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The distinctive case of the Samoan learner of English:
metacognition, learning style and culture

Julian Fox
Introduction

This paper reports on a study designed to explore the learning
habits and styles of a group of Samoan learners of English who
have moved beyond formal primary and secondary schooling
and are now required to use English for both general
communication and academic purposes.  They are studying at
the Pacific Regional Seminary (PRS) in Suva, Fiji.  I will henceforth
refer to them as second-phase ESL learners.  The results suggest
that the case of this group of Samoan language learners is
distinctive for reasons explored below.

The study proceeded by means of the following propositions:

1 Metacognitive awareness and strategies (awareness of and
strategies for learning) are crucial to further progress in the
acquisition of English by this group of Samoan students.

2 The notion of learning styles derived from the theory
underpinning the Myers Briggs Typology Index (MBTI) is
useful for describing the learning approaches of these
students and for gaining insight into their mental processes
which must also have a bearing on metacognition.

3 The strongly-marked monocultural social setting in Samoa
has significant implications for how Samoans learn English,
which is culturally and linguistically ‘distant’ from the Samoan
language.

Background

Gardner’s 1985 model of second language acquisition
(discussed in Ellis 1994:236-238 and shown in Appendix 1)
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attempts to link proficiency outcomes with social setting via a
range of variables.  This seemed to me to offer possibilities for
suggesting what was happening for the small group of second-
phase Samoan ESL learners in my care at PRS. Gardner argues
for the indirect role of society in language proficiency.  He may
well be correct for many societies, but I felt the need to test this
against the monocultural world of Samoan society.

A second important inspiration was Wenden’s review (1998) of
much that had been so far discovered about metacognition vis-à-
vis second language acquisition.  Wenden is categorical in her
belief that self-regulated learning is an essential aspect of
successful second language acquisition and that only learners
with developed metacognition can expect to successfully regulate
their own learning.

There was a personal skill I felt I could bring to the study as an
accredited administrator of the Myers Briggs Typology Indicator
(MBTI). The MBTI (Briggs Myers and McCaully 1985) is an
instrument based on the Swiss psychologist Carl Jung’s theory
of psychological types. It is a psychometric test used in education
to predict aspects of educational performance, viz., aptitude,
application and interest.  In predicting performance, aptitude is
the most measurable and, in type theory, tends to be discussed
in terms of two scales:
(a) an Introversion/Extraversion (I/E) scale where the introverted

attitude orients a person towards the internal, subjective world
while the extraverted attitude orients a person towards the
external, objective world and

(b) a Sensing/iNtuition (S/N) scale.  The sensing type under-
stands events in terms of concrete evidence about it, ap-
pearance, smell etc. whereas the intuitive type understands
the hidden or unconscious essence of an event.
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Application relates mainly to the Judging/Perception (J/P) scale.
The judging type tends towards moral evaluations, preferring
structure, organisation and rules.  The perceiving type tends
towards sensual and artistic experiences, preferring spontaneity.
The function concerned with desire to communicate is feeling
which is discussed in terms of a Thinking/Feeling (T/F) scale,
The thinking type analyses an event in a rational, intellectual way,
whereas the feeling type experiences an event emotionally. MBTI
enables the researcher to classify a person into one of 16 possible
personality types representing all possible combinations of the
four scales.

Type theory predicts that reading is associated primarily with
intuition and secondarily with introversion and feeling.  Intuition is
also significant in writing.  Type theory suggests that S learners
have more difficulties. The J/P and S/N scales in particular are of
interest to this study.

I believe that the use of the MBTI fits well within the psychometric
approach of Gardner and has an advantage over other
psychometric instruments and theories in that it allows for
development within the subject ‘tested’.

Schmidt (1990) maintains that ‘noticing’ (‘availability for verbal
report’) is a necessary condition for converting input to intake.
Intake is that part of the input which a learner notices.  Noticing is
not the same as metacognition, but closely connected to it, since
metacognition involves being able to state things that hold together
consistently and with some sort of system.  Paying attention to
language form is considered to be facilitative in all cases of
language learning, and even necessary in some instances (adult
learning of redundant forms, for example).

