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Research on CALL environments that explicitly focuses on the development of strategic competence is 
almost non-existent. This chapter reports on an exploratory study which was conducted as a semester
long, Web-based project to faci/itate the development of L2 strategic competence by means of online 
col/aboration among advanced EFL (English as a foreign language) learners who are students in an 
EFL teacher education program at a German university. The project-called the "Online Learner 
ABCs "---combines an autobiographic approach to raise the learners 'awareness oftheir own strategy 
use with data-driven activities to foster diagnostic skil/s with regard to strategy use. Overall, the "Online 
Learner ABCs" was found to be conducive to the students 'development of L2 strategic competence, in 
particular by rais ing the students 'awareness of a cons iderable number of language learning strategies. 
Deep-level refiections on strategy use, however, remained scant, indicating that further instructional 
fine-tuning is needed. 

INTRODUCTION 

Research on L2 strategic competence has become 
a continuous effort since the 1970s. In the begin
ning, the focus was on communication strategies 

which second language learners employed when 
their linguistic prerequisites were not adequate 
(Selinker, 1972; Varadi, 1980). That is, speech 
production and the mismatch between commu
nicative intentions and linguistic resources were 
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emphasized (Bialystok, 1990; Canale & Swain, 
1980; Frerch & Kasper, 1983; Rababah, 2002; 
Stern, 1983). 

In the 1980s and 1990s, the need for life-long 
learning triggered another perspective on L2 
teaching objectives (Finkbeiner, 2005), and along
side it research on the cogn itive and metacogn itive 
aspects ofautonomous L21earning. These devel
opments have been reflected in language learning 
strategy research (Cohen, 1998; Finkbeiner, 1998, 
2005; O'Malley & Chamot, 1990; Oxford, 1990, 
1996; Rababah, 2002; Rubin, 1975). Most recently, 
a group of renowned L2 strategy researchers has 
initiated the International Project on Language 
Learner Strategies ([POLLS) as a comprehen
sive effort to further advance language learner 
strategy research (Cohen & Macaro, 2007). This 
chapter links up with IPOLLS's work on learning 
strategies and situates it in a collaborative online 
environment. 

Given the long-standing tradition in L2 
learning strategy research, it is surprising that 
empirical studies looking at the intersection with 
CALL (computer-assisted language learning) 
have remained rather scant. For example, when 
consu lting the ERi C (Ed ucation Resources In for
mation Center) database, a search for (empirical) 
research reports yields a total of 29 publications 
(as of June, 2007) based on database queries us
ing combinations of the following descriptors: 
"English (second language)," "foreign language 
instruction," "foreign language learning," "for
eign language teaching," "language learning 
(foreign)," "second language instruction," "second 
language learning," "computer assisted instruc
tion," "computer-assisted learn ing," "intelligent 
computer-assisted instruction," "computer uses in 
ed ucation," "com mun ication strategies," "learner 
strategies," publication type: "reports research." 
As will be evident from the literature review fur
ther below, research on CALL environments that 
explicitly focuses on the development of strategic 
competence is almost non-existent. 
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In order to begin filling this void, this chapter 
reports on a semester-long, Web-based project to 
facilitate the development of L2 strategic com
petence by means of online collaboration among 
advanced EFL (English as a foreign language) 
learners who are students in an EFL teachereduca
tion program at a German un iversity. The project 
uses the "Online Learner ABCs" as a vehicle to 
promote reflection on one's own language learning 
history as weil as on language learning strategy 
use. lt is an adaptation of the ABCs of cultural 
understanding and communication (Finkbeiner 
& Knierim, 2006; Finkbeiner & Schmidt, 2006; 
Schmidt, 1998; Wilden, 2006). The "Online 
Learner ABCs" project designed here employs an 
autobiograph ic approach (Schmidt, 1998; Schmidt 
& Finkbeiner, 2006) together with the LMRplus 
approach (Finkbeiner, 2001, 2004), which is a 
professional tool that aims at raising learners' 
awareness oftheir own strategic competence. 

LANGUAGE LEARNING 
STRATEGIES 

The core question ofthe "Online Learner ABCs" 
project is, first of all, whether and, secondly, how 
learners' L2 strategic competence can be fostered 
through online collaboration. Therefore, we will 
first define the key construct "strategic compe
tence" and then examine how this notion has been 
taken up in the CALL community so far. 

Following Cohen (1998), one can distinguish 
between "language learning strategies" and 
"language use strategies" as being two subsets of 
"language learner strategies." lt should be noted, 
though, that the distinction between language 
learning strategies and language use strategies is 
not always clear-cut in that the latter (e.g., a com
munication strategy such as circumlocution) can 
also contribute to L2 learning (e.g., acquisition 
of a new lexical item based on an interlocutor's 
circumlocution). In the SLA (second language 
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acquisition) literature, the term "strategic com
petence" has predom inantly been associated with 
learners' communicative language ability, as 
evidenced in the following definition· by Bach
man (1990): 

Strategie eompetenee is seen as the eapacity 
that relates language eompetenee, or knowledge 
of language, to the /anguage user s knowledge 
struetures and the features of the eontext in whieh 
eommunieation takes p/aee. Strategie eompetenee 
performs assessment, planning, and exeeution 
functions in determining the most effective means 
of aehieving a eommunieative goal (p. 107). 

Bachman's definition addresses only one sub
set of language learner strategies, namely strate
gies oflanguage use, leaving aside Cohen's (1998) 
second subset, that is, language learn i ng strategies. 
To arrive at a more comprehensive definition of 
strategic competence, we would therefore like to 
extend Bachman's definition as follows: 

1. Strategie competence is seen as the capacity 
that relates language competence, or knowl
edge of language, to the language user's 
knowledge structures and the features of the 
context in which not only communication 
but also language learning takes place. 

2. Thus, strategic competence performs as
sessment, planning, and execution functions 
in determ ining the most effective means of 
achieving a communicative goal on the one 
hand and a language learning goal on the 
other hand. 

3. Furthermore, we argue that L2 strategic 
com petence can en hance the language learn
i ng process by connecting, in a synergetic 
manner, declarative LI, L2, L3, etc. knowl
edge (knowing about the LI, L2, L3, etc.), 
procedural L1, L2, L3, and so on, knowledge 
(knowing how to use the LI, L2, L3, etc.), 
and cond itional knowledge (knowing how to 

use the L1, L2, L3, etc. in a speei.fie eontext) 
(Brown, 1987; Finkbeiner, 2005; Garner, 
1990). 

Based on this more comprehensive notion of 
L2 strategic competence, this chapter specifically 
focuses on language learning strategies (and 
not on language use strategies). According to 
Oxford and Schramm (2007), a language learn
ing strategy is "a specific plan, action, behavior, 
step, or technique that individual learners use, 
with some degree of consciousness, to improve 
their progress in developing skills in a second or 
foreign language" (pp. 47-48). This represents but 
one of numerous definitions that have been put 
forward over the last three decades. lt is neces
sary, therefore, to be aware of the fact that there 
is still a lack of terminological coherence and 
consensus in the field oflearning strategy research, 
including the discussion of criterial features of 
language learning strategies (Finkbeiner, 1998). 
For instance, Oxford and Schramm's definition 
conceives of learning strategies as exhibiting 
"some degree of consciousness," which is in 
line with Finkbeiner's (1998, 2005) proposal to 
situate learning strategies along three continua: 
from conscious to unconscious, from explicit to 
implicit, and from observable to non-observable. 
Cohen (1998, p. 4), in contrast, emphasizes that 
"the element of consciousness is what distin
gu ishes strategies from those processes that are 
not strategic." A füll discussion of this issue and 
related matters is beyond the scope ofthis chap
ter, but readers need to be cogn izant of possible 
caveats in learning strategy research emanating 
from the current state in the field, which clearly 
necessitates further research. 

According to O'Malley and Chamot's (1990) 
taxonomy oflanguage learn i ng strateg ies, one can 
distinguish between cognitive, metacognitive, and 
social and affective strategies: Cognitive strate
gies (such as repetition, translation, summarizing, 
resourcing, elaboration, or inferencing) "involve 

379 



interacting with the material to be learned, ma
nipulating the material mentally or physically, or 
applying a specific technique to a learning task" 
(O'Malley & Chamot, 1990, p. 138). Metacogni
tive strategies (such as planning, selective atten
tion, self-monitoring, orself-evaluation) "involve 
thinking about the learning process, planning 
for learning, monitoring the learning task, and 
evaluating how weil one has learned" (O'Malley 
& Chamot, 1990, p. 137). Social and affective 
strategies (such as cooperation, questioning for 
clarification, or self-talk) "'involve interacting with 
another person to assist learning or using affec
tive control to assist a learning task" (O'Malley 
& Chamot, 1990, p. 139). 

