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The authors, all experts on learning strategies, come from a range of locations in East Asia: Japan, Korea, the People’s Republic of China, and the Republic of China (Taiwan). By means of personal narratives, they examine the cultural, personal, and logistical issues involved in learning foreign languages in the Asian context. They also identify ways in which learning strategies can help Asian students overcome challenges in developing foreign language skills. Using a grounded approach, the essays were analyzed by means of open, axial and selective coding, producing six central themes which were then combined into an overarching theme. These themes are exemplified and discussed using material from the experts own narratives before the article concludes by highlighting the main issues. 

INTRODUCTION AND RESEARCH REVIEW
As we have moved into the 21st century, the trend towards globalization has seen English take center stage as the international lingua franca. This has driven an exponential expansion of demand for English by those who want to communicate, travel, gain education, or do business worldwide. 
In order to facilitate the learning of English, there has been a strong interest in language learning strategies. When the strategy concept was first introduced to the language learning literature in the 1970s, it was optimistically anticipated that if we could find out what good language learners do, we could teach these strategies to less successful learners so that they could achieve equal success (Rubin, 1975). Unfortunately, as Griffiths (2013) points out, this sanguine notion was soon shown to be overly simplistic. 
It was simplistic because it underestimated or even ignored a number of important confounding variables, including the importance of learner identity (for instance, Norton, 1997, 2010), which is constructed from a vast number of factors which contribute to individual uniqueness, such as age, gender, personality, motivation, style, beliefs and so on (Griffiths, 2008). Issues of learner identity will influence the degree to which students are willing to invest (for instance time, energy, attention, money) in the enterprise of learning a new language (Norton Peirce, 1995).  

Learner identity is in turn influenced the context in which the learner is situated (for instance, Oxford, 1996).  Norton and Toohey (2001, p.310) point out that “learners of English participate in particular, local contexts in which specific practices create possibilities for them to learn English.” In other words, although the demand for English has been felt in almost every corner of the world, different contexts present various affordances and challenges regarding how English can be learned successfully. 
One area of the world which has enthusiastically adopted the goal of learning English is East Asia (including China, Japan, and Korea). In many ways, these countries are all very different from each other – they have their own unique historical backgrounds, art, music, food, languages, and writing systems, to mention but a few of the most commonly noted distinctive features. But there are also similarities, in particular, they are all usually considered to be Confucian Heritage Cultures (CHC).


As the name suggests, Confucian Heritage Cultures have as their ideological base the teachings of Confucius, a Chinese philosopher who lived in the fifth or sixth century BC. Confucius emphasized the importance of family loyalty, harmonious social relationships, the idea that the community was more important than the individual, and respect for elders, especially teachers (Phuong-Mai, Terlouw and Pilot, 2006). Associated with the need for hierarchical stability was the need to protect “face” (Ting-Toomey, 2005) by means of appropriately respectful behavior, and unquestioning acceptance of authority. This respect for authority was often demonstrated by means of memorization of culturally important texts which were taken as guidelines for appropriate and ethically correct behavior (Biggs, 1998).

Confucian philosophy, therefore, is often seen as encouraging learners to passively accept authority and to depend heavily on rote memorization rather than trying to actively promote their own learning. They can appear to lack autonomy, creativity and originality, to be unwilling to stand out from their peers by being too successful. And they may well be very afraid of losing face by making mistakes. All of this can discourage the effective use of strategies. 

It is necessary, however, to be very cautious when generalizing about such issues, and to be careful about creating unproductive stereotypes. Biggs (1998), for instance, discusses “the paradox of the Asian learner” (p. 723) and concludes that although “a Western consensus is that students from Asian countries are brought up in a restrictive teaching/learning environment, which commits them to a passive, uncritical and reproductive mode of learning…..the evidence is that CHC students use highly adaptive learning strategies and achieve better than most Western students” (pp. 724-725). Littlewood (2000) also concludes that “our preconceptions do not reflect what [Asian students] really want” (p. 31), since “they do not see the teacher as an authority figure who should not be questioned; they do not want to sit in class passively receiving knowledge” (p. 33). Likewise, Holliday (2003) warns about possible “culturism” (Western cultural bias) and encourages teachers to learn from students’ socially-based, learning strategies while sharing new learning strategies with students. Using a quantitative questionnaire and qualitative data-gathering techniques with 1,991 Taiwanese sixth-grade learners of EFL, Lan (2008) discovered that strategy use was most strongly related to liking of English, self-choice, and self-rated proficiency. And in a study involving 3,216 children in upper primary school in Singapore, Gu (2008; see also this issue) discovered that the students (especially the high proficiency students) used a wide range of strategies, notably strategies related to comprehension, organization, and elaboration. Furthermore, the existence of strategy-related autonomy in Asian cultures is apparent in some university websites and in Asian research on the use of learning strategies (see, e.g., Bedell and Oxford, 1996; Huang and van Naerssen, 1987; Lee and Oxford, 2008; Takeuchi, 2002, 2003; Yang, 1998a, 1998b, 2003a, 2003b, 2005). 


The rest of this section consists of Carol Griffiths’ professional impressions about language learning and the use of learning strategies in East Asia: 


İ have worked briefly in Japan (only two weeks), and also in China (two and a half years) and DPR Korea (18 months). My experience in Japan was too short for me to feel İ have much to say about the situation there. When İ first went to China İ was surprised to find that many of my Chinese colleagues spoke excellent English. At first İ assumed that many of them must have studied overseas, but, on closer acquaintance, İ found that this was mostly not the case – most of them had never been out of China. The same was true in North Korea. In many cases, İ was the first native speaker of English they had ever met.


So how did they manage to get so good? Many of them readily produced long lists of strategies they had used, though they may not have been familiar with that term. İn China they read in English: books, newspapers, brochures – whatever they could find. They listened to TV programs, radio, DVDs, songs – anything they could get. They wrote letters, emails, essays, joined competitions – again, anything they could do to provide practice. They spoke to native speakers when they could (even stray tourists or those they met at airports or shopping centers), or to each other or online or in English Corners when they could not. In short, they used a wide range of strategies to maximize exposure to the language. All of these things were not so easy in the restrictive atmosphere of North Korea where access to outside resources was strictly controlled, but it was surprising the range of strategies they managed to use nonetheless, and how proficient some of them managed to become. 

Of course, not all of these students were like this. As İ walked across campus to my classroom, it was not uncommon to come across students assiduously reading aloud to themselves from their books in an effort to memorize the contents. The suggestion that they would be better to remember the ideas rather than word-for-word was often greeted with impatience by learners who extolled the value of memorizing “beautiful phrases,” even though they would then use them inappropriately in their essays. Another favorite strategy was translation. İ remember one student who, when İ arrived, had set himself the task of translating a huge book containing the complete works of Shakespeare. Proudly he showed me the pages with the Chinese characters written above the English of the first couple of plays. Although İ tried to convince him that Shakespearean English was not appropriate for modern communication and he would be better to work with something more modern, he was determined. İ wonder if he ever finished it? And, if he did, what his English is like?