Ellis (1994:207) admits that ‘there is general consensus that ethnic
identity can exert a profound influence on L2 learning’.  My feeling
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is that the distance between Samoan culture and the target
language (English) is considerable. In the literature, this kind
of distance appears to be construed in terms of cultural
difference in itself.  Is there a possibility that Samoan could be
so linguistically marked for socio-cultural factors that by
contrast with English this ‘distance’ is a factor?

There have been several in-depth studies of both Samoan
children’s language acquisition and Samoan adults’ use of
language in social contexts. Foremost amongst the studies
are those of Ochs (1986), Duranti (1994) and Platt (1986).
These three studies all examine the strong marking of social
setting in language at every level — phonological,
morphological and syntactic.  Ochs realised the degree to
which Samoans not only indicate affect but also actually talk
very frequently about feelings and emotional states.  This led
her to conclude that feelings in the Samoan cultural context
are expressed instrumentally, grammatically, as external
reactions to a situation. In any society, the concept of feeling
is closely bound up with the concept of self.  So we have here
a close link between notions of personality and self and actual
language forms.  The object of a verb of feeling, for example,
is marked with the preposition ‘i’ which is also the preposition
used in an instrumental role:

Fiafia  Sina i          le   mea alofa
happy Sina to/with the thing-love
(Sina is happy with the gift.)

Platt (op cit.) studied the use of deictic verbs (come here,
bring me etc) and found considerable cultural constraints on
the language acquisition by Samoan children – they learn and
use ‘bring me’ before they learn ‘come here’, for example,
because sau (come) is less likely to be used around adults;
less likely since its use would be appropriate for calling an
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animal or younger child, but not an adult, and it is the latter who
surround the child in greater numbers.

Duranti (1994) studied the language of the fono, where much of
the debate and political matters of village life is conducted.  He
established a direct link between grammar and political existence
where political problems are construed and determined as
linguistic problems. Language is closely tied up with defining
one’s social persona. Duranti does not make the point that this
is so different from English, but it is obvious enough that the
Samoan will struggle for power through use of language in an
entirely different way to the speaker of English…who may be
Indian, Australian, British, American and so on, and who therefore
will have to look to his or her own cultural context for clues.  It
raised the question in my mind about the effect of this situation
on the Samoan learner of English who is coming from such a
strongly marked monocultural context to a language which can
be identified with many cultures.

Lesa (1995) has studied Samoan students at College level with
a view to determining whether there is a predominant learning
style amongst them.  In his study he reviews the various models
of learning style available: (1) cognitive – as determined by
psychology (2) student response – by empirical observation of
student responses (3) integrated models amongst which is the
MBTI.  The value of this third set of models is that learning theory,
personality orientation and individual development are all
included, so it is a fair bet that a more useful definition of learning
styles will be found in this set of models.

Of special interest is the survey of learning styles and strategies
by Oxford (1990).  She offers four aspects pertaining to the
learner:

a) Cognitive style – mental functioning,
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b) Patterns of attitudes and interests,
c) Seeking compatible situations,
d) Tendency to use certain learning strategies and avoid others.

Oxford has, with Ehrman (1988), investigated longitudinally a
communicative intensive Foreign Language program via the MBTI.
She draws these conclusions.

• T students (Thinking) are not necessarily the best language
learners; they tend to experience what she calls ‘perverted
metacognition’,

• The S/N designation is related to the analytic/global designation
of other schemes,

• The P/J designation is an important indicator for second
language learning.  P performed better than J in their study.

In the end, it is not at all certain whether discoveries concerning
learning styles lead us to consider them as factors directly affecting
proficiency, or simply as conditions for learning.

