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Danng back to the early 80s, the FL/SL hterature on learner strategies and on
self-directed language learning documents an ongoing recogmuion of the need
to help language learners reflect upon and refine their behefs and knowledge
about learming, 1e therr metacognitive knowledge To date, however, this
literature has not been exphat about the funcuon of thuis knowledge 1n
language learning This arficle reviews selected theoretical and research
literature on metacognition to address this lack It argues that insights provided
by the review can enhance our understanding of those approaches to second
language acquisition which assign an active role 1o the learner, and concludes
with a consideration of practical unphcations for foreign and second language
mstruction

INTRODUCTION

‘Is this a memory thing? (refernng to a laboratory task) didn’t they teil
you I can’t do this stuff ? didn‘t they tell you I don’t have a memory ?’
{a learming disabled 11-year old)

‘I think the improvement of language 1s due to some abihty
personal abihity In my case, I have no personal abibty So I thunk 1t wall
take a long time there 15 no good way to speed up my learming (a
Japanese business man)

‘I'm watching my English by learming more vocabulary because
without words—Enghsh consists of words and 1 think I should learn
more Inlevel 9, I was really studymg Enghsh 1 felt relaxed I was doing
something I was learning words ’ (a Yugoslavian undergraduate)

These statements, excerpted from learner accounts,? suggest that learners of
different ages and varying in learning proficiency will have acquired some
knowledge about learning, which influences their approach to learning and
the expectations they hold about the outcome of their efforts It 15 this
knowledge about learming, referred to as metacognmitive knowledge, that s the
focus of this arncle -

Foreign and second language educators involved 1n leamner traimng, 1€
providing mnstruction 1n the use of cognitive strategies or the skills for self-
directed language learning, agree that metacogmuve knowledge should also
be a compenent of these programs (e g Holec 1981, 1990, 1994, Wenden
1986, 1987a, 1991, 1995, Dickinson 1987, Horwitz 1987, 1988, Casanave
1988, Carrell 1989, Enksson 1993, Cotterall 1993, 1995, Little 1994, Chamot
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and O'Malley 1994, Chamot 1995, Rubm 1995, Gremmo and Riley 1995,
Victon and Lockart 1995, Benson 1996, Riley 1996, Sinclatr 1996) However,
untill now there has been no exphat, theorenically-based discussion of the
funcnon of metacogmtive knowledge 1n language learning This arucle
intends to address this lack First, 1t bnefly clanfies what 15 intended by. the
term metacognitive knowledge Next, 1t reviews selected theoretical and
research literature on metacognition to deterrmne how this knowledge comes
mnto play in the self-direction of learning, namely planmng and evaluating,
task analysis (a component of planmng), momtonng, and the transfer of
learming (a component of both planning and momtormg) This 15 followed by
a discussion of how insights from the review can enhance our understanding
of those approaches to second language acquisition which assign an active
role to the learner The conclusion constders the practical 1mphcauons of the
review for foreign and second language instruction

Pl ooy

1

NATURE OF METACOGNITIVE KNOWLEDGE ' '

y

Very sumply, metacognitive knowledge refers to knowledge about learning A
more speafic understanding of the nature of this knowledge, however,
requires a consideration of the following 1its defiming charactenstics, the
categories which disinguish one kind of metacogmtive knowledge from
another, and the distinction between metacognitive knowledge and meta-
cognitive strategies '

Defining charactenstics of metacognitive knowledge

Metacognmuive knowledge 1s the relatively stable information human thinkers
have about their own cognitive processes and those of others (Flavell and
Wellman 1977), 1t 1s a specialized portion of their knowledge base {Flavell
1979) acquired formally or informally, dehberately or inadentally This
knowledge 15 statable—learners can become conscious of and articulate what
they know Brown er al (1983) disinguish between stable knowledge already
stored in long term memory and transtent knowledge, 1e 1nsights that
emerge dunng the learning process While Flavell and Wellman (1977)
charactenze 1t as late developing, in fact, the cogmitive literature has
documented knowledge and behefs held by learners of all ages from pre-
schoolers (e g Kreutzer, Leonard, Flavell, as cited in Brown et al 1983} 10
elementary and secondary school children (¢ g Pans and Byrnes 1989, Chinn
and Brewer 1993) and college and umiversity students (e g Schommer 1990)

In the FL/SL literature, metacogmiuive knowledge 15 also referred to as
learner beliefs (Horwitz 1987), learners’ naive psychology of learning
(Wenden 1987), learner representations (Holec 1987, Gremmo and Riley
1995}, each of these terms pointing to other defining characteristics of this
knowledge
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Learner behefs

There 1s no clear consensus on the distinctions between knowledge and
behefs, although the chorwce of one term instead of the other 15 a taat
recognmiion that there 1s"a difference > Generally, knowledge 15 viewed as
factual, objecuve information, acquired through formal learning {Alexander
and Dochy 1995}, and, probably, representative of the body of knowledge that
constitutes a particular disciphne of study On the other hand, beliefs are
viewed as mdividual subjective understandings, 1dwosyncratic truths, which
are often value related and charactenzed by a commitment not present in
knowledge (Alexander and Dochy 1995) * Flavell (1987) suggests that behefs
about learning are a component of metacognitive knowledge, a view shared
by Alexander and Dochy (1994)

Learner representations

The term learner representations comes from constructivist psychology, and
points to the fact that metacognmtive knowledge 1s not an exact rephca of
expenence but encoded 1n long-term memory 1n the manner' in which 1t 1s
perceived by a learner It vanes depending on the type and extent of the
analysis that was performed (Craik as cited in Cavanaugh and Perlmutter
1982) and on whether 1t 15 generahized or speafic (Pans and Byrnes 1989,
Bialystok 1994)

Naive psychology of learning .