Chamot and O'Malley (1994, p. 372) argue 
that the efforts of language learning strategy 
research rest on the assum ption that "expl ic it meta
cogn itive knowledge about task characteristics 
and appropriate strategies for task solutions is a 
major determ iner of language learn ing effective
ness" (Chamot & O'Malley, 1994, p. 372). As 
we have seen, there is quite some discrepancy in 
the discussion of the role of dimensions such as 
explicitness, implicitness and so on. Furthermore, 
many L2 learners do not use strategies when left 
at their own devices, or at least they do not use 
them effectively. This can be due to affective 
factors, such as fear of failure (Covington, 1985, 
1997), but also due to difficulties in judging and 
evaluating the dynam ics of situated and adequate 
strategy use (Finkbeiner, 2005, p. 421). This ob
servation has given rise to research on and the 
implementation of learning strategy instruction, 
driven by the argument that L2 learning can be 
more effective "if students become more aware 
of the range of possible strategies that they can 
consciously select during language learning and 
language use" (Cohen, 1998, p. 65). To this end, 
Cohen (1998) outlines the following goals of 
learning strategy instruction: 

1. Self-diagnose their strengths and weak
nesses in language learning; 
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2. Become more aware of what helps them to 
learn the language they are studying most 
efficiently; 

3. Develop a broad range of problem-solving 
skills; 

4. Experiment with both familiar and unfa
miliar learning strategies; 

5. Make decisions about how to approach a 
language task; 

6. Monitor and self-evaluate their performance; 
and 

7. Transfer successful strategies to new con
texts (pp. 66-67). 

To implement these goals oflearning strategy 
instruction, highly individualized, learner-cen
tered, context- and task-specific learning scenarios 
can prove beneficial (Finkbeiner, 2005, pp. 424-
478). As a first step, learners should be guided 
to become aware oftheir own language learning 
processes and behaviors. For this reason, most 
approaches to strategy instruction include an 
awareness-raisi ng component as their fundamen
tal building block (e.g., Chamot, Barnhardt,El-Di
nary, & Robbins, 1996; Cohen, 1998; Finkbeiner, 
2005; Oxford & Leaver, 1996; Yang, 1996). The 
project described in th is chapter focuses expl icitly 
on awareness raising as the participants' start
ing point on the way to becoming strategically 
competent L2 learners. 

STRATEGIC COMPETENCE AND 
CALL 

Let us now turn to the question in what ways L2 
learn ing strategies (as a component ofL2 strategic 
competence) have been addressed in the area of 
CALL. When examining the relevant literature, 
the following categories of studies emerge: 

1. Descriptive studies. Studies in this cat
egory exam ine learners' strategy use du ring 
CALL activities which are not specifically 
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geared toward fostering learners' strategic 

competence; taken as manifestations of 
actual learner behavior. The results of this 

type of study are typical ly us~d to make 
informed decisions as to how the design of 
the CALL activity under investigation can 
be improved. 

2. Interventionist studies. Studies in this cat
egory are based on CALL activities which 
specifically aim at fostering leamers' strate
gic competence; they are interventionist in 
that the CALL activity under investigation 
seeks to influence the students' learning 
processes and behaviours (e.g., by elicit
ing strategy use, by raising the learners' 
awareness of strategies). lt should be noted, 
however, that two of the studies listed in 

Table 1 (i.e., Barnes,Medina, Plaskoff, & 
Robertson, 1990; Bull, 1997) are pilot stud
ies which describethe intended intervention 
( e.g., task design, software features) without 
implementing and testing it empirically. 

Among these studies one can further distin

guish between studies within the computer-as
tutör vs. computer-as-tool framework: "With a 

CALL tutor, a computer program analyzes and 
evaluates an individual learner's response to a 

question, and provides feedback on it" (Levy & 

Stockwell, 2006, p. 22) whereas "with computer 
tools the role ofthe technology is best described 
asan 'enabling' device" (Levy & Stockwell, 2006, 
p. 24). For example, in the latter scenario, the 
computer provides and facilitates access to dic

tionaries and other databases, electronic writing 
and publishing environments (e.g., wikis, blogs), 
as weil as means of computer-mediated commu
nication (CMC; e.g., e-mail, forums, text/voice 
chat, MOOs). 

Table 1 contains references to studies repre
senting each ofthese categories. In line with this 
chapter's focus on the development of strategic 
competence (rather than the mere description of 

strategy use), we will now review selected inter
ventionist studies in more detail. 

lnterventionist Studies Within the 
Computer-As-Tutor Framework 

In an early interventionist study, Barnes et al. 
(1990) describe the development of software 
which aims at supporting ESL (English as a sec

ond language) students' essay planning skills by 
focusing on task-specific metacognitive strategies. 
The software raises the students' awareness of ef
fective essay planning strategies (e.g., techniques 

Table 1. Studies on learning strategies in CALL environments 

Type of study 

Deseriptive studies 

Interventionist studies 

Purpose/studies 

Deseriptive studies investigate strategy use during CALL aetivities whieh do 
not speeifieally aim at fostering leamers' strategie eompetenee 

Aharony (2006), Duquette (1999), Freese (1997), Jamieson and 
Chapelle (1987), Knierim (2001), Liou (1997), Liu and Reed (1994), 
Peterson (2006), Smidt and Hegelheimer (2004), Ulitsky (2000), 
Vineent and Hah ( 1996), Vinther (2005), Yeh and Lo (2005) 

Interventionist studies investigate CALL aetivities which specifically aim at 
fostering leamers' strategie eompetence 

Bames et al. ( 1990), Bull ( 1997), Chang (2007), Hauck (2005), 
Knierim (2000), Ma and Kelly (2006), Meskill (1991) 
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to organize one's ideas). Several essay planning 
strategies are described and practiced, and their 
usefulness regarding the different stages of the 
writing process is highlighted. However, since 
this study is primarily concerned with the design 
ofthe program, Barnes et al. do not make any at
tempt to assess learners' development of strategic 
competence by using their software. 

Bull (1997) reports on the development of an 
intelligent CALL program, called Mr. Collins, 
which aims at raising learners' awareness of 
learning strategies for specific language learning 
exercises ( e.g., pronoun placement). Based on indi
vidual learners' profiles as well as the interactions 
between the learner and the software ( e.g., learner 
errors and learner self-assessment), Mr. Co/lins 
introduces selected strategies. Furthermore, 
students are encouraged to request information 
about alternative strategies. The primary aim is 
to "encourage a learner to reflect on what may 
work best for him as an individual" (Bull, 1997, 
p. 31 ). Like Barnes et al. (1990), Bull (1997) does 
not refer to any empirical data that would eluci
date to what extent the software authors' design 
decisions result in improving students' strategic 
competence in practice. 

Knierim (2000) describes the development of 
a Web-based listening/viewingtask forbeginning 
university-level learners ofGerman (N = 20). To 
facilitate the students' comprehension, the Web 
environment . provides technology-enhanced 
scaffolding (e.g., pausing/reviewing video clips 
at will, listening to key words from each section 
of the video clip, access to an online dictionary) 
and strategy-based pre-listening activities. Each 
segment ofthe video clip was preceded by strat
egy-based pre-listening activities which were 
supposed to elicit context-specific strategies such 
as personal/world elaboration, voice/paralinguis
tic inferencing, and summarization (Knierim, 
2000, p. 22). To raise the students' awareness of 
how the strategy presented can be helpful, the 
rationale of each of these activities is explained. 
Knierim (2000) found that "the students who 
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received only technological support or no support 
at all performed best, followed by the group with 
technological plus strategic support" (p. 32), while 
the students provided only with strategic support 
performed worst. These results were taken to 
indicate that the beneficial effect of technological 
supportduringthe listeningtask investigated may 
have been more immediate; in contrast, strategic 
support may require more extensive practice in 
order to take effect. 