O’Malley et al. (1985) investigate the notion of learning strategy, a
term which also has many uses within the literature.  They provide
an overview of definitions and of understandings of the role of learning
strategies in second language acquisition.  It is from this that I was
able to develop one of the instruments to be used in my own research.
O’Malley et al. draw on Brown (1982) and Wenden (1983), and their
work has enabled me to formulate the following framework:

Table 1 Questions and Decisions

KNOWLEDGE ABOUT COGNITION

How does this language Learners make judgements about the
work? linguistic and sociolinguistic codes.
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What’s it like to Learners make judgements about how to
learn a language? learn a language and about what language

learning is like.
PLANNING
What should I learn Learners decide upon linguistic objectives,
and how? resources and use of resources.
What should I Learners decide to give priority to special
emphasize? linguistic items.
How should I Learners decide to change their approach to
change? language learning.

SELF-EVALUATION
How am I doing? Learners determine how well they use the

language and diagnose their needs
What am I getting Learners determine if an activity or strategy
out of this? is useful
How am I Learners make judgements about how to
responsible for learn a language and about what language
learning learning? is like.

Finally, there is the question of metacognition.  The most recent
coverage of this area is Wenden’s (1998) review.  She clarifies briefly
what is intended by the term metacognitive knowledge viz ‘knowledge
about learning which influences [learners’] approach to learning and
the expectation they hold about the outcome of their efforts’ (Wenden
1998:515).  She reviews selected…literature on metacognition to
determine how it comes into play in self-directed learning.  It does so,
she writes, in the areas of planning, evaluating, task analysis,
monitoring and transfer of learning.  Wenden shows how insights
from this research can enhance an understanding of those
approaches to second language acquisition which assign an active
role to the learner and the practical implications of all this for
instruction.
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The Study

Objectives

In this study I was aiming to discover answers to a range of
questions I had about these students:
• What role does metacognition play in their language learn-

ing?
• Can the MBTI assist with the description of what they do/do

not do as language learners?  Can it describe in meaningful
ways their attitudes and their learning styles?  Can their stated
knowledge about their own learning processes be understood
adequately in MBTI terms?

• How significant is the social setting for the Samoan speaker
in Samoa?  When using English away from Samoa?  And will
their cultural beliefs as demonstrated via language issues pro-
vide insights, for themselves and for me, into their language
learning?

Subjects

The subjects were eleven male Polynesians in their twenties, ten
of them Samoans and one Tongan.  For practical purposes I
lumped the Tongan together with the others and regarded him as
‘Samoan’.  He had learnt Samoan and lived there for several years
with this group. All eleven were first year students at the PRS,
which means they had either completed the appropriate schooling
level in Samoa or been admitted as ‘adult’ candidates. In terms of
English language proficiency all admitted to struggling with English.
With one exception they had been learning English formally for
anything up to twenty years, but speaking it outside of the
classroom for five years at the most.
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The instruments

Four data collection instruments were used in the study: interview,
noticing and think-aloud task, MBTI, and language-in-use class.  The
interview was semi-structured (Appendix 2) with questions drawn
from the O’Malley material in Table 1. The data concerned
metacognitive knowledge and strategies. Every effort was made
not to prompt terms which might have drawn the interviewee to re-
present ideas already hinted at.

The Noticing/Think-aloud task was very brief – the individual was
asked to think aloud as he wrote a short report for the Fiji Times or
a letter to the editor, querying the location of Suva’s main rubbish
disposal site. I also asked three general questions of a ‘noticing’
type:
a) As you speak English, do you ever become aware of gaps?
b) What do you do then?
c) Do you ever try to solve (linguistic) problems by analysing

grammar?

The MBTI was the Form G self-scoring version produced by the
Australian Council for Educational Research in 1996. It has gone
through extensive research procedures to establish both reliability
and validity across a wide range of cultures. I chose this version
because it is brief enough to be administered within an hour by
reading all questions out loud.  The one concession made to
foreseeable vocabulary difficulties was to provide and explain, some
days previously, a list of words.  As an added precaution against
the effect of doing this, I scored the indicator both with and without
the word pairs included.