But it is possible to think of students like this in any environment – students who have their own fixed ideas about what they want to do and who will persist inflexibly with a chosen course of action even in the face of evidence (for instance, low marks) that it is not working. Such students are not exclusively found in CHCs.
METHODOLOGY
This article focuses on the issue of context on the basis of four essays, which are included here in full and which were written by learning strategy specialists from Japan, Korea, the People’s Republic of China, and the Republic of China (Taiwan).  The essayists were all born in East Asia except for one individual, Cassandra Kawai, who is married to a Japanese man and has taught English in Japan for almost two decades, thereby gaining considerable experience of the Japanese learning context. 
The four essays were solicited by Rebecca Oxford, who presented a set of questions to which contributors responded, each in his or her own particular way. These questions are detailed in the Multiple-Researcher Perspectives section of “The Twenty-First Century Landscape of Language Learning Strategies” (Griffiths and Oxford, this issue). Oxford then used principles of grounded theory to analyze the essays. As with the other articles in this issue falling into the Multiple-Researcher Perspectives section, analysis began with an open coding stage, which involved uncovering as many salient concepts as possible. In the current study, a special frequency-revealing tool was used to assist in the open coding stage: the word cloud. Some rough categories arose at this stage. During the next stage (axial coding), various themes emerged and were grouped around central ideas (the axes). Through selective coding, the overarching theme was drawn from these axial themes. For further information about this grounded approach to data analysis, see the Multiple-Researcher Perspectives section of “The Twenty-First Century Landscape of Language Learning Strategies” in this issue. 
THE FOUR ESSAYS
This section starts with the essay by Yasushi Kawai and Cassandra Kawai, followed by the essays by Young Ye Park, Xiaomei Ma and Yaru Meng, and Nae-Dong Yang.
Essay 1: Language learning in Japan: Problems and solutions (by Yasushi Kawai and Cassandra Kawai)
Yasushi’s background. I was a fourth grader who intended to memorize some English words when I used the first language learning strategy in my life. I wrote a Japanese word on the front of a card, and an English equivalent on the back. Then, I divided the cards into groups and bundled them with rubber bands. Afterwards, a friend and I began to role play using the cards. I asked my friend, “Book, arimasuka ka?” My friend replied in the affirmative or the negative. When my father, an elementary school teacher, came home from work and heard this conversation, he was perplexed and he gave me the first negative feedback of my life: “You’ve got to say, ‘Do you have a book?’” My friend and I did understand that language learning not only focused on vocabulary learning, but it also required an understanding of structural differences. From that evening, it took two more years for me to resume my English study because English was not a part of elementary school curriculum in Japan forty five years ago, and no one spoke English where I lived, a small rural town in Hokkaido, Japan. 


I used learning strategies to study English in junior high and in senior high school. I only used memorization, cognitive and guessing strategies in preparation for entrance exams. These strategies were promoted in the entrance-examination preparation guidebooks and early morning radio lectures. It was only after I entered Hokkaido University that I sought opportunities to use English. I not only took extra elective speaking classes, I also joined an English club where I practiced using English through recitation, speech, discussion, debate, and drama. I also participated in an English camp. Although I must have utilized many strategies to enable me to take part in all of those English speaking opportunities, I did not realize they are called language learning strategies until I went to Tuscaloosa, Alabama, where I took Dr. Rebecca Oxford’s graduate class entitled, “Learning Styles and Strategies.” Meanwhile, I began teaching Japanese as a teaching assistant. One part of my duty was to participate in a University of Alabama satellite program that offered a Japanese language course for high schools all over the United States. I was a telephone tutor and Dr. Oxford was a director of the language program. Activities included the introduction of learning strategies. 

Cohen (2011) divided strategies into language learning strategies and language use strategies. It goes without saying that language use strategies are imperative to develop second language proficiency (Saville-Troike, 2006) although learning strategies also facilitate the language development process. To illustrate, in order to prepare for English debates, I read Japanese books on the debate topic to secure background knowledge; I researched technical terms; I learned the rules of debate; I prepared index cards with information from books I read; I highlighted texts, and retyped or summarized them; and I read the cards aloud many times so I could read them quickly during the debate when necessary. During an English-language debate, I tried to get the gist of other debater’s speech; I scanned the other team’s index cards during the debate when I missed the contents; I participated in many debating matches; and I sought feedback from senpai (upperclassmen) commentators and from my teammates or opponents. If I had space to list what I would do for every possible English learning activity, my list would go on indefinitely.

Cassandra’s background. İ was also a member of that Japanese satellite course team where Yasushi was tutoring in Alabama, first from the production side and then later as a liaison between the Japanese instructors and the classroom facilitators. In 1995, Yasushi and I got married, moved to Sapporo, Japan, and we both began teaching English at Hokkaido University. Hokkaido, the northernmost island of Japan, is famous for its overabundance of snow, an annual snow festival, lilac flowers, 100-year-old poplar trees, and brown bears. 

English learning in Japan. A majority of students in Japan choose English to satisfy one of two general education foreign language requirements. Although many problems exist in English language learning in Japan, the situation is changing. English education is now included in the elementary school curriculum. The latest course of study for high school English demands that English must be the main medium of instruction in English classes. Universities have begun offering a sizable amount of content classes in English in order to create a global campus. Under these circumstances, it is predicted that students in Japan will use more language use strategies as opposed to language learning strategies. However, fewer troubles among students are not anticipated when it comes to communicative class activities because some students will have trouble adapting to the English learning environment. Some may have style conflicts and others may stick to the traditional view of English learning. Research and practice regarding strategy instruction will become even more important.

Problems in need of solutions. In Japan, the typical university English class size is forty. Each class meets ninety minutes a week for fifteen weeks. At times, this class size and schedule can have a crippling effect on student motivation. Actual use of English or any other foreign language in authentic interaction is very limited. It easy to see how second/foreign language learners in Japan would be at a disadvantage, especially those who do not live in major cities that have thriving international communities. Because Japan is a monolingual society language learners have limited access to bilingual communities; therefore, they have few opportunities to use English in authentic communication. 

Another feature of Japanese education is the examination-orientation of second language learning. Foreign languages, especially English, are included in university entrance examinations. Success or failure on these exams can have a direct influence on a person’s chosen career. Although learners may wish to develop proficiency in the target language, the immediate need to pass the examination stifles that desire. Lack of communicative language teaching is the main criticism levied towards foreign language education in Japan.

