
individuality (Griffiths, 2013). That is, there armimerous factors that shape learners and
construct their individuality. Thus, learners affeeted by their learning environment, social
status, economic status, cultural background, famietc. throughout their learning process.

Studies involving the elements of one's identitthwegard to strategy use can yield
different results. To illustrate, it has been irtigeged that learners from different nationalities
can have diverse ways of learning and strategy@se. of the earliest and most outstanding
research to examine the effect of nationality aategy use was conducted by Politzer &
McGroarty (1985). In this study, it was revealdthtt Hispanic learners use language
strategies more than Asian students. Another stadsied out by Bedell & Oxford (1996)
highlights that whereas compensation strategies usexd more frequently by Chinese
students, Puerto Rican and Egyptian learners emifleymoderate use of compensation
strategies. Nikoopour, Farsani & Neishabouri (20h¥gstigated the strategies employed by
Iranian EFL learners. The findings of the studyvedo that Iranian EFL students employ
metacognitive strategies more than other stratedfidgsiaz (2010) revealed that whereas
compensation strategies are used more frequerftgctise strategies are employed less

frequently by Turkish second language learnersti@nother hand, in his study ¥keinar
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(2014) showed that L2 learners used mostly metategnstrategies; whereas cognitive
strategies were the least preferred strategy type2blearners of the faculty of education in
Turkey. Furthermore, Griffiths (2003) found thatLBl strategies are employed more

frequently by European students than their couatésgrom other nationalities.

Age is also another significant factor constructishgntity in terms of strategy use. In
their study, Peacock & Ho (2003) found that matsiedents (aged 23 and over) employ a
significantly higher use of four of Oxford’s six a&fegy classifications, that is memory
strategies, metacognitive strategies, affectivaatyies, and social strategies than did younger
students. However, in her study, Griffiths (2008yealed that age was not significantly
associated with strategy use. On the other hanowmr Bransford, Ferrara & Campione
(1983) demonstrated that older children use stiedeqh a task-specific way and older
children and adults employ generalized strategresaimore flexible manner (cited in
O'Malley & Chamot, 1990).

It is evident that gender has an influence on th@oe of strategy use. In terms of
gender, studies display that female learners atitiore LLS than male learners (Aslan, 2009;
Bozinovic & Sindik, 2011; Ehrman, 1990; Kaylani, 1999; Oxfa% Nyikos, 1989; Peacock
& Ho, 2003; Salahshour, 2013; Yiimaz, 2010; Zeyriz0il2). However, there are studies that
display no significant gender differences amongraVetrategy use (Abid, Daghir & Ridha,
2010; Griffiths, 2003; Nisbet, Tindall, & Arroyo0R5; Wharton, 2000). In this context, Ellis
(2008) expresses that strategies are used in erehtf manner by diverse populations of
learners and proposes that it would be incorreantaipate universal good LLS.

Apart from the mentioned factors related to languisgrning strategy use, learning
situation of learners gain importance in languagediss. According to Griffiths (2013, p. 16-

17), learning situation is an effective factorenms of strategy use due to following reasons:
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0 It would seem to be of little use to debate thedf¥eness of a strategy such as
using computers to develop grammatical accuracg poor rural school where the possibility
of obtaining and maintaining such expensive hi-teghipment and software is minimal.

0 Whether students are studying the target languagéheir own countries
surrounded by those who speak their own languagéether they are in a country where the
target language is spoken as the native languatieciwarly affect the degree to which
strategies such awatching TV in the target language to learn idioorsreading target
language newspapers to expand vocabuae/easy or even possible.

0 Family and/or cultural environments are also likelyhave a strong influence
on the strategies which given individuals are d@blehoose and which may or may not be
effective for them given the contexts in which theies are conducted. A strategy such as
reading for pleasure in the target languader instance, is unlikely to be an option forid g
in a situation where the women of the family areexpected to be educated.

Although examples of other factors affecting sygteise of L2 learners can be
enhanced, the mentioned factors are the mostrggrikies that have been studied up to now;
hence, it would be beneficial to reveal the relsilup between those factors and language
learning strategy use to recognize L2 learnersebethd provide a more fruitful learning

environment for them.
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Learner Beliefs

Beliefs are regarded as one part of individualdeadifferences that are likely to
have an effect on the processes and outcomes @id#areign language learning/acquisition
(SLA) (Kalaja & Barcelos, 2003). In this regard,variety of definitions have been put
forward to identify beliefs in the language conteB¢rnat & Gvozdenko (2005, p. 3) outline
the definitions related to learner beliefs and hgdtt that they are defined as conceptions of
learning, implicit theories, culture of learningysights, learner assumptions, mini-theories,
self-constructed representational systems (Benstwor&1999; Clark, 1988; Cortazzi & Jin,
1996; Omaggio, 1978; Riley, 1980; Hosenfeld, 1H8st, 1994). Victori & Lockhart (1995,
p. 224) also make the definition of learner bel$s'general assumptions that students hold
about themselves as learners, about factors irdingnlanguage learning, and about the
nature of language learning and teaching."

As it can be inferred from the definitions abovelidéfs can be regarded as the way
learners think about themselves and their learmragess. Thus, beliefs about language
learning are seen as a part of metacognitive awase(fFlavell, 1987) that involve the whole
learners together with their objectives and reaqueets (cited in Bernat & Gvozdenko, 2005).
According to Horwitz (1999), it is crucial to be ake of learner beliefs for realizing their
approaches to language learning more effectivelg,their performance of learning strategies
for getting better in the field of language edumatiln this respect, learners' beliefs can be
examined in three different approaches: the noseatpproach, the metacognitive approach,
and the contextual approach. According to the ntwaapproach, beliefs are considered as
"preconceived notions, myths or misconceptions"ciwhian be investigated through Likert-
type questionnaires such as the Beliefs About Laggu_.earning Inventory- BALLI designed
by Horwitz (1987). The metacognitive approach coes metacognitive awareness of
learners' beliefs in relation to language learrasg'theories in action” (Wenden, 1999) and

they are measured through the semi-structuredvietes by conducting the content analysis
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of learner self-reports. Lastly, the contextualrapgh regards learners' beliefs as differing in
the situation which consists of gathering variowadforms and different ways of data
analysis. A fourth approach can be named as metagptadysis which involves analysing
metaphors which are employed by learners to idenltiéir learning constructs an indirect
way of distinguishing beliefs (Ellis, 2008).

Certain studies revealed that LLS and learnerséfselbout language are closely
related to each other. In the study performed bygy@999), the results displayed that there
are dynamic relationships between learners' bedietsstrategy useThis study showed that
there is a strong relationship between L2 learnszl-efficacy beliefs about English and
learners' learning strategy use of the whole siyatategories, particularly functional practice
strategies. Also, it was found that there is ati@hship between learners' beliefs about the
value and nature of learning spoken English anthéa’ formal oral-practice strategy use.
Another study carried out by Chang & Shen (200&)ntbthat learners' beliefs are strongly
related to LLS. The results of their study revedlet the students mostly used metacognitive
strategies, and compensation and affective stegdgast. Also, they held strong motivational
beliefs about English language learning. Similaiytheir study Abedini Rahimi & Zare-ee
(2011) found that EFL learners holding more favtgaénd reasonable beliefs, generally;
employ strategies more and also have higher lamyuage proficiency. Furthermore, the
results of Meshkat & Saeb's (2012) study revealest there is a significant positive
relationship between beliefs and strategy types. Sitongest relationship was found between
the students’ metacognitive strategies and theitivation and expectations. Also, the

students held strong motivational beliefs aboutliEhdanguage learning.

Dornyei (2005) is promising in the sense that presearch with regard to learners'
beliefs about language has provided certain evieléimat language learners' beliefs influence

the way they manage the L2. In this respect, W(R(@08) suggests that good language
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learners are likely to have positive beliefs abiligimselves as language learners and about
the language they are learning. Furthermore, stual®ut learner beliefs have got to a point
that is similar with LLS. Hence, it would be advage¢ous to conduct more studies related to
learners' beliefs in the FLE context in order tentify L2 learners and enhance the L2
learning process in a better way.

Proficiency

One of the foremost reasons in an attempt to exdlomguage strategy use was to
reveal the relationship between strategies andigeeaty (Takeuchi, Griffiths & Coyle,
2007). Language proficiency refers to, in geneliadving sufficient command of language
for a particular purpose or a measurement of hoW ame individual has mastered the
language”. (Acikel, 2011, p. 31). Literature sugg@svast array of studies that have explored
the relationship between strategy use and langyamgéiciency and found a strong
relationship between two variables (Bialystok, 1,98&tiffiths, 2003; Peacock & Ho, 2003;
Wharton, 2000; Yang, 2010).

Recent studies carried out on that issue also levehat proficient L2 learners use
significantly more strategies than their counteigpaRao (2012) explored learners’ use of
LLS and language proficiency and found that theneis' proficiency greatly influenced LLS
use. The findings of the study showed that praficieearners employ strategies more
frequently than less proficient learners. Salahshetual. (2013) examined the relationship
between language learning strategy use, languageipncy level, and learner gender. The
results of the study revealed that successful stsdetilized strategies to a greater extent.
Moreover, they were found to employ more metacogménd social strategies.

In a study conducted by Zhang (2015), it has beend that learning strategy use
was significantly associated with and directly uefhced students’ English proficiency.

Moreover, it affects their achievements in Englesdrning not only in terms of frequency and
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types of strategies used but also about the mamindreir strategy use. The findings also
revealed that self-regulation might affect the ssscof language learning.

On the basis of Turkish context, Demirel (2012)estigated LLS used by university
students and aimed to reveal whether their usearing strategies create any difference
regarding gender and academic achievement. Acaptdirthe findings of the study, it was
noticed that the university students have an aeedagel of LLS, and they mostly use
compensation, and they merely use memory strate@iescerning the results in terms of
proficiency, it was found that as the level of tiiee of language strategies increases, the

achievements of the students increase as well.

Ozmen & Giillerglu (2013) explored students’ LLS concerning cerfaictors such
as gender, high school type and academic succdbsnwhe scope of English courses.
According to the results of the study, it was fouhdt participants attending the Faculty of
Educational Sciences utilize the whole strategggaies at a medium level, and the findings
revealed that memory strategies were performed rirecgiently than other strategy types.
Moreover, findings indicated that LLS are employ&da high level by more proficient

university students.

In another study, Y& (2014) examined the differences between stutdémsself-
regulated learning and achievement. The reseasthtseof the study showed that there is a
meaningful relation between the achievement arfersgulation skills of the students.

It is obvious from the studies conducted concerrilng relationship between LLS
and proficiency demonstrate that using LLS incredsarner success, and proficient learners
use more LLS in their language studies. Howevas, iitecessary to carry out more studies in

order to generalize findings with regard to thatiehship between LLS and proficiency.
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Chapter llI
Methodology

This chapter focuses on the methodology of theystud including the research
model, the population and setting of the study #eddata collection instruments, the data

collection process and analysis procedures.

Research Method

As mentioned earliethe aim of this study is to explore the overalfrency of self-
regulated L2 learning strategy use of L2 learndrglygng at the Department of FLE
depending upon Oxford's (20115F8Model, and to examine the relationships betwéeir t
reported self-regulated L2 learning strategy use their personality traits, identity, beliefs
about L2 learning and proficiency. In this sense&eth methods research is implemented in
the study as both quantitative and qualitative $ypiedata are collected in order to reveal the
findings of the study.

Mixed methods research is defined as "involving ¢biection or analysis of both
quantitative and qualitative data in a single stwdth some attempts to integrate the two
approaches at one or more stages of the researchsgt' (Dornyei, 2007, p. 163). It is well-
known that quantitative data consist of examiniragtggns in such data using statistical
methods such as height measured in inches, IQscogears of schooling, earnings, counts of
depressive symptoms, measures of attitudes, etteyeas qualitative data involve small
number of cases- situations, experiences, evesisg alata from observations, interviews, or
archives that are generally not chosen using pib&ab methods (Lynch, 2013). On the
other hand, mixed methods research is defined as'ttird methodological movement"
(Tashakkori & Teddlie, 2003, p.5) as it supports grogress of first quantitative and then

qualitative research. (Creswell & Clark, 2011)
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According to Creswell (2015), mixed methods rede@aaefined as follows:

An approach to research in the social, behavianad, health sciences in which the
investigator gathers both quantitative (close-ehdamud qualitative (open-ended)
data, integrates the two, and then draws interfioeta based on the combined

strengths of both sets of data to understand resgaoblems. (Creswell, 2015, p. 2)

Sandelowski (2003) indicates two major and configitpurposes for combining

methodsa) to achieve a fuller understanding of a target phemon, and
b) to verify one set of findings against the other.

This study aims to gather both quantitativel guoalitative data so as to reach a
deeper understanding of self-regulated L2 learsirgtegy use in the FLE context and justify
the results of statistical analyses through tha dathered qualitatively. In this context, four
instruments were employed for collecting quantiatidata. Self-regulated L2 Learning
Strategy Use and Beliefs about L2 Learning Scale®wleveloped by the researcher to seek
out learners' self-regulated L2 learning strategg and beliefs about L2 learning. Moreover,
personality traits were measured by ABPT which &sda on Five Factor Theory, and
developed by Bacanlilhan & Aslan, (2007); and a questionnaire desigmgthe researcher,
which aims to explore information about identitytbé participants, was used. Furthermore,
participants' university GPA were utilized for detening the proficiency level of the
learners. For the qualitative phase of the studita dvere gathered by means of semi-
structured interviews conducted with learners wherenfound out using self-regulated L2

learning strategies more and less frequently tham tounterparts.
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Research Design

Many researchers have distinguished a varietypég regarding mixed methods
design, and a classification of them (Cressweld®@iannakaki, 2005; Greene, Caracelli &
Graham, 1989; Johnson & Onwueqgbuzie, 2004; Leecn&uegbuzie, 2009; Morse, 2003).
Greene et al. (1989, p. 259) distinguished five Kegoretical purposes for implementing
mixed method research designs which are regardadoss favorable in the literature as

follows:

v' Triangulation looks for confluence, validation, communication afitcome
from the distinctive methods in order to incredse validity of constructs and
inquiry results by counteracting or maximizing tineterogeneity of irrelevant
sources of variance attributable especially to iehemethod bias but also to
inquirer bias, bias of substantive theory, biagaaquiry context.

v" Complementarity looks for enrichment, improvement, representation,
illumination of the outcomes from one method wikie toutcomes from the
other method in order to increase the interpratgbimeaningfulness, and
validity of constructs and inquiry results both bgpitalizing on inherent
method strengths and counteracting inherent biasesiethods and other
sources.

v" Developmentooks for employing the outcomes from one methmgbrovide
an improvement or notify the other method, wherpromement is interpreted
to involve sampling, performance and measuremestisidas in order to
increase the validity of constructs and inquiryults by capitalizing on
inherent method strengths.

v Initiation looks for the invention of ambiguity and conflicew view points of

structures, the recasting of inquiries or outcorfresn one method with
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inquiries or results from the other method to iaseethe extent and depth of
question results and interpretations by analyzihgnmt from the diverse
viewpoints related to diverse techniques and pater

v' Expansioriooks for expand the extent and variety of questiwough utilizing
different methods for different question constitiseto boost the extent of
question through the most suitable choice of methiodfavor of various
question constituents.

Greene et al. (1989) state that a mixed methodly tan be identified by having one
or more than one of those five purposes. In thissgthis study bears three of the mentioned
purposes. The use of both quantitative data anlbitafiige data through scales, questionnaires
and interviews illustrates the triangulation intastresults from different perspectives would
increase the validity of the constructs. In thisdgt the complementarity intent is illustrated
by means of employing different instruments for memg the same conceptual
phenomenon, that is self-regulated L2 learningestnause. For the development purpose, the
sequential use of guantitative and qualitative mwashwas employed so as to select a
purposive sample for conducting more in-depth inévs about self-regulated L2 strategy
use after the results gathered by the quantitatna.

According to Creswell & Clark (2011, p. 64), thexee four major decisions for
determining an appropriate mixed methods desigeniploy in a study. These decisions are

elaborated in a detailed way with regard to the afithe study as follows:

1. The level of interaction between the strands,
2. The relative priority of the strands,
3. The timing of the strands,

4. The procedures for mixing the strands



69

The level of interaction is related to the extemtwthich the two strands are kept
independent or interact with each oth&n independent level of interacti@merges "when
the quantitative and qualitative strands are agp$ie that they are independent from the
other—namely, the two strands are diverse, namapnttative and qualitative research
questions, data collection, and data analysis epé deparately by the researcher”; wheesas
interactive level of interactioremerges "when there is a direct interaction beatwie
quantitative and qualitative strands of the studfreswell & Clark, 2011, p.64-65) By
means of this direct interaction, quantitative apdlitative methods are mixed at separate
positions during the study before the final anay&reswell & Clark, 2011). In this study,
there is an interactive level of interaction asrsearcher decided to conduct qualitative data
depending on the results from quantitative data.

The relative priority of the strands means "thatieé significance or weighting of
the quantitative and qualitative methods for treeagch questions of the study. These strands
are classified as equal priority, quantitative ptyp and qualitative priority" (Creswell &
Clark, 2011, p.65). This study utilizes a quantratpriority since a greater emphasis is
placed on the quantitative methods, and the qtisktanethod is used in a secondary role.

The timing of the strands is associated with thepteral relationship between the
two methods in a study. Timing mainly identifieg tbrder in which the researchers perform
the results from the two sets of data in a studymely, timing relates to the entire
quantitative and qualitative strands, not just dadbection. Timing within mixed methods
designs can be distinguished in three ways as timeucrent, sequential, or multiphase
combination Concurrent timings the implementation of both the quantitative godlitative
data during a particular part of the research st8aguential timingefers the application of
the strands in two different points, by gatherimgl @nalysing one sort of data taking place
after the collection and analysis of the other ;sattereasmultiphase combination timing

emerges when multiple points that involve sequénéiad/or concurrent timing are
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implemented by the researcher (Creswell & Clark]130 This study includes sequential
timing as quantitative and qualitative data werklected at distinct stages, that is qualitative

data were gathered after the quantitative datecidn and analysis.

Lastly, it is essential for researchers to deteenthlme approach for mixing the two
approaches within their mixed methods design. s tespect, mixing emerges at four
potential stages during the process of researolterfiretation, data analysis, data collection,
and design, namely- mixing during interpretationxing during data analysis, mixing during
data collection, mixing at the level of design" ¢8well & Clark, 2011, p.66). Regarding this
study, mixing emerges during data collection as dbantitative and qualitative data are
mixed during the research process when the resmagathers a second set of data. In this
case, the researcher mixes by using a strategypwohécting' where the results of one strand
construct the collection of the other type of ddtais connection emerges through the results
of the first strand to form the collection of datathe second strand by identifying research
guestions, selecting participants, and developiata ctollection protocols or instruments
(Creswell & Clark, 2011). In this study, the resulif Self-Regulated L2 Learning Strategies
Use Scale led to determine to conduct semi-stradtunterviews for having in-depth
understanding related to self-regulated L2 learsingtegy use, and choosing the convenient

participants for the interviews.

In brief, the research design utilized in thiadst is explanatory sequential mixed
methods design. McCoy (2015) describes the expapaequential mixed methods design,

and it is schematized as follows:



71
In the explanatory sequential mixed methods, gyiasr emphasis is placed on the
guantitative (QUAN) data collection and analysiheTfirst phase (QUAN) is
followed by the qualitative data collection and lgss. The qualitative (qual)
research questions, data collection, and analysi;méormed by the results from the

guantitative phase. (McCoy, 2015, p. 106)

Determine Interpret How
Quantltatlve_ Quantitative Quantitative Qualitative Data o DQuallétatllve_:
data Collection N Results =} Resultsto Y Collection and - Qualitative = ata Explains
d i ; Results Quantitative
an . Explain Analysis Results
Analysis

Figure 5.Explanatory Sequential Design (Based on Creswélll&k, 2011)

It is believed that this design enables to expthm quantitative results that need
further support with the help of the results gatkdefrom qualitative data. Furthermore, it
helps to choose appropriate participants for tleystvith regard to the qualitative phase

(Cesur, 2012).

Setting and Participants

This study is carried out at Trakya University,rHay with the participation of L2
learners attending the Department of FLE, namelyF @nd ELT Divisions in the 2014-2015
academic year. The accessible population of thdystwonsists of participants from all 4
grades of the department (n=558), and nearly 92 #teon (n=510) participated in the study.
As mentioned earlier, data were collected usingntjtzive and qualitative data collection
instruments. Before conducting the main study, ltpstudy was carried out for the
development of the scales that were utilized ingtgly. The actual study was carried out
after the scale development phases. Hence, pamisipn the piloting and actual phases of the

study are described in different sections below.
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Participants in the Piloting of the Scales

The participants included in the pilot phases efdbhale development were based on
a simple random sample of 305 L2 learners attentiiegDepartment of FLE at Trakya
University. These learners were selected from aldgs of the department as the
representatives of the population. The number @forticipants involved in the pilot study is

displayed below according to their gender, depantmyeand grade.

Table 5.

Distribution of the Pilot Study Participants Accard to Gender, Divisions, and Grade

Gender Division Grade

Female Male Total GLT ELT Total Prst mEeenn) vhiel el Total
Year Year Year Year

Frequency 232 73 305 36 269 305 81 60 90 74 305

Percent 76,1 239 1000 11,8 88,2 100,0 26,6 19,7 29,5 243 100,0

Table 5 displays that there were 232 females anth&l8s participants. It is obvious
that the number of female participants is much digthan the males. Concerning the
department, 269 students from ELT division, ands@@lents from GLT division participated
in the piloting of the instruments. The reasontaving a higher number of ELT learners is
that the number of L2 learners in each divisionasequal at the Department of FLE as GLT
learners are less in number in comparison to EBfnlers. Finally, the number of participants
according to grade is approximately distributed adiguas 90 learners are the third-year
students, 81 learners are the first-year stud@dtdearners are the fourth-year students, and

60 learners are the second-year students thatipated in the study. (Appendix A)
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Participants of the Main Study

The participants who took part in the main studyen205 L2 learners attending the
Department of FLE at Trakya University. These leasndid not take part in the piloting
phase of the study. Table 6 demonstrates the nuofbiere participants according to their

gender, age, grade, and divisions.

Table 6.

Distribution of the Main Study Participants Accardito Gender

Gender
Frequency Percent
Female 156 76,1
Male 49 23,9
Total 205 100,0

Table 6 displays that out of 205 learners, 156hefrt were females; whereas there
were 49 males in the main study. It is evident tleemhale learners outnumber the male
learners. Thus, gender difference is not takendntwsideration while determining the factors

influencing strategy use.

It is demonstrated in Table 7 that nearly morenthalf of the learners (n=141)
participated in the study are between 20-23 yelars3@ learners are aged between 24-27, and
18 learners are between 17-19 years old. Only hées are 27 years old and above. It is
obvious that there is not an equal distributiorhwigard to age factor. In this sense, the age

difference is not taken into consideration in thelg as well.
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Table 7.

Distribution of the Main Study Participants Accardito Age

Age
Frequency Percent
17-19 18 8,8
20-23 141 68,8
24-27 37 18,0
27 and above 9 4.4
Total 205 100,0

Table 8 displays the distribution of the particifsaaccording to their grades.

Table 8.

Distribution of the Main Study Participants Accardito Grade

Grade
Frequency Percent
First Grade 32 15,6
Second Grade 59 28,8
Third Grade 58 28,3
Fourth Grade 56 27,3
Total 205 100,0

It is apparent in Table 8 that learners attendimgy fgrades of the department are
approximately distributed equally concerning thenber. In the main study, 59 learners are
the second-year students, 58 learners are theytbad students, 56 learners are the fourth-

year students, and 32 learners are the first yadests that participated in the study.

Lastly, Table 9 shows the number aftipipants who took part in the main study

according to their divisions.
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Table 9.

Distribution of the Main Study Participants Accorg to Division

Division
Frequency Percent
GLT 87 42,4
ELT 118 57,6
Total 205 100,0

It is obvious in Table 9 that 58 % of the partasips (n=118) attending ELT division,

and 42 % of the participants (n=87) attending Givistbn involved in the main study.

For the qualitative phase of the study, 10 learveere interviewed. These learners
were chosen with regard to results of the totafethey obtained from Self-Regulated L2
Learning Strategy Use Scale. In this context, fnlei@ using strategies more frequently and 5
learners using strategies less frequently wererm@ted so as to gather qualitative data by
means of semi-structured interviews. Table 10 destnates the characteristics of these

learners.

Table 10.