The first section of the test consists of questions of the forced
answer type, e.g. ‘When you go somewhere for the day would you
rather:
(A)  plan what you will do and when, or
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(B)  Just go
The second section offers word pairs along the following lines:
Which of these words appeals to you more? (Think what the
words mean, not how they look or sound):
(A) scheduled (B) unplanned
(A) gentle (B) firm
The results from the answers (up to 25 can be omitted with
invalidating the indicator) are scored to produce the scales
Extroversion/Introversion, Judging/Perception, Feeling/Thinking,
and Sensing/Intuition.

The class material was based on ideas I had had for some time
regarding language in use.  Students were asked to develop
sketches with reference to face-to-face encounters.  Some of
them were designed to examine the degree of formality/informality
that was seen to be appropriate in a range of contrasted
situations. One such encounter was a parish priest asking a
parishioner to organise the music next Sunday.  The parishioner
does not want to do it and must try to find a way to say ‘yes’ so
that he can mean ‘no’.  Another encounter is a student telling
another that he has been dropped from the rugby team playing
today. Other encounters were designed to examine how one
created the required ‘distance’ in a situation where one of the
participants needed to control the encounter.  An example is an
encounter between a headmaster and the parents of a student
who has missed a lot of school with their knowledge.  In each
class, one of the sketches was performed entirely in Samoan to
enable some observation of the differences.

Methodology

Data was collected over approximately one week and a half.
Prior to the interview, I gave out a sheet which presented some
scenarios of occasions when the participants would be using
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English these days.  I asked them to think about these situations in
the light of the following questions:
• What strategies do you use to express yourself, to understand

what is said, to think in English?
• What have you noticed about the language you are using?
• How have you dealt with errors?
• How have you felt in the situation where you have made errors?

Why have you felt that way?
• Have you felt a particular setting or situation has contributed to

your learning of English?  Why?

The interviews took approximately one hour each.  I began by recording
them but also took notes.  After the first three interviews I abandoned
the recording because I could not see myself transcribing eleven hours
worth of material!  During the interview I administered the brief Noticing/
Think-aloud test.

The MBTI was administered in an hour. I noted that no participant
needed to ask the meaning of words and very few omitted any
questions.  (The omission of some questions is perfectly acceptable
and does not invalidate the results, but obviously the more questions
answered, the better.)

The two language-in-use classes came after all this had occurred,
so that I could use them to follow up things that had come to my
attention.

Results

1.  The interview
The responses were analysed using a number of categories and
yielded the following information:
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Metalinguistic knowledge about language:

Ø Parts of speech - noun, verb, adjective (adverb did not feature),
preposition; synonyms and antonyms (most students had a
thesaurus),

Ø Word order - “I can know that this word goes here…”,
Ø Existence of silent letters (almost the only phonological item

referred to),
Ø Tenses which were seen as by far the most significant item of

difficulty in English.  Most knew and used terms such as perfect,
future perfect.  One knew about the conditional tense.

Ø One respondent alluded to metaphor. “In English it takes more
words to say something”,

Ø “The sentence in English has a different structure”.

Knowledge about one’s performance:
Ø Many affect words such as ‘ashamed’, ‘embarrassed’, ‘frightened’,

‘difficult’, ‘boring’; a range of difficulties expressed such as: “I lack
in writing connected ideas”, “I don’t worry about grammar when I
speak”, “I want…fluent…make a sentence”, “I lack knowledge
about language”, “I want to write in a deeper way”, “I make the
same mistakes all the time”,

Ø Use of connecting words was reported as a weakness.