Strategies are used – but mostly for classroom study and examinations. Japanese learners of English have abundant learning strategies. Kawai and Kawai (2005) conducted an open-ended survey of 2,600 freshmen, and 1,758 responded. A large variety of strategies were reported, but most were intended for classroom study or entrance examinations. As expected, the memorization of vocabulary topped the list. Some strategies required the use of English, but most were passive, typical strategies, which included listening to music and watching English dramas or movies. A few exemplary learners, though, did have success in using strategies for communicating in English and for actively building their language skills. For example, they spoke to native speakers, wrote letters to people who lived outside of Japan, and visited English speaking countries either on a holiday or for study. 
However, most students learning English in Japan do not employ many language use strategies, because there is little necessity to use any other language besides Japanese. The Japanese language has been standardized for more than a century and it is virtually impossible for Japanese people not to understand each other within Japan. Even though there is no urgent need to develop English proficiency in order to communicate within Japan, there are expert English speakers who have learned the language well without leaving Japan (Saito, 2000, 2003; Takeuchi, 2002, 2003). Some of their language learning and language use strategies were so eccentric that ordinary learners might not feel comfortable following suit. One expert English learner, for example, read through 35 volumes of the Encyclopedia Britannica twice. Another memorized an entire English-Japanese dictionary (Saito, 2000). Only those with very strong motivation and determination can employ those strategies. It is not realistic to require or encourage all students to utilize these approaches. Thus, it is necessary to create learning activities designed to supply students with learning strategies and to motivate them to use those strategies. 
Building a “language use” environment. If there is no language use environment, learners will not use the language; thus, there is no chance of developing language use strategies. Understanding this, Kawai and Kawai (2005) decided to increase language use strategies by increasing opportunities to use the language. This was accomplished with a virtual onslaught of presentations. One semester, some learners were required to give four presentations in a grueling 14-week time span. In the first half of the semester, they gave solo presentations: self-introduction and show-and-tell followed by question and answer sessions. In the second half of the semester, they did tag-team teaching and paper-theater presentations. The tag-team presentation was a two to four member group presentation in which students were required to teach an eight minute lesson on a topic of their choice. This presentation differs from others because each student was only permitted to speak 25 to 30 seconds at a time. Another student had to maintain a seamless flow by immediately joining in. These short bursts of speech continued until the end of the eight minute session. This presentation style was designed to make certain that all team members participated in the presentation orally. Otherwise, only one or two would speak and the others would stand there like a stack of wood. Paper Theater is the English translation of the Japanese Kamishibai, meaning “paper drama.” It is a form of storytelling that originated in Japanese Buddhist temples in the 12th century, where monks used emakimono (picture scrolls) to convey stories with moral lessons to a mostly illiterate audience. In class, students had to perform the roles of the characters, including the narrators. 
Learners in other classes interviewed foreign students and reported their findings. All presentations included peer evaluations that were recorded on evaluation sheets complete with items and scales. In this way, learners became acquainted with ways to help speakers communicate more effectively with their audience. Peer interactions among learners also increased. Donato and McCormick (1994) advocate the effectiveness of social interaction in developing learner languages. Some studies (de Guerrero and Villamil, 2000; Swain, Brooks, and Toccalli-Beller, 2002) suggest that peers can provide scaffolding for language development; therefore, language learning is facilitated by peer group discussion. Learners were provided with in-class discussions and online discussions using a chat-program. In class, learners completed tasks and activities in English as members of a group. This fostered social strategies. Online discussions were helpful because some learners were self-conscious and were easily intimidated by in-class face-to-face discussions. Online discussions eased their stress considerably; therefore, there was an increase in learner participation in discussion. Strategy instruction was also included. Learners became acquainted with expressions appropriate for functions such as confirming an utterance, asking questions, and objecting to an opinion. Those who believed in the effectiveness of this approach felt there was an improvement in active participation. 
The impact of this strategy use was phenomenal. Learner confidence in using English was increased considerably. Students began to use English in class naturally for all topics of discussion. Some of them managed to continue speaking long after the classes were over. Halfway through the semester learners began to take full control of their learning and their strategy use. Within the groups, learners who were clearly more proficient than the others stepped forward to become unofficial teaching assistants. They tossed aside the competitiveness they needed to enter the university and did everything in their power to assure that members of their groups performed to the best of their ability. Several groups came together to create additional strategies to help their members pass the written portion of the final examinations. The end of the term evaluation was replete with students’ thanks for giving them a chance to make friends. Without the group or pair work they might not have had any opportunity to break down existing social barriers.
Essay 2. My experiences with language learning strategies (by Young Ye Park)
As far as I remember, my first experience of using learning strategies goes back to my first day upon arriving in the US about 27 years ago. I will share my very personal story and then discuss how strategies became important in my professional life as a teacher and researcher.
Surviving at the airport. As an international student who was anxious about my new life in a foreign country, I arrived at the Los Angeles Airport with two heavy travel bags that contained various things for my survival in the new world. Unfortunately, one of the homemade sauces in my belongings caused me some serious trouble at customs. I had to explain what the sauce was made with by employing lots of body language to compensate for my limited practical English. 
After getting through the inspection, my next mission was to change a dollar bill to quarters to get a cart. It was time to use the most basic survival English, but I was not quite ready for that specific situation. The English conversation books I had studied didn’t include such a situation, and it was a cultural shock for me to pay to use the cart. The embarrassing experience at customs even worsened my capability of recalling the words “quarter” and “coin.”  I had to ask where I could change bills, but I found myself asking, “Change the money?” while showing the bill and pointing to the cart. With kindness from a gentleman, I was able to get out of the airport soon.   I used compensation strategies effectively at the airport to overcome my speaking limitations, even though I had never been exposed to any previous strategy instruction.

Obedience, introversion, and monitor overuse. As I’ve grown up in a culture which encourages females to be obedient and introverted, I preferred to work alone rather than work in groups. According to the results of the Myers-Briggs Type Indicator [an assessment of psychological type] I’m very introverted and analytic. Furthermore, I consider myself a “monitor-overuser,” in Krashen’s terms – one who constantly wants to self-correct.  With these characteristics, it took me a long time to make many good reliable friends and to become more outspoken. As an international student whose major was Teaching English as a Second Language (TESL), the necessity to speak English fluently was always a huge pressure for me. 

I was not aware of the potential of either social or affective strategies during my first two years in the US. Those strategies could have helped me seek opportunities for socializing and control my emotional state. Instead, because of my personal style, I used metacognitive strategies. I organized, set goals, and evaluated my progress regularly. This helped me be persistent in my studies. I did not yet know the term “learning strategies.” 

Encountering learning strategies for the first time. The concept of learning strategies was first introduced to me in 1986, when I took a psycholinguistics class in a graduate program at California State University. The students were required to read Tarone’s (1981) paper dealing with communication strategies. The first few weeks of the class were mainly focused on discussing similarities and differences between first and second language acquisition, and the discussions often included communication strategies. The professor asked the class to submit a term paper analyzing observations about how language learners use these strategies. I received very positive feedback from the instructor, and my paper was even quoted in class. 