A learner’s narve psychology of learming 1s hinked to another constructivist
nouon, 1e of the child as theonst (Pans and Byrnes 1989, -Karrmuloff, Smith,
and Inhelder 1974/75, Brown et al 1983) It acknowledges that learners
generate their own hypotheses about factors that contnbute to learming and
that these notions are not arbitrary Learners makeé some' attempt to vabdate
them and the resulting insights are linked to one another 1n a logical fashion
Together thése terms pomt to the following charactenstics of metacogmtive
knowledge and beliefs -

{1) a part of a learner’s store of acquired knowledge
{(2) relatively stable and statable

(3) early developing

(4) a system of related 1deas

(5) an abstract representation of a learner’s experence

A final charactenstuic distinguishes beliefs from metacogmuve knowledge, 1 ¢
their value-relatedness and 1diosyncratic nature, suggesting that behefs would
be held more tenaciously than knowledge *
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Categories for classifying metacognitive knowledge

Metacogmtive knowledge has been classified according to whether 1t focuses
on the learner, the learming task or the process of learming Flavell (1979,
1981, 1981a) refers to these three categones as person, task and strategic
knowledge, and though these distinctions are not strictly adhered to by all,
the vanety of knowledge types referred to in the cogmtive and FL/SL
literature can usually be categonzed as one or the other

Person knowledge 1s general knowledge leamers have acquired about human
factors that faclitate or inhibit learming The cognmtive and affective vanables
hypothesized as influenang language acquisiton 1 SLA research are
examples of such factors, e g age, language aputude, mouvation (see
Ellis 1986 and Brown 1987 for a review of this research, and Horwitz 1987,
1988 and Victorn 1995 for research which documents FL/SL learners’ beliefs
about several of these factors) In addition, person knowledge includes specific
knowledge learmers have acquired about how the above factors apply in ther
expenence The Japanese business man, referred to earlier, believed he did
not have the personal ability necessary for language learning, the learming
disabled child beheved that he did not have a memory Learners may also
have acquired (person) knowledge about thew profictency m a given area,
based on assessments they have made or received about their skills Language
learners, for example, will have some notion of how well they read, wnte,
how much grammar they know Further, person knowledge includes
what learners behieve about their effectiveness as leamers in general, 1 e self-
efficacy beliefs about their ability to mobilize and manage the resources
necessary to learn and to sustam the effort (see Cotterall 1995, Lloyd,
Mikulecky and Huang 1997 for research on self-efficacy beliefs of language
learners) Finally, person knowledge refers to behefs about ther abihity to
achieve speafic learning goals, such as the knowledge and/or skills they need
to wnte in a second language, 1 e achievement beliefs

Task knowledge has three facets It refers to what learners know about the
purpose of a task and how 1t will serve their language learning needs, e g to
improve thetr wnung skills, expand their vocabulary , develop fluency in oral
communication It also includes knowledge that 1s the outcome of a

classification process that determines the nature of a particular task- This

may mean understanding-that learning to read 1s different from learning to
write or being able to distinguish a creative thinking task from a problem
solving task Finally, task knowledge includes information about a task’s
demands, 1 ¢ how to learn 1n general, how 1o go about doing a particular task,
and the knowledge and skills needed to do so (See Wenden 1986, Horwitz
1987, 1988, Holec 1987, Benson 1990, Victon 1995, Cotterall 1995, Mon
1997 for research on the task knowledge of FL/SL learners) _

Task knowledge should be distinguished from domain knowledge, which 1s
utilized to determine the (task) knowledge that will guade the completion of a
particular task Domain knowledge refers to what the learner knows about the
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subject matter of the learning, 1e conceptual and factual knowledge It also
includes knowledge about the manner mn which this informauon s
communicated, 1 e the structure of the discourse used to orgamize 1t For
example, to do a legal analysis, learners must utihze knowledge of the law and
of text type, 1¢ of different kinds of cases (Lundeberg 1987) In the case of
mathematics, knowledge of measurement, number concepts, and anthmetic
problem solving schemata are examples of domam speafic knowledge (Glaser
1984) Knowledge of vocabulary and world/content background knowledge
are examples of domain knowledge FL/SL learners need for fluent reading
(Grabe 1991}

Strategic knowledge refers to general knowledge about what strategies are,
why they are useful, and speafic knowledge about when and how to use
them In fact, it may be logically viewed as a subset of task knowledge
However, following Flavell (1979, 1981, 1981a), we include 1t as a separate
classification because of the unique role 1t plays in the processing (rather than
the planning) of learming There 1s now a respectable body of research which
has documented the learming strategies of foreign and second language
learners, 1 e what they do to help themselves learn (e g Rubin 1975, Naiman,
Frohlich, Stern and Todesco 1978, Cohen 1990, Hosenfeld 1984, Politzer and
McGroarty 1985, Abraham and Vann 1987, Chamot 1987, O’Malley and
Chamot 1990, Oxford 1996) However, in some cases, 1€ the research that
utilizes data collecting techmques, such as interviews and questionnaires,
which lead learners to retrospect upon their learning, 15, i fact, requining
them to draw upon their stored metacognitive knowledge about learning
strategies Thus, the resulting accounts—of strategies learners may actually use
or think they use or should use- can also be viewed as evidence of their
strategic knowledge

Metacognitive knowledge and metacognitive strategies

As noted 1 Brown et al (1983), metacognitive knowledge and metacogmtive
strategies are two separate and distinct components of the broader notion of
metacogmtion Therefore they should not be considered interchangeable or
simuilar Metacogmtive knowledge refers to informauon learmers acquire about
their learming, while metacognitive strategies are general skills through which
leamners manage, direct, regulate, guide their learning, te planmng,
monitonng and evaluaung ® The deployment of these three strategies mn
learming 1s referred to as self-regulanon in cognitive psychology and as self-
direction 1n adult education and n the literature on learner autonomy m FL/
SL learning Because the literature that forms the basis for the analysis that
follows 1s drawn from cogmitive psychology, the term self-regulation will be
used 1n this next section of the article 7
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METACOGNITIVE KNOWLEDGE AND LEARNING