Participants Chosen for Conducting Interview

Self-regulated L2
Gender Division  Grade Learning Strategy Use

Total Score

Student 1 Female ELT 2 130
Student 2 Male ELT 2 127
Student 3 Male GLT 2 123
Student 4 Male ELT 1 121
Student 5 Male GLT 2 116
Student 6 Female GLT 2 70
Student 7 Male GLT 3 70

Student 8 Male GLT 2 69

Student 9 Female GLT 3 61
Student 10 Male ELT 1 60
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It is evident in Table 10 that nearly all of thertgapants interviewed (n=7) are male
learners. More than half of them (60%) attend GliMistbn; whereas nearly half of them

(40%) are ELT students.
Data Collection Instruments

In this study, a total of five data collection inshents were administered to the
participants: a scale for self-regulated L2 leagnstrategy use; a scale for beliefs about L2
learning; a scale for personality traits; a questare for getting information about identity;

and semi-structured interviews with participantowise strategies more and less frequently.
A Scale for Self-Regulated L2 Learning Strategy Use
Development of the Self-Regulated L2 Learning Straigy Use Scale

According to DeVellis (2012, p.11), scales are mgdi as "measurement instruments
that are collections of items combined into a cositeoscore and intended to reveal levels of
theoretical variables not readily observable bgdimeans”. In this sense, the initial aim of
scale development is to "create a valid measuea ainderlying construct” (Herhausen, 2011,
p. 35). On the other hand, it is well-known thaalecdevelopment is a crucial process in
which certain stages are required to be followedrder to complete the development. In this
context, there are various guidelines for scaleeligament process in the literature that
suggest how to generate a practical and usefud.sg@hurchill, 1979; Clark & Watson, 1995;
DeVellis, 2012; Hinkin, 1998; Nunnally & Bernsteih994). Churchill (1979) proposes one
of the most used scale development procedures, iadidates that stages of scale
development process are specifying the domainettnstruct, generating sample of items,
data collection, purifying the measure, assesseighility with the new data, assessing
construct validity, and lastly developing norms. offmer researcher DeVellis (2012)

highlights more elaborated stages of scale devedopms determining clearly what it is you
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want to measure, generating an item pool, detengitiie format of measurement, having the
initial item pool reviewed by the experts, considgr inclusion of validation items,
administering items to a development scale, evalgahe items, and optimizing the scale
length. On the basis of the views of scale devekgmrocedures that have been proposed so
far, the following guideline is taken for grantedrithg the scale development process in this

study.

Item Generation
Prepare Items

!

Content Validity
Get Feedback from
Experts

l

Draft Form
Administration
Determine number of
items and sample size

—_

of the scale

|

Construct Validity
KMO, Barlett test of
sphericity

Factor Analysi

’

Internal Consistency
Assessment
Cronbach's alfa,

independent t-test

"

—

v

Establishing the Final
Form

Figure 6.Guideline for Scale Development and Analysis of $adf-Regulated L2 Learning
Strategy Use Scale
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Scale Development Procedure of the Self-Regulate@ILearning Strategy Use Scale

During item generation process, the items of theeswere generated basing upon
Oxford's (2011) the R Model of Language Learning. Additionally, previotesearch related
to LLS and self-regulated learning were examinedh@ & Chi, 2002; Kadgu,
Uzuntiryaki & Aydin, 2011; Kocaman & Cumglo, 2014; Nambiar, 2008; Oxford, 1989;
O'Neil & Herl, 1998; Pintrich, Smith, Garcia & Mclkehie, 1991; Tseng, Doérnyei &
Schmidt, 2006). In the light of strategies propobgdOxford's (2011) Model, 53 items were
generated by the researcher. The statements et#he were prepared in Turkish, namely the
native language of the learners so that it wouldebsier for learners studying at the
Department of GLT to comprehend the statements.drb# form that consists of selected
statements from the item pool was submitted to Xfes on education, measurement and
evaluation, and language to discuss the contemdityabnd linguistic comprehensibility of
the statements. Through the feedback provided byegperts, there was no need to deduct
any item from the scale; however certain revisiomese required to be made linguistically
with reference to the statements. After the rewsjdhe scale was presented to a group of 15
students for evaluation of comprehensibility, expedy, and responsiveness. Subsequently,

the scale was ready for implementation after teelback provided by this group.

The instrument was designed as a 4 point Likere-tgpale which consisted of
“never (1), sometimes (2), usually (3nd always (4)"options. There were no negative
statements involved in the instrument. At the ahd, scale was constructed with 53 items
which was then used for analysis. Eventually, tivalfdraft form of the scale was
administered to 305 L2 learners studying at the dbepent of FLE. It is stated in the
literature that the minimum number of 300 is regdrdas a sufficient sample size in
conducting factor analysis (FA) (Cokluekerciglu & Buyukoztirk, 2014). Comrey & Lee

(1992) also indicate that the sample size up to dftities is regarded as poor, up to 200
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entities fair, up to 300 entities good, up to 5@@itees very good, and up to 1000 entities
excellent. Hence, the number of participants, whighdraft of this scale is implemented to,
is considered as "good" with regard to sample ##ter the implementation of the scale, the
exploratory factor analysis (EFA) was carried aut ihvestigating the construct validity of
the scale. Afterward, the goodness of fit indexhaf factors, which were gathered from the

analysis, was tested through the confirmatory faatalysis (CFA).

Factor Analysis (FA) is commonly performed in thelds of psychology and
education by researchers for the development amduaion of test and scales. In the
analyzing process, the researcher generates a tamgéer of individual scale items and
guestions. By employing factor analytic techniquasse items can be refined or deduced to
construct a smaller number of coherent subscakesah be used for reducing a great number
of related variables to a more convenient numbgfigre using them in other analyses such as
multiple regression or multivariate analysis ofigace as well (Anderson & Gerbing, 1984;

Hu & Bentler 1999; Joéreskog & Sérbom, 1993).

There are two major approaches to FA; exploratowy eonfirmatory. EFA tries to
discover the nature of the constructs that affesetaof responses; whereas CFA examines
whether a specified a set of constructs is inflimpeesponses in a predicted way. In this
sense, the main aim of EFA is to figure out the hemof common factors, which affect a
group of quantities and the intensity of the relaship between each factor and each
observed measure. On the other hand, CFA aimsdooiut the ability of a predefined factor
model to fit an observed set of data (DeCoster,8L98FA is regarded as an efficient
approach specifically at the first stages of sdaieelopment process as it enables to seek and
reveal potential sources of variance and covariahtiee observed measure. Information with
regard to the nature of social and psychologicasueement can be increased through EFAS;

however these analyses can be insufficient or iotjmal for providing detailed information.
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Hence, it is also recommended to examine the mbgaheans of CFA after conducting
exploratory techniques for revealing factor desigith regard to the instrument that is

planned to be administered (Cokluk et al., 2014).

Findings of the Scale Development Procedure of $&egulated L2 Learning Strategy

Use Scale

EFA Results of the Self-Regulated L2 Learning Straggy Use Scale

Regarding the items in this scale, raw scores wenwerted to standard z values so
as to determine how many standard deviations levealor below the mean. Considering a
normal distribution, participants getting z valuleigher than +3 and lower than -3 are
regarded as extreme values (Cokluk et al., 200)hik study, 15 participants had extreme
values. Thus, they were excluded from the studyl 280 participants were taken into

account for the analysis.

Before conducting EFA and CFA, Kaiser-Meyer-OIKKWMO) and Barlett Test of
Sphericity were performed primarily in an attempt find out the appropriateness of
performing FA on data. The KMO Measure of SampWuagequacy is defined as "a ratio of
the sum of squared correlations to the sum of sguaorrelations plus the sum of squared
partial correlations (Tabachnick & Fidell, 2001,589). Thus, it enables to assess sampling
adequacy for conducting EFA. Kaiser (1974) indisafeat an item having near 1.0 value
supports a FA, and that anything less than .5 abably not amenable to useful factor
analysis (an item having the value of .90s is 'mlaws’, .80s 'meritorious’, .70s 'middling’,
.60s 'mediocre’, .50s 'miserable’, and below .&cceptable’) (Taancil, 2005). KMO value
of this scale was identified as .79 in this studyol means that data gathered by the scale fit
for FA. Barlett Test of Sphericity was employed &® to find out whether there was a

relationship between the variables. By means ofréselts obtained from Barlett Test of
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Sphericity, data set of this study was found toehavmultivariate normal distribution as the
chi-square test statistics was determined as ggnif (2=2558,673 p<0.01). Findings of
KMO and Barlett Test of Sphericity reveal that datahe scale have the adequacy for FA.

Results of KMO and Barlett Test of Sphericity asenbnstrated in Table 11.

Table 11.

Results of KMO and Barlett Test of Sphericity w&fard to the Self-Regulated L2 Learning
Strategy Use Scale

KMO and Bartlett's Test of Sphericity

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. , 793
Bartlett's Test of Sphericity Approx. Chi-Square 2558,673
df 595
Sig. ,000

In this study, factor loadings of items are regdrds .32 and above, and eigen value is
considered as 1 and above. Moreover, it is impoftantems to be loaded in a single factor,
and there is at least .10 point difference betwtbenfactor loadings of the items that are
embedded in two factors (Buyukoztirk, 2006; seacil, 2005). According to Tabachnick &
Fidell (2007), .32 is a good rule of thumb for tmenimum loading of an item. For EFA,
Statistical Package for the Social Sciences (SP33) was employed. The results of the
analysis indicate that there are six domains/facior the scaleEFA Results of Self-

Regulated L2 Learning Strategy Use Scale are predem Table 12 below.
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Table 12.
EFA Results of the Self-Regulated L2 Learningt&gsaUse Scale

Rotated Component Matrix

Factor 1 Factor 2 Factor 3 Factor 4 Factorb5 Factob

Common
Items a]l\;le?:tt?\-/e Metacognitive ~ Meta-Sl Sl Affective  Cognitive Factor
Strategies Strategies Strategies Strategies Strategies  Strategies  Variance

50 .59 A7
43 .57 43
42 .55 37
53 .55 .34 48
48 .55 .36
33 .53 .38
40 .51 43
37 .45 .25
27 44 .36
52 44 41
5 .65 .52
10 .64 .56
34 .58 .40
29 .53 .52
4 .50 .28
16 .50 .34 A7
21 A7 .33
24 A7 .33
12 .35 19
38 .66 .50
41 .34 .61 .58
14 .40 .51 A7
36 .45 42
49 .45 41
15 .68 .50
19 .67 .57
31 .58 44
6 .55 .32
s28 A7 27
s35 .80 .69
522 .74 .61
s23 .36 .48 44
s18 71 .55
sl .65 48
525 39 .60 .55

Eigen value (Total: 15,31) Total Variance ExplaineqTotal: 41,625%)

KMO: .79 Barlett Test of Sphericity: (y2=2558,673 p<0.01)
*Factor Loadings below .32 are not displayed in théable.

Before performing EFA, there were totally 53 itenms the instrument. After
examining the initial results of EFA, it was foundt that factor loadings of certain items

were below .32 value. Moreover, it was observed thare than one item had higher factor
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loadings value. Due to this reason, 18 items wgobuded from the draft form of the scale.
As a result of EFA, factor construct and rotatectdaloadings determined by the Varimax
vertical rotation method related to the items aesented in Table 12. Regarding the fact that
factors constructing the scale are independenty#ngnax technique was used in the study as
it is one of the most preferred orthogonal rotatieethods which results in solutions that are
easier to interpret and report in statistics (AkibuP2010; Ozdamar, 1999; Tabachnick &

Fidell, 2007; Tayancil, 2005).

Depending the results of EFA, the scale is compade8s items embedded in 6
factors, and the total variance explained is 41%2%actor loadings of 35 items vary from

.80 to .35.

The first sub-dimension of the scale, that is "Maff@ctive Strategies" involves 10
items, and their rotated factor loadings vary betwes9 and .44. The eigen value of this

factor is 6.41, and its individual variance expéarvalue is 18.31%.

The second sub-dimension, "Metacognitive Stratégiesorporates 9 items, and
rotated factor loadings are between .65 and .3bthils sub-dimension, the eigen value is

2.13, and its individual variance explained vakié.08 %.

Meta-S| Strategies, which is the third sub-dimensof the scale, encompasses 5
items, and rotated factor loadings vary in a ramig&6 and .45. The eigen value of this factor

is 1.95, and its individual variance explained eals15.58 %.

The fourth sub-dimension of the scale, "Sociocaltimteractive Strategies” consists
of 5 items, and rotated factor loadings vary betw&8 and .47. The eigen value of this factor

Is 1.73, and its individual variance explained eals14.93 %.
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"Affective Strategies" factor, which is the fiftlis-dimension of the scale comprises
3 items, and rotated factor loadings range betw&@rand .48. The eigen value of this factor

is 1.70, and its individual variance explained eals14.84 %.

The last sub-dimension is "Cognitive Strategiesiciwhiorms the sixth factor of the
scale. There are 3 items related to this factod, rtated factor loadings vary between the
values .71 and .60. The eigen value of this faistdr40, and its individual variance explained

value is 4.00 %.

CFA Results of the Self-Regulated L2 Learning Straggy Scale

Confirmatory Factor Analysis is employed to test fliness of the factor construct
obtained through the results of EFA. As a resulttted CFA of the Self-Regulated L2
Learning Strategy Use Scalg@/ df ratio was evaluated by taking the Goodness Dfrieiex
(GFI), Adjusted Goodness of Fit Index (AGFI), theod® Mean of Square of Error
Approximation (RMSEA), Root Mean Square ResiduaM@®, Standardized Root Mean
Square Residual (SRMR), the Comparative Fit Indefl), the Normed Fit Index (NFI), the
Non-Normed Fit Index (NNFI) and Parsimony GoodnafsEit Index (PGFI) into account. In
this study, the corrected item-total correlationsrevanalyzed in order to find out the
effectiveness of the items in the scale in termtheir measured features. Subsequently, t-test
was employed for figuring out the relationship betw the item mean scores of top 27% and

bottom 27% groups or not. For conducting CFA, LISRE/1 was used.

For the Self-Regulated L2 Learning Strategy UsdeS&FA was performed for the
purpose of confirming the results of EFA, which déanevealed that there are 35 items
grouped into six factors in the scale. As a consreqge of CFA, it was out thg®/ df ratio of
the model is 2.38y@/ df=1298,61/545). In larger samples, a model is nagrh as "perfect”

wheny2/ df ratio is below 3, and "middling" when this rat®below 5 (Kline, 2005; Sumer,
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2000). In this respect, the scale has perfean fierms of CFA results. On the other hand, GFI
and AGFI are hypothesis testing approaches empliwyditing assessment of overidentified
CFA, and more general structural equation modelsraer to determine the quantity of
observed variance/covariance knowledge which cancdmestituted as a result of the
hypothesized model (Mueller, 1996). GFI and AGFhga between 0 and 1, and it is
generally recognized that values of .90 or greatnt out well-fitting models (Hooper,
Coughlan & Mullen, 2008). This study reveals figbnas GFI = .80 and AGFI = .76 which
mean that the model has an acceptable fit. RMSHB#A¢wdetermines "how well the model
would, with unknown but optimally chosen parametelues, fit the population covariance
matrix if it were available” (Brown & Cudeck, 1998, 137-138), refers to having 'good fit'
on the condition that values are less than .50; aldes as high as .80 is considered as
bearing reasonable errors of approximation in tbpufation. Furthermore, according to
MacCallum, Browne & Sugawara (1996), values varybejween .8 and 1.0 represent
'mediocre’ fit; whereas those higher than .10 mdicpoor' fit. On the other hand, Sumer
(2000) points out that RMSEA value as08 is considered as bearing 'good fit." This wtud
reveals findings as RMSEAB.069, and this value is regarded as reasonabkhdaanalysis.
RMR refers to the square root of the average okthered residuals. RMR values less than
.80 are identified as acceptable (Browne & Cuded93), and values less than .05 are
considered as ideal (Stieger, 1990). In this st®&MR has .048 value, which is interpreted as
‘perfect fit' (Brown, 2006). Another criterion fassessing the fithess of the scale is SRMR,
which refers to "the square root of the averageussfliresidual in standardized metric", and
provides "a measure of lack of fit in the standeedimetric" (Ryu, 2008, p. 21). SRMR value
of .80 or less indicates a good fit (Brown, 2006)this study, SRMR has .073 value which
represents that the model fits in a good index., GI, and NNFI are other indeces that
compare the target and null models. According tylel§1995), The CFI, NFI, and NNFI

values can vary from 0 to 1, with higher valuesespnting appropriate fitness. Values above
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.90 are generally regarded as satisfactory. Thidysteveals findings as CFI=.86, NFI=.78,
NNFI=.84, which indicate the model has a satisfigcfit. Another index type, PGFI "makes
a different type of adjustment to take into accommutdel complexity” (Diamantopoulos &
Siguaw, 2000, p. 87). Sumer (2000) asserts thab@l Ralue closer to 1 indicates good fit,
whereas value 1 refers to a perfect fit. In thiglgt findings reveal PGFI= .69 value, which is

regarded as adequate for the model. Table 13raiiest the goodness of fit statistics.

Table 13.

Results of the Goodness Fit Statistics with regardhe Self-Regulated L2 Learning Use
Scale

Goodness of Fit Values

12 545
df 1298.61
y2/df 2.38
GFI .80
AGFI 76
CFI 86
NFI 78
NNFI 84
SRMR 073
RMR .048
RMSA .069
PGFI 69

Although findings of CFA do not have the perfettdfi the whole fit indexes used in
assessing the model, they are considered as addgquatms of the acceptance of the model.

Figure 7 illustrates path diagram of the Self-ltatpd L2 Learning Strategy Use

Scale by means of CFA
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Figure 7.Path diagram of Self-Regulated L2 Learning Stratdgg Scale by means of CFA

Figure 7 represents t- values of the Self-Regulatdlearning Strategy Use Scale.
t-values are figured in the arrows with regardhe tases where latent variables illustrate the

observed variable. Parameter estimations are cemnesidas significant on .05 level when t-
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values are above 1.96, and significant on .01 lexedn t-values are above 2.56 (Cokluk et

al., 2010). In this context, t-values of all itemghe scale are significant on .01 level.

Results of Internal ConsistencyReliability of the Self-Regulated L2 Learning Strakgy

Use Scale

In this study, Cronbach's alfa reliability coeféot, independent t-test between
bottom-top 27% groups and item mean scores, anceated item total correlations are

examined for the purpose of assessing internaistamcy reliability of the scale.

In this study, item analysis was performed for taéculation of independent t-test
values with regard to bottom 27% and top 27% grolips analysis is carried out to provide
the dimensionality aspect of Likert scaling techmigand to make an inference about
construct validity of the scale. It also enablegligiinguish whether items of the scale assess
the intended traits without including unintendece®rfTagancil, 2010). t-test results of the
items in the scale with regard to the significabhedveen corrected item total correlations and
the item mean scores of bottom 27% and top 27%pgragsessed in terms of total scores are
represented in Table 14. The table presents thaeated item total correlation values of
items in the scale range from .44 to .76. The tesnil t-test of bottom 27% and top 27%
groups assessed in terms of total scores reveathibalifferences are significant (p<.05) in
relation to items and factors of the scale. As @sequence of this finding, it was found that

the items and factors of the Self-Regulated L2 hizay Strategy Use Scale are distinctive.
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Table 14.

Results of Correction Item Total Correlation andd&pendent t-test between Bottom 27% and
Top 27% groups of the Self-Regulated L2 Learningt&jy Use Scale

Bottom 27 % Top 27 % Group Corrected
Factors €M Group (N=78) (N=78) t* Item Total
No 7 Z Correlation
50 2.09 3.32 12.60 .69
43 2.28 3.47 11.27 .67
42 1.97 3.03 9.75 .57
53 2.03 3.32 11.75 .66
Factor 1 48 2.14 3.29 10.87 .62
33 1.95 2.87 8.29 .52
40 2.05 3.33 11.17 .63
37 3.19 2.19 8.65 .48
27 2.21 3.54 11.40 .64
52 2.28 3.36 9.60 .56
5 2.68 3.71 11.82 .68
10 2.09 3.47 13.23 .68
34 2.45 3.49 9.85 .60
29 2.42 3.77 10.29 .56
Factor 2 4 291 3.67 8.32 .49
16 2.32 3.47 10.97 .60
21 3.21 3.88 9.21 .51
24 2.22 3.32 10.05 .62
12 2.27 3.28 9.31 .51
38 2.19 3.85 16.80 .68
41 1.82 3.41 15.86 .68
Factor 3 14 2.65 3.74 10.51 .53
36 2.60 3.56 9.18 .52
49 1.64 3.00 10.23 .53
15 2.10 3.45 14.40 .67
19 2.37 3.59 13.47 .60
Factor 4 31 2.67 1.49 10.57 .53
6 1.73 2.96 10.52 .51
28 1.83 3.08 9.53 A4
35 2.62 3.94 19.65 .76
Factor 5 22 2.58 3.87 18.40 72
23 2.58 3.78 14.36 .59
18 1.65 3.53 19.20 .63
Factor 6 1 2.00 2.99 10.51 .46
25 1.7 3.37 15.22 .62

In this study, the Cronbach's Alfa coefficient veeegermined to find out the reliability
regarding the scale. The internal consistency awefits of the scale are displayed in Table

15.
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Table 15.
Internal Consistency Coefficients of the Self-Ratgal L2 Learning Strategy Use Scale

Self-Regulated L2 Learning Strategy Use Cronbach's Alfa

Scale
1. Meta-affective Strategies .88
2. Metacognitive Strategies .85
3. Meta-SI Strategies .80
4. S| Strategies a7
5. Affective Strategies .83
6. Cognitive Strategies .73
Overall Values of the Scale .85

Reliability coefficient .70 and above is genbrategarded as adequate for the
reliability of test scores (Buyukdztirk, 2006). tlms study, the Cronbach's Alpha internal
consistency coefficient of the first sub-dimensitMeta-affective Strategies” is .88. The
coefficient value of the second sub-dimension "Metmitive Strategies" is .85, .80 for the
third sub-dimension "Meta- Sl Strategies"”, .77 thog fourth sub-dimension, .83 for the fifth
sub-dimension "Affective Strategies”, and .73 fdre tlast sub-dimension "Cognitive
Strategies”. The overall reliability of the measnemt model is established by having a
Cronbach’s alpha statistic of .85, which means tatmodel is at an acceptable level. Hence,
the calculated internal consistency coefficienteat that the scale is at a good level in terms
of reliability.

As a result of conducting scale development moee Self-Regulated L2 Learning
Strategy Use Scale was composed of 35 items grounpe® factors as Cognitive Strategies,
Affective StrategiesSI Strategies, Metacognitive Strategies, Meta-#ffecStrategies, Meta-
S| Strategies, which are proposed by thB Model (Appendix B). The total score of this
scale is 140; 1 is considered as the lowest sd@reas the medium score, and 140 as the
highest one. In this sense, participants gettimgyesc higher than 70 is regarded as high
strategy users; whereas below 70 is considereovasttategy users. The classification of the

scale is represented in Table 16.
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Table 16.
Classification of the Self-Regulated L2 Learningategy Use Scale

Item

Dimension Strategy Basic Function Statement No

Using the haptic
(tactile/kinesthetic) senses
to understand and

| find the new words I'm learning on
the Internet to understand the context 1
they are used in.

Using the Senses to
Understand and
Remember

remember
Cognitive Going Beyond the Inferrin | infer about grammar structure of L2
Immediate Data 9 by practicing online with the natives.
Conceptualizing  Combining/ Linking ~ \/nen I have conversation with a
Broadly Similar Things native, | notice all the similar words 3

used in the conversation.

Activating I . When | don't remember the exact
Supportive eSr;JgtSi(t)l;E]uStlnbgeﬁJgletlgﬁ d words in L2 and | feel negative, | try

Emotions, Beliefs, attitudes fo} ne ati\’/e onesto increase my motivation by using
and Attitudes 9 alternative ones.

When | can't find the accurate word

AiEEiee ) d Incr;aos;licgt:gtnrmsm during a conversation, | feel good by 5
Generating an using another one at that moment.

Maintaining S . . L

Motivation Increas[ng intrinsic Using the best or_lllne dictionary for 6
motivation unknown words in L2 boosts my
confidence.
Interacting online orin | prefer to study L2 together with 7
person others.

I ask my instructor for help to
understand the meaning of unknown 8
words in a text in L2.
Interacting to Learn  Asking for explanation, | ask my friends for help to
and Communicate clarification, verification, understand the meaning of unknown 9
or repetition or askinga words in atextin L2.

S| question nonverbally  If | don't understand what the
instructor is saying about the task we
are going to carry out, | ask my
friends to explain it to me.