The process of analyzing communication strategies was not easy, but was very interesting to me. The findings led me to keep my eye on the new field of learning strategies, and finally to apply to the University of Minnesota, where Elaine Tarone taught, to pursue my doctoral study. At that time, she was one of the few scholars whom I knew in the learning strategy field. I was admitted to its Ph.D. program in 1989. However, I was looking for a school where both my husband and I could study together, and that turned out to be the University of Alabama, where he joined the excellent business school. I thought my interest in learning strategies could no longer be pursued for doctoral research, and it was a great disappointment not to work with Dr. Tarone, though her publications continued to “mentor” me. 

One semester later, I was assigned to a new advisor, Dr. Rebecca Oxford, due to the retirement of my previous advisor. I had no information about her because she was a new faculty member in the department. When I saw her book, Language Learning Strategies: What Every Teacher Should Know (Oxford, 1990), I was speechless. I knew that my first premonition had been right: I was fated to work in the language learning strategy field. Also, I had come to the right place after all. Dr. Oxford involved me in several strategy research projects, in which I learned how to gather and analyze the data. The first of these was a study of learning strategies and motivations of US students learning Japanese by satellite (Oxford, Park-Oh, Ito, and Sumrall, 1993), and our study won a national award. The more I was involved in the projects, the more curious I was about the relationships between the various learner-related variables and their strategy selection. Not only inside class but also outside class, my full potential as a researcher was continually promoted. I was encouraged to present my research outcomes at a number of conferences and to author and co-author publications when I was still a Ph.D. candidate. The dissertation, which involved providing learners with self-regulated reading strategy instruction, supported the concept that a small amount of strategy instruction could significantly enhance language learning, even within a semester. The relationship between the strategy instruction and learner variables resulted in interesting findings as well. 

Applying my strategy knowledge to the Korean setting. After I returned to Korea following my Ph.D. studies, I started teaching full time at Korea Advanced Institute of Science and Technology (KAIST). The majority of the students at KAIST were gifted in math and science, but many of them lacked confidence in language-related subjects, especially English. I taught basic skills in communication for freshmen and advanced reading for seniors. My classes mostly consisted of male students, who were initially very unresponsive and not quite interactive. I refused to let such a class atmosphere impede their learning. Some tips from my colleagues helped me understand their attitudes better. Most of the students had been encouraged to work independently, and many preferred to play on the computer than hang out with friends. 

To deal with this, for the freshmen I included a variety of small group activities in which the students had to cooperate to complete the task. I encouraged them to ask questions, and I provided them with a lot of positive feedback. Sometimes I intentionally used very competitive activities and gave rewards (e.g., pens, doughnuts, sodas, and extra points) to encourage active participation. I guided them to use social strategies naturally in class. Despite a few quiet sitters who remained on the sidelines, most of the freshmen made remarkable changes in their attitudes. 

I offered explicit reading strategy instruction for senior students. Many had the goal of attaining a good score on the English entrance exam for the graduate program at KAIST. In spite of their manifest motivation, they didn’t know how to read for information. They were accustomed to a grammar-translation method, in which they read the passage, looked up the unknown words, translated the sentence word-by-word, and listened as the instructor presented and explained the correct translation. Therefore, they rarely attempted to transfer their own knowledge to the reading process by guessing, skimming, or making inferences. I decided to introduce the seniors to the same kinds of reading strategies developed for my dissertation. It was a big challenge for the students to abandon the simple, passive way of learning they were used to. The initial reactions were not positive: “Is it done? I still don’t know the meaning of many words in the text. What about them? “I feel like something is left out. Without word-by word translation, I don’t have 100% understanding.” However, I was lucky to have such bright students, because they grasped the need for reading strategies rapidly once they were acquainted with the new approach. Observing their progress in reading comprehension as well as changes in their attitudes was the most rewarding part of teaching. At the end of each semester, it was a great joy to read the feedback from the students: “This class was very demanding but worth taking.” “It was helpful to learn strategic approach to reading.” “I learned reading not for translation, but for information.” 

My research interest at KAIST had been focused on analyzing the students’ academic major and its influence on language learning strategy use and learning styles. I shifted my primary research focus when I moved from KAIST to Daegu National University of Education, where I now teach not only prospective elementary teachers but also graduate students (in-service teachers) English teaching methodologies. The graduate students often came up with learning strategy-related topics for their theses. As a result, an array of learning strategy studies has been carried out in Korea. It was suggested in the research dealing with young Korean students, and by Dr. Oxford, that a new instrument measuring the strategy use of Korean children in the Korean context should be developed. My ultimate goal had something to do with young children (i.e. materials development for young children, teacher training in elementary education, etc.), so I decided to create such an instrument. 

My proposal was accepted and funded by the Ministry of Education. Eventually, I developed the Strategy Inventory for Children (SIC). Anyone who is interested in investigating Korean children’s learning strategies can now easily use the SIC, which consists of seven factors, including a factor that involves strategies for using a variety of resources commonly used in Korea, such as computers, on-line learning, video, worksheet, private tutoring and so on. By using the SIC, more research has been done to discover how Korean children use learning strategies and how these are related to their learning styles. However, I recognize it necessary to understand in depth how children create their own strategies in using four language skills, listening, speaking, reading, and writing. At this point, I wish to investigate the kinds of strategies children develop on their own, when they are exposed to the written language, such as letters and story books, in the Korean context, in which too much emphasis is now on spoken language in school. 

In addition to my work in children’s learning, my knowledge of learning strategies has played a vital role in the department in advising graduate students. I have been asked to evaluate articles with learning strategy-related topics before publication, and it is quite enjoyable to find my works cited frequently in these articles. I also feel responsible for finding remedies for my undergraduate students, who are highly anxious when doing microteaching for the practicum. Although they spend much time practicing English, they lack self-confidence in presenting even a short lesson in English. Many make a teaching script and memorize it before the lesson. Frequently, students who forget some parts of the script screw up the whole lesson, relying too much on memory rather than language competence. I would like to identify what strategies could be most helpful for improving their command of classroom English (and lowering anxiety). My passion for strategies will not fade away. My journey goes on.
Essay 3. Creating a Web-based Diagnostic and Advice System for language learners in China (by Xiaomei Ma and Yaru Meng)