Ma and Kelly (2006) describe the principled 
development of a vocabulary learning program 
called WUFUN for Chinese EFL learners. One 
of the program's features are word memorization 
aids which provide advice on how the vocabulary 
covered by the program can be memorized by 
introducing strategies such as verbal association, 
imagery, and rhyming (Ma & Kelly, 2006, p. 26). 
The authors examined the question whether the 
learners were able to develop vocabulary learn ing 
strategies while using the program by asking the 
participants (N = 35) to indicate which, if any, 
strategies they acquired from using the software. 
Ma and Kelly (2006) found that "most learners 
mentioned just one or two strategies" and that "the 
learners tend to adopt the strategies that require 
less mental effort" (p. 37). The authors concluded 
that in future versions of the software vocabulary 
learning strategies instruction would have tobe 
made more explicit. 

lnterventionist Studies Within the 
Computer-As-Tool Framework 

In a study by Meskill (1991), ESL students (N= 
34) worked with a student-controlled database 
of video sequences which contained syntactic, 
semantic, pragmatic, and cultural information 
about Engl ish conversation strategies. To facil itate 
the students' interaction with the video sequences 
in a strategic manner, several kinds of advice 
messages were displayed by suggesting the use 
of strategies such as rehearsal, monitoring, plan
ning, association, and resourcing (e.g., by using 
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the program's dictionary). The advice messages 
were in the form of "Why don't you try ... " or 
"Think about .... " However, the performance 
scores of students receiving the advice messages 
and of those who d id not receive the strategic 
advice were not statistically significantly differ
ent. Yet, additional qualitative dataobtained from 
fol low-up interv iews suggested that most students 
were "incl ined to attend to and follow suggestions 
concerning how to interact with the multimedia 
content presentation with weaker strategists at
tend ing more closely to and desiring more ofthe 
same kind of advice" (Meskill, 1991, p. 286). 

Chang (2007) describes a Web-based instruc
tional program focusing on EFL reading, which 
was embedded in an online course management 
system. To facilitate the students' use of meta
cognitive strategies, they were required to fill in 
a self-monitoring recording form prior to begin
ning their online course work. The form asked 
the students, who were enrolled at a Taiwanese 
col lege (N = 99), to record: 

1. Their starting time, 
2. The place from where they were accessing 

the course, 
3. Any persons they were studying with, and 
4. A prediction oftheirscoreon an after-lesson 

quiz (Chang, 2007, p. 190). 

After finishing a session, the students were 
also requested to indicate 

5. Their finishing time, 
6. The actual quiz score, and 
7. Anything which distracted them from the 

learning process (Chang, 2007, p. 190). 

Whenever a student began a new session, he 
or she was shown her learning history based on 
the information gathered from the self-monitoring 
recording form. lt was found thatthe students who 
worked with the Self-Monitoring Recording Form 
performed statistically significantly better (as 

measured by comprehension tests, assignments, 
and discussions) than students who were not 
provided with this component of the Web-based 
course. Chang (2007) concluded that: 

Students 'monitoring of their study time and the 
learning environment helped them complete the 
academic task and alerted them to any breakdown 
in attention or comprehens ion; the test-predicting 
strategy provided students with opportunities to 
evaluate their own learning (p. 194 ). 

These positive results are especially notewor
thy given the relative simplicity, both methodologi
cally and technological ly, of the treatment, that 
is, the self-monitoring recording form. 

In the context of distance language learning, 
Hauck (2005) investigated the development of 
metacognitive strategies through online activities 
which relied on the "elicitation of learners' self
and contextual knowledge and bei iefs, articulation 
of what has come to awareness, confrontation with 
alternative views, and refiection on the appropri
ateness ofrevising, expanding one's knowledge" 
(Hauck, 2005, p. 74, referring to Wenden, 1998; 
emphasis in original). Following these principles, 
Hauck utilized task-based activities focusing on 
individual learners' skills and how these may be 
best utilized (or further improved) in Web-based 
distance language learning. Over a period offive 
weeks, the tasks were performed in group or pair 
work, mediated by a tutor, within a virtual learn
ingenvironmentwhich allowed foraudio-graphic 
conferencing among the participants (N = 14). 
To evaluate the students' metacognitive growth, 
Hauck analyzed observation protocols of the learn
ers' verbal interactions as well as the learners' 
reflective comments on each session. Moreover, 
a questionnaire inquiring about the learners' 
"self-awareness as weil as their awareness of 
their individual approaches to language learning 
online" (Hauck, 2005, p. 75) was administered 
upon completion of the project. Based on these 
data Hauck concluded that the approach taken in 
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her study "can enhance the cognitive capacities 
underlying effective LSM [learner self-manage
ment]" (Hauck, 2005, p. 79) as weil as learners' 
strategic knowledge (Hauck, 2005, p. 80). 

In sum, when looking at the interventionist 
studies on learner strategies in CALL environ
ments, we can observe the following (see Table 
2): The num berofintervention ist stud ies-that is, 

studies focusing explicitly on fostering students' 
use of strategies or strategic competence as a 
whole-is still very small (see also Table 1). Not 
all of the interventionist studies identified in the 
CALL I iterature, wh ich has been reviewed above, 
are empirical but are merely "design stud ies." The 
results of studies which investigate the relation
ship between the elicitation oflearning strategies 
by means of a CALL task and learners' task 
performance are mixed, which is in line with the 
still ongoing debate on the empirical validation 
ofthe relationship between strategy knowledge/ 
use and achievement (Friedrich & Mandl, 2006). 
While Knierim (2000) and Meskill (1991) did not 
yield any conclusive evidence, only the results of 
Chang (2007) are more positive, indicating that 
the approach taken in that study (i.e., by fostering 
students' self-monitoring strategies) does indeed 
improve learn ing outcomes. On ly two studies from 
the CALL literature (Hauck, 2005; Ma & Kelly, 
2006) have been identified as attempting to assess 
learners' development of strategic competence. 

Developing L2 Strategie Competence Online 

Based on this review of studies focusing on 
learning strategies in CALL environments, the 
need for empirical research on the development 
of L2 strategic competence is clearly evident. In 
addition to learners' self-reports on perceived 
changes in strategic competence, CALL strat
egy research needs to devise ways of rendering 
strategy knowledge and use visible so as to be 
susceptible to observation. Furthermore, given the 
recent developments in CALL which emphasize 
using the computer as a tool for L2 learning (as 
opposed to a tutor), the Jack of research on strate
gies in computer-as-tool CALL is significant. In 
particular, this holds true for Web-based CALL 
activities which make use of a broad range of 
online communication and collaboration tools, 
such as e-mai 1, forums, chat (text-based and voice ), 
instant messaging, MOOs, blogs, podcasts, and 
wikis (for recent overviews, see, e.g., Fotos & 
Browne, 2004; Hegelheimer & Knierim, 2006; 
Levy & Stockwel 1, 2006). 

THE "ONLINE LEARNER ABCS" 

The present study seeks to address the above iden
tified gap in current CALL research by reporting 
on a semester-long project with 34 students (30 
female, four male) in a graduate-level seminaron 
"language learning strategies" in an EFL teacher 

Table 2. Characteristics of interventionist studies on learner strategies in CALL environments 

Study 
Computer as 

Empirical N 
Assessment of 

tutor tool L2 performance strategic competence 

Bames et al. (1990) ✓ 

Bull (1997) ✓ 

Knierun (2000) ✓ ✓ 20 ✓ 

Ma & Kelly (2006) ✓ ✓ 35 ✓ 

Chang (2007) ✓ ✓ 99 ✓ 

Hauck (2005) ✓ ✓ 14 ✓ 

Meskill ( 1991) ✓ ✓ 34 ✓ 
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education program at a German university. The 
participants are advanced learners of English as 
a foreign language. The "Online Learner ABCs" 
aimed at facilitating the students' strategic com
petence by supplementing the face-to-face classes 
as a blended learning project. 