10

Overcoming
Knowledge in Gaps
in Communicating  Pretending to understand | pretend to understand so that the1

(in order to continue (masking) conversation will continue. 1
to speak, listen, and
learn)
Paying attention to
Paying Attention to ~ cognition more broadly | pay attention to the explanations 12
Cognition (floodlight, general during lectures.
attention)
Setting Cognitive Goals II foc_us on my expectations about L2 13
earning.
Planning for | set long-term goals during my L2 14
Cognition Planning Ahead for Cognition learning process. I
I plan for long-term objectives that are 15
c Meta convenient for me.
ognitive . itori iti T i
Monitoring Monitoring Cognl_tlve I check whether communication with
" Performance During a . . 16
Cognition Task others is necessary for my studies.
Planning for . .. | figure out the opportunities for
Cognition Planning Ahead for Cognition using L2 after graduation. 17

| think whether | have done anything
Monitoring Monitoring by making a like this before when | am getting 18
Cognition judgment of learning  ready to do a task.
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Organizing the Study | organize my computer files so that |

Organizing for Environment and Materials can easily find all my homework and 19

Cogniti - .
egniion for Cognition notes in L2.
Planning for . . | study harder to avoid getting low
Cognition Setting Cognitive Goals marks in L2 courses. 20
I reward myself with an activity that
Setting Affective Goals motivates me after completing my 21
work.
Planning for Affect Before explained in lectures, trying to
Planning Ahead for Affect comprehend grammar rules of L2
from the texts | have read boosts my
confidence.
Monitoring Affective State | try not to feel bad when | make
h ) . 23
during a Task mistakes in L2.
Monitoring Affect Monitoring Use of By guessing difficult aspects of L2
Affective Tactics and .
. courses, | prevent to get demotivated.
Strategies
Orchestrating Orchestrating Positive . .
Affective Strategy Strategies and "Threat" ! personahz_e my L.2 studies to make 25
Meta- - e them more interesting.
. Use Strategies for Motivation
Affective L
Strategies Mon!tormg U;e of When | start getting bored, it means |
Monitoring Affect Affective Tactics and ! 26
. need to use an alternative strategy.
Strategies
By reviewing my L2 learning
! Evaluating Affective strategies, | evaluate the ones that
Evaluating Affect ; o 27
Progress and States  increase my motivation for the long-
term.
Monitoring Affect Monltorln_g Affective State | especu_ally monitor my motivation o8
during a Task several times after a very long study.
Paving Attention t Paying Affective Attention | feel confident by paying attention to
ayln%ﬁecetn 1o 10 More Sharply (flashlight, the similar words during a 29
focused attention) conversation in L2.
. . Reviewing my performance at the
Evaluating Affect Evaluating Affective end of the term makes me feel good30
Progress and States . :
in terms of my intended goals.
Imp}lct)ernéeonr:ltr;gtsPlans | think about my objectives which |
c YeX'S, Thinking about the Plan set for communicating with a native 31
ommunication,
and Culture at an advanced level.
Monitoring for Monitoring Cultural
Contexts, Understanding and I check whether | understand the 32
Communication, Communication in conversation in L2 or not.
and Culture Specific Contexts
Meta—_SI | imitate a native person particularly
Strategies in terms of accent during a 33
Obtaining and conversation.

Obtaining and Using Print . . . .
| imitate a native person particularly
Contexts or In-Person Resources for.

S in terms of gestures during a 34
Communication, Context, Communication,

and Culture conversation.
and Culture | imitate how a native person

communicates with the young, the 35
old, and the opposite sex.

Using Resources for
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A Scale for Beliefs about L2 Learning

Development of Beliefs about L2 Learning Scale

Beliefs about L2 Learning Scale is another instmimailized in this study. This scale
was developed by the researcher as well for revgal? learners' beliefs about L2 learning as
the name suggests. The scale was designed acctodimg same procedure as Self-Regulated
L2 Learning Strategy Use Scale, which was discusseithe previous section. The same
guideline for scale development was followed by teeearcher which is represented in

Figure 6.

Development Procedure of Beliefs about L2 Learnin&cale

Before conducting the development procedure, an geol for the scale was created
on beliefs about L2 learning. The items constryctime scale were generated basing on the
literature review in terms of scales. (Bacon & Emann, 1990; Cheng, 2001; Horwitz, 1987,
Mori, 1999). As a result, 48 items were createdh®yresearcher. The statements of the scale
were also written in Turkish which is the nativedaage of the learners so that it would be
easier for learners studying at the Departmentlolf & comprehend the statements. A group
of ten people who are experts on education, meamneand evaluation, and language were
asked to give feedback about the content validitgg Anguistic comprehensibility of the
statements. Depending upon the feedback from tpert no items were excluded from the
scale, yet certain revisions on the statements wssential to be made linguistically. After
completing the revisions, the scale was adminidtéoea group of 15 people to check the
comprehensibility, expediency, and responsiver@sasequently, the scale was ready for the

implementation after the feedback from this group.

The instrument was designed on a 5 Likert-typdéeswaiich consists dino idea (1),

strongly disagree (2), disagree (3), agree (4), atngly agree (5)'bptions. No negative
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statements were included in the scale. At the #redscale included a total of 48 items which
was afterward ready for conducting analysis. Finathe draft form of the scale was
implemented to 305 participants as the number isidered as an adequate sample size

according to the literature mentioned earlier.

After the implementation of the scale, EFA was dimted so as to identify the
construct validity of the scale. Subsequently, GkF#s employed for assessing the fitness of

the factor construct.

Findings of the Scale Development Procedure of Befs about L2 Learning Scale

EFA Results of Beliefs about L2 Learning Scale

In this study, raw scores were converted to zesland participants getting z values
higher than +3 and lower than -3 were considerecxseme values. In this sense, 28
participantswere excluded from the study, and 277 participavese taken for granted for

conducting analyses.

In order to ascertain the appropriateness of ufactpr analysis on data, Kaiser-
Meyer-Olkin (KMO) and Barlett Test of Sphericity meemployed before conducting EFA
and CFA. In this studyKMO value is established as .69 which means thtd dat of the
scale has the fitness for analysis. In an attemmpgxeimine whether there is a relationship
between the variables, Barlett Test of Spherigtgerformed, and findings revealed that data
set of this study had a multivariate normal disttibn as the chi-square test statistics was
found significant ¥2=1753,558p<0.01). Hence, it is found that datdhef scale have the
adequacy for FA through findings of KMO and Barleéist of Sphericity. Table 17 illustrates

results of KMO and Barlett Test of Sphericity.
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Table 17.
Results of KMO and Barlett Test of Sphericity wétard to Beliefs about L2 Learning Scale

KMO and Bartlett's Test

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .687
Bartlett's Test of Sphericity Approx. Chi-Square 1753,558
df 561
Sig. ,000

In this study, factor loadings of items were relgar as .32 and above, and the eigen
value was regarded as 1 and above as well. SP8SvA%.employed for EFA. The results of
the analysis state that there are three domaits/&am the scaleEFA Results of Beliefs

about L2 Learning Scale is presented in Table 1&e
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Table 18.

EFA Results of Beliefs about L2 Learning Scale

Rotated Component Matrix

Factor 1 Factor 2 Factor 3 Common
ltems Behavioral Cognitive Affective Factor
Beliefs Beliefs Beliefs Variance
16 .61 .39
25 57 .35
8 .56 .32
18 .55 34
37 .54 43
2 .48 26
3 .48 .30
7 47 27
24 42 23
15 41 22
23 41 17
6 .35 .14
46 .58 .40
44 57 .35
43 .54 31
41 .53 .32
45 .52 .29
31 .49 .28
42 .46 .24
47 .43 21
33 42 .27
39 42 .24
36 42 .24
48 41 .22
40 .40 21
11 .55 31
9 .54 .30
26 .48 .35
13 .46 .22
14 .45 .26
38 41 .23
21 37 A7
10 37 .15
29 .36 .24

Eigen value (Total: 9.226)

Total Variance Explained (Total: 27,135%)

KMO: .69 Barlett Test of Sphericity: (y2=1753,5580< .01)
*Factor Loadings below .32 are not displayed in théable.

There were a total of 48 items in the instrumenfotee conducting EFA. After
investigating the initial results of EFA, it hasepefound out that factor loadings of certain
items are below .32. Additionally, it has been aisé that more than one item has higher

factor loadings value. Due to this reason, 28 itemase excluded from the draft form of the
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scale. The results of EFA showed that factor caostind rotated factor loadings specified by

the Varimax vertical rotation method related to itkens are presented in Table 18.

As it is obvious in Table 18, the scale consist84ftems and 3 factors as a result of
EFA, and the total variance explained is 27,13%%ctor loadings of 34 items range from .61

to .35.

"Behavioral Beliefs" as the first sub-dimensiontbé scale includes 12 items, and
their rotated factor loadings vary between .61 a8l The eigen value of is 4.14, and

individual variance explained value of this fad®12.17%.

The second sub-dimension of the scale "Cognitivike® involves 13 items and
their rotated factor loadings vary from .58 to .4le eigen value is 3.13, and individual

variance explained value of this factor is 9,19%.

"Affective Beliefs", the last sub-dimension ofetlscale includes 9 items and their
rotated factor loadings .55 to .36. The eigen vadtighis factor is 3.13, and individual

variance explained value of this factor is 9,19%.

CFA Results of Beliefs about L2 Learning Scale

Confirmatory factor analysis (CFA) was carried tattest the fitness of the factor
construct gathered through the results of EFA. Asmsequence of CFA of the scai@/ df
ratio was evaluated by taking into consideration, ¥sFI, RMSEA, RMR, SRMR, CFl,
NFI, NNFI and PGFI fitness indexes. In this stuthe corrected item-total correlations were
figured out so as to determine the effectivenesthefitems in the scale in terms of their
features which they measure. Consequently, t-tast performed for the purpose of seeking
the relationship between the item mean scores pR#9 and bottom 27% groups or not.

LISREL 8.71 was used for conducting CFA.
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As for the Beliefs about L2 Learning Scale, CFA veasployed for the purpose of
confirming the results of EFA which reveals tharthare 34 items grouped into three factors
in the scale. As a result of the CFA, it has beemd out thay2/ df ratio of the model is 1,80
(x2/ df=944,95/524) which indicates that the model isparfect fit (Kline, 2005; Sumer,
2000). This study reveals findings as GFI = .83 A@FI| = .81 which mean that the model is
in an acceptable fit (Hooper et al., 2008). Ondteer hand, RMSEA has been calculated as
.054, and it indicates that the model is in goodSuimer, 2000). Another fit index, RMR is
found as .060 that is interpreted as 'perfect' [Brd2006). According to findings, SRMR has
.076 value (SRMR=0.076) which represents that tloelgh fits in a good index (Brown,
2006). Other indexes such as CFI, NFI, and NNFIfaved to be .79, .64, .77 respectively
which refer to satisfactory fit of the model (HoyE995). Furthermore, PGFI has .73 value
which is considered as adequate for the model (§U20©0). The goodness of fit statistics

related to Beliefs about L2 Learning Scale are showrable 19.

Table 19.

Results of the Goodness Fit Statistics with regafeliefs about L2 Learning Scale

Goodness of Fit Values

12 944.95
df 524
y2/ df 1.80
GFI 83
AGFI 81
CFI 79
NFI 64
NNFI 77
SRMR 076
RMR .060
RMSEA .054
PGFI 73

Even though findings of CFA do not have the perfedf the whole fit indexes used

in assessing the model, they are regarded as adegith regard to the acceptance of the
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model. Figure 8 represents path diagram of Beldfsut L2 Learning Scale by means of
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Chi-Sguare=944.95, 4df=524, P-valus=0.00000, RMSER=0.054

Figure 8.Path diagram of Beliefs about L2 Learning Scaleri@ans of CFA.

Figure 8 displays t- values of Beliefs about LAatreng Scale. t -values are figured
in the arrows with regard to the cases where latanables illustrate the observed variable. It

is apparent that t-values of all items in the seaéesignificant on .01 level.
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Results of Internal ConsistencyReliability of Beliefs about L2 Learning Scale

In this study, Cronbach's alfa reliability coef@ot, independent t-test between
bottom-top 27% groups and item mean scores, anckated item total correlations were

investigated with the intent of establishimgernal consistency reliability of the scale.

In this study, item analysis was performed in ordefigure out independent t-test
values in terms of bottom 27% and top 27% group®sT results of the items in the scale in
terms of the significance between corrected itetal worrelations, and the item mean scores
of bottom 27% and top 27% groups assessed congetotial scores are displayed in Table

20.

Table 20 shows that corrected item total corretatialues of items in the scale range
from .29 to .67. The results of t-test of botton¥®2@nd top 27% groups, which are figured
out in terms of total scores, indicate that théedénces are significant (p<.05) in relation to
the items and factors of Beliefs about L2 Learn8wale. According to the finding, it was

determined that the items and factors of this samalistinctive.
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Table 20.

Results of Correction Item Total Correlation and&pendent t-test between Bottom 27% and
Top 27% groups of Beliefs about L2 Learning Scale

Bottom 27 % Top 27 % Group Corrected
Factors Itﬁg] Group (N=75) (N=75) t* Item Total
x x Correlation
16 2.96 3.92 14.48 .67
25 3.16 3.95 8.48 .55
8 3.35 3.97 7.30 .51
18 3.11 3.97 8.13 .48
37 2.92 3.87 8.94 .55
Factor 1 2 3.37 3.87 6.11 .50
3 3.19 3.81 7.31 A7
7 3.39 3.96 7.05 .46
24 2.37 3.85 10.11 51
15 2.81 3.52 6.20 .40
23 3.03 3.83 7.41 44
6 3.08 3.77 5.82 .29
46 1.12 2.40 9.01 .53
44 1.32 3.03 11.14 .60
43 2.25 3.27 6.55 .51
41 1.29 2.40 7.95 .54
45 2.15 3.21 6.77 .51
31 1.09 2.39 8.58 .52
Factor 2 42 2.76 3.35 3.85 41
47 2.19 3.31 5.86 42
33 2.44 3.12 4.82 .38
39 1.09 2.04 7.08 .46
36 2.65 3.61 6.16 .46
48 1.97 3.28 6.97 43
40 2.05 2.99 5.95 A4
11 2.25 3.27 7.44 A7
9 1.97 3.43 8.35 .45
26 2.68 3.73 7.45 .40
13 1.77 3.39 8.74 42
Factor 3 14 2.43 3.57 7.42 .45
38 1.44 251 7.28 .39
21 2.16 3.28 7.02 .40
10 2.08 3.13 6.72 .35
29 1.52 2.51 5.93 .36

In this study, the Cronbach's Alfa coefficient veadculated to find out the reliability
of the scale. SPSS 21.0 was used for calculatiagtionbach’'s Alfa coefficient. The internal

consistency coefficients of the scale are demotestia Table 21.
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Table 21.

Internal Consistency Coefficients of Beliefs addut earning Scale

Beliefs about L2 Learning Scale Cronbach's Alfa

1. Behavioral Beliefs .82
2. Cognitive Beliefs .83
3. Affective Beliefs .73
Overall Values of the Scale .76

This study reveals that the Cronbach's Alpha ivatieconsistency coefficient for the
"Behavioral Beliefs" sub-dimension, which is thesfisub-dimension of the scale is .82. The
coefficient value of the second sub-dimension "Gogn Beliefs" is .83, and .73 for the third
sub-dimension "Affective Beliefs". The overall wdhility of the measurement model is
determined by having a Cronbach’s alpha statisti@® which means that the model is at an
acceptable level as reliability coefficient .70 algbve is generally regarded as adequate for
the reliability of test scores (Buyukozturk, 2006)Jence, the calculated internal consistency
coefficients reveal that Beliefs about L2 LearniSgale is at a good level in terms of
reliability.

As a consequence of scale development procedetef8about L2 Learning Scale
was constructed. This scale included 34 items grdupto 3 factors as Cognitive Beliefs,
Affective Beliefs, and Behavioral Beliefs (Appendd. The total score of this scale is 170 in
which 1 is considered as the lowest score, 85astidium score, and 170 as the highest one.

The statements of Beliefs about L2 Learning Scadepeesented in Table 22.
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Table 22.

Classification of Beliefs about L2 Learning Scale

Item

Dimension Statement
No

It is necessary for me to learn L2. 1
In my opinion, if | don't find the right word dugna conversation, an alternative one

should be used. 2
| think | have to learn another language excepnftbe one(s) I'm learning. 3
In my opinion, everyone learning L2 can teach thagjuage without doubt. 4
There are similarities between grammar structufes native language and target 5
language.
There are differences between grammar structuremsyofiative language and target 6
Cognitive  language.
Beliefs In order to use language accurately, it is alsoesgary to know culture of that 7
language.
In my opinion, while learning L2, culture of thainiguage is adopted as well. 8
In my opinion, rules of first language are transfdrto other languages during L2 9
learning.
In my opinion, studying systematic increases sueces 10
In my opinion, if | am successful in language sésdil also get success in other fields. 11
In my opinion, language is learned for followingm@nt events around the world. 12
| think language is learned for using technology. 13
| think people knowing more than one language fieele successful. 14
| think learning L2 is a difficult process. 15
It becomes easier to learn L2 if | get support fioends. 16
. In my opinion, having a good profession requireswimg more than one language. 17
Affective - : ; .
Beliefs In my opinion, people_knowmg foreign Ianguage(ay@strong memories. 18
| think it becomes easier to learn a language vthere is support from lecturers. 19
Revising a lot during L2 learning process increamgsnotivation. 20
Learning language skills is more difficult than deeic courses in the target language. 21
In my opinion, speaking L2 in public is boring. 22
It is necessary to deal with native speakers famiag L2. 23
In my opinion, | will use language(s) that | haearnt after my graduation. 24
People knowing L2 have more self-confidence. 25
Improving speaking skills is important for using.L2 26
Improving listening skills is important for usin@L 27
Behavioral Developing vocabulary is important for using L2. 28
Beliefs It is significant to use L2 in an accurate way. 29
It is significant to use L2 in a fluent way. 30
In my opinion, people avoid making mistakes whppeaking L2. 31
Language(s) | know will be beneficial in teachinmgfession. 32
I think I will be competent in L2 after my graduati 33

| think language teachers are more advantagedheiincareers. 34
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Adjective Based Personality Test

In this study, ABPT is used in an attempt to figunet personality traits of L2
learners attending the Department of FLE at Trdlgaversity. This scale was developed by
Bacanli et al. (2007), and researchers were askegermission to implement the scale. The
scale was designed as a 7 point Likert-type indgd40 items in the scale which are
comprised of adjectives pairs. Participants werke@sto choose the most appropriate
adjective pairs with regard to their personalitgfofmation regarding the reliability and

validity of the scale are presented below.

Construct Validity of ABPT

Bacanli et al. (2007¢onductedPrincipal Component Analysis on the data gathered
from 285 participants for assessing the construwdidity of ABPT. According to the
predictions of Scree Plot graphic, the instrumeas Worced to be embedded in 5 factors, and
Direct Oblimin rotation was conducted. As a residilthe analysis, total variance explained of
ABPT was found as 52.63 % (Table 22). Extraversiagin-dimension is composed of 9 items,
and has factor loadings ranging from .568 to .7BBe total variance explained of this
dimension is 23.20%Accordingly, Agreeableness sub-dimension includeiiehs having
factor loadings varying from .778 to .605, and ltetariance explained is 10.45 %. Factor
loadings of Conscientiousness sub-dimension chéoge .861 to .665 having 7 items, and
total variance explained is 9.15 %. Neuroticismeional stability sub-dimension consists
of 7 items having factor loadings ranging from .%@9367, and total variance explained is
5.26 %. Finally, the last sub-dimension, Opennessxperience has factor loadings ranging
from .793 to .491, and total variance explained4is6 %. As Table 23 displays, factors of
Extraversion sub-dimension is also embedded in @gEnto experience dimension. This

situation can be interpreted as resulting from riedium level relationship between each
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dimension (Table 23). All in all, it is evident thiactor loadings of the dimensions are above

the acceptable level, and total variance explaised a satisfactory level.

Table 23.
Construct Matrix of ABPT

Neuroticism-

Bt Extraversion  Agreeableness S Emotional Openqess 12
sness stability experience

1. Unobstrusive .790 419
2. Quiet .758 .368
3.Staying in the
background 743 442
4. Ineffective .738 .337 .392
5. Lazy 722
6. Dull .718 463
7. Noteless .696 443
8. Joyless .605 -.443 .354
9. Lonely .568
10. Merciless -778
11. Disobedient -711 -.374
12. Intolerant -.702 .408 319
13.Selfish -.693 475
14. Indifferent -.675 .349 .332
15.Revengeful -.664
16. Arrogant -.628 .356
17. Stubborn -.605 -.478
18. Competitive -.583
19. Undisciplined .861
20. Irresponsible 797
21. Unprepared .794
22. Effortless 771
23. Careless .695
24. Untidy -.316 .690
25. Unambitious .655
26. Patient 719
27. Relaxed .700
28. Calm 434 .668
29. Optimistic -.329 .659
30. Easygoing .651
31. Peaceful .368
32. Steady -.327 .367
33. Having narrow
interest .397 .793
34. Ordinary .353 .669
35. Uninterested .661
36.Narrowminded .316 .612
37. Close to new
relationships -418 -605
38.Literal-minded .602
39.Uninterested in 514
art
40. Conservative 491
Total  Variance 23.202 10.454 9.155 5.260 4.567

Explained
Total 23.202 33.656 42.811 48.071 52.638
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Concurrent Validity of ABPT

In order to determine the concurrent validity of BB Sociotrophy scale, Reaction
to Conflicts Scale, Negative-Positive Emotion Scaded Trait Anxiety Inventory were
performed by Bacanli et al. (2007). As a resuliyas revealed that dimensions of ABPT have
a medium level and significant relationship witle cales employed for concurrent validity,
which indicates important findings in terms of caoment validity. The results are displayed

in Table 24.

Table 24.
Relationship Between APBT and Other Scales

RIGELSELS NFF’,ES' NEES' TAI RCS-B RCS-PS RCS-F RCS-T  SOS-S
Neuroticism-
Emotional -.27* .58** 53** -.28* -.25 .03 -.24 .34*
stability
Extraversion 54** -41** -.39** .04 -.02 .07 .04 43**
Openness to 55%* -.26* -.07 27* .08 12 21 .09
experience
Agreeableness 13 -27* A1 A2 .22 .32* A1 -.01
Conscientiousness  .48** -.26* -.09 .33* .30* .15 .34 A41x*
N 63 63 63 63 63 63 63 56

*p<.05, *p<.01

PS. NPES-PE, Negative-Positive Emotion Scale-Positive EmoticMPES-NE, Negative-Positive Emotion
Scale- Negative EmotiofTAl, Trait Anxiety Inventory;RCS-B, Reaction to Conflicts Scale-BargaRCS-PS,

Reaction to Conflicts Scale- Problem SolviffS-F, Reaction to Conflicts Scale-FighRCS-T, Reaction to
Conflicts Scale- Total Scor&0S-S,Sociotrophy Scale- Sociotrophy

Reliability of ABPT

Data gathered from 285 patrticipants were used ltulede the reliability of ABPT.
Subsequently, test-retest method was performe@ f@a#ticipants within 2-week internal. As
a result, it was found that the internal consisgermefficients of dimensions related to APBT
range from .73 and .89. Moreover, findings regagdiest-retest method revealed that
Agreeableness sub-dimension has the highest lélalp=.86, p<.01), whereas Openness to

Experience sub-dimension has the lowest (r=.68)X<elation. Consequently, the fact that
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internal consistency coefficients are above .7@nsndicator of the reliability of ABPT as

shown in Table 25 (Bacanli et al., 2009).

Table 25.
Total Item Correlations, Internal Consistency Cmééhts and Test-retest Correlation
Coefficients

Total Item “ .
Dimensions Item Number Correlations

(N=285) (N=285) (N=90)
Neuroticism-
Emotional 9 .26-.55 73 .85**
stability
Extraversion 9 44-75 .89 .85**
Openness to 7 33-68 80 68"
experience
Agreeableness 7 .45-.69 .87 .86**
Conscientiousness 8 .53-.79 .88 1

PS. **p<.01

Identity Knowledge Questionnaire

The questionnaire used in the study was designdtidoyesearcher with the help of
an expert on statistics so as to figure out idgMmgiatures of L2 learners.

A questionnaire is defined as "any written instratsghat present respondents with
a series of questions or statements to which theyt@ react either by writing out their
answers or selecting them among existing answé&Wwn, 2001, p.6). The crucial part of
scientific research is to seek out answers to guesin a systematic and disciplined way;
thus, the questionnaire has been regarded as ortbeomost favorite data collection
instruments administered in the social sciencasit$gopularity bases upon being relatively
effortless to design, highly multifaceted and egalaly being able to collect a great deal of
information rapidly in an instantly processiblerfo(Dérnyei, 2007). Hence, in this study, it
was thought that administering a questionnaire drelarners would be helpful for gathering

information related to identity features of thetmapants.
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There are a total of 18 statements including ®stahts with open-ended items, and
15 statements with close-ended items in the quesdice. The instrument consists of open-
ended statements in an attempt to get informatimuiatheir names, and professions of their
parents. On the other hand, 11 close-ended itemsnaitiple choice question type which
were designed in order to obtain information aboegpondents’ certain demographic
characteristics such as their age, gender, plabetaf department, grade, type of high school
graduated, educational background of their parents\ber of sisters/brothers, the place they
have lived before university education, incomehddiit parents, number of language(s) they
speak. Of those 15 questions, 4 statements aréntyeguestions in which the respondents
are asked to answer whether their family membegalsp foreign language, FL is spoken at
their home, they think they had good education teetmiversity, and whether they take part
in a social activity at the university or not (Apyukx F). Before conducting the questionnaire,
experts on education, measurement and evaluanodnaaguage were asked to give feedback
about the linguistic comprehensibility of the staémts. Moreover, it was piloted to 50
students for checking the comprehensibility. Consetly, some minor revisions were made
to the wording for the sake of clarity. The statatseof the questionnaire were prepared in
the native language of the participants -Turkislas®o avoid any possible misunderstandings
related to the statements.