According to Flavell (1979), metacogmuve knowledge plays an tmportant role
1N many cognitive activities related to language use, e g oral communication
of mformation, oral persuasion, oral comprehension, reading comprehension,
and wnting, to language acquisition, and to varnous types of sclf-instruction It
15 activated deliberately when the nature of the learning task requires
conscious thinking and accuracy, when the task 1s new, or when learning
has not been correct or complete However, 1t may appear automatically,
evoked by retrieval cues 1n the task situation, and finally, ‘it may and probably
does influence the course of the cogmtive enterpnse without itself entenng
inte consciousness’ (Flavell 1979 907-8)

The literature reviewed notes that metacognitive knowledge characterizes
the approach of expert learners to learming (Baker and Brown 1984,
Nickerson et al 1985, Wong 1986, Gamer 1987), 1t enhances learming
outcomes (Dickinson 1995, Zimmerman 1989, Zimmerman and Bandura
1994), faaltating recall (Flavell as ated m Nickerson et al 1985), the
comprehension, of wntten texts (Brown et al 1986, Schommer 1990,
Schommer et al 1992), the completion of new types of learming tasks
{(Vann and Abraham 1990), 1t improves the rate of progress m learmng
(Victon and Lockart 1995), and the quahty and speed of learners’ cogmitive
engagement (Pintnch et @l 1993)

Of speaial relevance, however, 1s the influence of metacogmtive knowledge
in the self-regulatuon of learming, 1 e 1n plannming, momitonng and evaluating
According to the kiterature, it 1s a prerequisite to self-regulation (e g Butler
and Winne 1995, ]§ak<§r and Brown 1984), helping learners to become ‘acuve
participants 1n their own performance rather than passive recpients of
instruction ’ (Pans and Winograd 1990 18) and providing the knowledge
base for effective planning, monitoring and evaluating (Perkins and Salomon
1989) More speafically, the review has shown how metacognitive know-
ledge influences planming, evaluating and monitoring n the self-regulation of
learning In addition, 1t has brought to light the role of this knowledge 1n task
analysis and learning transfer, two processes imphat mn the planming and
montonng of learming that have, heretofore, been 1gnored

3

Planning and evaluating

The metacognitive knowledge learners have acquired about themselves as
learners {1 e their person knowledge) has been shown to influence their
choice of learming objectives and the cntena they use for evaluating learning
outcomes In thewr research, Zimmerman and Bandura (1994} have
considered the influence of behefs learners hold about their ability to mobilize
and direct resources for learning and to sustain this effort (1e self-efficacy
beliefs) and to master a particular academic subject, e g history, or to acquire
particular skills, e g computer programming or wnung (i ¢ achievement
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beliefs) They hypothesize that the stronger the learners’ self-efficacy behefs,
the more challengmeg their learning goals will be and the more intensely they
will seek to overcome obstacles faced in the course of learmuing Their causal
model of self-regulation 1n wrniting (Figure 1) explains how this hypothesis 1s
reflected in the manner in which learners regulate their attempts to master
acadernic wnung, 1 € select learning goals and evaluation critena

As 1llustrated 1n Figure 1, learners who believe they can regulate thewr
wrnting and mamtain thewr efforts to do so (self-regulatory efficacy for wnting,
1 e self-efficacy behefs) will be inchned to believe they can learn to wrte (self-
efficacy for academic achievement, 1 e achievement behefs) and set stningent
evaluatnve crtenia for themselves (self-evaluative standards) This, 1in turn,
leads them to aim for high grades {grade goals) Learming outcomes (their final
grades), according to the model, are directly related to these last three factors,
1e their achievement behefs, evaluaton cmtena, learning goals, and
indirectly related to their beliefs about sclf-efficacy (see Groteluschen er al
1990 for sumilar views, and Zimmerman and Bandura 1994 for the results of a
study which supports the assumptions made by the model)

While Zimmerman and Bandura (1994} focused on the level of achieve-
ment reflected 1n the learming goals of undergraduate students, Boekaerts
(1992) makes exphat the manner in which metacognitive knowledge 1s
brought 1o bear upon the kind of goals younger students set in response to a
task

According to her model of the affective learming process, when a classroom
teacher assigns a task, the learners’ perception of the task’s demands triggers

SELF-EFFICACY
FOR ACADEMIC
ACHIEVEMENT

SELF-REGULATORY
+ EFFICACY FOR
WRITING

VERBAL
APPITUDE

SELF-EVALUATIVE
STANDARDS

Figure 1 A causal model of student self-requlation of writing achievement
(Zimmerman and Bandura, 1994) Copyright (1994) by the American
Educational Research Association
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an appraisal process that 1s based on two categones of metacogmtive
knowledge . .