Use of strategies (as distinct from knowledge about them and
their value):
Ø “Read aloud.”
Ø “Look up meanings of words.”
Ø “I ask, what am I going to say.”
Ø “I use a book - and go to back for answers.”
Ø “I find the root words and build.”
Ø “I open dictionary and look up two words.”
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Ø “Live with those who know about the language.” (This was
insisted on by every respondent),

Ø “I choose easy sentences” (avoidance strategy used by
several),

Ø Watch T.V,
Ø Begin from basics,
Ø Word list (only one person),
Ø Writing paragraphs or stories and getting someone to correct,
Ø Self-correction,
Ø Use of context for guessing word,
Ø Writing a letter,
Ø Trying to use a word learned, in a sentence.
There was not so much evidence of knowledge about these
strategies and how they might be effective or otherwise.

Past learning experiences:
Ø “As a child I learnt practically, by seeing things,”
Ø “It was a second language, so…!”
Ø “Reading comics, novels.”
Ø “Analyzing sentences in class.”
Ø “Writing stories in primary school.”
Ø “Listening, only read and write.”
Ø “Only in the classrooms.”
Ø “Teachers were tough.”

Resources used:
Ø newspaper, books, grammar book, novel, T.V., thesaurus,

dictionary, other people (experts), friends, teacher .

Pragmatic knowledge (knowledge based on social setting):
Ø The students displayed pragmatic knowledge of Samoan, but

made very little in reference to English.
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Beliefs about language learning:
Ø It is very important to speak.
Ø It is important to learn active/passive.
Ø Read.
Ø Learn by heart.
Ø Write.
Ø Learn early (“five years old better than fifteen”).
Ø Learn practically.
Ø Listen.
Ø English is the key.
Ø Language is best learnt by being amongst those who speak it

well (insisted on by each respondent).

Classification of interview results

Using the categorisation suggested by Wenden (1998) I grouped
responses under the headings of:
(1) person knowledge - the knowledge these learners have ac-

quired about the human factors that facilitate or inhibit their lan-
guage learning

(2) task knowledge - what they know about the purpose of a task
and how it will serve their needs and

(3) strategic knowledge - general knowledge about what strate-
gies are, why they are useful and specific knowledge about
how to use them, and when and where.

Of person knowledge I found that it had a specific quality about it,
often expressed in affective terms:  “I want to…”, “I need to…”, “I am
embarrassed…” , “I am frightened…”.  There was far less task
knowledge - a total of just four comments of the following kind: “I have
to know what I’m going to talk about…”, “To study how to make a
sentence I need to practise…”, “I learn word meanings first.  I think
this is very helpful…”, “I’ve told myself to write an essay…”.  Of
strategic knowledge there was very little.  I noted the following
comments which point in that direction: “I’m photocopying
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prepositions…. I do my own test then look back and see how
far…”, “I’ve thought of learning rules by heart…”, “I have a
book with words[written]…”, “I set myself homework…”, “I
walk on my own and speak…”  It is general knowledge at
best, and lacks many specifics about when, where and how
to use strategies.

Considering the responses from the point of view of another
classification of Wenden’s, viz Planning and evaluation, Task
analysis, Monitoring, Transfer of learning, I found very little
evidence of planning and evaluation, very little of task analysis,
some of monitoring and very little of transfer of learning.  What
I did find was a consistent belief in the value of using English
in the presence of native speakers of English and, as a result,
a consistent emphasis on the importance of seeking
opportunities for doing this.

One reason for the little information gained about task analysis
is that the questions I asked did not include any question about
how one might go about a specific task.  In future I would
want to include a question of this kind. Although I did not
include a direct question about transfer of learning (applying
acquired knowledge about learning to any language task) I
could have expected to find responses alluding to this if I had
found enough evidence of metacognitive knowledge in the
first place!

Using the list of strategies provided by O’Malley et al. (cited in
Ellis 1985:537-8, see Appendix 3) as a checklist against the
recorded responses to questions in the interview, I found that
almost none of the metacognitive strategies were in place for
the individuals concerned.  There was some little evidence of
advance preparation (“I ask, what am I going to say?”) and of
self-monitoring (several said they corrected themselves in
speech from time to time).  On the other hand, there was
evidence of a range of cognitive strategies: resourcing,
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translation, note-taking (some), key word, contextualisation,
question.