Semi-structured Interviews

Interview is another instrument performed in thisdy in an attempt to gather
gualitative data. According to Patton (1990, p.)27the purpose of interviewing is to find
out what is in or on someone else's mind, not totlpags in someone's mind but to access
the perspective of the person being interviewedier&fore, in this study, it is assumed that
conducting interview would be enlightening in terofdoth supporting the quantitative data

and having detailed information about more or fesguent use of self-regulated L2 learning
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strategies. Before carrying out the interview, @sjions were prepared by the researcher so
as to have a profound understanding about selflagsgli L2 learning strategy use. The
interview is semi-structured type as it is intendiedhave a general idea of how the interview
is unfolded with even a set of prepared questibiosvever, these questions are regarded as a
point of departure for the interview, and the iwiew is not restricted by them. As the
interview unfolds, topics and issues rather thag-gat questions determine the direction
(Nunan & Bailey, 2009). Therefore, the researcHmited and enriched data by allowing
participants to expand and elaborate their resgohgemeans of predetermined questions.
The interview questions were designed by taking aunsideration the research questions of
the study; so they mainly focused on self-reguldt@dlearning strategy use of learners.
Experts on assessment and evaluation, and educa¢ianasked to give feedback about the
interview questions. After implementing the necegsavisions suggested by the experts,
three students were piloted for the interview, aadain questions were revised in order to
provide comprehensibility (Appendix H). The inteswi was conducted in the native language
of the learners -Turkish so that participants do feel any hesitation during the interview
process while relating their responses. The ingevgiwere carried out face-to- face, and the

participants' responses were tape-recorded byesearcher.
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Data Collection

As mentioned earlierdata for this study were gathered quantitativelyd an
gualitatively from a scale for self-regulated L2rdeing strategy use; a scale for beliefs about
L2 learning; a scale for personality traits; a deesaire for getting information about
identity; university GPA, and semi-structured intews with participants who use strategies
more and less frequently. In November, 2014, thelyststarted with the development
procedure of two scales which were administered3@b participants attending the
Department of FLE at Trakya University. The implenation of the scales lasted for 30
minutes, and the researcher actively took pathénprocess in case of any clarification of the
misunderstandings related to the scales, or itdhoseover, the questionnaire with regard to
identity knowledge was piloted with 50 participaitsthe department. Following the pilot
implementation and minor adjustments to the wordifogir instruments constructing the
guantitative phase of the study -that is, Selfitegd L2 Learning Strategy Use Scale;
Beliefs about L2 Learning Scale; ABPT, and the tjoasaire for getting information about

identity were administered to remaining 205 pagpacits.

After gathering quantitative data, more and leggdent strategy users from the
participants were determined so as to conduct\iees for the qualitative phase of the
study. Therefore, semi-structured interviews weredcicted with 10 participants- 5 of them
who are determined as more frequent strategy wsets of them as less frequent strategy
users. The interviews were carried out in the eatanguage of the participants- Turkish.
Each interview lasted approximately for 20-30 m@sutThe interviews were recorded basing
on the consent given by the participartsthis study, qualitative data are expected talshe
light on the findings of quantitative data by pmivig profound information about self-
regulated L2 learning strategy u3ée timeline of the data collection proceduresrespnted

in Table 26.



Table 26.

Timeline of the Data Collection Procedure
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METHOD

INSTRUMENTS

PARTICIPANTS

DATA ANALYSIS

DATE

Quantitative

Quantitative

Quantitative

Quantitative

Quantitative

Quantitative

Quantitative

Qualitative

Piloting Self-
Regulated L2
Learning Strategy
Use Scale

Piloting Beliefs about
Language Learning
Scale

Piloting Identity
Knowledge
Questionnaire

Self-Regulated L2
Learning Strategy
Use Scale

Beliefs about

Language Learning
Scale

ABPT

Identity
Questionnaire

Semi-structured
Interviews

FLE learners at
Trakya University
(N=305)

FLE learners at
Trakya University
(N=305)

FLE learners at
Trakya University
(N=50)

FLE learners at
Trakya University
(N=205)

FLE learners at
Trakya University
(N=205)

FLE learners at
Trakya University
(N=205)

FLE learners at
Trakya University
(N=205)

FLE learners at
Trakya University
(N=10)

FA, ltem Analysis,
Reliability and
Validity Analyses

FA, Item Analysis,
Reliability and
Validity Analyses

Descriptive
Statistics

Stepwise Multiple
Regression

Stepwise Multiple
Regression

Stepwise Multiple
Regression

Stepwise Multiple
Regression

Descriptive Analysis

Fall semester of
2014-2015 Academic
Year
(November 17-24,
2014)
Fall semester of
2014-2015 Academic
Year
(November 17-24,
2014)
Fall semester of
2014-2015 Academic
Year
(November 17-24,
2014)
Spring semester of
2014-2015 Academic
Year
(April 13-24, 2015)
Spring semester of
2014-2015 Academic
Year
(April, 13-24 2015)
Spring semester of
2014-2015 Academic
Year
(April 13-24, 2015)
Spring semester of
2014-2015 Academic
Year
(April 13-24, 2015)
Spring semester of
2014-2015 Academic
Year
(May 14-22, 2015)

In addition toquantitative and qualitative data of this studytipgoants' university

GPA were taken for granted in order to determirer oroficiency level.
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Data Analysis

As mentioned earliethis study involves both quantitative and quaMaitiata types.
The quantitative data collection phase of the stuimtyudes two parts; scale development
procedure and figuring out the relationship betwé®n use of self-regulated L2 learning
strategies and beliefs about L2 learning belie&s@nality traits, identity, and proficiency
which are assumed as factors influencing stratesgy ®n the other hand, qualitative data
were collected from semi-structured interviews aatdd with participants getting high and
low total scores from the self-regulated L2 Leagiuse Scale.
Quantitative Data Analysis

To implement scale development procedure, FA vaeslacted for the purpose of
describing a group of observed variables into allemgroup of factors and managing a
meaningful interpretation of the observed varialitesugh the factor. In this sense, of FA
types, EFA was conducted so as to discover thaaatuthe constructs influencing a set of
responses. On the other hand, the other FA typd &¥Sesses whether a specified set of
constructs is influencing responses in a predictey or not (DeCoster, 1998). As a
consequence of the analysis, of 205 participangariicipants were excluded from the study
since they are considered as extreme values (N=E®8}he significance level, .05 was taken
for granted in this study. For conducting EFA andAC SPSS 21.0 and LISREL 8.71 were

used in this study.

With regard to the first three research questibthe study, frequency distribution
was figured out to identify the frequency of theimaelf-regulated L2 learning strategies
used by the participants of the study, their peaityntraits, and beliefs about L2 learning.

Correlation analysis is performed in order to Kad the two variables and evaluate
the strength and direction of their relationshimssociation with each other" (Dérnyei, 2007,

p. 223). In this context, correlation analysis wasd in this study to find out the relationship
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between the outcome variable, that is self-regdla learning strategies, and the predictor
variables- namely learners' beliefs about L2 lesgnipersonality traits, identity, and
proficiency. Hence, the rest of four research qaestof the study were analyzed by stepwise
multiple regression analysis. Stepwise multiple resgion analysis is employed for
"identifying how far and to what extent the indegent variables are contributing to the
dependent variable™ (Reddy & Sujathamalini, 2086140). In this study, stepwise multiple
regression analysis was carried out to identifyfttotors that are related to self-regulated L2
learning strategies. As the self-regulated L2 leayistrategies scale was examined under six
sub-dimensions, multiple regression analysis wasieth out separately for the scores
obtained from each sub-dimension. Of the predictrables, it has been found that factor
scores of Beliefs about L2 Learning and ABPT scal@ge an equal distance, and they are
considered as continuous variables. On the othed,hall variables except "type of high
school graduated" variable, which is related tonidg scale, are obtained at hierarchical
level. In this context, "type of high school grathd variable is a discrete variable at nominal
scale. In some cases, predictor variables can &matifiiéd at the nominal scale related to
outcome variables during regression analysis. Hemeeew artificial variable is constructed,
which is called "dummy" variable, and generated-hsof the level number (G-1) by
excluding one of its levels of the categorical &ble in the analysis. The fact that one of these
new variables has a significant relationship witlticome variable can be interpreted as
related predictor variable has a relationship whitn outcome variable (Buyukozturk, 2006).
In this study, "type of high school graduated” s&hte is included in multiple regression
analysis as "dummy variable". Type of high scheoéxamined in five categories as general
high school, Anatolian high school, science highogd, vocational-technical high school and
other high school types. Additionally, other higbhsol category is coded as "0" and

determined as dummy variable. Moreover, certairurapsions are required for multiple
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regression to acquire valid findings. The assummgtioegarding the multiple regression
analysis of this study are clarified in the follogisection.

Assumptions of Multiple Regression Analysis
Results related to Assumption of Normality

One of the assumptions of multiple regression amlis that scores of outcome
variables have normal distributions (Tabachnicki@el, 2007; Buyukoztirk, 2006). Results
related to this assumption are presented in Tahle 2

Skewness and Kurtosis coefficients have thkeievaf zero in standard normal
distribution, and values between -1 and +1 indidai@ distribution is close to normal
(Mertler & Vannatta, 2005). Table 27 demonstrakeg skewness and kurtosis coefficients of
sub-dimensions with regard to the scale range letwé and +1 which indicate that scores
are close to normal distribution.

Table 27.
Skewness and Kurtosis Values regarding Scores

N skewness Kurtosis
scognitive 198 ,276 -,334
saffective 198 -,241 -,629

ssocio 198 ,230 ,007
smetacognitive 198 -,361 ,354
smetaaffective 198 -,093 ,082

smetasocio 198 ,245 -,434
pneuroticism 198 ,328 -,307
pextraversion 198 -,229 -, 475
popennesstoexperience 198 -,560 ,031
pagreeableness 198 -,569 -131
pconscientiousness 198 -,341 -,515
bcognitive 198 -,211 -,010
baffective 198 -, 719 ,672
bbehavioral 198 -,878 ,819

GPA 198 -,645 -,223
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Results related to Assumption of Linearity
Multiple regression analysis has two other requeets: a. outcome and predictor
variables should have a linear relation shippredictor variables should not have a multi-
collinearity problem. (Ozdamar, 1999; Tabachnick=&lell, 2001) The graphics related to
normality assumption is presented in Figure 9. Tibare displays that there is a linear

relationship between outcome variable and predicidables.

Normal Q-G Plot of cognitive Normal Q-Q Plot of .affective

Expected Normal Value

Expected Normal Value

5 [
Observed Value

Neormal Q-Q Plot of “socio

Expected Normal Value

Observed Value

Normal Q-Q Plot of metaaffective

Observed Value

Normal Q-Q Plot of .metacognitive

i

Expectsd Normal Value

T T
3 k) B
Observed Value

Normal Q-Q Plot of imetasocio

Expected Normal Value

Expected Normal Value

Observed Value

Figure 9.Graphics related to linearity assumptions

inflation factors (VIF), tolerance values and cdiuai index (CI) can be identified in order to

Apart from examining the simple correlation valletween the variables, variance
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determine whether there is a multi-collinearity lgemm between the variables. (Field, 2005;
Mertler & Vannata, 2005)

Tolerance value, VIF, and CI of the variables wexamined to determine whether
there is a multicollinearity problem between thesdictor variables or not. Table 28
demonstrates the multicollinearity values of vaeabin each sub-dimension of the Self-
Regulated L2 Learning Strategy Use Scale.
Table 28.

Multicollinearity Values of Variables in Each Subménsion of the Self-Regulated L2
Learning Strategy Use Scale

Condition Index

Tolerance VIF (CIF)
(Constant) 1.000
placeofbirth .701 1.427 1.095
highschooll 157 6.354 1.156
highschool2 .150 6.687 1.269
highschool3 416 2.403 1.327
highschool4 486 2.058 1.421
department AT73 2.114 1.493
spokenlanguage .753 1.327 1.540
numberoflanguage .622 1.608 1.553
socialactivity .862 1.160 1.662
age .693 1.444 1.663
mothereducation .684 1.462 1.696
fathereducation .662 1.511 1.823
numberofsisters/brothers .843 1.187 1.836
livinginbiggerdistrict/citybeforeuniversity 754 1.327 1.929
income 47 1.338 2.079
pneuroticism .811 1.233 2.169
pextraversion .607 1.647 2.216
popennesstoexperience .613 1.631 2.262
pagreeableness .709 1.411 2.399
pconscientiousness 731 1.369 2.456
bcognitive .639 1.565 2.566
baffective 465 2.150 2.895
bbehavioral .709 1.410 3.377
GPA .668 1.497 6.437

The consideration of the Multicollinearity Valuek\@ariables in each sub-dimension
of the Scale shows that all of the tolerance vahredhigher than 0.10. According to Field
(2005) and Vannatta (2005), tolerance values highan 0.10 indicate that there is no
multicollinearity problem among the variables. Atbek (2005) points out that (VIF) values

higher than 10 signify the occurrence of multicafarity problem. In this study, the values of
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variables are lower than 10. Finally, it is obsertieat Cl has lower values. CI value lower
than 10 means indicates that multicollinearity peabis at a low level. In this sense, there is
no multicollinearity between the predictor variabl@&@he significance of the statistics gathered

from the study is based upon minimum 0.05 level.

Qualitative Data Analysis

As for the qualitative phase of the study, semiedtired interviews were analysed
using descriptive analysis. Descriptive analysisnge of the qualitative data analysis types
which includes summarizing and interpreting datéenms of predetermined themes gathered
through various data collection techniques. Thennaéin of descriptive analysis is to present
summarized and interpreted data to the reader i(Mrid& Simsek, 2008). Descriptive
analysis has four stages. At the first stage, #searcher determines themes of data by
constructing a framework for data analysis on thsid9of research questions, or theoretical
framework of the study or dimensions with regardnterviews and observations. Secondly,
data are transcribed and interpreted within th@ead constructed framework. It is important
to gather data in a meaningful and reasonable Wagi{im & Simsek, 2008). In this context,
data collected from FLE learners were designed prekented as part of theoretical
framework and research questions of the study &gsdlying them in themes. Moreover, they
were transcribed and interpreted. Thirdly, the aedeer identifies the transcribed data and
can apply direct quotations if necessary (YildidgnSimsek, 2008). In this study, learners'
views about self-regulated L2 learning strategy us®e identified. In addition, views
considered as important and descriptive were quditedtly. Lastly, the researcher interprets,
associates and makes sense of the findings of Aathis stage, the researcher explains the
cause and effect relationship and makes comparibetwseen different facts if necessary
(Yildinm & Simsek, 2008). In this study, learners' views about-sgjulated L2 learning

strategy use were explained and interpreted by mgalkissociations with each other.



118
Moreover, the names of the participants were kepfidential by using code names such as

S1, S2, S3, etc.
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Chapter IV
Findings & Interpretations
This section presents the results of the dataysesl of the research. Firstly,
quantitative results of the study will be presentedl discussed with regard to research
questions mentioned earlier. Later, qualitativeadaiil be presented in order to support the

results obtained quantitatively.

Results
The results of the research study are presentedlyriaitwo parts as the results of

the quantitative data, and the results gatherad femi-structured interviews qualitatively.

Results of the Quantitative Data

In this study, the frequency distribution was ideed to determine the types of self-
regulated L2 learning strategy use, beliefs abdltldarning, and personality traits of the
participants. On the other hand, in order to fintlthe influence of self-regulated L2 learning
strategies on certain variables such as beliefsitab® learning, personality traits, identity,
and proficiency of participants, stepwise multiptgression analysis was performed in this

study.

Findings with regard to Types of Self-regulated LA earning Strategies
On the basis of the findings obtained from statighalysis on items, types of self-

regulated L2 learning strategies were identified displayed in Table 29.



Table 29.

Frequency Distribution of the Self-regulated L2 treag Strategy Use

120

: Never Sometimes Usually Always Total
Strategies
Mean % Mean % Mean % Mean % Mean %
Affectiv
ect .e 8,00 4,04 43,00 21,72 79,67 40,24 67,33 34,00 198 100
Strategies
M nitiv:
etaC()g.t € 14,33 7,24 40,33 20,37 78,33 39,56 6500 32,83 198 100
Strategies
Meta Sl
. 18,66 9,43 60,67 30,64 6567 33,16 53,00 26,77 198 100
Strategies
Meta-affe'ctlve 9,33 4,71 63,67 32,16 84,67 42,76 40,33 20,37 198 100
Strategies
SI. 19,33 9,76 77,33 39,06 68,67 34,68 32,67 16,50 198 100
Strategies
nitiv:
Cog t.e 19,67 9,94 74,33 37,54 74,33 37,54 29,67 14,98 19800
Strategies

Basing upon the self-regulated L2 learning stpatase of the learners, Table 29
demonstrates that Affective Strategies (34 %) beentost common strategy type used by the
participants followed by Metacognitive Strategi@3%), Meta Sl Strategies (27 %), and
Meta-affective Strategies (20 %); while Cognitsteategies (15 %) ranked as the least used
followed by S| Strategies (17%). More specially,ist apparent that all the participants

asserted a higher preference for Affective, Metadog, and Meta S| Strategies and a lower

preference for Meta-affective, Sl, and Cognitiveaggies.
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Findings with regard to Types of Personality Traits
Depending upon the findings of statistics analgsistems, participants' personality
traits are identified. Table 30 presents the fregyerate of participants' personality traits
within the scope of five main personality dimension

Table 30.
Frequency Distribution of Participants' Personalityaits

Personality Traits

Openness to L . Neuroticism-
Agreeableness . Conscientiousness  Extraversion . .
experience Emotional stability
Mean % Mean % Mean % Mean % Mean %
1 7,89 3,98 3,25 1,64 4,14 2,09 5,22 2,64 37,57 18,98
2 7,22 3,65 6,38 3,22 7,00 3,54 9,44 4,77 46,57 23,52
3 10,56 5,33 8,62 4,36 12,29 6,20 16,44 8,30 28,00 ,1414
4 21,11 10,66 25,62 12,94 28,86 14,57 34,44 17,40 4328, 14,36
5 21,00 10,61 31,50 15,91 35,86 18,11 37,00 18,69 5725, 12,92
6 60,89 30,75 53,38 26,96 58,28 29,44 49,56 25,02 7218, 9,45
7 69,33 35,02 69,25 34,97 51,57 26,05 45,90 23,18 1413, 6,63
Total 198 100 198 100 198 100 198 100 198 100

It is evident in Table 30 that participants of theearch study have the personality of
agreeableness (35,02 %) in general, followed byogss to experience (34,98 %). However,
of the five dimensions, findings reveal that papants have lower levels of
conscientiousness (26%), extraversion (23%) androtieism-emotional stability (7%)

personality traits.

Findings with regard to Beliefs about L2 Learning
Regarding the findings of the statistical analysisitems, the frequency rate of

learners' beliefs about L2 learning are distingestand findings are displayed in Table 31.
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Table 31.
Frequency Distribution of Learners' Beliefs abo@tllearning

Beliefs about L2 learning
Behavioral Beliefs  Affective Beliefs  Cognitive Beliefs

Mean % Mean % Mean %
No Idea 5,99 302 1289 651 9.62 4,86
Strongly 2.08 1,05 1405 7,10 14,69 7,42
Disagree

Disagree 9,32 4,71 41,10 20,76 39,23 19,81

Agree 82,57 41,70 82,44 41,64 83,77 42,31

stongly 9504 4952 4752 2399 50,69 2560
Agree
Total 198 100 198 100 198 100

It is obvious that most of the participants (91pt¢fer to hold behavioral beliefs
about L2 learning. Furthermore, more than halfheim (68%) possess cognitive beliefs, and

66% of the participants state that they have affedieliefs about L2 learning.

Results of Stepwise Multiple Regression Analysis

In this study, all predictor variables (personaliinaits such as Neuroticism-
Emotional  stability,  Extraversion, Openness to egnee, Agreeableness,
Conscientiousness; cognitive, affective, behavibediefs about L2 learning; place of birth,
type of high school, division, foreign language¢poken at home, number of languages
known, social activities engaged, age, mother/efattducational background, number of
sisters/ brothers, place lived before universitigome) are included in stepwise multiple
regression analysis for seeking out the factors itifuence whether there is a relationship
between each sub-dimension of Self-Regulated L2nireg Strategy Use Scale and predictor

variables. Findings of the analysis are presergspactively below.
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Table 32.
Results of Multiple Regression Analysis with regar@ognitive Strategies Sub-dimension of
the Self-Regulated L2 Learning Strategy Use Scale

B B t P Partial r Part r
(Constant) 7.747 67.757 .000
Openness to Experience; X 316 .186 2.697 .008 .190 182
Lived in bigger places. X .304 179 2.635 .009 .186 178
Behavioral. % .289 171 2.488 .014 176 .168

R°=.115 F310478.392 p=.000

Cognitive=7.747 + .316 (X +.304 (%)+ .289 (%)

Results of multiple regression analysis indicht there is a significant relationship
between three variables and cognitive strategidsdsuension of the Self-Regulated L2
Learning Strategy Use Scale. Moreover, the anafgidains approximately 12% of the total
variance together with these three variables cenisig cognitive strategies score *RL15;
p<.01). On the basis of standardized regressiefficients, the relative significance of three
variables on outcome variable is ranked as opertnesgperience personality trait, living in a
bigger place before university, and behavioral digliabout L2 learning. Considering the
partial and binary correlation coefficients, of éérvariables having a relationship with
cognitive strategies, the variable that has thédsg relationship is openness to experience
personality trait (r=0.190); whereas the variablat thas the lowest relationship is behavioral
beliefs about L2 learning (r=.176). On the basistloé correlation values between two
variables regarding the other variables, r=0.18% @nd for openness to experience

personality trait, and r=0.168 for behavioral bigli@bout L2 learning.

Consequently, participants who have openness gerence personality trait, lived
in bigger places before attending university and lrognitive beliefs about L2 learning have

higher cognitive strategies sub-dimension scoras tther participants.
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Table 33.
Results of Multiple Regression Analysis with relg@r Affective Strategies Sub-dimension
with regard to Self-Regulated L2 Learning Stratelge Scale

B B t P Partial r Part r
(Constant) 9.121 77.346 .000
behavioral. X 484 273 4.054 .000 279 271
department. X .357 .202 2.992 .003 .210 .200

R*=.130 Fy195714.552 p=.000

Affective=9.121+ .484 (X) +.357 (%)

According to the results of multiple regression analysis,rehes a significant
relationship among two variables and affectivetsgies sub-dimension of Self-Regulated L2
Learning Strategy Use Scale. Furthermore, the arsabxplains approximately 13 % of the
total variance regarding these two variables afettfe strategies sub-dimension*tRL30;
p<.01). Standardized regression coefficients rewbat the relative significance of two
variables on outcome variable is ranked as behalvimliefs about L2 learning and ELT
students. The partial and binary correlation cogffits of two variables with regard to
affective strategies sub-dimension of the scale atestnate that the variable having the
highest relationship with affective strategies sliirension is behavioral beliefs about L2
learning (r=0.279); whereas the variable that tha&slowest relationship is GLT Division
(r=0.210). Considering the correlation values betwivo variables and the other variables, it
was revealed as r=0.271 for behavioral beliefs ald@ulearning and r=0.200 for GLT
Division. In conclusion, participants who hold beiwsal beliefs about L2 learning, and
attend GLT division have higher affective strategigub-dimension scores than other

participants.
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Table 34.
Results of Multiple Regression Analysis with regar&| Strategies Sub-dimension with
regard to Self-Regulated L2 Learning Strategy (Bale

B § t P Partial r Part r
(Constant) 11.960 70.770 .000
cognitive. X .674 273 3.976 .000 279 271

R?=.075 R1.106715.807 p=.000

Socio=11.960+ .674 (X

Table 34 shows that there is a significant relaiopm between only one variable and

S| Strategies sub-dimensiostores of Self-Regulated L2 Learning Strategy UsaleS
Additionally, the analysis explains approximately¥® of the total variance regarding this
variable and Sl Strategies sub-dimensiorf=(B75; p<.01). Standardized regression
coefficients display that the relative significanct this variable on outcome variable is
ranked as cognitive beliefs about L2 learning.dnmis of the partial and binary correlation
coefficients with regard to Sl Strategies sub-disiem of the scale, cognitive beliefs about L2
learning has the highest relationship with S| 8gags sub-dimension (r=0.271). To conclude,
participants who hold cognitive beliefs about LArleng have higher Sl Strategies scores

than the other participants.
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Table 35.
Results of Multiple Regression Analysis with relg@r Metacognitive Strategies Sub-
dimension with regard to Self-Regulated L2 Learritigategy Use Scale

B B t P Partial r Part r
(Constant) 27.753 111.020 .000
conscientiousness,; 1.671 404 6.532 .000 425 .396
behavioral. % 1.036 .250 4,108 .000 .283 .249
GPA. X3 .565 137 2.205 .029 .156 134

RP=.288 I3.10426.148 p=.000

meta cognitive=27.753 + 1.671 (¥ +1.036 (>5)+ .565 (%)

Multiple regression analysis presents that thera significant relationship among
three variables and Metacognitive Strategies soiedsion of the Self-Regulated L2
Learning Strategy Use Scale. In addition, the aislgxplains approximately 29 % the total
variance with regard to these three variables whegtacognitive strategies score is
considered. (R-.288; p<.01) Findings of standardized regressimefficients point out that
the relative significance of three variables orcoute variable is ranked as conscientiousness
personality trait, behavioral beliefs about L2 feag, and participants' content knowledge
course GPA. On the other hand, results of theglaatid binary correlation coefficients show
that of the three variables that have a relatignghth metacognitive strategies, the variable
that has the highest relationship is conscientiessmpersonality trait (r=0.425); whereas the
variable that has the lowest relationship is pguaicts' university GPA (r=0.156). In terms of
the correlation values between two variables amedother variables, the value r=0.396 was

found for conscientiousness personality trait, ex@ti134 for participants' GPA.