INSTRUCTIONAL DESIGN OF THE 
PROJECT 

The pedagogical considerations underpinning 
the project are firmly grounded in constructivist 
and experiential approaches to foreign language 
education (Finkbeiner, 2000, 2005; Legutke & 
Thomas, 1991; Van Lier, 1996; Vygotsky, 1962, 
1978). Specifically, the project is based on the 
following models and approaches, respectively: 

The LMRplus Model 

In the LMRplus model (Finkbeiner, 2001, 2004), 
L stands for learner, M for moderator, and R for 
researcher. The model focuses on "cooperation and 
col laboration among the changing roles of teacher 
and learner and researcher" (Finkbeiner, 2004, p. 
114) as weil as the different sets of competencies 
and strategies that one needs for each of these roles. 
Furthermore, it suggests that every participant 
in an educational setting can optimize his or her 
learning experience by assuming all three roles 
(e.g., during the course of a semester project and 
by developing the role-specific strategic compe
tencies ). The "plus" in the model refers to the fact 
that the foreign language (in this case, English) is 

used as the veh icle for classroom com m un ication, 
thus rendering a subject-mattercourse (i.e., on EFL 
teaching methodology) into a content-based lan
guage classroom. The LMRplus model provides 
the overarching framework for the present study, 
since students will act as learners, moderators, 
and researchers throughout the project. 

With regard to CALL, Finkbeiner (2001) 
examined the impact of the LMRplus model in 

two studies: (a) a qualitative study in an intensive 
tutorial program (N = 8) and (b) a qualitative
quantitative survey study with groups inside and 
outside a CALL environment (N = 82). A special 
focus was on CALL novices vs. CALL experts. 
By means of a questionnaire "students' attitudes, 
experience and concrete behavior in different 
situations concerning CALL and cooperation" 
were investigated (Finkbeiner, 2001, p. 138). The 
most striking result was that attitudes towards 
cooperative learning in a CALL environment 
were filled with great skepticism in all groups. lt 
was remarkable that the CALL novices expressed 
more apprehension as to cooperation in a CALL 
environmentthan the CALL experts (Finkbeiner, 
2001, p. 145). The study showed that processes 
such as organization, planning, initiation, facili
tation, and evaluation of a collaborative CALL 
classroom seem tobe key in contributing to more 
positive attitudes towards cooperative learning 
in a CALL environment (Finkbeiner, 2001, p. 
145). Furthermore, there was a gender issue with 
female students favoring cooperation in a CALL 
environment more than male students. 

The ABCs Model of lntercultural 
Understanding and Communication 

The first phase of the project utilizes and adapts 
the ABCs Model oflntercultural Understanding 
and Communication (Finkbeiner, 2006; Fink
beiner & Koplin, 2002; Schmidt, 1998; Schmidt 
& Finkbeiner, 2006) which originally aims at 
exploring cultural and intercultural differences 
through a three-step process involving two indi
viduals from different cultural backgrounds. The 
three steps are: 

1. A: Writing an autobiography. In the ABCs 
process, the autobiography is written in the 
mother tongue. lt is considered a protected 
textwhich is immuneto criticism, feedback 
and/orcorrection. It is individual and private 
and, thus, not shared with the partner; yet, 

385 



Developing L2 Strategie Competence Online 

Table 3. Instructions for the "online learner ABCs" 

Step 

A 

B 

C 
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lnstructions 

Writing a Leamer Autobiography 
List and describe rnernories, starting with your earliest, as they relate to learning, literacy developrnent, 
and language leaming- inside and outside of school. Upload your autobiography by clicking on the link 
provided on the course Website. Expected length: 200-500 words (rnore if you want to) in English. 

Writing a Leamer Biography about Your Partner 
"Interview" your partner regarding his or her mernories, starting with the earliest, as they relate to learning, 
literacy developrnent, and language leaming-inside and outside of school and write a leamer biography 
about hirn/her. The process is reciprocal: You will write a biography about your partner, and he/she will 
write one about you. 
The " interviews" will be conducted on our course Website (OCCO) using 

1. Chat roorns 
2. Forums 

The basic idea is to use the rnore fast-paced cornrnunication in the chat room to generate ideas you would 
like to talk about, to quickly exchange your opinions, and so on. The forurn is rnore suitable for substantial 
answers, comrnents, reflections, and so on. 
After cornrnunicating with your partner, you will write a leamer biography about your partner based on 
the information he or she provided during the chat sessions and forum discussions. Expected length of the 
biography about your partner: 200-500 words (rnore if you want to) in English. 
To conclude Step B of the learner ABCs, you are going to review the biography which your partner wrote 
about you. Also, you are going to revise the biography which you wrote about your partner. This process 
will be irnplernented on the OCCO course Website using a so-called wiki, which is an online tool for 
collaborative writing. 
Please look at the biography your partner wrote about you and review it by examining the following: 

Content: Does your partner present your 'life story' as a language leamer in an appropriate way? Are 
there any rnisrepresentations or inaccuracies? Also, are there any additional points that, frorn your 
point of view, would be important or interesting to add? 
Language: Since we all English as a foreign language, it is always beneficial to check one's language 
for appropriateness and correctness. Please highlight any language problerns you notice. You do not 
need to provide the corrections but you rnay wish to add a cornrnent. 
Finally, please revise the biography which you wrote about your partner (based on your partner's 
feedback). Please address any rernarks, questions, and so on raised by your partner, and fix any 
language problerns highlighted by your partner. 

Cornparing Leamer Biographies 
Cornpare your own autobiography with the biography your partner wrote about you: Look carefully at 
HOW your partner describes the events and experiences frorn your life story as a (language) learner. 
Are there any subtle, "hidden" cornrnents or interpretations in what your partner wrote about you? 
How do your partner 's perceptions of certain events, experiences, or leaming processes in your life 
story as a (language) learner differ frorn your own perceptions (cf. your autobiography)? How rnight 
all this be related to learner-specific behaviors, values, and beliefs? 
Cornpare your own autobiography with the biography you wrote about your partner: Do you see any 
interesting similarities in your partner's and your own life story as a (language) learner? For exarnple, 
are there sirnilar experiences, events, or leaming processes that were/are irnportant in your lives? In 
what respect, precisely, are these "sirnilar" experiences (really) sirnilar, or how do they rnaybe ditfer 
after all? On the other band, are there any striking events or experiences ("critical incidents") in your 
partner's life story as a (language) leamer that would be unlikely tobe part of your own life story 
as a (language) leamer? Or, are there any striking events, experiences, or leaming processes in your 
partner's life that, in all likelihood, would have a different rneaning, relevance or irnpact in your own 
life as a (language) learner? Do you see any connection to leamer-specific behaviors, values, and 
beliefs? 
Write down (in English) the findings from your comparisons post thern in the forurn for Step C. Only 
you and your ABCs partner have access to this forurn. Respond to your partner 's cornparison results 
(in this forurn) , cornrnent on thern, and ask for clarification (if necessary). (NB: Ifyou wish, you can 
schedule another chat session with your partner to discuss your findings.) 
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as part ofthe assignment it has tobe shared 
with the teacher. 

2. B: Interviewing the partner to write a biog
raphy about him or her. This text is written 
in the target language, it is shared, feedback 
by the partner is possible (see point 4.). 

3. C: Comparing the autobiography of oneself 
with the biography about the partner (and, 
optionally, the partner's biography about 
oneselt) to explore cultural differences and 
similarities as well as seif- and other-percep
tion. This part of the assignment is written 
as an academic paper in thetarget language. 
lt is evaluated with respect to the depth of 
metacognition, awareness, and reflection 
on the perception of the seif and the other 
(Finkbeiner, 2006, pp. 35-39). 

4. The European adaptation (extending the 
original ABCs model by Schmidt, 1998) in
cludes a fourth step: validating the biography 
by re-reading the biography and allowing 
each partner questions for clarification and 
feedback (Finkbeiner & Koplin, 2002). 

Forthe purposes ofthe present study, the ABCs 
model is used to explore similarities and differ
ences in the participants' life stories as learners 
within the framework oftheir individual "learn
ing cultures." The special focus thereby lies on 
L2 learning and L2 learning strategies. As in the 
original ABCs model, the "Online Learner ABCs" 
is done in learner dyads. However, in contrast to 
the original ABCs model, which is conducted in 
a face-to-face environment, the "Online Learner 
ABCs" has been adapted to the online environ
ment (for further attempts to utilize the ABCs 
model in online scenarios, see Finkbeiner & 
Knierim, 2006; Knierim, 2006; Knierim, Wade, 
& Wilden, 2004; Wilden, 2006, 2007). 

