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1. INTRODUCTION

It is often said that the university entrance examination
dominates the whole educational system and practice in Japan. Ac-
cording to a report issued by the Ministry of Education (1990,
November), the total number of applicants to universities and
junior colleges reached approximately 1,160,000 in 1990, and the
total number of successful applicants was about 730,000. In addi-
tion, the rankings of universities are very sharp, and there ig g
widespread perception that entering renowned universitieg
guarantees that the students can obtain better jobs after gradua-
tion. These are some of the important factors which make enter-
ing universities very competitive. As pointed out by Hughes
(1989), "if a test is regarded as important, then preparation for
it can come to dominate all teaching and learning activities" (p,
1),

Numerous arguments and discussions have taken place on the ip-
pact or the washback effect of the entrance examinations,.
However, little empirical research into the effects of the
entrance exam on foreign language learning after entering univer-
sities has been done. Berwick and Ross (1989) is one study taking
the effect of the entrance exam seriously. They noted that most
Japanese students lack motivation to learn EFL after matricula-
tion, observing that '"the intensity of motivation to learn English
hits a peak in the last year of high school"(p. 206). Ratzlaff
(1980) and Kamada (1987), cited in Berwick and Ross’s study, also
drew similar conclusions that the entrance exam negatively affects

motivation to learn EFL.
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These studies are intriguing and informative for teaching and
research in EFL. However, the washback effect of the entrance
examination does not seem to be restricted to the motivational
aspects of learning. Rather it seems to have far-reaching effects
on the overall process of learning and teaching EFL., Some univer-
sity students often ask how they should learn EFL in a better way.
These students, who passed the entrance examination, seem to be
lost when it comes to learning EFL efficiently in an examination-
free situation. Also university teachers lament that evel;x after
entering university the students stick to examination-related
strategies which they acquired when they were preparing for the
entrance examination. In addition to these anecdotes, there are
several researchers who suggest that a tést will influence how
learners learn (Stern 1983; Izawa 1990; Alderson 1991). However,
it is not clear at all what quantity and quality of the effect
the entrance examination has on language learning strategies. The

report below attempts to answer this question.

2. FOREIGN LANGUAGE LEARNING STRATEGIES

Learning strategies are commonly defined as "the special
thoughts or behaviors that individuals use to help them com-
prehend, learn, or retain new information" (O’'Malley and Chamot
1990: 1). Oxford (1986a) claims that research on language learn-
ing strategies is important because they are "related to success-

"n

ful language performance,""encourage learner autonomy, are teach-
able, and expand the role of the teacher in useful ways" (p. 6).
The language learning strategy research which has been done so
far could be classified into four major types according to their
purposes.
a. Descriptive research which is intended to taxonomize the
strategies being used by various language learners (e.g.,
O’'Malley, et al. 1985; Oxford 1986a).

b. Descriptive research which examines specifically what
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kind of strategies are used by successful/unsuccessful
learners (e.g., Naiman et al. 1978).

c. Research into the issue of learner training; that is, the
area which examines how the strategies which are iden-
tified as those being employed by successful learners can
be taught to unsuccessful learners (e.g., Cohen and Aphek
1980; Holec 1987).

d. Research into how strategy use is related to other factors
such as learner characteristics, university majo\r, and
career choice (e.g., Oxford and Nyikos 1989; Ehrman and
Oxford, 1989). .

The present study will complement the fourth type of strategy
research by examining the impact of examinations as one of the
factors that affect the use of foreign language learning

strategies.

3. THE STUDY
3.1 SUBJECTS

A total of 312 first and second year students of the English
department of B college took part in the study. However, 156 stu-
dents were chosen at random out of these students so that there
were a balanced number of students in each of the four categories
which were set up according to the criteria described below. The
students who had stayed overseas were excluded from consideration
since such an experience might be a factor affecting attitudes
toward the entrance examination.