As a conclusion, participants who have consciestiess personality trait, hold
behavioral beliefs about L2 learning and get highB¥A have more metacognitive strategies

sub-dimension scores.
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Table 36.
Results of Multiple Regression Analysis with regarVeta-affective Strategies Sub-
dimension with regard to Self-Regulated L2 Learritigategy Use Scale

B B t P Partial r Part r
(Constant) 27.217 87.591 .000
extraversion. X 1.176 .237 3.647 .000 .254 .229
conscientiousness.,X 1.227 .248 3.832 .000 .266 241
behavioral. % 1.077 .218 3.423 .001 .239 .215
income. % .647 131 2.075 .039 .148 .130

R*=.237 FR3103726.148 p=.000

meta affectivee27. 217 + 1.176 (J +1.227 (%%)+ 1.077 (0g) + .647(X,)

Results of multiple regression analysis point ahat there is a significant
relationship between four variables and Meta-aiffecStrategies sub-dimension of the Self-
Regulated L2 Learning Strategy Use Scale. Furthegjtbe analysis explains approximately
24 % the total variance with regard to these thragables considering metacognitive
strategies score. (R.237; p<.01). Results of standardized regressimfficients reveal that
the relative significance of four variables on aube variable is ranked as extraversion
personality trait, conscientiousness personaléit,tbehavioral beliefs about L2 learning, and
income status of the participants' parents. Acogrdio results of the partial and binary
correlation coefficients, of four variables havirgjationship with meta-affective strategies,
while the variable that has the highest relatigmsfiextraversion personality trait (r=0.254);
whereas the variable that has the lowest relatipnshincome status of the participants’
parents (r=0.148). On the basis of the correlatialues between two variables and other
variables, r=0.229 was found for extraversion pea$ity trait, and r=0.130 for income status

of the participants' parents.

Eventually, it was found that participants who dawextraversion and
conscientiousness personality traits, hold behalibeliefs about L2 learning, and have
parents with higher income status have more mééatafe strategies scores than other

participants.
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Table 37.
Results of Multiple Regression Analysis with regarteta SCI Strategies Sub-dimension
with regard to Self-Regulated L2 Learning Stratelge Scale

B B t P Partial r Part r
(Constant) 14.207 80.049 .000
behavioral. % .756 .282 4,184 .000 .287 278
openness to experience, X .528 197 2.922 .004 .205 .194

R?=.138 Rp105713.581 p=.000

meta socic=14.207+ .756 (X +.528 (%)

Multiple regression analysis demonstrates thatethe a significant relationship
between two variables and Meta SCI Strategies sukstsion of the Self-Regulated L2
Learning Strategy Use Scale. Besides, the anadygikains approximately 14 % of the total
variance with regard to these three variables denisig meta SCI strategies score’<R38;
p<.01). In terms of standardized regression caefits, the relative significance of these two
variables on outcome variable is ranked as behaM@liefs about L2 learning and openness
to experience personality trait. Basing upon theiglaand binary correlation coefficients, of
two variables having a relationship with meta Stdtegies, the variable that has the highest
relationship is behavioral beliefs about L2 leagn{n=0.287); whereas the variable that has
the lowest relationship is openness to experiemregpality trait (r=0.205). In terms of the
correlation values between two variables and otlaeiables, r=0.278 was found for beliefs

about L2 learning and r=0.194 for openness to egpee personality trait.

Ultimately, it was found that participants who dhdbehavioral beliefs about L2
learning, and have openness to experience persotraiit have higher meta SCI strategies

sub-dimension scores than other participants.

According to the results of t-test with regard ttee significance of regression
coefficients obtained from the results of regressinalysis in terms of six sub-dimensions of

the Self-Regulated L2 Learning Strategy Use S@dl@ariables are found to be significant in
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accordance with 0.05 level. Furthermore, accordinghe results of variance analysis with
regard to the significance of regression modelssttanted for each sub-dimension, models
are found to be significant. @19478.392; F.195714.552; F1:106715.807; k3;104726.148;

F(3;193)=26.148; ﬁ;195)=13.581; p<01)

Results of Qualitative Data

In this study, semi-structured interviews were gs@dl through descriptive analysis.
Findings are presented through the responses diydearners who are determined as more
frequent and less frequent strategy users, and dheygrouped in 6 themes in the light of
theoretical framework and research questions o$tinay .

Tablo 38.
Themes

Difficulties during L2 learning process

How to overcome difficulties during L2 learning pess
Self-Regulated L2 Learning Strategy Use

Factors Affecting Self-Regulated L2 Learning Stggté/se

The Advantages of Using Self-Regulated L2 Leari8trgtegies
Being a Good Language Learner

Themes displayed in Table 38 are presented inrdacoe with the theoretical
framework, research questions and interview questa the study. Responses given by the
more frequent and less frequent strategy usergraxgped and distinguished in two parts.
Subsequently, they are demonstrated in tablesrartpreted by the direct quotations of the

participants.
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Findings in relation to Difficulties during L2 Lear ning Process
The interview question regarding this dimension "é/hat difficulties do you
experience in L2 Learning?"
Statements considering views of more frequentlass frequent strategy users are
grouped and displayed in Tables 39 and 40. Subs#gudirect quotations of participants are
presented.

Table 39.
Views of More Frequent Strategy Users on Diffi@gdtduring L2 Learning Process

Problem with Vocabulary Knowledge
Adapting Different Methods Applied by the Instructo

It is obvious in Table 39 that learners, who agtednined as more frequent strategy
users, asserted that the main difficulties theye fdaring L2 learning process are having
insufficient vocabulary knowledge and having cordnsabout different methods applied by
their instructors.

Of more frequent strategy users, direct quotatafrtbe participants coded as S2 and

S4 show that they face problems triggered by voeapknowledge:

S2:1 think | have difficulty if 1 don't know the meagi of words in a

conversation. If you don't understand the wordstesms when someone
explains or says something, | feel suspended. Mered think | have a

problem with the pronunciation of certain words.h&ve such kind of
problems during L2 learning process.

S4:When | especially study for new vocabulary itemnsl i | haven't used
these words before as | have just learnt them, Vehdifficulty in
remembering them. This is the most difficult caserfe during L2 learning
process.
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Direct quotations of the participants indicatihgttthey have difficulties in adapting
different methods applied by their instructors jamesented with codes S1 and S3 as follows:

S1:When | think about the education system at theeusity, | realize that
some of my instructors have different points ofwsieabout teaching
methods; some of them apply their views; whereasothers just have a
perspective, but insist on implementing traditiotedching methods. For
this reason, | feel confused in determining whosesgective is the right
one, and which methodology | should use...

S3: 1 usually have a problem with the methods usedmlyyinstructors.
Because every instructor has his/her own methoud,these methods may
not appeal to the students. For this reason, | hapeoblem with this case.

Table 40.

Views of Less Frequent Strategy Users on Diffesiltduring L2 Learning
Process

Problem due to Insufficient Vocabulary Knowledge

Considering the problem caused by insufficient botary knowledge, nearly all of
the less frequent strategy users stated that theyuater problems triggered by insufficient
vocabulary knowledge during the L2 learning proc&seect quotations of participants using
less frequent strategies are presented as follathstiwe codes S6 and S7:

S6: 1 learn German as a foreign language, some words\ary long. My

instructors are sometimes speaking very fast, @irtlaccents may be

different. | also have difficulty in comprehendisgme reflective verbs or

pair verbs. It is also difficult for me to understhcollocations. So, | have

problems in memorizing them.

S7: When | come across unknown words, | alwaysupathe dictionary for

their meanings. As my vocabulary knowledge is notprehensive enough,

| have problems when | express myself. This is roplgm during L2

learning process.

In the light of the statements of both more and lgsquent strategy users, it is

apparent that participants' common problem reggrdifficulties encountered during the L2

learning process is their insufficient vocabulamnyowledge. Moreover, participants using
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more frequent strategies expressed that they hi#ficilty in adapting themselves to diverse
methods applied by their instructors during therses.

Findings in relation to Overcoming Difficulties during L2 Learning Process
The interview question regarding this dimension"idow do you deal with your

problems in L2 learning process?"

Statements on views of more and less frequentegiyausers are grouped and
displayed in Tables 41 and 42.

Table 41.
Views of More Frequent Strategy Users on Overcorbifiiculties in L2 Learning Process

Studying Individually

Studying Systematic

Using New Knowledge in Real Life

Getting Support from Instructors and/or Friends

Table 41 displays that more frequent strategy susieal with their problems by
studying individually, studying systematic, usirge thew knowledge in real life, and getting
support from instructors or friends.

The participant coded as S2 indicated that byyatigdindividually, he overcomes his
problem in L2 learning process. Direct quotatiornisfstatement is given as follows:

S2: When | have difficulty in L2 learning process, tudy harder

individually to overcome my problems. | study atlean order to solve my

problem.
S5 expressed that studying systematically help®vercome her problem in L2
learning process. The statements of S5 are giviewbe

S5:1 plan and think about the ways of making the |l@agrprocess easier.

So, | try to develop strategies in terms of leagniBesides, | organize

myself in the social life. | make a schedule andycaut my activities

according to this program. | also make plans inlegrning process. Before

starting to study, | think about what to do and wie actualize my plans.
So, studying systematic helps me to overcome niyens.
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The participant coded as S4 stated that using kreswledge in real life helps to
overcome his problem in L2 learning process. Is #@nse, the statements of the participant
are presented as follows:

S4:1 try to use new things | learn in my real lifecan only visualize my

knowledge in that way. This makes my process easlershould actualize

what we learn.

Direct quotation of the participant coded as Sitest that getting support from
instructors or friends is an efficient way of ovaming his problem in L2 learning process.
As he stated:

S3: To overcome this problem, | get in contact waiy instructors or my

friends; so | comprehend better by getting helprfithem.

Table 42.
Views of Less Frequent Strategy Users on Overcomiffigulties in L2 Learning Process

Memorizing
Revising
Summarizing

On the basis of overcoming difficulties in L2 leign process, less frequent
strategy users asserted that they prefer memorimngsing, and summarizing.

The participant coded as S9 pointed out that menmgrihelps her to overcome
difficulties in L2 learning process:

S9:1 go home and revise the new words, | memorizeyawdte them...

It is apparent from the direct quotation of thetipgzant coded as S7 that revising
helps him to overcome his problem:

S7: 1 usually revise the terms | don't understand. dicate the other

speaker that | do not understand and use gestuaresder not to break the

conversation.

The participant coded as S8 asserted that summguizia way of helping him to

overcome difficulties in L2 learning process:
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S8:1 should attend lectures, and listen to my insiouetcarefully. 1 should
summarize after | listen to explanations of myringbrs, and | should
regularly study.
The statements of both more and less frequentegirausers indicate that strategy
learners using more frequent strategies solve fireinlems in terms of L2 learning process
by studying individually, studying systematic, ugsithe new knowledge in real life, and

getting support from instructors or friends. On titker hand, learners using less frequent

strategies overcome their problems through memujzievising, and summarizing.

Findings in relation to Self-Regulated L2 LearningStrategy Use
The interview question regarding this dimensioff3o you think that you use self-

regulated L2 learning strategies?"

Statements on views of more and less frequentegiyausers are grouped and
displayed with regard to self-regulated L2 learnstrigitegy use in Tables 43 and 44.

Table 43.
Views of More Frequent Strategy Users on Self-RegdIL2 Learning Strategies

Affective Strategies
Metacognitive Strategies
Meta-affective Strategies
Meta Sl Strategies

S| Strategies

Cognitive Strategies

More frequent strategy users stated that they prefeuse affective strategies,
metacognitive strategies, meta-affective strategmeta Sl strategies, Sl strategies, and

cognitive strategies.
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Participant coded as S2 expresses his choiceatégir type as follows:

S2: | use strategies while studying. Especially, | useta-affective
strategies and metacognitive strategies, | try igieh carefully during
lectures. Sometimes | use cognitive strategies...

Direct quotation of participant codad S1 related to strategy use is as

follows:

S1:1 use strategies for my studies. | generate stiagegn my own. For
example, | study step by step, slowly...While lleaming a new subject, |
also try to check the previous ones. | particulgrgy attention to what my
instructors explain during lectures. | underlineetimportant parts, even
highlight them to attract my attention. | sometintisgen to relaxing music.
In short, | choose type of strategies accordingmy needs. When | get
bored with listening to music while studying, legwp immediately and try
another strategy according to my mood. Even if felaxing, | do not
usually use the same strategy. So, | use metacogsirategies, cognitive
strategies, affective strategies...

The choice of strategy type expressed by the paatit coded as S4 is as follows:

S4:1 think | mostly use Sl strategies and meta Shegia@s. Because | learn
better when | interact with other people.

Table 44.
Views of Less Frequent Strategy Users on Self-ReggliL2 Learning Strategies

Affective Strategies
Metacognitive Strategies
Meta Sl Strategies

S| Strategies

Cognitive Strategies

Less frequent strategy users stated that theynesa-affective, affective strategies,

meta cognitive strategies, meta Sl strategiestr&tiegies,and cognitive strategies.
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Direct quotation of participant coded as S8 relatestrategy use is as follows:

S8:1 absolutely use affective strategies as | try tooget demotivated while

speaking a foreign language. | am not afraid of mgknistakes, because |

have self-confidence, making mistakes is a natpratess. It does not

matter to me when someone makes a mistake whilg adanguage. | use

cognitive strategies as well. | give myself taskshsmemorizing 20 words,

or sometimes 50 words per day. | also use affeciragegies. | listen to

classical music before studying. This makes madéeted.

Participant coded as S6 stated her choice of giraype as follows:

S6:1 rewrite the new words for learning better, soskeucognitive strategies

for learning. | usually listen to music while stuay, | mean | employ

affective strategies. | start to study for subjebest attract my attention. For

this reason, | use metacognitive strategies.

The choice of strategy type asserted by the ppainticoded as S10 is as
follows:

S10:1 learn a foreign language a lot from computer gemnl look for the

meanings of unknown words that | come across inctimaputer games.

When | come across a word, and if | have lookedtfomeaning before, |

easily comprehend that word. | practice with foreigeople when | play

computer games; this also makes me learn better.

It is obvious from the statements of the partictgiiat he prefers using Sl strategies
and meta Sl strategies while learning L2.

The overall statements of the pagtiais indicate that they usually employ self-
regulated L2 learning strategies during their L2heng process. Moreover, it is evident that

both more frequent and less frequent strategy ussgsnearly all six dimensions of self-

regulated strategies proposed BR $Model.
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Findings in relation to Factors Affecting Self-Reglated L2 Learning Strategy Use
The interview question regarding this dimension "M/hat are the factors that

influence you to use self-regulatory L2 learningtgtgies?"

Statements on views of more and less frequentegiyausers are grouped and
displayed with regard to factors affecting selfulkaged L2 learning strategy use in Tables 45
and 46.

Table 45.

Views of More Frequent Strategy Users on Factorfecihg Self-Regulated L2 Learning
Strategy Use

Personality
Experience about Strategies

More frequent strategy users affirm that persopalitd experience are factors that
affect their use of self-regulated L2 learning t&igées.
S2 and S5 state that personality is a factor tifatances their choice of employing

strategies. The statements of S2 and S5 are gelewb

S2:1 think my personality is a factor that influencey strategy choice. For
example, | am an organized person, my mother ak vi¥y mother plans
and organizes her work like me. | even think thathwroscope has an effect
on strategy use. | am Virgo, an organized horoscdp® | study in an
organized and systematic way, and this affectshoice of strategies.”

S5:"I myself is the factor affecting strategy usem a social person; | like
getting in contact with people, communicating wgeople both in my
mother tongue and foreign language.

Participants coded as S1 and S3 indicate that iexeris the factor for their choice
of strategy use:

S1:1 have used strategies and realized that | learttdoehrough strategies.
For this reason, | prefer using them.
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S3:"l determine which strategies | should use acaogdio my experiences.
When | notice that they are useful in my learningcpss, | continue using
them.

Table 46.
Views of Less Frequent Strategy Users on Factofscihig Self-Regulated L2 Learning

Strategy Use

Need for Actualising Knowledge
Need for Visualising Knowledge

As for views of less frequent strategy users, ndedsctualising knowledge and
visualising knowledge are important factors th&etfthe use of L2 learning strategies.

Participant coded as S9 thinks that need for astoglis a factor in using strategies:

S9:1 need to actualise what | learn at courses. Smgaistrategies makes me learn

better and enables my knowledge to become permaheme¢an, | do not easily

forget what | learn if | employ strategies.

According to participant coded as Si€ed for visualising knowledge is a factor in
using strategies:

S10:1 do not memorize words in a foreign language ateoas the language is

different. For this reason, | need to visualize whaearn, |1 need to revise. This

affects me in using strategies.

Regarding the views of more and less frequentegjyatisers, it can be inferred that
according to more frequent users personality anukeance are considered as important

factors in strategy use; whereas less frequentisate that they perform strategies as they

need to actualise and visualise their knowledgmfwove their language learning.
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Findings in relation to the Advantages of Using SERegulated L2 Learning Strategies

The interview question regarding this dimensiori'¥o you think that it is useful to
use self-regulated L2 learning strategies in L2rea ?"

Statements on views of more and less frequentegiyausers are grouped and
displayed in relation to the advantages of usiriigregulated L2 learning strategies in Tables
47 and 48.

Table 47.

Views of More Frequent Strategy Users on the Adged of Using Self-Regulated L2
Learning Strategies

It makes learning more enjoyable
It improves language learning
It increases motivation

More frequent strategy users imply that using sgi@s makes learning more
enjoyable, helps to facilitate learning, and inseemotivation.
Participant coded as S5 thinks that using strasegi@kes learning more enjoyable:

S5: 1 think all students have one target in the edwsatprocess, that is

learning. For this reason, every student has hishen learning method.

When the students choose the right strategy fonsleé/es, learning process
becomes more fruitful.

The advantages of using self-regulated L2 learrstrgtegies expressed by the
participant coded as S1 are given as follows:

S1:In my opinion, using strategies is advantageoesaBse | take different
courses from different instructors, and they allvéadifferent teaching
methods. So, | learn different things from thenad bgsynthesize the things |
learn. For this reason, | need to use strategiesrprove language learning
and comprehend better.
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Another participant coded as S4 stressed the #alyasm of using strategies as
follows:

S4:1 definitely think that using strategies is useRgcause | feel motivated.
For example, when | listen to music while studyinfigel relaxed, and this
affects learning in a positive way.

Table 48.
Views of Less Frequent Strategy Users on the Adgast of Using Self-Regulated L2
Learning Strategies

| learn better by using strategies
It improves fluency
It makes learning efficient

With regard to the advantages of using self-regdldt2 learning strategies, less
frequent self-regulated strategy users asserthlegtlearn better by using strategies, strategy
use improves fluency and makes learning efficient.

Participant coded as S6 expressed that she leattes by using strategies:

S6:1 think using strategies has advantages. For examphen | rewrite new words

or listen to music while studying, | remember tlogds as | can visualize them in my

mind, or when | hear the same music, | remembett Whaas studying. So, | learn
better in that way.
According to participant coded as &ing strategies improves fluency:

S7:1 think using strategies is beneficial. | have tinends; they have learnt

a foreign language better in this way. Especiallyey learnt to speak

fluently. I think using strategies improves fluency

Participant coded as S9 asserted that her learn@upmes efficient by using
strategies:

S9:1 think using strategies makes learning processiefft. | can say this

thanks to the outcomes of implementing strategie®commend my friends

to use strategies...

The examination of more frequent strategy useirsivs shows that they find it

advantageous to use strategies as strategies makenly more enjoyable, help to improve

learning, and increase motivation. On the othedh#ess frequent strategy users think that
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using strategies is advantageous as well, sincdoging strategies enables them to learn

better, improves fluency, and makes learning effiti

Findings in relation to the Views of Participants & a Good Learner
The last interview question regarding this dimensie: "Would you consider
yourself as a good language learner? Why / Why'not?

More frequent strategy users stated that thegidenthemselves as good learners,
whereas less frequent self-regulated L2 learnirajegies users assert that they do not regard
themselves as good learners.

Statements considering views of both participaares grouped and displayed in
Tables 49 and 50.

Table 49.
Views of More Frequent Strategy Users as a Goodrieza

| struggle to be a good learner
| am good at comprehending L2
| learn through communication

More frequent strategy users point out that theysmier themselves as good learners
for the reasons mentioned above.
Direct quotations of the participants coded asS3l,and S5 are given as follows:

S1:My goal is to be a good language teacher, so | kh&now the target
language well. For this reason, | struggle to bgad learner...

S3:1 do not think | study hard, but | think | am aagblearner, because |
learn through communication, interacting with otheeople, not through
reading, or studying harder..."

S5: 1 think | am a better learner than my friends, &ese | express myself
well in foreign language... | do not have any diifty when | go abroad;
| can understand everything. For example, | havenb® a bank, state
building, or hospital abroad, and | haven't met atfficulty. There are
people who cannot even understand what is saidfameagn language. So, |
compare myself with the best, or do not comparesthysth others, | only
race against myself.
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Table 50.
Views of Less Frequent Strategy Users as a Goathee

| do not study hard
| do not attend some of the lectures
| do not pay enough attention to my studies

Less frequent strategy users expressed that theyptdoonsider themselves as good
learners for the reasons mentioned above.
Direct quotations of the participants coded asSB7,and S10 are given as follows:

S7:1 can't say that | am a good language learner, heseal think | do not
study hard. But | believe that | will be a good dalage learner in the
future... By adding more to my prior knowledge,uppose that | will
consider myself as a good language learner.

S8:1 think I am not a good language learner, becaude not attend some
of the lectures at the university, and therefor@rca concentrate on my
studies. This hinders me feel like a good languegmer.

S10:1 think I am not; because | think | do not give tlecessary attention to
my studies or courses. If | concentrate more, | bana good language
learner.
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Chapter V
Discussion

In this partthe findings of the main study are interpretedetad and discussed with
reference to the research questions. Considerisgareh findings and the generalizations
drawn from those findings, certain implications fitE programs are presented. Finally, the
limitations of the study are discussed, and suggesfor further research are provided at the
end of the chapter.
Discussion

The primary purpose of the study was to explore dkerall frequency of self-
regulated L2 learning strategy use of L2 learndrglygng at the Department of FLE
depending upon Oxford's (20113RSModel. Another aim of the study was to investggkte
relationships between their reported self-regulatéd learning strategy use and their
personality traits, identity, beliefs about L2 leiag and proficiency. In order to carry out the
study, data were gathered quantitatively and catalély by means of three scales, a
guestionnaire, participants' GPA, and semi-strectunterviews conducted with more and
less frequent strategy users. In this contextstiades of Self-Regulated L2 Learning Strategy
Use and Beliefs about L2 Learning were developedhayresearcher to reveal the self-
regulated L2 learning strategy use of the learranmd, investigate learners' beliefs about L2
learning. Furthermore, ABPT, which was developedBaganli et al. (2007), together with
the identity questionnaire designed by the researalere administered to L2 learners for
obtaining information about L2 learners' persogdiiaits and identity. Of one of the factors
that is assumed to influence self-regulated styatesg, proficiency of the participants was
determined by their university GPA. Lastly, senmmisstured interviews were conducted with
participants who were determined as more and lesgiént self-regulated strategy users by

means of total scores they got from the Self-Regdld2 Learning Strategy Use Scale. In
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this part of the research, the findings of the nsrdy are interpreted in detail and discussed
with reference to the research questions.