Xiaomei’s growth in learning strategies. As an English teacher, I could never neglect “learning strategies” or “learning skills,” but only in fall, 1998 did the exact term come to mind. I was asked to give a talk on “how to learn English” to around 3,000 freshmen at Jiaotong University. I still have the vivid memory of many students rushing to the stage and crowding around me after I finished the talk. They all wanted to know more about how to learn English. Forty minutes later, some students were still there, eager to learn still more. Their strong thirst for “how to learn” impressed me greatly. It suddenly struck me (though I had known it earlier) that what our students truly needed was not all the knowledge we could teach but rather, an understanding of how they could acquire knowledge. This makes learning “how to learn” the ultimate goal of modern education. Since that revelation, my research interests switched to individual differences and learning strategies. My strong motive is to enable students to find out the learning approach that is best tailored for them. I want to help empower students, and over time I came to realize that I could do this by creating a Web-based diagnostic system. 
When I was a college student, I was always slower than my desk-mate in memorizing something assigned by the teacher. However, a few months later, she had forgotten almost everything she learned, while I could still recite almost every detail. It was a mystery to me how the human brain works and why some people differ from others in cognition. The wish to solve this puzzle was stimulated still more in 2000, when one of my graduate students picked learning styles as her M.A. thesis research topic. Another key event was Dr. Andrew Cohen’s visit to Xi’an in 2001, when he talked about relationships between styles and strategies. My work on language learning strategies, learning beliefs, and learning styles was also deeply influenced by Dr. Wen Qiufang (1996), a distinguished scholar and author on language learning strategies in China. With four of my MA graduates, I conducted a series of studies on learners’ learning beliefs, learning styles, learning strategies and strategy training in the Chinese EFL context. These studies were integrated and published by Prof. Liu Runqing and colleague in a book on Chinese higher education (see Ma et al., 2003). 
My research team did not initially plan to include personality traits in our research on language learning. Our “Personalized Online System for Diagnosis and Advice in English Learning Strategies” (see Oxford, 2011, for details) was being jointly developed by English teachers and computer technicians. However, some M.S. graduates from the School of Online Education needed to do studies on learners’ personality and online education. It gradually crept into my mind that personality factors could become part of the diagnostic system my team was creating. So far, we have finished several studies on correlations between personality and learning strategies, and on correlations between personality and language learning motivation. For further information, see Ma and Meng (2008a, 2008b, 2010, 2012) and Ma, Meng, He, and Liu (2012). 
The insights of Professor Zhen Qinghua, a nationwide expert in Web technology and the development of modern education, facilitated our research. The implementation of the online diagnostic project lasted for over three years and went successfully through the examination and evaluation of the Academic Committee Board in mid-July 2006. However, the project has been full of ups and downs, joys and distress. In 2002, when the research project had just been launched, I was told I had to go to the hospital for an operation because of a potentially deadly disease. I was worried that this disease might put a “full stop” to my life before the project ended. Luckily, God seemed to have taken special care of me and allowed me to pursue my passion. In 2004, I went to the hospital for another operation. While I was at home recovering, to my great anxiety, the progress of the whole research almost stopped, too. I realized that being head of a research team made my responsibility more important than ever before. This realization and the determination to never give up caused me to persist to the end. 
The achievement cost everyone’s great energy, sweat, and valuable time, but it paid off. When it was done, we all wanted to relax. I even thought I might take a good rest for at least two years without touching any of the research. However, the arrival of Dr. Rebecca Oxford at Jiaotong University at the end of August 2006 relieved me of all my fatigue. (We had been in contact indirectly via one of our team members, Meng Yaru, who was Dr. Oxford’s visiting scholar for a year. Meng became the bridge between us). Like a torch, Dr. Oxford re-ignited the dying spark in my heart with her great interest and her intention to cooperate in further research. Right now, to further develop and perfect the Web-based diagnostic system is my ongoing research objective. The framework for the system is shown in Figure 1. 

> > Insert Figure 1 about here < <
Since starting this research, I have almost totally devoted myself to it. The more studies I have done about diagnosing students’ language learning, the more I have found deficiencies in the current system, and the stronger my determination to perfect the new, Web-based system has become. Developing the Web-based system for language learners will be my lifelong job.  So far the system has not only brought benefits to foreign language learners at our university, but it has done the same for teachers. The teaching of my colleagues, and also that of my M.A. students and the research team workers, has been influenced by our research.   
Now I want to uncover how much or to what degree personality and learning styles predict learners’ choice of learning strategies. In addition, we are applying for funding for further research on listening dynamic assessment, which is the most challenging aspect in the development of the system. To me, the more challenging, the more enjoyable. Of course, a bigger plan to fulfill awaits both us (my research team and me) and new collaborators from overseas!

Yaru’s comments about strategies. Language is learned, not taught. But how many times have I felt ill equipped when desperate students came to me for some “tricks” to improve their English! How many times have I witnessed students struggling with English and eventually giving up hope when they could not see any results! This guilt tortured me. I questioned myself a million times: “What on earth is a foreign language teacher supposed to do on these occasions? How can we be miraculously empowered to know each student and deal effectively with each one’s problems?” Because of these deep concerns, it was a great moment when Professor Ma invited me to join her research project on helping English learners. This is the dream of many language educators: to offer personalized diagnostic assessment and advice to language learners. 
In my view, Professor Ma has taken bold, persistent steps to make this dream come true. I am convinced that her work will eventually bring benefits to language learners all over the world, and I am eager to offer my assistance. Earlier, I unconsciously tried to avoid people who came to me with questions about the “how” and “why” of their learning. In this project I have become very aware of the strategies of successful students, and I share these strategies with those who are struggling.  This is now my mission and responsibility, too.  

Essay 4. Developing linkages among language learning strategies, teaching and technology in Taiwan (by Nae-Dong Yang)

Both personally and professionally, I have gained a lot since I became involved with language learning strategies. Strategies have played an important role in my own learning process, and as a result, I constantly share what I know about learning strategies in order to help Taiwanese students learn more easily and more effectively.

Two incidents that made strategies crucial to me. Strategies became crucial to me because of two important incidents in my life. The first incident was my personal encounter with language learning strategies, which occurred in my first year of graduate studies at the University of Texas at Austin in the United States. I had decided to go abroad for advanced study in TESOL after teaching English for one year at a senior high school, for I aimed to learn more in order to be able to help my students in learning English more effectively and efficiently. One evening, I felt so excited after finishing the assigned course reading -- Joan Rubin’s (1975) article “What the ‘Good Language Learner’ Can Teach Us.” I felt that I found the secret for myself as a second language learner as well as for my future students. I not only underlined the key points in the article but also wrote down on a piece of paper one of the characteristics she indicated: A good language learner is “willing to make mistakes in order to learn or communicate” (p. 47). I pasted it in front of my desk as my motto and I have tried to follow it ever since then.
Although I had studied English for ten years before going abroad for graduate studies, I learned it mainly as a school subject. It was not until I arrived in an English-speaking environment that I felt the urgent need to take some specific actions or steps to assist myself in comprehending, internalizing, and using English, my second language, in my everyday learning! Academically, I also tried every way, especially every learning strategy I acquired from readings, observations, or workshops that I attended at the University Learning Center. I wanted to get adjusted to and then excel in the new learning context, which is different from what I was used to in my home country. I strongly felt the need to be “willing to make mistakes in order to learn or communicate”, as Rubin (1975, p. 47) put it 

Indeed in those days, these learning strategies helped me greatly in making “learning easier, faster, more enjoyable, more self-directed, more effective, and more transferable to new situations” (Oxford, 1990, p. 8). As a result, I completed my master’s and doctoral studies in foreign language education with a great sense of achievement and satisfaction. 