2.  The Noticing/think-aloud task

This was too brief to be of much value – and I quickly discovered
that I would need to prepare participants for the written exercise.
Most of what I elicited was their search for the right (English)
word.  In fact from both the noticing task and the questions on
metacognition, it is apparent that these students regard
vocabulary as a major feature of further progress in English.
There was amongst several a desire for fluency and style, though
style tended to mean the use of ‘bigger words’. On the other
hand, the three brief general questions elicited (a) that there is a
general awareness of gaps when speaking, (b) that the most
common strategy is to carry on as if nothing had happened, and
rarely to ask an interlocutor for the correct version, the right word
etc, (c) that very little analysis of grammar went on in continuous
speech/conversation.

The overall result of the above two instruments was to suggest
that while there is some degree of metacognitive awareness
present amongst these students, it has not been followed up
with matching strategies.

3.  The MBTI

Of the sixteen possible types, six were represented.  That is not
surprising, given the small sample.  Nor is it any surprise that
seven of the eleven were introverts.  ISTJ was the most
represented type (four participants).  I am confident of the
accuracy of the type descriptions in all but two cases, and my
doubt on those two is only in the E/I scale which I do not consider
to be important for this research.  There has been some
discussion of the effect of Extraversion/Introversion on second
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language learning, but I am convinced that it is of much less
importance than other scales.

What was both surprising and, I believe, significant was the fact that
all of the sample were Judging rather than Perception types.  In the
first instance, that has implications for second language learning.  In
the second, it is a question waiting to be answered.  Why should this
be so?  In terms of the scales significant for learning style descriptions,
five were Sensing/Thinking, three Sensing/Feeling, two Intuition/
Thinking and one Intuition/Feeling.  The Sensing/Intuition scale is the
real indicator of difference in learning style – and eight of the eleven
were Sensing.

4.  The classes on language in use proved to be valuable in
corroborating some observations and in further exploring features
that I had noted.  I found myself looking for clues to the J descriptor,
for example, and further information about metacognitive
understanding and application.  The most significant observation from
these class sessions was the degree of body language used.  An
unexplored question I had was this: if these were to be sessions
involving a Samoan and a native English speaker, where the latter
uses less, and certainly different, body language, would the Samoan
‘miss the message’ that s/he would expect to be contained in the
stimuli coming through eye, hand and body attitude? A second point
of interest here is that there was a lot of talk about feelings and
emotional states (by contrast with cultural settings for English where
feeling would be expressed with less overt suggestion of being
embarrassed or frightened).  Feelings for the Samoan appeared less
controlled, more the reaction to a set of circumstances, and expressed
clearly in language.  But these remain observations and explorations
and as such, not ‘results’.
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Discussion

Principal findings from this investigation indicate that, by and
large, these students did not have a developed metacognitive
awareness, though they did have some, and they did have a
range of strategies though relatively limited in number – reading,
writing, speaking within an English speaking group.  The latter
suggests immersion as the chief social strategy for learning
English.  Avoidance surfaced as a frequent negative strategy.
There was more concern for the word level of the language than
any other – at the syntactic level, tenses featured prominently
as a source of difficulty.

The results of the MBTI showed a definite preference for a single
Sensing/Thinking learning style and all respondents were Judging
on the J/P scale.  Since this result seems significant, it needs
some explanation.  One of the questions in Form G MBTI is:
“Which do you like best – Maths, English, Science, History,
Practical skills, Music, Art?”.  One MBTI data bank of 27,787
responses shows Sensing/Thinking types choosing Maths over
all the others – that is an interest-related feature of Type.  For
our purposes it would suggest that those with ST in their type
description (e.g. ISTJ) are more ‘here and now’ in their learning
and therefore less likely to plan strategies. The thinking function,
if the stronger of the two, and in conjunction with the judging
attitude, might suggest an ordered and planned learning style,
but the sensing function was generally the stronger one and is
the one more likely to influence what they do. On the other hand
the judging attitude would normally suggest diligence, planning
and consistency.  My sense of things, however, is that, in the
case of these Samoan respondents, it is coming from ‘outside’,
viz. the influence of their social upbringing.  This is a strong claim
that needs further investigation!
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Admittedly we are only dealing with a very small sample here,
and a rather selective one at that since all participants were
male members of the one Catholic Religious Order (known
as the Salesians of Don Bosco). These issues aside, the
results deserve some explanation and further investigation.