The goal of this phase of the "Online Learner 
ABCs" is to raise the participants' awareness of 
their backgrounds as L2 learners, oftheir learn ing 
habits and processes, and perceptions towards L2 
learning, thus addressing one building block of 

strategy instruction. See Table 3 for the instruc
tions given to the participants for each step of 
the project. 

DESIGN OF THE CALL 
ENVIRONMENT 

To implement a user-friendly and flexible Web
based environment forthe project, we employ the 
Open Source on I i ne learn ing management system 
Moodle, which has been used in ourdepartmental 
section of applied linguistics, foreign language 
research and intercultural communication for 
three years. Our Moodle installation, labeled 
OCCO (Online Course Companion), supplements 
all of our face-to-face classes. Therefore, the 
participants in this study were already familiar 
with theonlineenvironmentbeforethe beginning 
of the project. 

The "Online Learner ABCs" makes use ofthe 
following features and activity types available in 
Moodle (see Figure 1). 

In step A ofthe ABCs process, the participants 
writeandsubmittheirlearnerautobiographyusing 
Moodle's "assignment" learning activity. In step 
B, the learners, who work in self-selected pairs, 
'interview' each other regarding their life stories 
as L2 learners using text-based chat rooms and 
forums. The participants are asked to go through 
several cycles of online chat sessions (see Figure 
2 for an example) and forum discussions so as to 
allow for both spontaneous, fast-paced interac
tion (using the chat room) and more in-depth 
reflection (using the forum). Each student pair 
can only access their own chat room and forum 
in order to facilitate a thorough one-on-one ex
change and provide privacy. After finishing the 
interview process, the participants compose a 
learner biography (in the target language) about 
their partner. To conclude step B, Moodle's 'wiki' 
learning activity is used, which allows for peer 
editing and feedback: The participants upload 
the biographies, which are then 'reviewed' by 
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Figure 1. The course Website an the Moodle-based platform "OCCO" 
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.1. 12 :32 Tina: in the flr;t years i hod to learn vocabulary to make writing and understanding possible at all but 
when you have a certain amoun ts of words in your mind you don 'tleom new vocabulray so rrequently, 1 woutd 
say 

..l. H:33 Anne : totally true,, ,, J was so much more dlUgent concernlng to that when I was younger. .... shome on 
me ! 

..1. 12:33 Tina: On me too, Whal d id you do to impro,e your skills in En!jlish during sct,oot time? Anything spechl? 

.1. t2:3➔ Anne: nowodays I realy have to force mysaf In ord9r to leam new words 

..1. 12:35 Anne : later at sch.od ! started to learn new words with the help of these little box.es aod flash cords (1 
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the partner about whom the biography has been 
written. This way the content ofthe biographies 
can be validated (Finkbeiner & Koplin, 2002). 
Furthermore, the participants are asked to provide 
feedback to the partner on any language problems 
they notice (peer review). In step C ofthe ABCs 
process, each student composes a synopsis by 
comparing his or her own learner biography with 
that ofhis or her partner. Special emphasis is put 
on similarities and differences regarding learning 
strategy use, learning habits, and learner types. 
These synopses are shared in an online forum 
and discussed in the face-to-face dass meetings. 
(See also Table 3.) 

By moving the ABCs model to an online 
environment, we al low our students to be time
and space-independent when interacting and 
cooperating with their peers. This is especially 
important, since a )arge proportion of our students 
are commuters, which makes it hard for them to 
meet physically in study groups outside of dass. 
Most importantly, chat session transcripts and 
forum discussions leave a 'permanent trace' (as 
opposed to oral communication), which can help 
the students reflect more thoroughly on the task at 
hand, both regarding content and language. The 
same holds true for wiki-based collaboration, 
which keeps track of everyone's ideas and modi
fications, thus documenting the learning process 
in a way otherwise impossible or impractical at 
least. This approach also addresses one of the 
shortcomings of previous research on strate
gies in CALL environments, namely the lack of 
observation data as the basis for the subsequent 
analysis of the development of strategic compe
tence. By utilizing these self-generated corpora 
as 'permanent traces' ofthe learning process we 
also expect the students to develop a higher level 
of metacognition and language awareness. 

RESEARCH QUESTIONS AND 
PROCEDURES 

To exam ine the development of the students' 
strategic competence duringthe "Online Learner 
ABCs," we focus on the following research ques
tions: 

1. In step A ofthe "Online Learner ABCs:" ls 
there any evidence of (a) awareness of and 
(b) reflection on one's own language learn
ing strategy use in the participants' learner 
autobiographies? 

2. In steps B and C of the "Online Learner 
ABCs:" To what extent do the online "in
terviews," the composition of the learner 
biography about one's partner, and the 
comparative synopsis trigger additional 
insights into one's own L2 strategy use-in 
comparison to the autobiography-i n terms 
of (a) awareness and (b) reflection, indicat
ing the further development of strategic 
competence? 

These research questions warrant a qua) itative 
analysis of the data, following the principles and 
procedures of content analysis (Mayring, 2003), 
supplemented by quantifications (i.e., descriptive 
statistics). The data analysis is based on (a) the 
texts written by the students (autobiographies, 
biographies, comparisons), (b) the forum discus
sions, (c) the chat session transcripts, and (d) the 
peer editing and feedback during the wiki-based 
activities-all ofwhich are stored on the OCCO 
course Web site. To ascertain the inter-rater 
reliability of the strategy coding procedure, the 
data were coded independently by two graduate 
students who were experts in learning strategy 
research and the ABCs model and who also 
received specific coding guidelines. In a second 
step, the authors of this chapter cooperatively 
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checked and discussed the instances of strategy 
use identified, eliminating those for which agree
ment could not be reached. 

In addition to the aforementioned data col
lection procedures, an evaluation questionnaire 
asking the participants to provide feedback on the 
perceived usefulness of the project was adminis
tered upon completion of the project. 

The research outlined here is descriptive and 
exploratory as it represents the first attempt to 
adapt the original ABCs model to a Learner 
ABCs. Moreover, there is still little experience 
with implementing the ABCs model in a Web
based setting (Wilden, 2006, 2007). Hence, our 
goal is to document the participants' learning 
processes in such a way as to be able to reduce 
the observational data and interpret the results 
(Alassuutari, 1993). Specifically, we extracted 
certain categories from the data (i.e., cognitive, 
metacognitive, and social and affective strategies) 
in order to detect structures or patterns. This 
procedure allows us to have an overall as weil as 
detailed look at the development of L2 strategic 
competence in the collaborative online learning 
environment investigated in this study. 

RESULTS AND DISCUSSION 

1s There Any Evidence of 
Awareness of One's Own Language 
Learning Strategy Use in the 
Participants' Learner 
Autobiographies? 

We will define awareness of language learning 
strategy use with reference to the three out of 
the five domains used as indicators for language 
awareness by James and Garrett ( 1991 ): (a) the 
cogn itive domai n, (b) the affective domai n, and ( c) 
the performance domain . Accord ingly, awareness 
oflanguage learning strategy use is defined as the 
explicit or implicit knowledge of one's language 
learn ing process (includ ing affective factors, such 
as emot ions, interests, likes, and dislikes). 
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We used the participants' explicit or implicit 
knowledge of their specific L2 learning plans, 
actions, behaviors, steps, or techniques as an 
indicator for awareness of their own language 
learning strategy use. Representative examples 
are shown further below. 

As can be seen in Table 4, an average num
ber of 5.8 strategies were mentioned or implied 
by the participants in their autobiographies at 
the beginning of the project, indicating a basic 
level of awareness of strategy use in their own 
experiences as a foreign language learner. Given 
the limited length of the autobiographies (200-
500 words, see Table 3) and also in relation to 
Ma and Kelly's (2006) findings reported above, 
these findings appear to be well in the range of 
what can be expected from advanced L2 learners, 
especially at the outset ofthe project. lt should be 
noted, however, that the level of strategic aware
ness differs considerably among the individual 
participants, as indicated by the minimum and 
maximum values in Table 4. Furthermore, when 
looking at the different strategy categories, the 
students' awareness of metacogn itive strategies 
seems to lag behind that of cognitive and social 
and affective strategies. Against the background 
of previous strategy research, this finding is not 
surprising in that learners are less accustomed 
to verbalizing metacogn itive processes, wh ich 
makes them particularly challenging to uncover 
(Finkbeiner, 1998, 2005; Finkbeiner, Knier im, 
Ludwig & Wilden, in press; Finkbeiner, Ludwig, 
Wilden & Knierim, 2006). Finkbeiner (1998) la
bels this phenomenon as metacognitive illiteracy: 
"Another challenge for research projects working 

in the field of learning strategies and techniques 
lies in the fact that it is possible that many learn
ers have no declarative knowledge whatsoever 
concerning their input of strategies and so can be 
described as ' metacognitive illiterates'" (Funda
mental research questions, paragraph 11). 