The second incident resulted in my professional involvement with language learning strategies. It started when I met Dr. Rebecca Oxford at the 1989 TESOL conference in San Antonio. After her presentation, I, a graduate student and first-time conference attendee, approached her to ask some questions concerning the Strategy Inventory for Language Learning (SILL), which she developed. She kindly responded to my questions. Later with her permission and warm encouragement, I translated the SILL into Chinese and for my doctoral study (Yang, 1992) investigated the beliefs of EFL students in Taiwan about learning English and their use of learning strategies (for beliefs, see also Yang, 1999, 2000a, 2000b). Also, through reading, participating in several TESOL conferences and workshops, and publishing (e.g., Yang, 1996), I have been keeping my interest in learning strategies in the center of my teaching and research career during the past 18 years.

My research. In my dissertation study (Yang, 1992), I found out about Chinese EFL students’ thoughts about learning English and the kinds of strategies they used. I also discovered evidence supporting connections between language learners’ beliefs about language learning and their reported use of learning strategies. Students’ self-efficacy and expectations about learning English were linked with their use of all types of learning strategies, especially functional practice strategies. In addition, students’ perceptions of the value and nature of learning spoken English were related to their use of formal oral-practice strategies (Yang, 1999). In a different study, I learned that students’ initial use of learning strategies was sometimes related to inaccurate beliefs. By providing information and helping change students' misconceptions through lectures, debates, panel discussions and reading materials, I found that teachers can encourage effective strategy use and promote learner autonomy (Yang, 1998b). Also important are prospective teachers’ beliefs about their roles as strategy instructors and about the knowledge and skills they need to facilitate learners’ strategy use (Yang, 2000a, 2000b, Yang, 2002c). 

Linking research and teaching. My research on strategies is closely related to my teaching. For example, I have worked on two National Science Council (NSC) projects on language learning strategies: “Integrating Learning Strategy Instruction into a Freshman English Course” and “A Systematic Study of a Language Learning Strategy-Based Freshman English Class.” In the two projects, I incorporated the research in learning strategies into the teaching of Freshman English courses and investigated the effects of strategy-based instruction on college students (Yang, 2002a). 
My language learning portfolio study was also implemented in courses such as English Composition and Freshman English (Yang, 2003a, 2003b). I discovered that portfolios can serve at least three major functions in learning strategy-based instruction. First, portfolios can document the planning, learning, monitoring, and evaluation processes. Second, portfolios can help raise students’ awareness about learning strategies and autonomy. Third, when students compile portfolios, learning strategy-based instruction can be reinforced (Yang, 2003b). Portfolios also provide chances for multi-dimensional evaluations of students’ learning (Yang, 2003a).
Integrating technology: a Web-based portfolio system.  As technology has played an increasingly important role in current education, I participated in a four-year joint project to build a Web-based English program for students at the National Taiwan University. In the Online English program, we have emphasized the teaching of learning strategies for autonomous learning (Yang, 2002b). In a different project, I also developed a Web-Based Learning Portfolio (WBLP) system which incorporated the learning strategy training procedures in the system—including learning strategy diagnosis and assessment, goal-setting and planning, record-keeping and self-monitoring, and final self-evaluation—to support the learning strategy-based instruction in different courses, such as Freshman English and the Online English Program (Yang, 2005, 2006). I have also developed and evaluated Web-based diagnostic tools for strategies-based instruction. I learned that the WBLP system enhanced students’ peer interaction and collaborative learning, as well as enabling instructors to offer feedback and guidance to students (Yang, 2005, 2006).

RESULTS OF THE ANALYSIS
We have presented the four essays. We now share the results of the analysis, which was conducted by the second author following the procedures explained in the Methodology section of this article and in the Multiple-Researcher Perspectives section of the article “The Twenty-First Century Landscape of Language Learning Strategies” (Griffiths and Oxford, this issue).

Results of the first stage of analysis: open coding
The first stage, open coding, produced a large and detailed range of words, which were initially explored through a “word cloud” produced by the program Tagxedo, which examined the four essays as a single text. In a word cloud, the physical size allotted to a given word is based on the word’s frequency in the text, and the size can be understood as suggesting that word’s relative importance in the text. The analyst (Oxford) removed all the high-frequency but non-substantive words, such as “the,” “a / an,” “and,” and “but,” before creating the word cloud from the text. She speculated that the remaining words, with reference to their frequency in the overall text, would have relatively greater conceptual impact or importance than the non-substantive words. 
Results of the word cloud suggested a number of rough categories. The word cloud demonstrated that the most frequent words were strategies, language, English, learning, students, studies, learners, and use, all suggesting high engagement of learners in using English-learning strategies (and English-use strategies, as found in the Kawai and Kawai story). Other very frequent words were teaching and research, usually referring to non-learner factors. 
Words commonly appearing but with slightly lower frequency included a mélange of instructional concepts: class, need, effectively, education, communication/communicate, instruction, developed, time, teacher, university, reading, discussions, years, evaluation, based, second, foreign, and work. Another word in this grouping was clearly learner-focused: personality.
The next tier of frequency included words such as Japan (and the names of other countries) and frequently cited names of theorists, such as Yang and Oxford. Also in this tier were (a) a range of educational or classroom-oriented and student-focused words not already mentioned, such as presentations, examinations, assessment, diagnostic, questions, asked, create, debate, speaking, portfolios, activities, information, approach, translation, interaction/interactive, feedback, make, team, proficiency, understand, peer, group, participation, memorize, skills, semester, term, graduate, major, school, program, courses, children, (learning) style, and change; (b) technology-related words, such as technology, online, computer, and Web; (c) affective words, such as motivation, encouraged, beliefs, felt, and self; (d) words suggesting inclusivity (involved, included), contrast or similarity (different, related), hierarchy (important), and scope (limited); and (e) research-associated words, such as result (also used in the essays with reference to learning and to strategy instruction), findings, paper, topics, order, investigated, and international. 
Results of the second stage of analysis: axial coding
The second analytic stage, known as axial coding, consisted of identifying important themes emerging from the four-essay text. A key aspect of axial coding is repeatedly reading the text in its entirety until it becomes “second nature,” at which time the themes emerge in a grounded way from the text itself rather than from any prior conceptualization. As the themes emerged, the analyst constantly went back to check the wording of the text (the constant comparison technique) and make any thematic adjustments that were necessary, such as to make a theme somewhat more general or somewhat more specific. In all cases, verbatim sentences illustrating each theme were collected from the text and organized. An interesting aspect of axial coding in this study was comparing the emerging themes from this stage with the preliminary categories arising from the word cloud (the first analytic stage). 