With regard to the first research question of thedy 'What are the main self-
regulated L2 learning strategies used by L2 learstrdying at the Department of FLE?' and
following sub-questions 'Which self-regulated Lari@ng strategies are used more by L2
learners at the Department of FLE?' and 'Whichregjtilated L2 learning strategies are used
less by L2 learners at the Department of FLE?' Sbk-Regulated L2 Learning Strategy Use
Scale was utilized, and the findings were analymeterms of frequency distribution. The
results illustrated that all six self-regulated le2rning strategies within the scope of tHR S
Model were used to some extent. However, it is @bwithat L2 learners attending
Department of FLE at Trakya University mostly enyald affective strategies followed by
metacognitive strategies. It was inferred fromrisgults that participants displayed a low use
of Meta Sl Strategies and Meta-affective Strategi@sthermore, cognitive strategies were
the least used strategy type followed by S| Stiate¢Table 31). As formerly mentioned,
affective strategies enable learners to have pesgmotions and attitudes to keep motivated
in language learning process. On the other hanthaognitive strategies help the learners to
control L2 knowledge when they construct, transfoamd apply; and monitor for assembling,
combining, enhancing, and converting knowledgeneflanguage and culture (Oxford, 2011).
The findings showed that most of the learners digd affective and metacognitive
awareness which means that they prefer to seléeitias that enable them to keep motivated
and have lower anxiety towards L2 learning. Morepwewould not be wrong to consider
them as active learners as they regulate and mahagewn learning through activities that
enhance L2 learning in terms of metacognitive kmeagk. This conclusion was validated
through the interview sessions where the particgpegported that they preferred activities for
relaxing while studying such as listening to cleakbr relaxing music, and they stated that

they learnt better when they were not stressfukthéamore, in terms of metacognitive
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strategies use, learners expressed that they paiatian to the explanations made by their
instructors, or planned and organized their studiesrder to be successful in language
learning. Additionally, they expressed that attegdtourses regularly, and concentrating on
the subjects taught by the instructors made thesneed in their studies. Hence, the reason
for reporting more frequent use of affective andiavnegnitive strategies are the beneficial
outcomes that learners have gained after employivege strategies in their studies.
Surprisingly, the results revealed that cognitiveategies were the least frequently used
strategy type, particularly among more frequerdaitetyy users. As it was supported by the
interviews, this was because of learners' not miaf activities such as transferring,
repeating, analyzing, or reasoning deductivelytelad of studying language just for learning,
they wanted to actualize their language learningraer to use L2 in daily life; hence, they
wanted to make language learning process more pemhaln this context, findings of this
study are consistent with other studies which rieekdhat Metacognitive Strategies are
preferred by L2 learners in different contexts.gner, 1999; Magogwe & Oliver, 2007;
Nikoopour et al., 2011; Shmais, 2003; sN@nar, 2014). For instance, in their study
Magogwe & Oliver (2007) found that both good andt fBotswana students indicated a
preference for metacognitive strategies than dal gbor proficiency learners. In another
study, Nikoopour et al. (2011) explored the stregegerformed by Iranian EFL learners. The
findings indicated that Iranian EFL learners mosiyploy metacognitive strategies rather
than other strategy typeSimilarly, Shmais' (2003) study demonstrated thaglish major
students in Palestine reported the highest usagmetdcognitive strategies. In the study
carried out by Bremner (1999), metacognitive sgigtewere the most used language learning
strategy type by Hong Kong L2 learners. Moreovessilginar (2014) showed that
metacognitive strategies were the most prefermedesty type; while cognitive strategies were
the least preferred one by L2 learners of the fsonil education in Turkey. However, it is

surprising that the results are inconsistent wittmdz's (2010) study which put forward that
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affective strategies were ranked as the lowesepabfe strategy type in a Turkish university
context, and with certain studies which proposeghio/e strategies as more favorite type
among other strategy types (Alhaisoni, 2012; Oxfa@P0; Touba, 1992; Vandergifts, 1997).
Griffiths (2013) highlights that it is necessarydeal with strategy effectiveness in relation to
target, situation, learner characteristics, andmnation with other strategies. Additionally,
Wharton (2000) argued that the types of strategeformed depend upon learner types and
setting that learning takes place. It is possibiat tstrategy choice shows difference from
context to context; a useful strategy may not lgamed as efficient for other users even in
the same context. Hence, it becomes crucial tostiyate and reveal the factors behind the
strategy choice of learners.

The second research question of the study aimsdoolut the answer to 'What are
the personality traits of L2 learners at the Daparit of FLE?'. In this study, ABPT was
administered to participants for the purpose otading the overall personality profile of L2
learners attending the Department of FLE at Traklyaversity. Personality traits of the
participants were determined with regard to the flemains constructing the Big Five Model
such as Neuroticism-Emotional Stability, Extravensi Agreeableness, Openness to
Experience, and Conscientiousne&s.a result of the frequency distribution of thatistical
analysis of personality traits, it was figured tiabst of the participants of the study have
Agreeableness and Openness to Experience pergamaiis followed by Conscientiousness
and Extraversion (Table 32). L2 learners who reggbrAgreeableness domain of the
personality trait described themselves as forgivimglpful, cooperative, modest, obedient,
merciful, self-giving, tolerant, and agreeable. @® other hand, participants reporting
Openness to Experience personality trait identifitemselves as interested in art,
imaginative, broad-minded, innovative, curiousgetdd, having broad interests, and open to
new relationships (Bacanli et al., 2009). As theigpants of this study were prospective

language teachers, it is argued that teachersthgtimentioned personalities will be efficient
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in teaching profession in the future. On the otieand, the least reported personality trait was
Neuroticism-Emotional stability. As it is expressieg Dornyei (2005, p.5), high scorers of
Neuroticism-Emotional stability are "worrying, aoxs, insecure, depressed, self-conscious,
moody, emotional, and unstable”. Participants &f situdy mostly preferred to use affective
strategies and metacognitive strategies, which tiwvasresult of their personalities. It was
observed that they did not report themselves penigito Neuroticism- Emotional stability
dimension which was the indicator of having anxietyout L2 learning. Instead, they
preferred to learn L2 through activities that matad them by means of affective strategies;
and they paid attention to their studies, and degahtheir schedules while studying by
employing metacognitive strategies. Thus, havingdgoatured and likable personality in
terms of Agreeableness dimension along with belegildle, creative, untraditional, and
moved by art within the scope of Openness to Erpeg dimension signify that learners tend
to use more affective and metacognitive strategies.

As for the third research question of this studyhat beliefs do L2 learners
studying at the Department of FLE hold about laggui@arning?', Beliefs about L2 Learning
Scale was performed to L2 learners, and the firediwgre analyzed in terms of frequency
distribution. As a result of the findings, it wagured out that most of the participants (91%)
held strong behavioral beliefs about L2 learningl€ 33). The results of the interview
sessions also supported these findings as thecipartts pointed out that learning became
permanent and efficient when they had an oppostunituse language. The reason of this
arises out of learners' having very few opportesiin Turkey to practice the target language
as L2 learning in Turkish context is still a prabigtic issue. This problem is illustrated in
several studies that were carried out in Turkeyal&k& Zengin, 2007; Blyukyavuz &nal,
2008; Gokdemir, 2010; Oz, Demirezen & Pourfeiz, ®0For instance, in a study conducted
by Gokdemir (2010) with L2 learners from differamtiversities in Turkey, one of the main

challenges of L2 learners in Turkey were identifeesd L2 courses were mostly theory-based
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rather than practice-based, they were generallghtracentered rather than learner centred,
and there were no appropriate setting for learrongpractising L2. Another study by
Blyukyavuz andinal (2008), which was carried out on in-servicecheas to identify the
problems in FL teaching, showed that students witterent education levels were offered
education in crowded classes at state schoolsleanglers were not guided to undertake their
own learning outside the classroom. The findingshef study implied that L2 learning in
Turkey mostly dealt with grammar teaching whichverged educating learners who could
use the target language practically and effectivblgreover, Oz, Demirezen and Pourfeiz
(2015) explored the willingness to communicate o§lish as an FL learners. They found that
more opportunities should be given to EFL learnergractice in relaxing and stressless
classroom environments. In this research studyiehthers were aware that putting language
into practice was a significant way of enhancingglaage learning apart from reflecting
cognitive aspects to language learning processthik sense, participants of this study
believed that practicing L2 in certain contexts d&aying social interaction while using L2
improved their language learning. This is suppolted.ong's (1983) Interaction Hypothesis,
which proposed that the interactional collaboratiacilitates L2 learning. Additionally,
according to Socio-cultural Theory which was finstroduced by Vygotsky (1978), apart
from being a psychological tool, language is a camicative tool, that mediates meaning
between the learner and language, and thereforg Iszcially in interaction with others
assists the cognitive development process (Ant889;1Lantolf & Appel, 1994; Swain &
Lapkin, 1998).

The fourth research question of this study ishisreé any relationship between the
use of self-regulated L2 learning strategies anmdgality traits ?'. As the aim of this study
was to reveal the factors affecting self-regulat@dlearning strategy use, certain variables
were investigated in accordance with strategiessdpality traits were one of the factors that

were assumed to have an influence on L2 learneasegy use. In this context, it is accepted
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that a number of current studies on personality Emdjuage learning display a clear
relationship between the two (Ellis, 2008), andréhé&s a strong relationship between
personality traits and the way that learners perftanguage strategies (Ehrman & Oxford,
1990). The results of the study demonstrated that paamntgreporting themselves within the
openness to experience dimension used cognitigtegies and meta Sl strategies more than
other L2 learners. According to Dorynei (2005, p,IBgh scorers of openness to experience
dimension are "imaginative, curious, flexible, d¢re® moved by art, novelty seeking,
original, and untraditional”". Furthermore, cogratistrategies users are learners who can use
the senses to understand and remember, activateldage, reason, conceptualize with
details, conceptualize broadly, and go beyondnimeediate data; whereas meta Sl strategies
users are learners who can pay attention to, mlhtain and use resources, organize, and
implement plans for contexts, communication, anttucel (Oxford, 2011). Hence, it is
acceptable for L2 learners, who described themsels having openness to experience
personality trait, to prefer activities which fatate L2 knowledge on one hand, and provide
contexts that require being in contact with peomptethe other hand. The interviews also
demonstrated that learners who were social andboggreferred using cognitive strategies
and meta Sl strategies. Although the number ofissud/hich found relationship between
openness to experience and language learning gtratee is somehow limited, there are
many studies in diverse disciplines which reveagubsitive relationship between openness
to experience and learning outcomes (Ackerman &gdstad, 1997; Blickle, 1996; Farsides
& Woodfield, 2003; Lubbers, Van Der Werf, Kuyperkendricks, 2010; Noftle & Robins ,
2007; Oz, H., 2014; Zhang, 2003). Another resulthef findings regarding the relationship
between self-regulated L2 learning strategy use p&donality traits is that L2 learners
reporting themselves within conscientiousness paigy trait used metacognitive strategies
and meta-affective strategies more. Learners hapergonality traits in Conscientiousness

dimension are described as efficient, organizednfpl, reliable, responsible, thorough,
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productive, behaving ethnically, having high agjporalevel (McCrae & Costa, 1992). On the
other hand, metacognitive users are learners wdalaze to pay attention to, plan, obtain and
use resources, organize, implement plans for dognibrchestrate cognitive use, monitor,
and evaluate cognition. Moreover, meta-affectivategies enable learners to consider their
affective requirements and control the affectiveses which are usually essential in terms of
language learning process (Oxford, 2011). Hencés ieasonable for L2 learners having
conscientiousness personality trait to use adawithat require organization and management
of their emotions. The semi-structured interviewso ssupported these findings as learners,
who described themselves as organized, plannedprafelired studying systematic, believed
that their personalities had an influence on thategy choice. The results of this finding are
in accordance with certain studies from differenitures which figured out that openness to
experience dimension has a positively significatatronship with metacognitive strategies
(Ayhan & Turkyllmaz, 2015; Kang, 2012). For exampdghan & Turkyilmaz (2015) found
that Bosnian university students’ four personaliits of Five Factor Model; extraversion,
openness, agreeableness and conscientiousnessig@feantly associated with the meta-
cognitive strategy uséloreover, the findings of the study are consisteith Kang's study
(2012) which showed that openness to experienceamstientiousness dimensions were the
most significant predictors of using LLS. Extraversas a personality dimension is also
another predictor of the study as findings of thelg revealed that extraverted L2 learners
used more meta-affective strategies. Extraverte@inégs are identified as sociable,
gregarious, active, assertive, passionate, anatiadk (Dornyei, 2005). According to Ellis
(2008, p. 674), extraverts are "better equippedsipiygically to resist stress and have lower
levels of anxiety, which allows for greater attenal selectivity". In this sense, it is
acceptable that extraverted learners in this stedged to take control of their motivation and
senses by using meta-affective strategies as tleeg assumed to express and manage their

feelings while carrying out language learning dateég. This finding is in parallel with certain
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studies in which extraversion is found to be imatiehship with strategy use (Ehrman &
Oxford, 1990; Fazeli, 2012; Reiss, 1983; Wakamd@000). Hence, it is inferred that
personality traits have an influence on self-reguda 2 learning strategy use as they affect

the way L2 learners decide to choose convenieategfies in terms of their personalities.

As for the fifth research question of the study,tHere any relationship between the
use of self-regulated L2 learning strategies aratnkrs’ beliefs about L2 learning (i.e.
cognitive, affective, and behavioral beliefs)?arteers’ beliefs were examined by means of
Beliefs about L2 learning Scale. Of six dimensiohshe SR Model, five of self-regulated
L2 strategies were found to be related to eachroffigat is, learners holding behavioral
beliefs about L2 learning were figured out to engpbtmgnitive, affective, metacognitive,
meta-affective and meta Sl strategies more exaap6f strategies. On the other hand, Sl
strategy use was found to be related with learneghitive beliefs about L2 learning.
Namely, according to the findings of the studyrieas holding cognitive beliefs about L2
learning used more Sl strategies. In this sensejnferred that L2 learners who believed that
using rather than just knowing and having a petsgeon the target language were more
inclined to prefer using strategies in their stadi€his results from L2 learners' need to
employ strategies in order to use the target lagguthus, putting their experiences about L2
into practice triggers learners' strategy use. l@nather hand, the reason for SI strategy use
by L2 learners who held cognitive beliefs, assuondj ideas, and knowledge about L2 may
be due to the fact that these learners gained laugel about the target language through
interactions with people or social activities rethto L2. In this sense, they believed that SI
strategies enhance L2 knowledge more. This study iaccordance with several studies
which support that there is a relationship betwksmguage learning beliefs and LLS use
(Abedini Rahimi & Zare-ee, 2011; Chang & Shen, 2086rwitz, 1987; Meshkat & Saeb,

2012; Yang, 1999). As Griffiths (2013) points olgarners implement their beliefs to the
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requirements of their situation and thereby emgffgctive strategies accordingly. Therefore,
it is crucial to know what beliefs L2 learners ha@bout language in order to facilitate an

efficient language learning process.

The sixth research question of the study aimednd &n answer to 'Is there any
relationship between the use of self-regulated ¢&ring strategies and identity?' In this
context, the relationship between L2 learners'titleand self-regulated L2 learning strategy
use was examined. As a consequence of the findingss figured out that learners, who
lived in larger districts or cities before atterglinniversity, used more cognitive strategies.
The reason of this is that learners are in intedaatith more educated people in larger places
which enables them to broaden their horizons. Ag&e(1978, p.212) highlights that 'larger
cities usually have more highly educated, professipeople, and are able to carry out many
of the central place functions', it is possible lf@rlearners coming from bigger places to use
cognitive strategies which is related to gettingpwledge and information about language
system. Hence, learners coming from bigger placesgposed to more opportunities with
regard to language knowledge; thus, they are mgugped with language learning related
issues compared to their counterparts coming froraller places. Another finding related to
the relationship between identity and strategywse that learners coming from families with
higher incomes tended to use more meta-affectnaegfies. This arises out of the fact that
these learners do not have financial difficultytlasy are supported by their families; hence
they do not have much anxiety about their livingeTindings of certain studies on financial
stress demonstrated that financial stressors #edeto increased anxiety, depression, and
low academic performance. (Andrews & Wilding, 2040, Durband & Grable, 2008;
Roberts, Golding, Towell, Reid, Woodford, VetereWeinreb 2000). For that reason, it is
likely for learners who are financially supported their parents to feel more relaxed and

motivated towards their studies. In this respentytprefer meta-affective strategies which
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provide them to manage and control their emotiors enses in a positive way during L2
learning process. On the basis of the relation&@pveen identity and self-regulated L2
learning strategy use, the findings also revediadl It2 learners attending the Department of
GLT used affective strategies more than ELT leanBrepending on the interviews, GLT
learners stated that although German and Englispukges belong to the same language
family, they think that German has a more complexcsure; thus they find it hard to deal
with German language. For this reason, they predeemploying affective strategies which
helped to increase motivation and lower their ayxiewards language learning. Despite the
fact that there are many studies concerning idermitd language learning (Anwaruddin,
2012; Khatib & Ghamari, 2011; Kim, 2003; Lobaté?012), research related to the
relationship between identity and language strateggyis very limited in the literature. It is
suggested that learner's identity is constructedhfvarious variables as they are unique
individuals who are in contact with one another arith their environment in diverse ways.
Hence, it is possible for them to employ differenimbined strategies (Griffiths, 2013). In
this sense, the findings of this study will proviohsight into the reasons of L2 learners’

strategy choice.

The last research question of this study is 'Isetlamy relationship between the use
of self-regulated L2 learning strategies and L2rlees’ proficiency?'. As mentioned in the
data collection section to determine the proficieat participants, their university GPA was
taken for granted. The result of the findings destiated that L2 learners with higher point
averages used metacognitive strategies more thagr strategy types. As it is known,
learners employing metacognitive strategies know o deal and manage the target
language though controlling and monitoring theigmitive process. In this sense, it is
acceptable for successful learners to use morecogtdive strategies in their studies. This

was supported by the interview results of the staslynore frequent strategy users declared
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that they were able to regulate their languagenlegrprocess through planning, monitoring,
and evaluating their L2 tasks as required by megaitoe knowledge. As mentioned in the
literature review part, a vast array of studiesehaxplored the relationship between strategy
use and language proficiency and found a strongtioelship between two variables
(Bialystok, 1981; Griffiths, 2003; Peacock & Ho,d) Wharton, 2000; Yang, 2010). Macaro
(2006) stresses that current research on leartiatpgies attaches importance to a group of
strategies, and metacognition plays a key rolelims of deciding which strategies to use for
the purpose of accomplishing specific learning go@hus, successful L2 learners make use
of their metacognitive knowledge by performing wgges that help to make their learning
efficient. In this sense, the findings of this stusl in accordance with several studies which
point out that metacognitive strategies are reghesdeone of the important strategy types, and
there is a relationship between metacognitiveegsatise and learners' proficiency (Bransford
et al., 1999; Chamot & Kupper; 1989, O’'Malley et 4985,1985a; Vandergrift, 1996, 1997).
For this reason, this study presents importantirigsl with regard to justifying the
relationship between metacognitive strategies anéigency; thereby provides insight into

how proficient learners tackle with their L2 leargiprocess.
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Chapter Vi
Conclusion and Implications

In this research study, it was aimed to exploreowerall frequency of self-regulated
L2 learning strategy use of L2 learners studyinghat Department of FLE depending upon
Oxford's (2011) &R Model. Moreover, it was also aimed to investigtite relationships
between their reported self-regulated L2 learnitrgtegy use and their personality traits,
identity, beliefs about L2 learning and proficiendy this chapter, the overall findings of the
study are summarized by presenting certain imptinat for the field of FLE and further
studies.

The problem of this study focused on having a pEgtpe towards ‘learning'
dimension of L2 learners who are prospective teachiethe Department of FLE. The field of
FLE aims to train prospective teachers on how &heFL in an efficient way by means of
offering both theoretical and practical knowleddmat teacher education. However, social
and psychological aspects of prospective teachsrs hlways been ignored in FLE context.
Thus, by revealing the general profile of the leasn necessary regulations in terms of
designing language education can be establishédregiard to learners' needs. Furthermore,
determining the effect of certain factors on tlsrategy choice will shed light on the field of
FLE programs.

This research is a descriptive study, and it wasgtled as a survey which adopted a
mixed methods sequential explanatory design. & $bnse, data were gathered by means of
quantitative and qualitative instruments. The stwhs carried out during the 2014-2015
Academic Year with the participation of 205 L2 lears, who are prospective teachers
attending GLT and ELT Divisions of FLE DepartmentTaakya University. Self-regulated
L2 learning strategy use and L2 learning beliefshef learners were assessed by two scales

developed by the researcher. In this sense, thily $¢ significant in terms of proposing new
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data collection instruments to the field. The ssalere developed within the scope of FA.
Identity questionnaire designed by the researcmet ABPT were also utilized so as to gather
information about L2 learners' identity and persitparaits. Furthermore, their proficiency
level was determined through university GPA. Astfa qualitative phase of the study, semi-
structured interviews were conducted with learnen® were determined as more and less
frequent self-regulated L2 learning strategies siskr terms of revealing the overall self-
regulated L2 learning strategy use and figuring stutegies that are used more and less
frequently by learners, findings were analyzed welard to frequency distribution. As a
consequence, it was found that six dimensions megdn the &R Model, that is Cognitive,
Affective, Sl, Metacognitive, Meta-Affective, and di& Sl strategies were used by L2
learners to some extent. According to findingsyats determined that these learners mostly
employed Affective strategies followed by Metacdiyei strategies. Moreover, it was found
that learners displayed a low use of Meta S| anthM#&ective strategies. On the other hand,

Cognitive strategies were found to be the leastieyeg strategy followed by Sl strategies.

In this study, personality traits of L2 learnersrevexamined with regard to the five
domains constructing the Big Five Model, namely fé&gism-Emotional Stability,
Extraversion, Agreeableness, Openness to ExperiandeConscientiousness. The frequency
distribution of the statistical analysis of perddgatraits displayed that most of the L2
learners of FLE Department at Trakya University dnadgreeableness and Openness to
Experience personality traits followed by Consamugness and Extraversion. Furthermore,

Neuroticism-Emotional stability was figured outthe least reported personality trait.

Another finding with regard to the beliefs about learning showed that L2 learners
in this study held strong beliefs about Behavidyaliefs about L2 learning, followed by

Cognitive and Affective beliefs.
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The relationship between self-regulated L2 lesgnstrategy use and these factors
were analyzed by Stepwise Multiple Regression AgialyAs a result, it was figured out that
self-regulated L2 learning strategy use of L2 leesrare affected by certain factors such as
personality, identity, beliefs about L2 learningdaproficiency of the learners to some extent.
Findings demonstrated that L2 learners reportingmtdelves within the openness to
experience dimension employed Cognitive and Meta s8ategies more than their
counterparts. Moreover, L2 learners reporting thewes within Conscientiousness
personality trait used Metacognitive and Meta-affecstrategies more; whereas extraverted

L2 learners were found to employ Meta-affectivatgigies more than other L2 learners.

On the basis of the relationship between L2 learsetf-regulated strategy use and
their beliefs about L2 learning, it was found thestirners holding behavioral beliefs about L2
learning were figured out to employ Cognitive, Atfliee, Metacognitive, Meta-Affective and
Meta Sl strategies more except for Sl strategigs.tl@@ other hand, L2 learners holding
Cognitive beliefs about L2 learning were determit@@mploy Sl strategies more than other

learners.

Concerning the influence of identity on self-regeth L2 learning strategy use,
findings showed that learners, who have lived iggbr districts or cities before attending
university, performed cognitive strategies morentléher learners coming from villages or
towns. Another finding regarding identity display#dt learners coming from families with

higher incomes used more meta-affective strategies.

As for the relationship between self-regulated karhing strategy use and their
proficiency, it was figured that L2 learners havimgher university GPA used metacognitive

strategies more than other strategy types.
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As mentioned earlier, qualitative data were alsbzat in this study by means of
semi-structured interviews conducted with more #®b frequent self-regulated strategy
users. Data gathered through interviews were aedly®y means of descriptive analysis and
examined under six themes such as difficulties ndudi2 learning process, overcoming
difficulties during L2 learning process, self-regigéld L2 learning strategy use, factors
affecting self-regulated L2 learning strategy ube, advantages of using self-regulated L2
learning strategies, and being a good languagadeafindings of interviews provided
objective feedback for the study with respect tppguting the analyses of the data gathered

from other data collection instruments.