The following examples are representative of 
the students' statements and comments in their 
learner autobiograph ies resu lti ng from the step 
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Table 4. Participants ' reference to learning strategies in their learner autobiographies 

Category of strategies 
Mean 

Cognitive strateg ies 2.3 

Metacognitive strategies 1.4 

Social and atfective strategies 2.1 

Overall 5.8 

A in the ABCs process (examples from the data 
are presented verbatim, including any errors and 
mistakes): 

"J used to write new words into my vocabulary 
books and then learnt these words writing them 
down on a piece of paper. Every ward 1 did not 
write correctly, 1 had to write three times again. " 
- Cognitive strategy (repetition) 

"Up to today, 1 visualize contents whilst learn
ing, but not really with pictures - 1 rather see 
the words in front of my closed eyes " - Cognitive 
strategy (imagery) 

"/ was very interested in music and 1 wanted to 
find out what the text meant. So I took the song
books from the CDs and started translating the 

English songs. While hearing the songs again, 1 
understood a lot and I could remember a lot of 
unknown vocabulary because I knew what the 
German translation meant. "- Cognitive strategy 
(intertextual transfer, translation, repetition) 

"Jfound out that at a special time in the afternoon 
1 could keep in mind things best. " - Metacognitive 
strategy (planning) 

''Another characteristic strategy of mine was 
'playing the teacher. 'I imagined 1 was the teacher 
and 1 had to explain the learning matter to the 
students. 1 was sitting in my room and talked 
to a fictive class. And while explaining it to the 

Strategies referred to 

Min. Max. SD 

0 5 1.6 

0 3 0.7 

0 6 1.7 

10 2.3 

'others' 1 learned the stuff. " - Metacognitive 
strategy (rehearsing, simulation, self-monitoring, 
self-evaluation) 

"During all those years 1 started to talk to people 
inEnglishchatroomsfromallovertheworldwhich 
helped me a lot to improve my language skills. " 
- Social and affective strategy (seeking opportuni
ties for L2 exposure and use) 

"Dur parents are not highly educated and do not 
speak any foreign language, so whenever I had a 
problem at school, 1 asked my older brother to help 
me. "-Social and affective strategy (cooperation, 
questioning for clarification) 

These examples also illustrate the most sig
nificant feature of the "Online Learner ABCs," 

that is, its autobiographic approach, which allows 
the students to delve into their personal learning 
histories as the foundation oftheir continuing L2 
development. 

1s There Any Evidence of 
Reflection on One's Own Language 
Learning Strategy Use in the 
Participants' Learner 
Autobiographies? 

Whenever a student comments on or evaluates 
specific plans, actions, behaviors, steps, or tech
n iques employed in L2 learning, this isconsidered 
to represent reflection on his or her language 
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learning strategy use. An inductive analysis 
of the data revealed the particular relevance of 
evaluative statements; that is, the students voiced, 
for example, the perceived effectiveness of a cer
tain learning-related behavior (or lack thereof). 
Furthermore, the students' comments frequently 
represented an affective response. 

From a quantitative perspective, it is evident 
that most students' autobiographies included af
fective and evaluative statements: On average, 
each student com mented nearly eight ti mes (rang
i ng from zero to 17 times) on his/her previous 
learning experiences in an affective or evaluative 
manner. (The figures for affective and evaluative 
statements are added up für readabil ity reasons.) 
The following quotes from the autobiographies 
illustrate the personal and vivid character of the 
students' recollections: 

"J have always been a person who liked working 
alone, even yet in those days. 1 knew weil that the 
only person 1 can rely on was 1 and that is why 1 
never liked teamwork very much. ... Often, 1 have 
been disappointedwhen 1 relied on fellow students, 
at school as weil as at university " (Apprehension 
to cooperation). 

"In secondary school lfurthermore learned a lot 
about the English Grammar. All these new rules 
and explanations, which were mostly followed 
by gap texts or other exercises, sometimes really 
confused me. As 1 always had heard correct English 
1 had developed this feeling which enabled me to 
do these exercises without looking at the grammar 
rules. " (Written by a student raised bilingually, 
who had a lot of L2 exposure through his British 
mother) ( Attitudes towards formal and functional 
grammar teaching approaches). 

"/ already had difficulties in German [i.e., his 
Li] andin the foreign language it got worse. 
I hated English. At the end of .fifth grade 1 only 
just managed to get afour minus [i.e., minimum 
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pass ing grade]. Due to private lessons 11 1 could 
improve to a weak three at the end of class six " 
(Self-ful.fillingprophecy of the negative perception 
of the seif as a language learner) . 

"In my .first English lesson ever the teacher came 
into the classroom carrying a huge basket. The .first 
thing he took out of the basket was an apple. He 
told us what it was called in English. He went on 
picking several things out of the basket. We had to 
repeat the English words. 1 enjoyed it very much 
because 1 found it very easy. " (Positive attitude 
towards action-oriented teaching). 

''When 1 arrived in Mexico 1 could hardly say 
a ward in Spanish. Understanding what people 
were saying was almost impossible for me. But, 
after three to Jour months I was able to use the 
Spanish language quite fiuently. But this happened 
from one day to the other. There was no process 
1 recognized. I remember beingfrustrated all the 
time, and than suddenly it changed. " (Feelings 
perceived during the transition from formal in
struction to immersion) 

"We used several colored cards in school, on 
which things iike a cat, a clock or something to 
eat was shown and we learned how to read and 
how to write the words. This wasfun; because my 
whole class was proud of the new words we could 
read andwrite " (Positive attitude towards holistic 
learning, using word-picture combinations). 

"My father s loveliest hobby is listening to music. 
So, my sister and 1 got to know the Beatles, Abba 
and the Rolling Stones when we were very young. 
Even in the kindergarten 1 started to hear and to 
sing songs like 'Satisfaction 'or 'Take a chance 
on me. 'As a matter of course the text 1 sang was 
completely wrang, but it was a wonderful feeling 
to realize what they really do sing in there songs 
when 1 entered the .fifth class. Therefore learning 
English not only meant to learn a foreign language 
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but also to learn what the bands teil the world 
with their songs "(Prior experience with authentic 
texts and impact on L2 learning). 

These exam ples are representative of the broad 
range of experiences wh ich the students were 
willing to share from their individual learning 
h istories. Obviously, the personal approach of 
the ABCs model helped the students tap into 
their past learning behaviors and processes as 
valuable starting points for reflection on one's 
own learning processes. On the other hand, these 
examples also reveal that there is still additional 
potential for further reflection. 

Regard i ng example (l ), the student m ight want 
to mention what exactly made her disappointed 
during group work, or how precisely she or her 
fellow students (failed to) work together, or what 
she can do in the future to make cooperative 
learning a more satisfying learning experience 
for herself. Regarding example (3), the student 
could have elaborated on what he did during the 
private lessons to improve his grade, forexample, 
by reviewing grammar rules or vocabulary (and 
if so, how exactly he and his private tutor pro
ceeded). Regard ing example (5), the student m ight 
want to hypothesize, in retrospect, how her L2 
fluency developed, for it seems logical that this 
did not really happen overnight as indicated in 
the autobiography. Of course, one may argue, it 
is quite challenging to recall details such as these 
especially if the episodes concerned happened 
many years ago. However, even if more specific 

details cannot be accurately remembered, the 
students might be able to discuss with their ABCs 
partner possible explanations or solutions, thus 
initiating more deep-level, metacognitive reflec
tion. In otherwords, asuccessful exploitation ofthe 
learner autobiograph ies h i nges upon the students' 
ability to wonder-that is, to recognize episodes 
in their learning histories which warrant further 
questioning about one's learning processes and, 
in particular, learning strategies. To what extent 
the chat- and forum-based interv iews between 
the ABCs partners, which followed the writing 
of the autobiographies, contributed to triggering 
further reflection ofthis kind will be explored in 
the following section. 