Axial coding eventually produced six themes. These are listed in Table 1 and discussed below. 
>>>>>Insert Table 1 about here<<<<<

Theme 1. Challenges faced by language learners in East Asia
Kawai and Kawai described the foreign language learning situation in Japan: Actual use of English or any other foreign language in authentic interaction is very limited . . . Culturally accepted monolingualism mitigates against the development of communicative competence in a second or foreign language since learners in these countries have limited access to bilingual communities; therefore, they have few opportunities to use English in authentic communication.
As Kawai and Kawai point out, there is no urgent need to develop English proficiency in order to communicate . . . Similarly, Yang mentioned that she had learned English in Taiwan for ten years, but mainly as a school subject, rather than a means of communication. Not surprisingly, Lack of communicative language teaching is the main criticism levied towards foreign language education (Kawai and Kawai). As a result, students are often highly anxious (Park) if they are ever called upon to communicate in foreign languages, such as English.
Another challenge is the cultural orientation toward standardized examinations, which can demotivate many language learners. Foreign languages, especially English, are included in university entrance examinations. . . .  Although learners may wish to develop proficiency in the target language, the immediate need to pass the examination stifles that desire (Kawai and Kawai). 
Next, there is the problem of learning style: Most of the students had been encouraged to work independently (Park), despite the traditional East Asian value of collectivist interdependence. Park noted that she, like other females in Korean culture, was brought up to be obedient and introverted, preferring to work alone rather than work in groups. Like many other Asian students, Park wanted to constantly . . . self-correct. These stylistic features foster neither communication nor interaction. Reflecting the digital revolution in East Asia, many of Park’s university students lacked confidence in language-related subjects, especially English . . .; were initially very unresponsive and not quite interactive; and preferred to play on the computer than hang out with friends. 
Yang noted that students in Taiwan have misconceptions about language learning; they do not know how to learn languages. Ma stated, what our students truly needed was not all the knowledge we could teach but rather, an understanding of how they could acquire knowledge. This makes learning “how to learn” the ultimate goal of modern education. However, not all teachers know how to teach students how to learn. For instance, Meng described her own experience: I felt ill equipped when desperate students came to me for some “tricks” to improve their English! How many times have I witnessed students struggling with English and eventually giving up hope when they could not see any results!  
Theme 2. The specialists’ own use of learning strategies 

The contributors talked about their own use of strategies while they were language learners. Kawai and Kawai listed many strategies that one of them consciously deployed when preparing for and participating in English language debates in Japan: I read Japanese books on the debate topic to secure background knowledge; I researched technical terms; I learned the rules of debate; I prepared index cards with information from books I read; in doing so, I highlighted texts, and retyped or summarized them; and I read the cards aloud many times so I could read them quickly during the debate when necessary. He described using the following strategies during debates: I tried to get the gist of other debater’s speech, and I scanned the other team’s index cards during the debate when I missed the contents.  After debates he obtained comments from others: I sought feedback from senpai (upperclassmen) commentators and from my teammates or opponents. His list includes a rich mix of strategies for language use and language learning. 
When entering the U.S. as a graduate student, Park employed strategies, such as body language and simplified language, to compensate for vocabulary gaps in communication. During her first two years of study in the U.S., because of my personal style, I used metacognitive strategies. I organized, set goals, and evaluated my progress regularly. This helped me be persistent in my studies. I did not yet know the term “learning strategies.” Park’s tendency to overcorrect herself temporarily stunted her ability to communicate and make friends in English. I was not aware of the potential of either social or affective strategies during my first two years in the US. Those strategies could have helped me seek opportunities for socializing and control my emotional state.  Park first learned about strategies through a psycholinguistics class in the U.S. As a result, she wanted to study communication strategies under Elaine Tarone; instead, she ended up in a doctoral program that focused on a whole range of learning strategies. 


As a graduate student in the U.S., Yang underlined the key words from Rubin’s article and wrote herself a note about the good language learner’s willingness to make mistakes. She pasted [the note] in front of my desk as a personal motto and tried to follow it ever since then. Only when she came to an English-speaking country did she feel the urgent need to take some specific actions or steps to assist myself in “apprehending, internalizing, and using” English, my second language, in my everyday learning. Inspired and motivated, she tried every learning strategy I acquired from readings, observations, or workshops, with the aim to get adjusted to and then excel in the new learning context. Yang’s own experience as a strategic language learner, as well as her readings and research, taught her the value of learning strategies. 
Ma did not cite any specific strategies she used as a learner in China. However, she told an anecdote that implied she was a strategic – and probably highly reflective – learner. She stated, When I was a college student, I was always slower than my desk-mate in memorizing something assigned by teacher. However, a few months later, she had forgotten almost everything she learned, while I could still recite almost every detail. Later she learned the names “learning skills” and “learning strategies,” met a number of strategy specialists, began conducting research on learning strategies, and became a strategy specialist herself.
Theme 3. Social participation: Toward new forms of autonomy
In making English language learning more communicative and social, the specialists had to overcome the tendency of many East Asian learners to work independently and to view English as nothing more than a school subject. They needed to re-engage the collectivist interdependence embedded in traditional East Asian cultures. For collectivist tendencies based on family loyalty and social relationships, see the discussion of Confucian Heritage Cultures in the research review. All of the essayists mentioned efforts to create social interaction and participation. These efforts strengthen what Holliday (2003) called social autonomy, which involves collaboration and group values rather than strictly individualist values. (See also Kitayama and Markus, 1995 and Pennycook, 1997).
Kawai and Kawai described using activities involving social interaction and communication: a virtual onslaught of presentations, along with question and answer sessions; tag-team teaching and paper-theater presentations; interviewing foreign students and reporting on the findings; and participating in online discussions using a chat-program. In-class activities fostered social strategies, increased peer interactions, encouraged language learning, and stimulated collaboration rather than competition.  Within the groups, learners who were clearly more proficient than the others stepped forward to become unofficial teaching assistants. They tossed aside the competitiveness . . . and did everything in their power to assure that members of their groups performed to the best of their ability. Several groups came together to create additional strategies . . . [for] the final examinations. Students were grateful for having a chance to make friends. Social barriers disappeared as a result. Without the group or pair work they might not have had any opportunity to break down existing social barriers. Learners also participated in online discussions using a chat-program. Online discussions eased . . . stress considerably; therefore, there was an increase in learner participation . . . . As explained by Kawai and Kawai, The impact of this strategy use was phenomenal in terms of learner confidence, English use, and growth of autonomy. 
Park’s desire was to help Korean university students, who wanted to work independently, to start communicating and develop social strategies. Park included a variety of small group activities in which the students had to cooperate to complete the task. I encouraged them to ask questions, and I provided them with a lot of positive feedback. She sometimes employed competition and tangible rewards to encourage social participation in English learning activities; competition was not the enemy of social interaction. Sometimes I intentionally used very competitive activities and gave rewards (e.g., pens, doughnuts, sodas, and extra points) to encourage active participation. I guided them to use social strategies naturally in class. . . . [M]ost of the freshmen made remarkable changes in their attitudes. Park also mentioned her interest in Korean children, who create their own strategies in using four language skills, listening, speaking, reading, and writing. Korean schools, unlike many Korean universities, overemphasized spoken English rather than written English, so Park wanted to assess children’s strategy use.
Yang contended that [t]eachers can encourage effective strategy use and promote learner autonomy through concerted efforts, such as helping change students' misconceptions through lectures, debates, panel discussions and reading materials. She found that the use of a learner portfolio system can help raise students’ awareness about learning strategies and autonomy in a communication-oriented instructional setting. In addition, portfolios can document the planning, learning, monitoring, and evaluation processes; reinforce learning strategy-based instruction; and provide chances for multi-dimensional evaluations of students’ learning. She expanded her strategy-related interest in portfolios to create an entire Web-based portfolio system. 