Depending on the results of the research studginfgs demonstrated that employing
self-regulated L2 learning strategies enables laZnkers to take control of their language
process and fosters their language studies in &h délntext. In this sense, learners can be
encouraged to use more strategy types. Moreovarndes can be fostered to employ
strategies that are found to be used less frequamdinely Cognitive, Meta SI and Meta-
affective strategies in this study. Furthermoras iadvisable to attach importance to factors
affecting the self-regulated strategy choice siresearch on strategy use demonstrates that
L2 learners' strategy choice are constructed by fhersonality, identity, beliefs about L2
learning, and proficiency. Thus, it will be benédicto take into account the sociological and
psychological background of L2 learners with respedaving an insight into how they deal
with the target language. Furthermore, having doprad information about learners will be

enlightening in terms of determining learners' mei@d=LE context.
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Implications

Implications for FLE Programs

In the light of the findings of this study, a numloé implications for FLE programs

can be summarized as follows:

v' L2 learners can be provided with more opportunitiesrder to regulate their
language learning and encouraged to use moreesglfated L2 learning strategies
while carrying out their studies in the field of ELMoreover, they can be stimulated
to employ more Cognitive, Sociocultural-Interactimed Meta-affective strategies
which are found as less frequent strategy typed bigehe prospective teachers.

v/ Strategy training can be implemented and includedhie FLE programs.
Furthermore, apart from being L2 learners, prospedeachers can be trained in how
to teach strategies in their future careers. Heseléregulation and language learning
strategy awareness of prospective language teadagrsbe fostered in language
education context.

v The psychological and sociological background of lgarners can be
examined and language education programs can bgnddsaccording to the
individual's characteristic features and needs.

v' As prospective teachers stated that they havecdit§i in adjusting themselves
to different teaching methods implemented by thmstructors, instructors of language
education departments can notice their own teachieghods; therefore they can
choose and perform teaching methods which are asstonbe convenient for their
learners' learning styles and strategies. In #mses, more attention should be attached
to finding out the factors that make L2 learneesteefficiently.

v' L2 learners also indicated that they have problepasticularly with

vocabulary, and they feel insufficient while camyiout language tasks due to their
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lack of vocabulary knowledge. In this context, voglary knowledge of L2 learners
can be improved and promoted by designing FLE jarogr

v' L2 learners in this study asserted that they neetttualize the target language
by using and having experiences about L2 apart ftmilearning through reading, or
studying. In this respect, they should be providéti opportunities in which they can
use the target language by learning through expesge

v Self-Regulated L2 Learning Strategy Use, whichaseloped throughout the
research study can be utilized by language edwgatorreveal their learners'
preferences for self-regulated strategies, and hatvextent L2 learners use these
strategies.

v' Another instrument developed in this study- Belielout L2 Learning scale
can be used as well by language educators sofagite out what L2 learners think

and believe about L2.

Implications for Future Research
The findings from this research study also displagertain implications for future
research, as follows:
v' This study is descriptive; thus more studies canctweducted by utilizing
experimental methods in an attempt to reveal sgjtdated L2 learning strategy use
of L2 learners and investigate the efficiency @& #tudy.
v The study is conducted in an FLE context at Traklaversity. However,
more studies in different contexts than be caroet in order to generalize the
findings.
v Findings of this study demonstrated that persgnalitlentity, language

learning beliefs, and proficiency of L2 learnersvdnaan influence on learners'
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strategy choice. However, more studies can be echrdut to investigate the
relationship between language strategies and differariables.

v' More studies related to advantages and benefioigtibutions of strategies to
language learning can be discussed and refinednmyuhge educators to comprehend
the factors affecting strategy use.

v' For the purpose of understanding prospective tesaclself-regulation and
language strategy use process, longitudinal studiasbe carried out to reveal how

self-regulated L2 learning strategies are handideliE contexts.
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Appendix A

Descriptive Statistics of the Participants

Frequency Tables of Pilot Study Participants

Statistics
Gender Class Department
Valid 305 305 305
N Missing 0 0 0
Gender
Frequency Percent | Valid Percent Cumulative
Percent
1,0 232 76,1 76,1 76,1
Valid 2,0 73 23,9 23,9 100,0
Total 305 100,0 100,0
Class
Frequency Percent | Valid Percent Cumulative
Percent
1,0 81 26,6 26,6 26,6
2,0 60 19,7 19,7 46,2
Valid 3,0 90 29,5 29,5 75,7
4,0 74 24,3 24,3 100,0
Total 305 100,0 100,0
Department
Frequency Percent | Valid Percent Cumulative
Percent
1,0 36 11,8 11,8 11,8
Valid 2,0 269 88,2 88,2 100,0
Total 305 100,0 100,0




Frequency Distribution of the Main Study Participants

Statistics
Age Gender Department Grade
Valid 205 205 205 205
N Missing 0 0 0 0
Age
Frequency | Percent | Valid Percent Cumulative
Percent
1,0 18 8,8 8,8 8,8
2,0 141 68,8 68,8 77,6
Valid 3,0 37 18,0 18,0 95,6
4,0 9 4.4 4.4 100,0
Total 205 100,0 100,0
Gender
Frequency Percent | Valid Percent Cumulative
Percent
1,0 156 76,1 76,1 76,1
Valid 2,0 49 23,9 23,9 100,0
Total 205 100,0 100,0
Department
Frequency Percent | Valid Percent Cumulative
Percent
1,0 87 42,4 42,4 42,4
Valid 2,0 118 57,6 57,6 100,0
Total 205 100,0 100,0
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Grade
Frequency Percent | Valid Percent Cumulative
Percent

1,0 32 15,6 15,6 15,6

2,0 59 28,8 28,8 44,4
Valid 3,0 58 28,3 28,3 72,7

4,0 56 27,3 27,3 100,0

Total 205 100,0 100,0
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Degerli Katilimci,
Bu 6lgegin amaci, Yabanci Diller Egitimi baglaminda kullandiginiz 6z-diizenlemeli yabanci dil 6§renme stratejilerinizi belirlemektir.
Olgekten elde edilecek sonuglar bilimsel arastirma igin kullanilacaktir.
Katihminiz ve yardimlariniz igin tesekkdirler.

Ars. Gor. Sinem DUNDAR
Yabanc Diller Egitimi B6liimii/ ingiliz Dili Egitimi ABD

Liitfen size uygun olan segenedi (X) isaretleyiniz.
&
£ o &
N _| 2] E
= S| 3| N
1. Kullanildiklari baglamlari anlamak igin yabanci dilde 6grendigim yeni sdzclkleri internetten arastiririm. 1 2 3 4
2. Baskalaryla gevrimigi olarak yabanci dilde pratik yaparak o dilin yapisi hakkinda g¢ikarimlarda bulunurum. 1 2 3 4
3. Yabanci biriyle iletisim kurdugumda konuyla ilgili kullanilan benzer sozciiklere dikkat ederim. 1 2 3 4
4. Yabanci dilde ihtiyacim olan s6zciik aklima gelmediginde kendime kotl hissetmek yerine baska bir sézclk kullanarak 1 ) 3 4
motivasyonumu arttiririm.
5. Konusma esnasinda dogru s6zcigl bulamadigimda yerine baska s6zciik kullanmak kendimi o an iyi hissetmemi saglar. 1 2 3 4
6. Yabanci dil kullanimiigin ihtiyacim olan sézcik igin en iyi cevrimici s6zliikten faydalanmak kendime olan glivenimi artirir. 1 2 3 4
7. Yabanci dil galisirken baskalariyla beraber ¢alismayi tercih ederim. 1 2 3 4
8. Yabanci dilde bir metinde bilmedigim bir s6zciiglin anlamini égretim elemanima sorarim. 1 2 3 4
9. Yabanci dilde bir metinde bilmedigim bir s6zciiglin anlamini arkadasima sorarim. 1 2 3 4
10. Yapacagimiz galisma ile ilgili sdylenenleri anlamazsam, arkadasimdan bana anlatmasi igin yardim isterim. 1 2 3 4
11. Yabanci dilde yapilan bir konugsmayi anlayamadigimda devamliligi saglamak igin anliyormus gibi davranirim. 1 2 3 4
12. Derslerde yapilan agiklamalara dikkat ederim. 1 2 3 4
13. Yabanci dil 6grenimiyle ilgili beklentilerime odaklanirim. 1 2 3 4
14. Yabanci dil 6grenirken uzun vadede amaglarimi belirlerim. 1 2 3 4
15. Yabanci dil 6grenirken bana uygun olan uzun vadeli hedefler belirlerim. 1 2 3 4
16. Yaptigim galismalarin bagkalariyla iletisim gerektirip gerektirmedigini distintrim. 1 2 3 4
17. Mezun olduktan sonra yabanci dili kullanabilecegim olanaklari distintrim. 1 2 3 4
18. Odev yapmaya hazirlandigimda daha énceden benzer bir sey yapip yapmadigimi diisiiniiriim. 1 2 3 4
19. Bilgisayardaki dosyalarimi yabanci dildeki 6devlerimi ve notlarimi kolay bir sekilde bulabilmek igin diizenlerim. 1 2 3 4
20. Yabanci dil derslerindeki konularla ilgili disik not almayi 6nlemek icin daha gok ¢aligirim. 1 2 3 4
21. Galismayi bitirdigimde motivasyonumu arttiracak bir aktiviteyle kendimi édullendiririm. 1 2 3 4
22. Yabanci dilbilgisi kurallarini sinifta anlatilmadan énce daha 6nceden okumus oldugum metinlerden anlamaya galismak 1 5 3 4
kendime olan glivenimi arttirir.
23. Yabanci dilde hata yaptigimda kendimi kotl hissetmemeye ¢alisirim. 1 2 3 4
24. Yabanci dil derslerinin zor kisimlarini tahmin ederek motivasyonumun bozulmasina engel olurum. 1 2 3 4
25. Yabanci dilde ¢alismalarimi daha ilging hale getirmek igin kisisellestiririm. 1 2 3 4
26. Yabanci dil galisirken sikilirsam yeni bir strateji kullanmam gerektigini distinirim. 1 2 3 4
27. Ogrenme stratejilerimi gdzden gecirerek hangilerinin uzun vadede motivasyonumu artiracaginin degerlendirmesini 1 5 3 4
yaparim.
28. Ozellikle uzun bir ¢calisma esnasinda motivasyonumu bircok kez kontrol ederim. 1 2 3 4
29. Yabanci dilde yapilan konusma esnasinda kullanilan benzer sozciiklere dikkat ederek kendimi glivende hissederim. 1 2 3 4
30. Donem sonunda performansimi gézden gegirmek ulagsmak istedigim hedef agisindan kendimi iyi hissetmemi saglar. 1 2 3 4
31. Baskalariyla yabanci dilde ileri diizeyde iletisim kurabilmek igin belirledigim hedefleri gozden gegiririm. 1 2 3 4
32. Yabanci dilde iletisim kurarken konusmayi anlayip anlamadigimi kontrol ederim. 1 2 3 4
33. Yabanci bir insani 6zellikle aksan agisindan 6rnek alirm. 1 2 3 4
34. Yabanci bir insani konusurken yaptigi hareketler agisindan 6rnek alirim. 1 2 3 4
35. Yabanci bir insanin geng, yash ve karsi cinsten birileriyle nasil iletisim kurdugunu 6rnek alirm. 1 2 3 4




Appendix C

Factor Analysis Results of the Self-Regulated L2 lagning Strategy Use Scale

KMO and Bartlett's Test

df
Sig.

Kaiser-Meyer-Olkin Measure of Sampling Adequacy.

Bartlett's Test of Sphericity  Approx. Chi-Square

, 756
2894,696

1378
,000

Communalities

Initial Extraction
sl 1,000 ,484
s4 1,000 275
s5 1,000 ,519
s6 1,000 324
s10 1,000 ,556
s12 1,000 ,189
sl4 1,000 AT1
s15 1,000 ,497
s16 1,000 AT4
s18 1,000 ,553
s19 1,000 ,565
s21 1,000 ,328
s22 1,000 ,609
s23 1,000 ,436
s24 1,000 ,332
s25 1,000 547
s27 1,000 ,363
s28 1,000 ,265
s29 1,000 ,523
s31 1,000 442
s33 1,000 ,380
s34 1,000 ,400
s35 1,000 ,694
s36 1,000 ,418
s37 1,000 247
s38 1,000 ,498
s40 1,000 ,426
s41 1,000 ,578
s42 1,000 ,366
s43 1,000 ,428
s48 1,000 ,355
s49 1,000 412
s50 1,000 ,465
s52 1,000 411
s53 1,000 AT5

Extraction Method: Principal

Component Analysis.
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Rotated Component Matrix

a

198

Component
1 4
s50 ,593 ,301 ,073 , 119 ,019 -,052
s43 ,568 ,273 -,025 ,144 ,098 -,007
s42 ,554 -,102 ,148 ,003 ,009 , 166
s53 ,551 ,335 ,056 ,187 , 136 ,052
s48 ,549 ,204 ,080 ,032 ,063 ,011
s33 ,536 ,048 -,026 ,091 ,261 , 111
s40 ,510 ,137 ,243 ,038 ,200 ,216
s37 ,445 -,014 ,142 ,077 ,136 -,062
s27 ,443 ,262 ,136 ,273 ,051 -,052
s52 ,440 ,194 -,087 ,010 ,276 311
s5 ,154 ,653 ,155 ,099 ,062 ,178
s10 ,156 ,636 ,096 ,058 ,121 ,316
s34 ,159 ,584 -,120 ,018 , 101 ,098
s29 ,216 ,536 -,233 ,044 ,293 -,217
s4 ,024 ,495 ,075 ,077 ,060 -,121
sl16 ,223 ,495 ,340 , 104 ,185 , 136
s21 ,043 ,468 ,237 ,046 ,158 ,152
s24 ,260 467 ,023 ,092 ,182 ,067
s12 , 101 354 ,151 ,085 ,150 ,036
s38 ,070 ,186 ,662 ,071 ,060 -,109
s41 ,344 -,005 ,613 ,041 ,059 ,280
sl4 -,087 401 511 ,018 , 151 ,132
s36 279 ,203 ,453 ,037 ,294 -,073
s49 ,279 -,078 449 ,220 ,190 ,205
s15 ,009 -,029 ,113 ,683 ,102 -,082
s19 -,072 ,147 ,157 ,670 ,254 -,028
s31 , 146 ,038 -,153 ,583 ,073 ,225
s6 ,001 -,006 -,107 ,548 ,017 -,113
s28 ,041 -,118 ,110 ,465 ,020 ,143
s35 ,212 ,115 ,053 ,024 ,795 ,016
S22 , 119 ,052 ,165 ,077 , 740 ,105
s23 -,018 ,203 -,014 ,355 ,483 ,188
s18 ,126 ,059 ,145 ,001 ,087 ,710
sl -,061 ,208 -,098 ,050 ,029 ,651
s25 ,226 ,083 ,389 ,042 ,155 ,5659

Extraction Method: Principal Component Analysis.

Rotation Method: Varimax with Kaiser Normalization.

a. Rotation converged in 7 iterations.



Total Variance Explained

199

Extraction Sums of Squared

Initial Eigenvalues Loadings Rotation Sums of Squared Loadings
% of Cumulative % of Cumulat
Component | Total | Variance % Total Variance | Cumulative % Total % of Variance | ive %
1 6,407 18,305 18,305 6,407 18,305 18,305 3,415 9,757 9,757
2 2,129 6,082 24,387 2,129 6,082 24,387 3,360 9,599 | 19,356
3 1,954 5,583 29,970 1,954 5,583 29,970 2,225 6,357 | 25,712
4 1,725 4,929 34,899 1,725 4,929 34,899 2,176 6,217 31,929
5 1,695 4,843 39,742 1,695 4,843 39,742 2,152 6,149 | 38,078
6 1,397 3,991 43,733 1,397 3,991 43,733 1,980 5,656 | 43,733
7 1,293 3,694 47,428
8 1,216 3,474 50,901
9 1,138 3,253 54,154
10 1,095 3,128 57,282
11 1,044 2,982 60,265
12 ,966 2,759 63,024
13 915 2,613 65,637
14 ,881 2,518 68,155
15 ,837 2,391 70,546
16 , 769 2,198 72,744
17 47 2,134 74,878
18 ,696 1,988 76,866
19 ,688 1,967 78,833
20 ,669 1,911 80,744
21 ,627 1,792 82,535
22 ,617 1,762 84,297
23 ,591 1,689 85,986
24 ,542 1,549 87,535
25 ,516 1,476 89,011
26 511 1,459 90,469
27 ,482 1,376 91,846
28 456 1,302 93,148
29 429 1,225 94,373
30 ,387 1,106 95,479
31 379 1,084 96,563
32 ,346 ,989 97,552
33 ,315 ,901 98,453
34 ,295 ,842 99,295
35 247 , 705 100,000

Extraction Method: Principal Component Analysis.




Item Analysis of the Self-Regulated L2 Learning Stategy Use Scale

Group Statistics

grup Mean Std. Deviation | Std. Error Mean
s27 1,00 78 3,5385 ,65846 ,07456
2,00 78 2,2051 , 79542 ,09006
s33 1,00 78 2,8718 ,69055 ,07819
2,00 78 1,9487 ,70060 ,07933
s37 1,00 78 3,1923 ,64582 ,07312
2,00 78 2,1923 ,79049 ,08951
s40 1,00 78 3,3333 ,75018 ,08494
2,00 78 2,0513 ,68181 ,07720
s42 1,00 78 3,0256 ,68328 ,07737
2,00 78 1,9744 ,66400 ,07518
s43 1,00 78 3,4744 ,59706 ,06760
2,00 78 2,2821 ,71890 ,08140
s48 1,00 78 3,2949 ,66663 ,07548
2,00 78 2,1410 ,65909 ,07463
s50 1,00 78 3,3205 ,54638 ,06187
2,00 78 2,0897 ,66812 ,07565
s52 1,00 78 3,3590 ,66400 ,07518
2,00 78 2,2821 , 713674 ,08342
sb3 1,00 78 3,3205 ,67408 ,07632
2,00 78 2,0256 ,70203 ,07949
Group Statistics
grup Mean Std. Deviation | Std. Error Mean
s4 1,00 78 3,6667 ,50108 ,05674
2,00 78 2,9103 ,62804 ,07111
s5 1,00 78 3,7051 ,45894 ,05196
2,00 78 2,6795 ,61356 ,06947
s10 1,00 78 3,4744 ,61843 ,07002
2,00 78 2,0897 ,68729 ,07782
s12 1,00 78 3,2821 ,64259 ,07276
2,00 78 2,2692 ,71483 ,08094
sl16 1,00 78 3,4744 ,57489 ,06509
2,00 78 2,3205 ,72959 ,08261
s21 1,00 78 3,8846 ,32155 ,03641
2,00 78 3,2051 ,56658 ,06415
s24 1,00 78 3,3205 ,69308 ,07848
2,00 78 2,2179 ,67703 ,07666
s29 1,00 78 3,7692 ,50768 ,05748
2,00 78 2,4231 1,03847 ,11758
s34 1,00 78 3,4872 ,55229 ,06253
2,00 78 2,4487 ,74985 ,08490
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Group Statistics

grup Mean Std. Deviation | Std. Error Mean
sl4 1,00 78 3,7436 ,49506 ,05605
2,00 78 2,6538 , 77000 ,08719
s36 1,00 78 3,5641 ,52446 ,05938
2,00 78 2,6026 , 76174 ,08625
s38 1,00 78 3,8462 ,39729 ,04498
2,00 78 2,1923 , 77389 ,08763
s41 1,00 78 3,4103 ,67296 ,07620
2,00 78 1,8205 ,57533 ,06514
s49 1,00 78 3,0000 ,93974 ,10640
2,00 78 1,6410 , 70203 ,07949

Group Statistics
grup Mean Std. Deviation | Std. Error Mean
s6 1,00 78 2,9615 ,81292 ,09205
2,00 78 1,7308 ,63804 ,07224
s15 1,00 78 3,4487 ,61681 ,06984
2,00 78 2,1026 ,54866 ,06212
s19 1,00 78 3,5897 ,52064 ,05895
2,00 78 2,3718 ,60537 ,06854
s28 1,00 78 3,0769 ,93655 ,10604
2,00 78 1,8333 ,67259 ,07616
s31 1,00 78 2,6667 ,81650 ,09245
2,00 78 1,4872 ,55229 ,06253

Group Statistics
grup Mean Std. Deviation | Std. Error Mean
s22 1,00 78 3,8718 ,33648 ,03810
2,00 78 2,5769 ,52271 ,05919
s23 1,00 78 3,7821 ,41552 ,04705
2,00 78 2,5769 ,61410 ,06953
s35 1,00 78 3,9359 ,24652 ,02791
2,00 78 2,6154 ,54010 ,06115

Group Statistics
grup Mean Std. Deviation | Std. Error Mean
sl 1,00 78 2,9872 , 74718 ,08460
2,00 78 2,0000 ,36037 ,04080
s18 1,00 78 3,5256 ,61843 ,07002
2,00 78 1,6538 ,59928 ,06786
s25 1,00 78 3,3718 ,64685 ,07324
2,00 78 1,7821 ,65757 ,07446
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Reliability Results of the Self-Regulated L2 learmg Strategy Use Scale
Reliability Statistics

Cronbach's
Alpha

N of ltems

,878

10

Iltem-Total Statistics

Corrected Item- Cronbach's
Scale Mean if | Scale Variance Total Alpha if Item
Item Deleted if ltem Deleted Correlation Deleted
s27 24,0897 30,585 ,635 ,864
s33 24,5513 32,817 ,622 ,872
s37 24,2692 32,946 475 ,875
s40 24,2692 30,843 ,631 ,864
s42 24,4615 32,250 ,569 ,869
s43 24,0833 31,058 ,671 ,861
s48 24,2436 31,644 ,616 ,865
s50 24,2564 31,108 ,687 ,860
sb2 24,1410 32,135 ,658 ,869
s53 24,2885 30,710 ,659 ,862
Reliability Statistics
Cronbach's
Alpha N of Items
,853 9
Iltem-Total Statistics
Corrected Item- Cronbach's
Scale Mean if | Scale Variance Total Alpha if Item
Iltem Deleted if Item Deleted Correlation Deleted
s4 24,0256 22,580 ,486 ,846
sb 24,1218 21,011 ,676 ,829
s10 24,5321 19,567 ,679 ,826
s12 24,5385 21,476 ,609 ,844
sl16 24,4167 20,658 ,600 ,835
s21 23,7692 23,069 ,609 ,845
s24 24,5449 20,482 ,621 ,833
s29 24,2179 19,784 ,562 ,842
s34 24,3462 21,041 ,579 ,837
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Reliability Statistics

Cronbach's
Alpha

N of Items

,801

5

Iltem-Total Statistics

Corrected Item- Cronbach's
Scale Mean if | Scale Variance Total Alpha if Item
Item Deleted if ltem Deleted Correlation Deleted
sl4 11,0385 9,353 ,633 778
s36 11,1538 9,563 ,620 , 782
s38 11,2179 7,849 677 ,731
s41 11,6218 7,940 677 ,731
s49 11,9167 8,387 ,631 , 783
Reliability Statistics
Cronbach's
Alpha N of Items
771 5
Iltem-Total Statistics
Corrected Item- Cronbach's
Scale Mean if | Scale Variance Total Alpha if Item
Item Deleted if Item Deleted Correlation Deleted
6 10,2885 7,587 ,606 742
9,8590 7,180 ,667 ,686
s15
9,6538 7,725 ,695 714
s19
10,1795 7,632 ,438 , 769
s28
10,5577 7,642 ,633 732
s31
Reliability Statistics
Cronbach's
Alpha N of Items
,828 3
Iltem-Total Statistics
Corrected Item- Cronbach's
Scale Mean if | Scale Variance Total Alpha if Item
Item Deleted if ltem Deleted Correlation Deleted
s22 6,4551 1,979 , 715 734
s23 6,5000 2,148 ,689 ,857
s35 6,4038 1,907 , 761 ,686




Reliability Statistics

Cronbach's
Alpha

N of Items

, 734

3

Iltem-Total Statistics

Corrected Item- Cronbach's
Scale Mean if | Scale Variance Total Alpha if Item
Iltem Deleted if Item Deleted Correlation Deleted
sl 5,1667 3,714 ,464 757
sl18 5,0705 2,285 ,632 ,560
s25 5,0833 2,567 ,620 ,569
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Degerli Katiimci,

Bu Olgegin amaci, Yabanci Diller Egitimi baglaminda yabanci dil 6grenme inanglarinizi belirlemektir.
Olgekten elde edilecek sonuglar bilimsel arastirma igin kullanilacaktir.

Katiliminiz ve yardimlariniz igin tegekkiirler.

Ars. Gor. Sinem DUNDAR
Yabana Diller Egitimi Bolimii/ ingiliz Dili Egitimi ABD

Liitfen size uygun olan secenegi (X) isaretleyiniz.