To What Extent Do the Learner 
Biographies About One's Partner 
and the Comparative Synopses 
Trigger Additional Awareness of 
Language Learning Strategy Use? 

After composing their autobiographies individu
ally (without sharing it with their partner), the 
students 'interviewed' their partners using a chat 
room and forum, wh ich were kept separate for each 
ABCs tandem, to write a learner biography about 
the respective partner. At this stage ofthe ABCs 
Model, it is critical that the students go beyond 
merely retelling their individual autobiographies 
to their partner. Otherwise no add itional insights 
into each other's learning histories (including 
strategy use) would emerge. (Note: Since the 

Table 5. Participants 'reference lo learning strategies in the learner biographies about their partners 
(in addition to those mentioned in the autobiographies) 

Category of strategies 
Strategies referred to 

Mean Min. Max. so 
Cognitive strategies 1.5 0 5 1.6 

Metacognitive strategies 1.0 0 3 1.1 

Social and affective strategies 2.0 0 4 1.4 

Overall 4.5 0 10 2.8 
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biographies were written and peer-edited in 
a wiki, it would be interesting to examine the 
composition process in detail instead of only the 
product, that is, the biography. However, this is 
beyond the scope of this chapter.) 

Table 5 shows that an average number of 
4.5 strategies per student were mentioned in 

the learner biographies which had not been 
mentioned in the autobiographies. This overall 
average frequency as weil as the average frequen
cies for cognitive and metacognitive strategies 
are somewhat smaller than the correspond ing 
frequencies found forthe autobiographies; social 
and affective strategies were mentioned approxi
mately the same number oftimes in steps A and 
B of the ABCs model (see Table 4). In sum, the 
process of interviewing one's ABCs partner still 
triggered the recall of a considerable number of 
episodes from the participants' learner histories, 
almost doubling the total number of strategies the 
students had become aware of by writing their 
learner autobiographies. This overall picture 
clearly indicates that the participants in th is study 
went beyond regurgitating their autobiograph ies. 
Instead, the interaction with the partner appears 
to have stimulated the recall of additional details 
from their memories as (language) learners in
cluding learning strategies. 

Furthermore, the use of chat rooms, forums, 
and wikis may have positively affected the inter
viewing process in several ways. Specifically, the 
students were able to use their preferred channel 
of communication: While some opted for the 
more fast-paced and interactive chat room, oth
ers appeared to favor the forum, which allowed 
them tobe more ti me-i ndependent and to develop 
their thoughts in a setting that exerts less com
municative pressure. Thus, byprovidingdifferent 
online tools, we were able to cater for different 
learner preferences. W hen compari ng the "On I i ne 
Learner ABCs" with a 'traditional' face-to-face 
ABCs (Finkbeiner & Koplin, 2002), the partici
pants in the present study had a wider variety of 
options to monitorthe ABCs process and harness 
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the available information since the entire com
municative process was stored online. Typically, 
in a face-to-face ABCs, quite a bit ofinformation 
tends to get lost because the participants' ability 
to take exhaustive notes during the interview is 
limited; and even ifthe interview is recorded on 
tape, the process of viewing or listening to the 
recording tends to be more cumbersome than 
reviewing the log of a chat session, forum entries, 
or wiki pages (as in an online ABCs). However, 
based on the present study it is not possible to 
fully ascertain whether these advantages of a 
Web-based ABCs outweigh the lack of face-to
face interaction. 

When examiningthe individual ABCs dyads' 
progression, it turns out that the interviewing 
phase was not equally effective for all student 
pairs. Specifically, there are seven students who 
uncoveredonlytwooreven feweradditional strat
egies in comparison to their autobiographies. On 
the other hand, there are eight students who-by 
being interviewed by their partner-became 
aware of a larger number of strategies than by 
writing their autobiographies. Interestingly, four 
of the seven students for who step B was least 
successful, were partners. One of these pairs 
'complained' about the ABCs process in a class 
discussion because they had known each other 
extremelywell beforethe beginningofthe project 
thus rendering the interview phase-for these 
two students-into an artificial process. (Thus 
this kind of project might be particularly useful 
for e-tandem projects involv i ng students at d i ffer
ent locations.) For the remaining less successful 
students no particularexplanation can be gleaned 
from the data available. 

In contrast to the learner biograph ies, the com
parative synopses (step C ofthe "Online Learner 
ABCs") trigger hardly any additional awareness 
of strategy use. The students generally limited 
themselves to summarizing their findings by 
comparing the autobiographies and biographies 
at the surface level. Almost without exception, 
they focused on checking the biography, which 
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their partners had written about them, for any pos
sible misrepresentations oroversights. Moreover, 
they merely named the sim i larities or d ifferences 
between their partner's learning history and their 
own; that is, they did not engage in any further 
reflections on the deeper meanings of seemingly 
'similar' and 'different' episodes or incidents, as 

intended by the detailed instructions for step C 
(see Table 3). The rather superficial conclusion of 
the ABCs process can most likely be attributed to 
the time constraints imposed on the project (final 
exams, deadlines for term papers). 

To What Extent Do the Learner 
Biographies About One's Partner 
and the Comparative Synopses 
Trigger Additional Reflection on 
Language Learning Strategy Use? 

When exam in ing the biograph ies for affective and 
evaluative statements, which would be indicative 
of the students' reflection on their strategy use, 
a striking difference becomes obvious: While 
each autobiography contained almost eight affec
tive/evaluative comments, only 2.5 comments of 
this type appeared in the biographies (on aver
age, respectively). In other words, the degree of 
reflection-as defined in this study-was much 
lower in the biograph ies than the autobiograph ies. 
This may be due to the fact that, apparently, the 
participants tried to write the biograph ies as 
'objectively' as possible, avoiding any personal 
interpretations or judgments. By itself, the lack of 
reflection at this stage of the ABCs process does 
not constitute a significant problem. However, 
when taken together with the limitations of step 
C as described above, it becomes evident that the 
present instructional design does not yet fully 
exploit the anticipated potential for reflection on 
one's strategy use, at least not at stage C of the 
ABCs process. Ways ofamendingthis shortcom
ing will be discussed in the following. 

Student Evaluation 

The following feedback regarding the "On line 
Learner A BCs" was sol icited from the project 
participants as part of the course evaluation. 
The students were asked to respond to the fol
lowi ng stimuli: (1) what I really liked, (2) what 

really surprised me, (3) what I would like to learn 
more about, and (4) further comments. The most 
significant findings are captured by the following 
quotes from the students' responses: 

W hat the students real ly I i ked: "it was a good 
possibilityto learn somethingaboutone's learning 
strategies," "the meta(cognitive) level, to become 
aware about, or to learn about your own steps of 
learn i ng," "compare with other person," "you learn 
more about your partner th is 'connects' people," 
the chat session was fun-for me, the first time, 
I did a chat session!" "divided into small steps, 
clear instructions, good online platform." 

What real ly surprised the students: "how sim i
lar our learner biographies seem tobe," "during 
the chat session I really 'learnt' much more about 
me in detail ," "I was surprised how easy it was 
to have an interesting, in depth discussion in the 
chatroom," "myself as a learner." 

What the students would like to learn more 
about: "more experiences; more documentation; 
more reporting; what others have written about," 
"can you involve th is into a class/do it with stu
dents?" (i.e., with high school students), "people 
from another country what would be different? 
Do they use different strategies ... ?" 

Further comments: " the deadlines for step A 
and B were too hard," " it is really hard in the ABC 
because it is not possible to 'meet the partner."' 

The students' feedback on the "On 1 i ne Learner 
ABCs" suggests that the principles underlying 
the ABCs process did indeed trigger meaningful 
insights into one's own as weil as the partner's 
learning behaviorsas weil as learning strategy use. 
Also, the students appear to have enjoyed using 
the Web-based environment; in particular, they 
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discovered online chatting, which some students 
had never done before, as a valuable tool for mean
ingfu 1, educational purposes (and notonly forthe 
casual chit-chat among friends). On the other hand, 
the tight schedule for the project was considered 
problematic and probably this had a detrimental 
effect on the depth of the students' reflections 

in step C. Several students also expressed their 
curiosity with regard to the ABCs model itself 
and its applicability in different contexts (e.g., 
Web-based and face-to-face, in a cross-cultural 
setting, with high school students), which testifies 
to the appeal of the ABCs Model (Finkbeiner, 
2006; Finkbeiner & Knierim, 2006; Finkbeiner 
& Koplin, 2002, Schmidt, 1998; Schmidt&Fink
beiner, 2006; Wilden, 2006, 2007). 