(1) what they know about themselves as'learners (person knowledge)—
whether they possess the knowledge and skills necessary to do the task,
whether they are competent as learners

(2) theiwr perception of the task’s purpose (task knowledge)—whether 1t 1s
compatible with their goals

1f learners determine that they have the skills and the competence to do the
task and if they consider that the task’s purpose will serve their leaming goals,
they will choose learming onented goals, 1 e goals that will enable them to
expand their knowledge or gain new skills On the other hand, if the appraisal
1s negative, learners may choose coping onented goals, 1e they try to
minimze the discomfort resulting from their lack of skill, or choose to avoid
the task completely For example, assuming a teacher has asked learners to
complete and hand 1n a set of questions based, on a chapter in their science
text, learners whose task appraisal has been posiive may choose to outline
the reading upon which the questions are based, seeking not just to get the
questions answered but to understand the matenal In contrast, learners who
believe they have difficulty with science or who consider themselves poor
readers may decide 1o ask thewr fnends for the answers

The cntena by which learming outcomes are evaluated, Boekacerts (1992)
notes, are mmfluenced by a leamer's goals Learning-onented goals are
evaluated according to learming outcomes Learners who deaded to outlime
the reading will determine they have been successful if they understand the
questions and can answer them However, the others, who approached the
task differently, may be pleased because they receive a good grade or, sumply,
the teacher’s approval for handing in the questions, 1n this case, the ¢ntena
for determining success being external (See Volet 1991 for simular findings
based on her research on college students )

The L2 learner strategy research has also begun to document the
relationship between metacognmitive knowledge, speahcally task knowledge,
and planning and evaluating In his study Holec {1987) reports on the
relatonship between the change 1n learners” beliefs about language learning
and the manner in which they planned their learming Thus, at the outset of a
self-directed learning project, planning decisions were limited to the choice of
proper matenals, but as learners” understanding of the learning process and
their role 1n 1t changed, their planning deasions expanded to the selection of
learming activities and the setting of objectives Wenden's (1987a) study of L2
learners” theones about language learning includes three case studies which
illustrate how these heliefs affected the pnonties the learners set, their choice
of strategies and thewr cotena for evaluating their learming Learners who
beheved using the language was the key to successful learming emphasized the
need to learn to speak, selected practice strategies, and evaluated positively
situations which provided an opportunity for oral communication In his case

107 ‘7 2unf uo sa[a3uy SO ‘erulojie)) Jo A)siArup) Je /310 speurnolproyxor fijdde//:dyy woiy papeojumoq


http://applij.oxfordjournals.org/

ANITA L WENDEN 523

study of how an L2 student coped with the listening and note-taking demands
of regular college classes, Benson (1990) found that the student’s approach to
academc listening and note taking (e g trying to note down what he felt the
teacher wanted) was mfluenced by his conception of learning as a
reproductive process Finally, based on soaocultural theory, Gilletie's study
(1994} concludes that learners’ views on the value of second language study
shaped their goals and, indirectly, determined their approach—the degree of
effort made and the kinds of learming acuviues selected

Task analysis

An essential component of efficient planming, task analysis refers to three sets
of considerations learners engage 1n at the outset of learning to understand an
assigned or self-set task and to determine how to approach it Thats, they must
determine what they are expected to learn from the task and compare this with
their lcarming needs and goals, 1 e consider task purpose (Breen 1987) They
must also classify the task—identify the nature of the problem 1t poses and
consider whether 1t 1s sirnilar to one they’ve already done {Pans and Bymes
1989, Resnick 1989) Finally, they must assess a task’s demands—consider how
to best approach the task and the knowledge and skills they will need to do so
(Glaser 1984, Groteleschuen et al 1990, de Jong and Simons 1992) &

To illustrate, let us consider the task analysis conducted by a hypothetcal
language learner of Enghsh who 1s taking a course in wnting for foreign
students

The teacher asks the class to read an article on global warming and to
summarize 1t Since this 15 a wnung course, the learner wonders why
he should read this article and how wnung a summary will enable him
to write thé argumentative essay that 1s necessary to pass the course
sull, he contnues with the task He notes that this 1s an article on global
warming and realizes this 1s a topic with which he 15 not famihar
Further noting that he 15 expected to summarize 1t, he recalls that texis
dealing with socal problems often refer 1o the consequences of these
problems and assumes these consequences would represent the key
1deas he 1s asked to summanze He, therefore, decides to read to identfy
the effects of global warming At the same time, concluding that an
article on global warming must be a saentific article and that 1t wall,
therefore, contain unfamihar technical terms, he also deades to make a
hst of these terms as he encounters them Having made his plan, he
feels that while the task may be tedious {he does not like scientfic
articles), it should not be too difficuk

QOur learner begins by considening the task’s purpose, questioning 1ts
relevance It may be assumed that the task does not conform to his
behefs of how one should learn to write

His discourse knowledge of expository texts, evoked by the term ‘global
warming’ 1n the task statement, 1s the basis for his classification of the
reading as a (1) scientific text (2) about social problems.

$10¢ ‘7 2unf uo sa[a3uy SO ‘eluIojie)) Jo A)s1Atun je /310 speurnolpioyxor fiiddey/:dyny woiy papeojumoq


http://applij.oxfordjournals.org/

524 METACOGNITIVE KNOWLEDGE AND LANGUAGE LEARNING

Has discourse knowledge 15 also used to assess the task’s demands
The task requirement, that he write a summary, evokes his knowledge
of summaries, 1 e they are based on the key 1deas of a reading. His
knowledge about expository texts dealing with social problems leads him to
expect that the article will descnibe the effects of these problems and
so to conclude that these must be the key 1deas that have to be found
in order to write the summary His knowledge about saentific articles
leads him to antcipate the use of technical terms and the need to
understand them.

The learner’s person knowledge 1s the basis for his realization that he
1s not familiar with this topic and that he does not hike scientific
articles. He uses his knowledge of strategies to choose list making as a
means of dealing with unfam:har technical terms he expects to find.

Finally, his understanding of the task gained by this analysis leads him to
conclude that the task will not be difficult.