B college is situated in a rural area of Japan, and all the
students are females. They rarely had a chance to use English in
daily life. Those who took part in the study were studying
English for about 20 hours a week at college, in addition to other
general subjects such as history, and mathematics. Out of the 20
hours, two hours were taught by native speakers of English during
both the first and second years. The age range was from 18 to 20.
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As is generally the case in Japan, there were two ways of en-
tering the college. One was through an examination, and the other
was through recommendation. In the case of the recommended stu-
dents of B college, they were accepted on the basis of their high
school records, and they were exempted from the examination com-
pletely. In addition, these students were not allowed to be a
candidate of universities or colleges other than the B college
they were recommended to enter, so that they were supposed to be
relatively free from the effects of entrance examination. There
were 39 students who entered the college through examination and
39 who did not take it (i.e., who were recommended) for each of
the first and the second years.

The examination of B college did not iﬁclude'listening and
speaking, but it included questions testing vocabulary, grammar,
reading, and translation of Japanese into English.

3.2 HYPOTHESES

From the results and findings of the previous research, the
following three hypotheses were drawn concerning the relationship
between the effects of the entrance examination and the students’
strategy use.

First, there will be differences in strategy use of the first
year students who entered the college by taking the exam and those
who did not take the exam. The differences would reveal the na-
ture of the washback effects of the entrance examination.

Second, the entrance examination seems to affect the strategy
use in that it might narrow down the range of strategy types stu-
dents use by having them rely on some specific strategy types
which are considered effective for them to pess the examination.
Thus, the exam students will report using narrower range of
strategy types than do the recommended students. These exam
specific strategies might include, in terms of Oxford (1990a)’s

categorization, memory, cognitive, and metacognitive strategies
’

179

but not more communicatively oriented strategies such as social,
and affective strategies. Details of each of these strategies will
be described in the next section.

Third, it is presumed that the effects of the entrance examina-
tion on language learning strategies will decrease in the case of
second year students since as the study of Berwick and Ross (1989)
shows, attitudes and motivation change as the study at college
progresses. Saljo (1979) also suggested that the studen}s’ con-
ception of learning changes as they continue to study at college,
which induces changes in learning strategies as well. Thus, it
seems to be quite reasonable to<hypothesize that the use of lan-

guage learning strategies is different in the first year and the

second year.

3.3 INSTRUMENTATION

Strategy Inventory for Language Learning (SILL) was used as a
tool to elicit learning strategies of the present subjects. The
SILL was "originally developed for the Language Skill Change
Project, which periodically assesses the amount of change found in
language skills after the learner’s foreign language training has
been completed" (Oxford 1990a: 265). Among several versions of
the SILL, version 7.0 was chosen for the present study. This SILL
consists of 50 items and is intended to examine the strategies
employed by learners of English as a foreign language. Each item
asks the respondent to indicate his or her frequency of using a
certain learning strategy on five-point scale (from 1, "almost
never" to 5, "almost always"). The internal consistency
reliability of SILL (version 7.0) measured by Cronbach alpha is
.95 (Oxford 1990b), which indicates that this inventory provides
highly consistent and accurate information on the use of language
learning strategies.

The items of the SILL are classified into six groups: memory

(items 1 through 9), cognitive (10-23), compensation (24-29),



180

metacognitive (30-38), affective (39-44), and social (45-50)
strategies. These strategies come from two major classes: Direct
strategies (memory, cognitive, and compensation strategies), and
indirect strategies (metacognitive, affective, and social
strategies). Direct strategies, which are related to language,
take charge of remembering and retrieving new information (memory
strategies), understanding and producing the language (cognitive
strategies), and using the language despite knowledge gaps
(compensation strategies) (Oxford 1990a: 14-15). On the other
hand, indirect strategies deal with general management of learning
(metacognitive strategies), regulating emotions (affective
strategies), and are in charge of learning with others (social
strategies) (Oxford 1990a: 15). | '

For the present study, the English version of SILL was trans-
lated into Japanese in order to minimize the effects of individual
differences in reading ability in English among the students. 1In
the process of translation, every effort was made to maintain the
same proposition of each item, although a circumlocution was used
for some items which were quite difficult to be translated
literally into Japanese. After that, two Japanese who are profi-
cient in English were asked to try out the translated version of
the SILL, and to reproduce the propositional content in English.
The items which were found to be distorted were corrected!. (This
procedure, suggested by Allwright, 1990, helps keep the inventory
as reliable as the original version.)