$le5/ 5 |E|ek
AR IR
* S| 2 | ¥ x
Yabanci dili ihtiyacim oldugu igin 6grenirim. () () () () ()
Yabanci dil konusurken kullanilacak sézcik akla gelmezse yerine baska sozciik kullaniimasi
gerektigini diginlyorum. 0 0 0 0 0
3.  Ogrendigim yabanci dilin disinda baska bir yabanci dil daha 6grenmem gerektigini diisiiniiyorum. () () () () ()
4. Yabanci dili 6grenen herkesin 6grendigi o dili rahatlikla bagkalarina da dgretebilecegini () () () () ()
distniyorum.
5. Ogrendigim yabanci dilin yapisi ve kendi ana dilimin yapisi arasinda benzerlikler vardir. () () () () ()
6. Ogrendigim yabanci dilin yapisi ve kendi ana dilimin yapisi arasinda farklar vardir. () () () () ()
7. Yabanci dili dogru kullanabilmek igin o dilin kiiltiiriinii iyi bilmek gerekir. () () () () ()
8. Yabanci dil 6grenirken o dilin kiiltiiriiniin de benimsendigini diisiiniiyorum. () () () () ()
9. Anadildeki kurallarin égrenilen yabanci dillere uygulandigi diisiincesindeyim. () () () () ()
10. Sistemli bir sekilde ¢alismanin yabanci dilde basariyi arttirdigini diisiiniiyorum. () () () () ()
11. Yabanci dilde basarili olursam diger alanlarda da basarili olacagimi diisiiniiyorum. () () () () ()
12. Yabanc dilin diinyadaki olaylari takip etmek icin 6grenildigini distiniiyorum. () () () () ()
13. Yabanci dilin teknolojiden yararlanmak igin 6grenildigini diistiniiyorum. () () () () ()
14. Birden fazla yabanci dil konusan insanlarin kendilerini daha basarili hissettiklerini diisiiniiyorum. () () () () ()
15. Yabanci dil 6grenmenin zor bir siire¢ oldugunu diisiiniiyorum. () () () () ()
16. Arkadas grubundan destek alinirsa yabanci dil 8grenmek kolaylasir. () () () () ()
17. lyi bir meslek sahibi olabilmek icin birden fazla yabanci dil bilmek gerektigini diisiinliyorum. () () () () ()
18. Yabanci dil bilen insanlarin hafizalarinin kuvvetli oldugunu diisiiniiyorum. () () () () ()
19. Ogretim elemanindan destek alinirsa yabanci dil grenmenin kolaylasacagini diisiiniiyorum. () () () () ()
20. Yabanci dil 8grenirken ok fazla tekrar yapmak motivasyonumu arttirir. () () () () ()
21. Yabanci dildeki beceri dersleri programdaki alan derslerine gére beni daha fazla zorlar. () () () () ()
22. Topluluk éniinde yabanci dil konusmanin sikici oldugunu diisiiniiyorum. () () () () ()
23. Yabanci dil 6grenebilmek icin o dili konusan insanlarla birlikte olmak énemlidir. () () () () ()
24. Ogrenilen yabanci dilin/dillerin mezun olduktan sonra kullanilacagini diisiiniiyorum. () () () () ()
25. Yabanc dil konusabilen insanlarin kendine giiveni daha fazladr. () () () () ()
26. Yabanci dilde konusma becerisini gelistirmek yabanci dilli kullanabilmek icin dnemlidir. () () () () ()
27. Yabanci dilde dinleme becerisini gelistirmek yabanci dilli kullanabilmek icin dnemlidir. () () () () ()
28. Yabanci dilde kelime bilgisini gelistirmek yabanci dili kullanabilmek icin énemlidir. () () () () ()
29. Yabanc dili akicr bir sekilde kullanmak 6nemlidir. () () () () ()
30. Yabanc dili dogru bir sekilde konusabilmek dnemlidir. () () 0O [0 ()
31. insanlarin yabanci dil konusurken hata yapmaktan korktugunu diisiiniiyorum. () () () () ()
32. Ogrendigim yabanci dili/dillerinin 6gretmenlik mesleginde faydal olacagini diisiinliyorum. () () () () ()
33. Mezun olduktan sonra 6grendigim yabanci dilde/ dillerde yetkin olacagimi diistintiyorum. () () () () ()
34. Yabanci dil 6gretmenlerinin meslek hayatlarinda daha avantajli oldugunu diistiniiyorum. () () () () ()
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Factor Analysis Results of Beliefs about L2 Learnig Scale

KMO and Bartlett's Test

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. ,687
Bartlett's Test of Sphericity ~ Approx. Chi-Square 1753,558
df 561
Sig. ,000

Communalities

Initial Extraction
s2 1,000 ,264
s3 1,000 ,296
s6 1,000 ,144
s7 1,000 274
s8 1,000 ,318
s9 1,000 ,300
s10 1,000 ,147
sl1 1,000 ,306
s13 1,000 224
sl4 1,000 257
s15 1,000 224
sl16 1,000 ,386
s18 1,000 ,343
s21 1,000 172
s23 1,000 ,167
s24 1,000 234
s25 1,000 ,349
s26 1,000 ,353
s29 1,000 ,237
s31 1,000 ,279
s33 1,000 ,266
s36 1,000 ,243
s37 1,000 429
s38 1,000 ,226
s39 1,000 243
s40 1,000 211
s41 1,000 317
s42 1,000 ,238
s43 1,000 ,309
s44 1,000 ,351
s45 1,000 ,292
s46 1,000 ,396
s47 1,000 214
s48 1,000 ,219

Extraction Method: Principal
Component Analysis.



Rotated Component Matrix

a

Component
1 2 3
sl6 ,605 -,005 ,142
s25 574 -,004 , 141
s8 ,562 -,034 ,018
s18 ,552 -111 , 160
s37 ,544 ,352 ,094
s2 484 ,113 ,129
s3 ,482 -,015 -,252
s7 ,468 ,079 -,221
s24 418 ,165 , 178
sl15 ,405 ,147 -,195
s23 ,405 -,043 -,027
s6 ,346 ,028 , 153
s46 -,230 ,575 , 113
s44 -,023 ,565 , 176
s43 , 113 ,542 -,047
s41l -,157 ,531 ,102
s45 ,147 ,520 ,009
s31 -,195 ,488 ,058
s42 , 163 ,459 -,024
s47 , 179 426 ,028
s33 ,014 421 -,297
s39 -,204 421 ,157
s36 ,220 419 , 136
s48 ,172 ,410 ,145
s40 ,080 ,403 ,204
sll -,077 -,017 ,548
s9 , 101 ,055 ,536
s26 ,305 , 166 ,483
sl13 ,091 ,081 ,458
sl4 224 -,076 ,449
s38 -,230 ,092 ,405
s21 ,078 ,162 374
s10 ,048 ,108 ,365
s29 -,210 ,254 ,358

Extraction Method: Principal Component

Analysis.

Rotation Method: Varimax with Kaiser

Normalization.

a. Rotation converged in 4 iterations.
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Total Variance Explained

208

Extraction Sums of Squared

Initial Eigenvalues Loadings Rotation Sums of Squared Loadings
% of % of Cumulative % of
Component | Total Variance | Cumulative % | Total Variance % Total Variance | Cumulative %
1 4,137 12,169 12,169 4,137 12,169 12,169 3,528 10,377 10,377
2 3,126 9,194 21,362 3,126 9,194 21,362 3,348 9,847 20,224
3 1,963 5,773 27,135 1,963 5,773 27,135 2,350 6,912 27,135
4 1,521 4,473 31,608
5 1,466 4,312 35,920
6 1,340 3,940 39,860
7 1,260 3,706 43,566
8 1,211 3,561 47,127
9 1,158 3,407 50,533
10 1,122 3,301 53,835
11 ,999 2,939 56,773
12 ,958 2,817 59,590
13 ,944 2,776 62,367
14 ,927 2,726 65,092
15 ,859 2,526 67,618
16 ,834 2,454 70,072
17 ,827 2,432 72,504
18 ,801 2,357 74,861
19 775 2,280 77,141
20 , 7164 2,248 79,389
21 , 729 2,143 81,531
22 ,697 2,050 83,581
23 ,664 1,953 85,534
24 ,618 1,818 87,352
25 ,5682 1,711 89,064
26 ,524 1,542 90,606
27 ,507 1,491 92,097
28 ,469 1,379 93,475
29 ,440 1,294 94,769
30 ,416 1,225 95,994
31 ,381 1,122 97,116
32 ,354 1,040 98,156
33 317 ,932 99,088
34 ,310 ,912 100,000

Extraction Method: Principal Component Analysis.




Item Analysis of Beliefs about L2 Learning Scale

Group Statistics

grup N Mean Std. Deviation | Std. Error Mean
s2 1,00 75 3,8667 ,34222 ,03952
2,00 75 3,3733 ,61012 ,07045
s3 1,00 75 3,8133 ,39227 ,04530
2,00 75 3,1867 ,63017 07277
s6 1,00 75 3,7733 42149 ,04867
2,00 75 3,0800 ,94096 ,10865
s7 1,00 75 3,9600 ,19728 ,02278
2,00 75 3,3867 ,67570 ,07802
s8 1,00 75 3,9733 , 16219 ,01873
2,00 75 3,3467 , 72584 ,08381
s15 1,00 75 3,5200 ,50296 ,05808
2,00 75 2,8133 ,84938 ,09808
s16 1,00 75 3,9200 , 27312 ,03154
2,00 75 2,9600 ,50511 ,05832
s18 1,00 75 3,9733 , 16219 ,01873
2,00 75 3,1067 ,90901 ,10496
s23 1,00 75 3,8267 ,41503 ,04792
2,00 75 3,0267 ,83784 ,09675
s24 1,00 75 3,8533 ,35616 ,04113
2,00 75 2,3733 1,21670 ,14049
s25 1,00 75 3,9467 ,22621 ,02612
2,00 75 3,1600 , 77180 ,08912
s37 1,00 75 3,8667 34222 ,03952
2,00 75 2,9200 ,85044 ,09820
Group Statistics
grup N Mean Std. Deviation | Std. Error Mean
s31 1,00 75 2,3867 ,98493 ,11373
2,00 75 1,0933 ,85698 ,09896
s33 1,00 75 3,1200 , 73448 ,08481
2,00 75 2,4400 ,97593 ,11269
s36 1,00 75 3,6133 ,51710 ,05971
2,00 75 2,6533 1,24654 , 14394
s39 1,00 75 2,0400 ,92181 ,10644
2,00 75 1,0933 ,70084 ,08093
s40 1,00 75 2,9867 ,66766 ,07709
2,00 75 2,0533 1,18428 , 13675
s41 1,00 75 2,4000 ,77110 ,08904
2,00 75 1,2933 ,92668 ,10700
s42 1,00 75 3,3467 , 70698 ,08163
2,00 75 2,7600 1,11307 ,12853
s43 1,00 75 3,2667 ,64375 ,07433
2,00 75 2,2533 1,17512 , 13569
s44 1,00 75 3,0267 ,69214 ,06837
2,00 75 1,3200 1,18732 ,13710
s45 1,00 75 3,2133 ,75861 ,08760
2,00 75 2,1467 1,13535 ,13110
s46 1,00 75 2,4000 ,86992 ,10045
2,00 75 1,1200 ,86930 ,10038
s47 1,00 75 3,3067 ,65705 ,07587
2,00 75 2,1867 1,52185 ,17573
s48 1,00 75 3,2800 ,72708 ,08396
2,00 75 1,9733 1,45168 , 16763
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Group Statistics

grup Mean Std. Deviation | Std. Error Mean
s9 1,00 75 3,4267 ,61892 ,07147
2,00 75 1,9733 1,37520 , 15879
s10 1,00 75 3,1333 ,70391 ,08128
2,00 75 2,0800 1,15968 ,13391
sl1 1,00 75 3,2667 ,66441 ,07672
2,00 75 2,2533 ,97389 , 11246
s13 1,00 75 3,3867 , 76923 ,08882
2,00 75 1,7733 1,40051 ,16172
sl4 1,00 75 3,5733 ,61892 ,07147
2,00 75 2,4267 1,18747 ,13712
s21 1,00 75 3,2800 ,60538 ,06990
2,00 75 2,1600 1,24162 , 14337
s26 1,00 75 3,7333 ,60030 ,06932
2,00 75 2,6800 1,06745 ,12326
s29 1,00 75 2,5067 ,96385 , 11130
2,00 75 1,5200 1,06998 , 12355
s38 1,00 75 2,5067 1,00503 ,11605
2,00 75 1,4400 77529 ,08952
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Reliability Results of Beliefs about L2 Learning Sale

Reliability Statistics

Cronbach's
Alpha

N of Items

,819

12

Iltem-Total Statistics

Corrected Item- Cronbach's
Scale Mean if | Scale Variance Total Alpha if Item
Item Deleted if Item Deleted Correlation Deleted
s2 37,8933 23,881 ,500 ,805
s3 38,0133 23,705 472 ,806
s6 38,0867 23,959 ,288 ,822
s7 37,8400 23,988 ,457 ,807
s8 37,8533 23,482 ,511 ,803
s15 38,3467 23,275 ,398 ,812
s16 38,0733 22,471 ,673 ,791
s18 37,9733 22,697 479 ,804
s23 38,0867 23,006 ,443 ,808
s24 38,4000 20,188 ,512 ,808
s25 37,9600 22,763 ,553 ,799
s37 38,1200 22,120 ,546 , 798
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Reliability Statistics

Cronbach's
Alpha

N of Items

,831

13

Iltem-Total Statistics

Corrected Item- Cronbach's
Scale Mean if | Scale Variance Total Alpha if Item
Item Deleted if ltem Deleted Correlation Deleted
s31 29,6467 57,881 ,517 ,817
s33 28,6067 61,556 ,384 ,826
s36 28,2533 59,291 ,461 821
s39 29,8200 60,350 ,461 821
s40 28,8667 59,687 ,435 ,822
s41 29,5400 58,626 ,637 ,816
s42 28,3333 60,761 414 ,824
s43 28,6267 58,531 ,607 ,817
s44 29,2133 55,109 ,5699 ,810
s45 28,7067 58,262 ,507 ,817
s46 29,6267 58,142 ,628 ,816
s47 28,6400 57,963 ,423 ,825
s48 28,7600 57,633 431 ,824
Reliability Statistics
Cronbach's
Alpha N of Items
,731 9
Iltem-Total Statistics
Corrected Item- Cronbach's
Scale Mean if | Scale Variance Total Alpha if Item
Iltem Deleted if Item Deleted Correlation Deleted
s9 20,8600 25,651 ,446 ,700
s10 20,9533 27,884 ,352 ,716
sl1 20,8000 27,383 471 ,698
s13 20,9800 25,402 416 ,708
sl4 20,5600 26,772 ,450 ,700
s21 20,8400 27,223 ,396 ,709
s26 20,3533 27,868 ,397 , 709
s29 21,5467 27,605 ,359 716
s38 21,5867 27,747 ,392 ,710
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Appendix F
Identity Knowledge Questinnaire
(Turkish Version)

Degerli Katihmci,

Bu anketin amaci, genel anlamda kimlik bilgileriniz hakkinda bilgi elde etmektir.
Anketten elde edilecek sonuglar bilimsel arastirma icin kullanilacaktir.
Katiliminiz ve yardimlariniz igin tegekkiirler.

Ars. Gor. Sinem DUNDAR
Yabanc Diller Egitimi Boliimii/ ingiliz Dili Egitimi ABD

2. Yasimz: ()17-19ya ()20-23ya ()24-27ya () 27 ve ustu
yas
3. Cinsiyetiniz: () K () E
4. Dogum yeriniz: () Turkiye () Dier
5. Hangi tur liseden mezun oldunuz® ) Genel Lise () Anadolu Lisesi ( @tmen Lisesi
() Fen Lisesi () Mesleki-Tekrnilse () Dger
6. Bolumiiniz: () Almanca @retmenlgi () ingilizce Geretmenlgi
7. Annenizin Bgitim durumu: () ilkokul () Ortaokul () Lise () On Lisans
() Lisans () Lisansiusti () Okur-yazagbhe
8. Babanizin Egitim Durumu? () Ilkokul () Ortaokul () Lise () On Lisans
() Lisans () Lisansustu ( )ubazar Dgil

9. Kardes Sayiniz. () Tek Cocuk () 1lkarde ()2 karde () 3 karde () 4 ve Usti
10. Universiteye kayit yaptirmadan 6nce grlikli () Koy () Belde

olarak yasadiginiz yerlesim birimi: ()llce Ol
11. Ailenizin gelir durumu: () Asgari Ucret (1000 TL) ve alti () 801 veOB5TL () 2500 TL Usti
12. Annenizin. mesl@i: ...

13. Babanizinmeslgi: ...,
14. Ailenizde yabanci dil bilen var mi?Evet () Hayir ()

15. Yasadiginiz evde yabanci dil kongulur mu?

Evet () Hayir ()

16. Universite 6ncesi iyi bir gitim aldi ginizi distintiyor musunuz?

() Evet () Kismen () Hayir

17. Bildiginiz yabanci dil sayisi:

O1 ()2 ()3 ()4 ve Ustu

18. Trakya Universitesi biinyesinde herhangi bir sgsl etkinlikte (halk oyunlari, tiyatro

toplulugu, spor etkinlikleri vb.) yer aliyor musunuz? () Evet () Hayir
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Appendix G
Identity Knowledge Questinnaire
(English Version)

Dear Participant,

The purpose of this questionnaire is to get information about your identity.
Data gathered through this questionnaire will be used for scientific research.
Thanks for your contribution.

Ress. Assist. Sinem DUNDAR

Department of FLE/ ELT Division

2 Age:() 17-19 () 20-23 ()24-27 ()27 andbab

3. Gender: () F () M

4. Place of Birth: () Turkey () Other

5.Type of High School Graduated: () General High School () Anatolian High  School
() Teacher High School () Science High School ( ) Vocational- Technical High School

() Other

6. Department: () German Language Teaching () English Langdageching
7.Educational Background of Your Mother: () Primary School () Secondary School
() High School (') Associate Degree () Undedyrate () Graduate () llliterate
8. Educational Background of Your Father: () Primary School () Secondary School
() High School (') Associate Degree () Undedyrate () Graduate () llliterate

9.Number Sisters/Brothers: () Onlychild ()1 ()2 ()3 ()4 andabove
10. Place lived before attending university( ) Village () Town () District () City

11.Income of Your Family : () Minimum wage (1000 TL) and below () 10012800 TL ()
2500 TL and above

12.Profession of Your MOther © ....ooiiiii e e

13. Profession of Your Fathel ........ooviiiiii e

14. Do your family members speak foreign language(® Yes () No ()

15. Is foreign language spoken at your home?

Yes () No ()

16. Do you think that you had a good education befe university?

()Yes () Partially () No

17. Number of languages you know:

()1 ()2 ()3 () 4 and above

18. Do you take part in any social activities (folkdances, theatre, sports activities, etcif) Trakya
University? () Yes () No
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Appendix H
Interview Questions
(Turkish Version)

1. Yabanci dil renirken ne gibi engellerle kalasiyorsunuz?
2. Kargilatiginiz bu engelleri gmak icin neler yapiyorsunuz?

3. Yabanci dil @renirken 6z-diizenlemeli yabanci dirénme stratejileri kullanginizi
dUstindyor musunuz?

Kullaniyorsaniz; genel anlamda hangi stratejilefidnmay tercih edersiniz?
Kullanmiyorsaniz, neden strateji kullanmayi tereiimezsiniz?

4. Oz- duzenlemeli dil grenme stratejileri kullanmanizda/ kullanmamanizdaesneyin
etkisi var?

5. Yabanci dil @renme stratejileri kullanmanin yabanci ditfénmede faydali oldiunu
disiniyor musun? Neden?

6. Kendinizi iyi bir dil 6greneni olarak goriilyor musunuz? Neden?

(English Version)

1. What difficulties do you experience in L2 Learriing

2. How do you deal with your problems in L2 learnprgcess?

3. Do you think that you use self-regulated L2 leagstrategies?

4. What are the factors that influence you to userggulatory L2 learning strategies?

5. Do you think that it is useful to use self-regatht.2 learning strategies in L2 learning ?

6. Would you consider yourself as a good languagaéa Why / Why not?



216

Appendix |
Sample Interview with More Frequent Strategy User

Interviewer Schedule

Interviewer: Sinem Dundar Date: May 22, 2015
Interviewee: S3 Duration: 20 min.
Introduction

I'm doing research for my PhD study "Investigatifgctors Related to the Use of Self-
Regulated L2 Learning Strategies in a Foreign LagguEducation Context". By depending
on the results of the scales you filled out atlibginning of the term, | would like to ask you
a few questions regarding your self-regulated L#trang strategy use in language learning
process. Your answers will shed light on understanpdtrategy use in FLE context. Your
names will be kept confidential, so you may expngssr ideas openly. This interview will

nearly take about 20-30 min. Thanks for your cdwition.

Interview Questions
1. What difficulties do you experience in L2 Learning?

S3. 1 generally have a problem with the methods appbg my instructors. Because every
instructor has his/her own methods, and these rdsthtay not appeal to the students. For

this reason, | have a problem with this case.
2. How do you deal with your problems in L2 learningqess?

S3. To overcome this problem, | get in contact with mmgtructors or my friends; so

comprehend better by getting help from them.
3. Do you think that you use self-regulated L2 leagrstrategies?

S3.Yes, | think | use them. I think | usually use 8hsegies and meta-SI strategies. Because

| think | learn better by communicating with peoplewatching films, etc.
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4. What are the factors that influence you to usersgjtilatory L2 learning strategies?

S3.1 myself is actually the factor affecting stratagge. | am a social person; | like getting in
contact with people, communicating with people bothmy mother tongue and foreign

language.
5. Do you think that it is useful to use self-regatht.2 learning strategies in L2 learning?

S3.In my opinion, it is a very effective way of leangi. Namely, it is very useful for my
studies. | don't know what my friends think abdust but | have experienced the benefits of

using strategies.
6. Would you consider yourself as a good languagaéa Why / Why not?

S3.1 do not think | study hard, but | think | am a gobtearner, because | learn through

communication, interacting with other people, nwbtigh reading, or studying harder....
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Appendix J
Sample Interview with Less Frequent Strategy User

Interviewer Schedule

Interviewer: Sinem Dundar Date:May 14, 2015

Interviewee: S8 Duration: 30 min.

Interview Questions
1. What difficulties do you experience in L2 Learning?

S8.When | come across unknown words, | always lookhgpdictionary for their meanings.

My instructors usually imply the important subjed¢tsat we should pay attention during
lectures. However, | think the difficulty | have tviforeign language studies stems from my
lack of vocabulary knowledge, and | have problefms$ don't concentrate on the things

explained during lectures.

2. How do you deal with your problems in L2 learnirrggess?

S8.1 should attend lectures, and listen to my insbrgccarefully. | should summarize after |

listen to explanations of my instructors, and lddaegularly study.
3. Do you think that you use self-regulated L2 leagrstrategies?

S8. Yes, | think| absolutely use affective strategies as | try twoget demotivated while

speaking a foreign language. | am not afraid of ingakmistakes, because | have self-
confidence, making mistakes is a natural procasdods not matter to me when someone
makes a mistake while using a language. | don'temdtsomeone makes a grammar mistake
here, or pronounces the word in a wrong way, etsd cognitive strategies as well. | give
myself tasks such memorizing 20 words, or sometiftewords per day. | also use affective
strategies. | listen to classical music before whgl This makes me feel relaxed, and | study

better then.
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4. What are the factors that influence you to userggulatory L2 learning strategies?

S8. First of all, I know, for instance using affectigérategies makes me successful. | feel
betterand concentrate more on my studies when | listereléxing, or classical music as I'm
interested in listening to music. For this reasehile studying, doing things that interest me

improve my learning.

-Do you mean, knowing your interests and reflectimgm on your studies guide you to use

strategies?
S8.Yes, | actually decide which strategies to usegating to my interests.
5. Do you think that it is useful to use self-reguthte learning strategies in L2 learning?

S8. Yes, | think they are useful. Because | use strasegnd realize that they enhance my
learning as | learn better, learning becomes effiici For this reason, | strongly advise my

friends to use strategies.
6. Would you consider yourself as a good languagaé&a Why / Why not?

S8.1 don't consider myself as a good language leabemause | think | don't study hard and
regularly. But | hope | will become a good langudegrner as | will try to do my best later
on. | am now a second-year student; | have explanwsv | study in the previous questions. |
believe that | will learn better and consider miyssla good language learner in the future by

studying more.
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Appendix K

T.C.
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YABANCI DiLLER EGiTiMi BOLUM BASKANLIGINA

ilgi: 24.11.2014 tarih ve 45431284-199-232 sayili yazimiz.
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