I have formed the hypothesis, on the basis of these results,
that the Samoan social setting is far more significant for the
Samoan learner of English than it has so far been credited
with.  I have described a number of studies which have
recognised the direct implications of this cultural setting for
language acquisition.  These studies have not taken the
additional step, because it was not within their brief, of either
inferring or even demonstrating what this means for the
Samoan who decides to learn English.  My study begins to
take this step.

There is a case here for a language-in-use course which
would take up the matter of public persona as expressed
through English in the various cultural settings in which these
students would find themselves (outside of Samoa).  In fact,
the whole subject of public persona and its link to an
epistemology that I find emerging from my data needs further
examination.  The epistemology is one where knowledge and
feelings appear to derive from external stimuli rather than
internally. I feel certain this has implications for the learning of
the first language (feeling and emotion are coded at all levels
of the Samoan language – phonologically, morphologically,
syntactically and pragmatically). One could expect to discover
that it also has implications for the learning of a second
language such as English.

If Wenden is correct and metacognitive knowledge is a pre-
requisite for second language learning, then there is some
work to be done with and for these students to improve their
knowledge about learning and to offer them a range of
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additional strategies which will help them plan, monitor and
evaluate their progress.

Finally, the results of the MBTI were interesting.  I have
administered the indicator to more than a thousand individuals
over time.  Even in a small group one can expect a range of
types to emerge – as they did here. However, it is unusual to
find all types in a small sample with the same J preference.  It
is quite possible that my sample just happened to be eleven of
those who in any normal sample would make up even as many
as 75% of the sample population - possible, but unlikely.

Given the realisation of the strength of the Fa’a Samoa, one
can wonder at the influence this external environment (which is
what the JP scale is all about) has on individuals.  The concern
for control and power expressed through language in social
setting, the style of education which has also reflected the
authority structure of the culture, the  ‘lesser’ role of untitled
young men in Samoan society: could these be factors in the J
result before me?

I began with the comment that Gardner’s model of second
language acquisition provided a helpful framework to hold
together the interactive, the cognitive and the social. I believe
that the metacognitive needs to find a place in that model, and
that more research can be done on learning styles from within
a framework which integrates theory, personality orientation and
individual development.  The MBTI may offer such a framework.
And if Gardner’s model is to continue to be a productive model
for second language acquisition research, it will need to account
adequately for what I have some evidence to believe is the
distinctive case of the Samoan ESL learner.
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Appendix 1:  Socio-Educational Model (Gardner 1985)

        Integrativeness

Cultural Motivation Formal Linguistic
beliefs Learning outcomes

context
Attitudes
towards the
learning Informal Non-
situation Learning Linguistic

context outcomes

    Language
    attitude

This model relates four aspects of L2 learning: (1) the social and
cultural milieu, which determines learners’ beliefs about language
and culture. (2) individual differences, two of which are motivation
and language aptitude (3) the setting, which Gardner relates to
proficiency and (4) learning outcomes, both linguistic (L2 proficiency)
and non-linguistic (attitudes, self concept, cultural values).
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Appendix 2:  The Semi-structured Interview

Nine question topics will be asked.  Associated with each question
are possible ways in which I might phrase the question in place of or
in addition to the question as primarily worded below.  Note that the
first question is based broadly on the preparatory material and is more
open-ended, to determine whether any of the content in the following
eight questions might be hinted at or stated explicitly before actually
prompted.
1. While you have been learning and using English, have you ever

thought about the actual process of learning a language?  (If
yes, what sort of things have you done that you believe has
helped you with your learning and using English?)