Summary of Findings 

Overall, the "Onl ine Learner ABCs" can be con
sidered conducive to the students' development 
of L2 strategic competence. By writing their L2 
learner autobiographies, followed by interview
ing a fellow student in order to write a learner 
biography about him or her, the participants 
became aware of a considerable number of lan
guage learning strategies. As far as reflection on 
strategy use is concerned, the students frequently 
included evaluative and affective comments in 
their autobiographies. However, the students' 
learner biograph ies and comparative synopses 
yielded only a very limited number of reflec
tive comments, and the level of reflection was 
lower than in the autobiographies; in part, this 
may be attributed to the project's tight schedule. 
Yet, this result also corresponds with Wilden's 
(2007) findings that the ABCs seem to trigger a 
lot more processes connected to the perception 
of the seif than of the other (Finkbeiner, 2006, 
pp. 35-39). In sum, steps A and B of the ABCs 
process contributed effectively to raising the stu
dents' awareness oflanguage learning strategies; 
step A was also conducive to in itiating students' 
reflection on strategy use. The design of steps B 
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and C, as implemented in this study, should be 
modified according to the time frame available; 
further suggestions for alternative implementa
tions of steps B and C will be presented below. 
G iven the exploratory nature of th is study, the 
ABCs model appears tobe a viable option to fos
ter students' L2 strategic competence deserving 
further instructional fine-tuning and empirical 
i nvestigation. 

FUTURE TRENDS 

Online communication and collaboration ac
tivities such as the ones described in the present 
chapter lend themselves very weil to exploring 
personal experiences in a collaborative fashion. 
lt is extremely useful, both for instructional and 
research pu rposes, that online cou rse management 
systems (such as Moodle) allow for the conve
n ient storage and retrieval of student-student and 
student-teacher interaction, providing additional 
opportunities for metacognitive reflection based 
on the 'permanent traces' left by forum/chat dis
cussions, wiki-based activities, and so on. 

Therefore, future research on L2 strategic 
competence (and other issues) in CALL envi
ronments should continue using digitally stored 
observation data, ideally in combination with self
report data (student interviews, questionnaires) 
and proficiency or achievement tests (as external 
reference criteria). The investigation of learner 
factors can shed more I ight on questions such 
as why some students appeared to benefit more 
from the "Online Learner ABCs" in comparison 
to others. A related issue concerns the learners' 
age (i.e. cognitive and metacognitive maturity) 
and L2 proficiency level if an "Online Learner 
ABCs" is to succeed. Accordingly, it may be 
necessary to use the Ll(s) and incorporate more 
teacher guidance. 

Also, since the ABCs process in its present 
form isquitetime-consuming,onemightconsider 
turning step C intoa whole-classactivity (instead 
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of continuing the pair work, the results ofwhich 
might be too challenging for weaker students to 
communicate effectively to the class); in such a 
scenario, the teacher could also provide more 
guidance in order to trigger deep-level reflections. 
For example, one can focus the students' aware
ness on five most important, striking, surprising, 
interesting, or just thought-provoking words 
both in the autobiography and biography. Once 
the students have filtered out the five words für 
their personal hit list they wil1 be encouraged to 
comment on each single one and reflect on it on 
a deep level, including dimensions such as atti
tudes, values, and beliefs (which might originate 
from a cultural script; Finkbeiner, forthcoming). 
On the basis of the hit lists and comments they 
will be encouraged to create a language learner 
profile in a mind map. The mind maps will then 
be exhibited in a learner mind map gallery in 
class (Finkbeiner, 2003). They will be compared 
in order to discover certain patterns, as weil as 
similarities and differences. Only after this pro
cess has been successfu lly com pleted students 
will be asked to compare the two lists extracted 
from the autobiography and biography and start 
process C. 

As the "Online Learner ABCs" appears to 
be suited for raising students' awareness of L2 
strategies, it may serve as the starting point in a 
series of activ ities to foster students' L2 strategic 

competence (see the previous recommendations 
for strategy instruction). 

CONCLUSION 

In recent years, the intersection of CALL and 
language learning strategies has begun to attract 
theCALLcommunity'sattention inorderto better 
understand students' learning processes in com
puter-enhanced language learningenvironments. 
However, based on research going beyond the 
description of strategy use in CALL applications, 
teachers and materials developers can also explore 

ways of developing learners' strategic com petence 
as such, which will facilitate L2 learning in face
to-face as weil as technology-enhanced settings. 
As this chapter has illustrated, this endeavor 
does not necessarily require the development 
of complex and expensive software; rather, by 
devising tasks and learning scenarios which 
effectively employ easily available Web-based 

communication and collaboration tools- in this 
case, to become aware of and reflect on learning 
strategyuse- teachers can significantly enhance 
their students' L2 learning experience. The more 
the tasks in an online environment are related 
to the students' own and authentic L2 learn ing 
experiences as weil as their learner identities, 
the better and more powerful their insights into 
their own L2 learn ing processes wi 11 be. Th is way 
they will become active agents and win owner
ship over their own learning and over their own 
selves. By moving the ABCs model to an online 
environment, wetake students seriously as active 
learners as we allow them tobe time- and space
independent when interacting and cooperating 
with their peers. Furthermore, by usingtheirown 
chat session transcripts and forum discussions as 
a 'permanent learning trace' we help them reflect 
more thorough ly on their learn ing process and use 
their self-generated texts as their own language 
learning mirror. 
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KEY TERMS 

The ABCs Model of Intercultural Under
standing and Communication (Schmidt, 1998; 
Schmidt&Finkbeiner,2006): Aimsatexploring 
cultural and intercultural differences through a 
three-stepprocess involvingtwo individuals from 
different cultural backgrounds. The three steps 
are: (1) A: writing an autobiography about your
self (which is not shared with the partner), (2) B: 
interviewingthepartnertowriteabiographyabout 
him or her, (3) C: comparing the autobiography of 
oneselfwith the biography aboutthe partner(and, 
optionally, the partner's biography about oneself) 
to explore cultural differences and similarities as 
weil as seif- and other-perception. 

Computer-As-Tutor vs. Computer-As-Tool 
CALL: "WithaCALL tutor, acomputerprogram 
analyzes and evaluates an individual learner's 
response to a question, and provides feedback 
on it" (Levy & Stockwell, 2006, p. 22) whereas 
"with computer tools the role of the technology 
is best described as an 'enabling' device" (Levy 
& Stockwell, 2006, p. 24). 

Intelligent CALL (ICALL): Intelligent 
CALL denotes the use of artificial intelligence in 
the development of CALL materials, for exam ple, 
to create intelligent tutoring systems which are 
capable of processi ng and giv i ng feedback on 
freelanguageinput. 
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Developing L2 Strategie Competence Online 

Language Learning Strategy: A "specific 
plan, action, behavior, step, or technique that 
individual learners use, with some degree of con
sciousness, to improvetheirprogress in developing 
skills in a second or foreign language" (Oxford 
& Schramm, 2007, pp. 47-48). These plans, ac
tions, behaviors, and so on, can be placed on three 
continua, ranging from conscious to unconscious, 
from explicit to implicit, and from observable to 
non-observable (Finkbeiner, 1998, 2005). Fur
thermore, learning strategies can be categorized 
into major groups, forexample, by distinguishing 
cogn itive, metacogn itive, and social and affective 
strategies (O'Malley & Chamot, 1990). 

LMRplus Model: In the LMRplus model, 
L stands for learner, M for moderator, and R for 
researcher. The model focuses on "cooperation and 
col laboration among the changing rotes of teacher 
and learner and researcher" (Finkbeiner, 2004, p. 
114) as weil as the different sets of competencies 
that one needs for each of these rotes. 

Strategie Competence: Seen as the capacity 
that relates language competence, or knowledge 
of language, to the language user's knowledge 
structures and the features ofthe context in which 
communication and language learningtakes place. 
Strategie competence performs assessment, plan
n ing, and execution functions in determining the 
most effective means of ach ieving a communica
tive or language learning goal. lt connects de
clarative, procedural, and conditional knowledge. 
(adapted from Bachman, 1990, p. 107). 