The dlustration suggests that all three kinds of metacogmtive knowledge
can come into play at this cnincal juncture in learning Task knowledge 1s
what prompts learners to Imtate a task analysis to realize that it needs to be
done It also dictates what must be done to complete the task, 1 e consider the
task’s purpose, its demands and how to classify it Person knowledge enables
learners to recognize what they know and what they don‘t know (the learner
was not famhar with the topic of the reading nor with techmeal terms that
might be used to talk about global warming), what they like and what they
don’t hke (he found saenufic articles tedious) and strategic knowledge guides
them 1n selecting strategies to deal with anticipated difficulties (he chose list
making to deal wath technical terms)

The 1illustration further suggests that domain knowledge 15 also necessary to
completing a task analysis As noted earlier, domain knowledge refers to what
the learner knows about the subject matter of the learming and the nature of
the discourse through which this information 1s commumnicated In fact, our
hypothetical learner recognized that he knew wvery httle about global
warming, the subject matter of the article, but he does use his discourse
knowledge to determune the task’s demands His knowledge of summanes and
of expository texts about social problems leads him to conclude that he 1s
expected to find main 1deas and that these should be the effects of global
warming His knowledge of saentific articles further leads him to anticipate
the need to understand techmical terms Thus, both metacognitive and
domain knowledge are essential for learners to construct an accurate
understanding of a particular task and it 1s this newly acquired (task)
knowledge, which, then, gudes and informs the manner in which they plan
their learning, 1 ¢ make decisions about how to proceed (See De Groot, Chi,
Mayer, Linn, cited 1in Bransford and Vye 1989, Voss ef al 1983, Glaser 1984,
Schoenfeld and Herman 1982, Rohwer and Thomas 1989 on the importance
of domain knowledge, and Bransford et ai 1981, Nickerson et al 1985, Brown
et al 1983, Perkins 1986 on the importance of metacognitive knowledge )
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Monitoring

Bnefly defined, monitoring consists of keeping track of how the learming
process ts going and taking appropnate measures to deal with difficulties that
interfere with the process (Flavell 1981 272) Impliat in this deseniption 1s an
assessment of the cause of perceived difficulies Metacogmuve knowledge 1s
noted to be necessary to the monitoring process (Markman 1981) To
illustrate, let us further consider the learner who has been asked to read
the article on global warming

Halfway through the task, he realizes that he has not really been able
to find any effects of global warming 1n the reading, the main 1deas he
needs tc write a summary Morteover, he feels the article 15 harder than
he had anticipated He remembers that he was never good at science
and concludes this must be the reason Moreover, he finds hst making
1s not very useful and so discontinues the use of this strategy However,
motivated by a general belief that one must persist even 1 the face of
difficulty, he chooses to read each paragraph very slowly and to use
contextual cues to infer the meanming of unknown terms

The 1llustration points to four ways, described in the hterature, m which
metacognitive knowledge plays a role in the monstoring process First of all, 1t
15 what constitutes the mternal feedback, 1 e the state of awareness, which
reveals how well learning 1s proceeding or can be expected to proceed (Butler
and Winne 1995, Corne and Kanfer 1993, Howard-Rose and Winne and
Zimmerman as cited 1n Butler and Winne 1995, Flavell 1979, 1981a) In the
Nlustration, the learner becomes aware of the fact that he cannot find any
effects of global warming 1n the reading, that the reading 1s harder than
anticipated, and that st making 1s not useful ° Secondly, metacogninive
knowledge may be the basis.for this internal assessment of comprehension
(Brown et al 1983, Baker 1985, Weinstein and Rogers 1985) and/or of
progress towards a goal (Paris and Myers 1981, Wong 1986, Brown ef al 1983,
Carver and Scheier 1990, Kitchner 1983} Thus, implhat in the hypothetical
learner’s recogmuion that he cannot discover the effects of global warmng 1s
his earlier assessment of the task’s demands which had led him to conclude
that this was the information he must find to wrnte the summary Simuilarly, 1t
15 his earlier assessment about his ability to do the task {1 ¢ that it would be
easy} which leads to the awareness that 1t 1s harder than he had anucipated
Thirdly, metacognitive knowledge may suggest the reason for the problems
revealed through this state of awareness As illustrated above, the learner
remembers he has never been good at science Finally, learners’ acquired
metacogmiuive knowledge and belefs can also be drawn upon to guide therr
deasion making dunng this phase of the monitoring process They must
deade how to respond to this internal feedback whether or not to mamtain,
revise, or reject earlier choices, whether to make new ones (e g Wellman
1985, Butler and Winne 1995, Corno and Kanfer 1993, Kitchener 1983,
Flavell 1981a, Chinn and Brewer 1993, Pans and Myers 1981, Pans and
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Bymes 1989, Schommer 1990) The hypothetical learner deaded to use a new
strategy, drawing upon s strategic knowledge, and to persist even though 1t
was hard, drawing upon his self-efficacy beliefs (1e person knowledge)
Monitoring can also lead learners to refine and expand their metacogmtive
knowledge (Wellman 1985, Zimmerman 1989, Butler and Winne 1995, Pans
and Winograd 1990) As they momtor, they are prompted to examine the
relationships among leaming goals, means of achieving them, task outcomes
and to accommodate their knowledge to what has been observed (Flavell
1979, 1981) Thus, realizing that list making (the means) which he had
selected to facihitate understanding of technical terms (learning goal) was not
helping him to understand (learning outcome), the hypotheucal learner
discontinued 1ts use having learned that 1t was not an effective strategy
(revision of strategic knowledge) Thus, in the case of momitoring, the
relanonship with metacogniuve knowledge 15 reciprocal On the one hand, 1t
15 the basis for menitonng and, on the other, the knowledge generated by
montonng can be used to revise the learners’ existing knowledge base