Social autonomy grew as a result of all these efforts. As stated by Kawai and Kawai, Halfway through the semester learners began to take full control of their learning and their strategy use, based on a variety of socially interactive activities. Ma’s Web-based diagnostic and advice system is meant to empower students to take greater charge of their learning within a socially supportive context. Yang mentioned autonomy an outcome of portfolio use in a communicative environment. Changes in learner attitudes after using social strategies reflected Park’s students’ greater control over their learning.  The essayists repeatedly mentioned their concern for learners as people. They wanted to encourage and motivate learners, and they wanted to understand learners’ beliefs and personalities. In this way, the essayists emphasized the social and affective aspects of language learning, along with the cognitive and metacognitive.

Theme 4. A passionate sense of mission on the part of the strategy specialists
A passionate sense of mission characterized the essays. Altruistically inspired, Yang conducted many studies to help language learners. Ma stated that she wanted to pursue my passion of strategy assessment and guidance and stated, Developing the Web-based system for [assessing and guiding] L2 learners will be my lifelong job. Even a potentially deadly illness and a surgical operation could not keep her from her passion, which was rekindled through interacting with other strategy specialists. Meng explained that Ma has a sense of mission that will eventually bring benefits to language learners all over the world. Park, after becoming an experienced language teacher and strategy researcher, commented, My passion for strategies will not fade away. My journey goes on. 
Some of the passion was sparked by interactions with other strategy experts. Conferences proved to be an excellent venue for interaction and exchange (Yang), giving novices a chance to learn from strategy experts and preparing novices to become experts themselves. Yang also reported the important effect of reading Rubin’s (1975) article. Park remarked on the life-changing effect of reading Tarone’s work. Not able to study in person with Tarone, Park continued to be mentored by her publications, and she then worked closely with Oxford. Ma was influenced by visits by Cohen and Oxford. For Meng, her supervisor, Xiaomei Ma, was a true mentor who inspired her to become a strategy expert and help students directly, rather than subconsciously hiding from students who desperately wanted help.
However, a passionate sense of mission on the part of the contributors to this article are not enough; the strategy specialists cannot by themselves hope to overcome the challenges presented in Theme 1.  Ordinary language teachers must also understand learning strategies and help their students to become more strategic. Ma noted that regular language instructors have become outstanding teachers by being involved with the Web-based diagnosis and advice system, which teaches learning strategy use. Park mentioned her interest in strategy-related teacher training in elementary education. Any efforts to teach teachers about learning strategies must take into account teacher beliefs (Yang). Some teacher beliefs – especially the belief in non-necessity of communicative language instruction or learning strategy instruction – must be challenged. 
Theme 5.  The role of assessment
An assessment emphasis arose in the East Asian setting, with high-stakes examinations designed to rank, place, include, or exclude learners and with diagnostic assessment to help them learn. Yang talked about strategy assessment through portfolios. Assessment was at the heart of Ma’s diagnostic effort to link learning strategies with learning styles, personality, and other factors. Park designed questionnaire-based strategy assessment for young children, though she also worked with strategies of undergraduate and graduate students. Kawai and Kawai cited the use of peer evaluations, which increased students’ metacognitive awareness. 

Theme 6. The importance of technology

The final significant theme was technology for strategy assessment, strategy instruction, and language instruction. Ma’s personalized system for strategy assessment and guidance operated online and is described as Web-based. Yang conducted groundbreaking work on strategy instruction and assessment with online learner portfolios. Kawai and Kawai mentioned using online discussions to lower students’ stress and encourage participation. Technology was very important in the East Asian language learning contexts described here.

Results of the third analytic stage: selective coding
If the key ideas of the six themes identified from the axial coding stage of grounded analysis noted above are combined, we might suggest the following overarching theme: 
East Asian students of foreign languages face many challenges,
which do not have to become permanent liabilities
if students know and use helpful learning strategies
supported by dedicated teachers, appropriate assessment, and modern technology.

CONCLUSION

The stories in this article emphasized language learning challenges in the East Asian context. These included extremely limited use of foreign languages for real interaction, perceived lack of need to develop foreign language proficiency, culturally accepted monolingualism, lack of communicative language teaching, anxiety if faced with any actual communication in the foreign language, demotivation based on the examination system, an introverted learning style, and students’ and teachers’ lack of knowledge about how to learn languages (learning strategies). 
Although these challenges may not be totally applicable throughout East Asia, neither may they be exclusive to East Asia. Learning strategies can help to stimulate more engaged, more effective language learning, as shown by the four essays in this article. Strategy instruction, assessment, and research are essential supports to the effort, and digital technology can be helpful as a catalyst. All of this depends on language teachers’ increased knowledge and dedication to helping their students to gain awareness of and to use optimal learning strategies. 
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Figure 1. Framework for the Online Diagnostic Assessment and Advice System at Xi’an Jiaotong University
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Source: This diagram is adapted from Oxford (2011), p. 21. 
Table 1. Major Themes in the East Asian Essays (Second Stage of Analysis)
	Theme Number
	Theme

	1
	Challenges faced by language learners in East Asia

	2
	The specialists’ own use of learning strategies

	3
	Social participation: toward new forms of autonomy

	4
	A passionate sense of mission on the part of the strategy specialists

	5
	The role of assessment 

	6
	The importance of technology
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