2. How does English work?  (How is it different to Samoan, for
instance?  Have you noted any particular features of English?)

3. What’s it like to learn a language?  (How have you gone about
learning English and/or improving your English?  Would you
say you have developed any language tricks-of-the-trade in
learning English?  Could you name any of these?)

4. What should I learn and how?  (Have you set yourself any ob-
jectives at any time that you can recall – as to what you would
learn?  What resources do you use to help you?  How do you
use them?)

5. What should I emphasize?  (Are there particular features or
particular difficulties, maybe, in English that you want to spend
more time on?)

6. How should I change?  (Have you at any time changed the way
you learn English, or even thought about changing it?)

7. How am I doing?  (Can you recall moments when you have
actually asked yourself this question?  Have you thought about
any aspects of learning English that you still need to work out?)

8. What am I getting out of this (meaning something in particular
– a particular strategy you have used, for example.  Are some
activities more useful for you than others?  Which?  Why?)
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9. How am I responsible for my learning, and how is it affecting
me?  (How do you think one should go about learning a lan-
guage, given your own considerable experience of doing this?
What’s it like for you, learning English?)

Appendix 3
O”Malley and Chamot’s typology of learning strategies (Ellis 1994:537-
8)
Learning Strategy Description

Metacognitive
Advance organizers Making a general but comprehensive preview of the

concept or principle in an anticipated learning activity.
Directed attention Deciding in advance to attend in general to a learning

 task and to ignore irrelevant distractors.
Selective attention Deciding in advance to attend to specific aspects of

language input or situational details that will cue the
 retention of language input.

Self-management Understanding the conditions that help one learn and
 arranging for the presence of those conditions.

Advance preparation Planning for and rehearsing linguistic components
 necessary to carry out an upcoming language task.

Self-monitoring Correcting one’s speech for accuracy in pronunciation,
grammar, vocabulary, or for appropriateness to the
 setting or to the people who are present.

Delayed production Consciously deciding to postpone speaking to learn
initially through listening comprehension.

Self-evaluation Checking the outcomes of one’s own language
 learning against an internal measure of completeness
 and accuracy.

Cognitive
Repetition Imitating a language model, including overt practice

and silent rehearsal.
Resourcing Defining or expanding a definition of a word or concept

through use of target language reference materials
Directed physical Relating new information to physical actions as with
response directives.
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Translation Using the first language as a base for understanding
and/or producing the second language.

Grouping Reordering or reclassifying and perhaps labelling the
 material to be learned based on common attributes.

Note-taking Writing down the main idea, important points, outline,
or summary of information presented orally or in
writing.

Deduction Consciously applying rules to produce or understand
 the second language.

Recombination Constructing a meaningful sentence or larger language
 sequence by combining known elements in a new
way.

Imagery Relating new information to visual concepts in memory
via familiar easily retrievable visualizations, phrases
or locations.

Auditory Retention of the sound or similar sound for a word,
  representation phrase or longer language sequence.
Key word Remembering a new word in the second language by

 (1) identifying a familiar word in the first language
that   sounds like or otherwise resembles the new
word, and
(2) generating easily recalled images of some
relationship with the new  word.

Contextualization Placing a word or phrase in a meaningful language
sequence.

Elaboration Relating new information to other concepts in memory.
Transfer Using previously acquired linguistic and/or conceptual

knowledge to facilitate a new language learning
task.

Inferencing Using available information to guess meanings of
new  items, predict outcomes, or fill in missing
information.

Social/affective
Cooperation Working with one or more peers to obtain feedback,

pool information, or model a language activity.
Question for Asking a teacher or other native speaker for
clarification repetition, paraphrasing and/or examples.