Transfer of learning

Transfer of learning refers to the applhicatton of acquired knowledge and skalls
used 1n a previous task to the completion of a present task When a learner
who has learned how to guess from context while reading apphes the same
strategy to the comprehension of oral communication, learning 15 being
transferred Learning transfer can take place at the outset of learming, as
learners plan how best to complete a task, 1t can also occur while they
monitor the implementation of their plan In learming transfer, metacognitive
knowledge facilitates the appropnate choice of previously learned strategies to
achieve learning goals and/or to deal with problems encountered dunng the
learming The hterature presents two views on the kind of metacognmtive
knowledge that 1s necessary to this process the motivational view and the
methodological view

Motwvational view According to this view, person and strategic knowledge
are necessary for transfer It 1s assumed that

(1) Leammers who approach a paruicular learning task wilt have acquired an
understanding of a range of strategies that may be used to do it—task
specific strategy knowledge

{2} They understand that effort 1s required to apply strategies and that well-
chosen strategies may improve performance—general strategy know-
ledge

(3) Finally, they hold beliefs about their ability to control their learming, 1 ¢
that success 1s the result of their efforis and not of an uncontrollable
factor—person knowledge about self-efficacy

According to Groteluschen er al (1990), the strategies learners choose to do
a task will be based on their speaific strategy knowledge If a chosen strategy 15
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effective and learners feel 1t has improved the quality of their learning, their
specific strategy knowledge is strengthened Additionally, the realization that
a particular strategy can be effecuve wll strengthen their behef about the
effectiveness of strategies, 1 ¢ general strategy knowledge, whrch, 1n turn, will
strengthen their self-efficacy beliefs The learner will be more convinced that
they can exeraise control over their learning, thus reciprocally reinforang
their general strategy knowledge These reinforced behefs about strategy use
and self-efficacy, 1t 1s imphed, will, then, make 1t more hkely that learners will
use strategies and, therefore, choose the successful strategy 1n another context
when appropnate

Returning once agam to the hypothetical learner, let us assume his decision
to try to infer the meaning of unknown terms rather than make lists enabled
him to comprehend a fair number of words He may, then, conclude that
inferencing 1s a useful strategy and further reahze that strategies can help him
understand better as well as give him some control over his learning
Therefore, the following week, when, once again, he 15 asked to read a text
with many unfamihar terms, he selects inferencing as the strategy he will use
to comprehend these terms In other words, 1t 1s assumed that the effective
use of a strategy can expand learners’ strategic knowledge and/or re-enforce
what they already know, thus motivating them to wuse strategles and,
therefore, to transfer effective strategies to other contexts as needed
{Groteluschen et al 1990, see Borkowskl et al 1992 for similar views)

Methodological view On the other hand, according to the methodological
view, strategic and task knowledge are necessary for the transfer of learned
strategies and strategy mnstruction 1s the means of providing 1t To that end, 1t
1s recommended that strategy instruction (1) be informed (Brown and
Palinscar 1982, Brown et al 1983, Baker and Brown 1984), (2) provide
conditional knowledge (Pans, Newman, and McVey as cted in Pans and
Byrnes 1989) and (3) promote mindfulness (Wong 1991) Informed training
provides knowledge about the purpose of the strategy—what the expected
outcome of using it will be Training provides conditional knowledge if it tells
learners when a strategy can be used so that 1t 1s hikely that they will use 1t not
only in the traming context but 1n a vanety of other appropnate settings
Finally, mindfulness 15 promoted when learners are taught to determine
whether there are ssmilanties between previous learning activities {or tasks)
and the present task The task knowledge yielded by this companson will,
then, be the basis for determining whether the strategy applicable to a former
task can be transferred m the present case (see Carrell 1989, Wenden 1991,
Chamot and O’'Malley 1993, Ellis and Sinclair 1989 for similar views on
strategy mstruction in FL/SL)} To restate, when strategy Instruction meets
these three cntena, it 1s expected that learners will have acquired the strategic
and task knowledge that will lead to the transfer of a learned strategy to a
sumiar context :

¥
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SIGNIFICANCE OF THE FINDINGS

This article has reported on a review of selected theoretical wntungs and
research reports which aimed to determine the function of metacogmtive
knowledge 1n learning The review has shown that metacognitive knowledge
15 a prerequisite for the self-regulation of learming 1t informs planning
deasions taken at the outset of learming and the monitonng processes that
regulate the completion of a learming task, 1 ¢ self-observation, assessment of
problems and progress, and decisions to remediate, 1t also provides the cntena
for evaluation made once a learning task 1s completed In addition, the review
has shown that in some aspects of planning, 1 ¢ the procedures that constitute
task analysis, metacogmtive knowledge 15 insufficient Domain knowledge
plays an essennal and complementary role Finally, the review has ponted to
the distinct functions of metacogmuive knowledge On the one hand, it 15
motivational—energizing the processes of self-regulanon—whaile on the other,
1t 1s cogmuvely onented—shaping and guiding these same processes Thus,
the findings support the pracuce-based mtuion of FL/SL language
researchers and teachers who mphatly recogmze the importance of
knowledge about léarmng when they advocate that 1t be ncluded 1n tasks
that aim to help language learners learn how to learn

In addition , the insights about the function of metacognitive knowledge 1n
learning provided by the review should enhance our understanding of three
theoretically distinct views of second language acquisition and learming, each
of which give the learner an active role in the learming process, namely
learner strategies research and instruction, self-directed language learning,
and sociocultural theory Learner strategles research and instruction 1s based
on cogmtive theory (cf (Q’Malley and Chamot 1990), while the theory
underlying self-directed language learmng 1s drawn from msights proposed in
theoretical wnungs m adult learning and development {(cf Holec 1981,
Wenden 1987) Finally, Vygotskian perspectives of cogmitive funcnoning and
development provide the foundauon for sociocultural theory {cf Donato and
McCorrmick 1994, Lantolf and Appel 1994) Each of these approaches focuses
on regulanon 1n language learning though their descnptions of 1ts ongm,
processes and/or scope vary In addition, in therr wntings, the role of
knowledge 1s either implied or briefly referred to, but 1t 15 not exphatly linked
to self-regulatnon

Learner strategy resz..ch and instruction

By describing how metacognmitive knowledge functions 1n the self-regulation
of learning, the review provides insights on the use of cogmuve strategies 1n
language learming At the same time, 1t points to an area of research needed
for a better understanding of thus aspect of self-regulation That 15, most of the
strategy research, thus far, has focused on documenting the learning strategies
of successful learners, to a lesser degree, 1t has also sought to 1dentify which
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cognitive strategies may be used in the completion of speafic learming tasks,
e g finding the main 1dea, gap filling, and more broadly, in the execution of
the different language skills, pnmanly reading and hsterung (e g Chamot
1987, O’Malley and Chamot 1990, Oxford 1990, Cohen 1990) However, as
reflected by the very few studies aited in this survey, learner strategy research
which has documented the link between learners’ acquired metacognitive
knowledge and the use of strategies is scant To restate, then, the survey
expands our theoretical understanding of strategy use and points to an area
that should be included as part of the learner strategy research agenda

Furthermore, the discussion of the role of metacognitive knowledge in the
transfer of learming confirms and refines insights that have shaped FL/SL
cognitive strategy Instruction In contrast to the research on learner
strategies, the literature. that describes procedures for cogmitive strategy
instruction does recognize the mmportance of strategic knowledge, advising
teachers to provide learners with knowledge about the utiity of strategies
and the conditions appropnate for their use (e g O’Malley and Chamot 1990,
Hosenfeld 1981, Oxford 1990) The discussion of both the motivational and
methodological views on the transfer of learming, which demonstrates that 1t
1s the possession of strategic knowledge which leads learners to use particular
strategies, confirms the appropnateness of this methodological approach At
the same time, 1t (the discussion) provides msights that should refine 1t, 1
about the need for person knowledge to motivate leamers to continue to use
strategies and the key role of task knowledge in the transfer of learned
strategies

Self-directed language learning

Theoretical wntings about self-instruction (¢ g Dickinson 1987). and self-
direction 1n language learning (e g Holec 1981) have identified planning,
monitonng and evaluating as the skils that consutute self-directed language
learmming, and the hterature in this field has concentrated on better under-
standing each skill It has speafied the range of decisions that define planning
e g clanfying needs, goal setting, pnonuzng goals, setting objectives, defining
content and progression {e g Holec 1981, Carver 1984, Holec 1985a,
Huttunen 1986, Dickinson 1987, Oxford 1990, Cotterall 1995, Mueller-
Verweyen 1995, Rubin 1995, Wenden 1991a, Kelly 1996, Thomson 1996)
Inimal attempts have been made to define the procedures and scope of
momitoring (Rubin 1987, Oxford 1990, Enksson 1993, Chamot and O’'Malley
1994, Wenden 1991, Little 1991, Thomson 1996), and the processes and focus
of evaluation have been delmeated (eg Wenden 1991, Holec 1985a,
Huttunen 1986, Little 1991, O’'Malley and Chamot 1990, Westhoff 1993,
Thomson 1996) However, as noted at the beginning of this article, there has
been no attempt to delineate the function of metacognitive knowledge 1n
planming, monitonng, and evaluating This review has provided for this lack
illustraung and explaining how metacognitive knowledge comes into play n
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the execution of these three skills for self-directed learming, including task
analysis, a plannming skill that had, heretofore, been ignored This 1
information that can enhance both the research and instruction 1n this
area, signaling the need (1) to investgate the role of metacognmitive knowledge
in the use of self-directed learning skills and (2) to incorporate metacogmuve
knowledge n tasks that aim to help learners self-direct their learning

Sociocultural theory

Based on the work of Vygotsky, sococultural theory views the soaal setting as
the pnmary and determining factor in the development of higher order
mental functioning (Lantolf and Appel 1994 1-32) Actwvity theory, which
expands upon some of the themes introduced by Vygotsky, aims to clanfy
what the individual or group 1s doing 1n a particular setting, and activity, one
of the three concepts that explamns the theory, 1s defined ‘as a soaally
determined setting, based on a set of assumptions about roles, goals, and
means to be used by a participant in that setting’ (Lantolf and Appel op ot

16} In other words, according to the defimtion, action which flows from a
setting must be understood 1n terms of the goals, role and means that define 1t
{Le the setting) However, 1t 1s the soaally acquired assumptions, 1 e beliefs
or knowledge, built into the setting and which may emerge through the
mteraction that takes place 1n 1t, which shape these components of a setting
Thus, the defimtion appears to recogmze the role of beliefs/knowledge mn
motivating human action, including, one may assume, the self-regulation of
learmng However, 1t 15 the seting or activity, including the effect of its
interactional dimension, which some researchers choose to emphasize as the
factor that shapes regulatory acuvity (cf, for example, Gillette 1994,
Coughlan and Duff 1994} In these studies the knowledge/beliefs embedded
n the setting or which emerge through the interaction that takes place 1n 1t 15
overlooked as a source of insight on leamer’s motives, goals and operations

This review, on the role of metacognitive knowledge mn the self-regulation of
learming, ighhghts this vanable that appears to be 1gnored and undeveloped
1n sociocultural theory

CONCLUSION

The preceding section has indicated, very generally, how nsights yielded by
the review can be used by those FL/SL teachers who make the provision of
learner training an integral part of their language instruction The conclusion,
therefore, will outline two general suggestions to 1llustrate the pracucal
implications of the survey for extending the role of all FL/SL teachers 1n thus
manner

(1) The review suggests that teachers should try to gain an understanding of therr
learners® behefs and acquired knowledge about language learnming In other words,
just as they will usually diagnose their students’ level of hingmsuc proficency
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at the outset of a language course, they should also assess their knowledge
and behefs about language learming Through the use of surveys, oral
mterviews, and focus groups, they can develop a profile of the metacogniive
knowledge of their students Depending on the questions that have been
asked, they may determine how learners perceive the course content, e g
writing, reading, grammar, tasks that are typically assigned their role in
learning, or why some learners are actively and independently involved in
thewr learming while others do not appear to take any mmutiative at all In
addition, such information may be gathered dunng the course of learning, as
needed Learners’ views on problematic tasks or wrremediable language
problems can be sought to seek insight on speafic difficulties expenenced
by a class as a group or by individual learners '°

(2) Teachers should also aim to help language learners develop a more reflective and
self-directed approach to learming their new language For the greater part,
language instructors will view their goal as the provision of instruction that
facihtates the development of hingustic autonomy However, this research
suggests that learners also need guidance i improving and expanding their
knowledge about learning so that they may also become more autonomous 1n
their approach to the learming of their new language The following four
procedures that define awareness raising acuvities for (metacogmtive)
knowledge acquisition may be used as a guide 1n devising tasks and matenals
for thus purpose (¢f Wenden 1997 for a more detalled descniption of each
step). 1€

(1) elicttation of learners’ metacogmtive knowledge and belefs

{2} articulation of what has come to awareness

{3} confrontation with alternative views

{(4) reflection on the approprateness of revising, expanding one’s knowledge

Thus, such tasks and matenals should provide learners with an opportumty
to acquire new concepts about language learming They should be encouraged
to use these ‘new’ 1deas to seek nsights into how they learn and mto the
reasons for unsuccessful learning outcomes They can also-be shown how
some of these 1deas can be applied to the development of solutions to learning
problems Then, as their understanding of their language learming process 15
broadened, they can begin to use these new nsights to expenment with
different approaches to learming without guidance, 1e autonomously—
drawing upon solutions and knowledge that have been vahdated and looking
cntically at or even discarding what has not What will be significant, then, 1s
that 1t 1s the learners who will be making the final decisions regarding how to
learn more efficiently and how best to improve their lecarming outcomes !

{Revised version recetved February 1998)
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NOTES

1 This 1s a revised version of a longer paper
that was the basis for a plenary presenta-
tion, Leamer Representanons in Language
Learmung, given at the.conference Auto-
nomy 2000 The Development of Learning
Independence 1n Language Learning, spon-
sored by the Kmg Mongut Insttute of
Technology Thonbun and the Banish Coun-
al, Bangkok, Thailand 1996 The ongmnal,

- much longer version, appears 1n the con-
ference proceedings

2 The first statement 1s from Brown e al as
oted m Pans and Winograd (1990), the
second and third are from Wenden
{1987a)

3 See Alexander and Dochy (1994) for a
review of the literaiure on and discussion
of these distinctions

4 This definition 15 based on Alexander and
Dochy’'s (1995) study of how adults distin-
guish between knowledge and beliefs They
surveyed 120 adults—undergraduate ,and
graduate students 1 the United States and
Europe (pnmanly the Netherlands) and
experts 1n the area of knowledge and
belefs

5 Since beliefs are understood to be a com-
ponent of metacogmuve knowledge, the
latter term 15 sometmes used to refer both
to knowledge and beliefs in the discussion
that follows A .

6 The self-regulatory skills listed 1n the
cogniive literature are quite vaned, but in
this article they will be referred to as
planning, momitonng and evaluating
based on Brown ef al (1983), whose
sermnal  wntings served to  distinguish
between knowledge about learning (meta-
cognitive knowledge) and the regulation of
learming {metacogmtive strategies) In add:-
tion 1t 15 these three strategies that have
been adopted for language leaming 1n
O’'Malley and Chameot’s {(1990) taxonemy
of language learmng strategies

7 It should be noted that self-regulation 1s
also key 1o the view of language learming
proposed by sociocultural theory However

a discussion of this perspecive 15 not
mcluded 1n this survey because it 15 pre-
dicated on a distinct metaphoncal under-
standing of mental activity and emphasizes
the role of external/social factors in the
development and exercise of self-regula-
tion, 1 contrast 1o the internal ones, such
as metacogmtive Knowledge At the same
ume, a few studies based on this perspective
were included i the review as their data
and/or conclustons appeared to be relevant
to the topic under discussion (1e Gillette
1994 and Platt and Brooks 1994)
Task analysis appears to be simalar to what
15 referred 10 as onentation by Vygotsky
{see Appel and Lantolf 1994 443 for a
descnption of what this latter notion entails
and snuanon defimuon by Wertsch, ated in
Platt and Brooks 1994 505)
See Platt and Brooks (1994 506-7), a study
based on sococultural theory, which
mcludes learmner narrauves to show how
speech 1s used to regulate learming In fact,
some of these accounts can also serve to
lustrate how metacogmtive knowledge, 1n
this 1instance as awareness of problems that
impede progress, can emerge as learners
momtor the completion of a language
learning task, of B—awareness of not
being clear about the task purpose, 9—of
frustranon, and 10—of not understanding
what has been said
10 See Wenden 1991 and Oxford 1990 for
different approaches to collecting data on
students’ learning processes and Wenden
1991 for a guide to analyzing and mterpret-
ing the data
11 For speafic examples of exstng
approaches to the development of tasks
and matenals that go beyond stmple aware-
ness raising to help learners reflect upon
and expand their metacogniuve knowledge,
see, for example, Elhs and Sinclair 1989
Wenden 1991, Rubin and Thompson 1994,
Holec 1994, Donato and McCormuck 1994,
Victon and Lockart 1995, Dickinson 1997,
Sturbndge 1997
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