SILL was employed for the present study for the following
reasons. First, the inventory is based on a more comprehensive
and detailed system of language learning strategies than any other
system that has been proposed so far. And second, because SILL is
a questionnaire type inventory, it is suitable to elicit a large
amount of data; that is, it is less time~-consuming to be ad-
ministered compared with other elicitation procedures such as

think-aloud and retrospective account.
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SILL was administered in an English class during the middle of
April, 1990, about two months after the entrance examination, and

one week after the new term started.

3.4 DATA ANALYSIS PROCEDURE

Data analysis followed largely the one employed in Oxford and
Nyikos (1989). The steps taken were as follows: 1) extracting the
underlying factors of the SILL through factor analysis;\Z) cal-
culating descriptive statistics such as frequencies in each factor
discerned above for each of the groups of students defined in the
section above; 3) examining the“statistical significance of dif-
ferences in strategy use in these groups of students for each fac-
tor through ANOVA (or analysis of variance). ANOVA permitted the
analysis of the effects of the two variables on strategy use at
the same time. In addition, through the analysis, the interaction
effects of the variables could be obtained. In other words, it
could be shown, for example, whether the entrance examination af-
fected the strategy use of the first-year students but not the
second year students, and so on.

The data were first analyzed through factor analysis in order
to tailor the classification system of learning strategies to the
present subjects. The system developed by Oxford (1990a) is in-
genious and inspiring for theoretical as well as practical pur-
poses. However, as she admits, it is "still in its infancy," and
"any existing system of strategies is only a proposal to be tested
through practical classroom use and through research" (pp. 16-17).

Finally, note that missing data were excluded from the
analyses. That is, in cases where the respondents left questions
blank, I excluded the items from my consideration.

4. RESULTS
4.1 RELIABILITY AND CLASSIFICATION VALIDITY OF THE SILL
Before going into the details of the present analyses, let us
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look at the reliability of the present SILL. The internal consis-
tency reliability measured by Cronbach’s alpha was .93 for the 156
students. This coefficient largely corresponded to the one which
has been reported in Oxford (1990b), who reports the reliability
of the English version of SILL (version 7.0) is .95. Thus, the
reliability analysis revealed that the translated version of SILL
is highly reliable as well as the original English version,
providing consistent and accurate information on the use of lan-
guage learning strategies.

In order to attest the classification validity of SILL, factor
analysis based on principle components analysis (with Varimax
rotation) was employed among others. As a result, although there
were some overlaps with Oxford's system, a very different picture
emerged for the present subjects, overall?., For example, item 3
(i.e., I connect the sound of a new English word and an image or
picture of the word to help me remember the word.) belongs to
"memory strategy" in Oxford’s system, while it belongs to a
strategy group labeled "communicative learning strategy" in the
present result. However, because the present classification of
learning strategies is more empirically based, it was employed for
further analyses instead of Oxford’s. Below are the characteris-
tics of each strategy group according to the present results.

Communicative learning strategies (Factor 1) are related to
"learning through communication" or "learning by using the lan-
guage." The examples include: seeking an opportunity to use
English, trying to use it without being afraid of making mistakes,
and trying to obtain as much authentic input as possible through
various media. Compensation and Buessing strategies (Factor 2) are
employed when the knowledge of English is not enough and needs
compensation. "Guessing" could be regarded a a part of the com-
pensation strategy in that it can be conceived as "compensating
for the lack of knowledge by guessing." The specific items in-
cluded are guessing the meaning of unfamiliar words, predicting
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i i i for the
what comes next while listening and reading, making up fo

i first
deficiency of knowledge of the target language by using the fi

1 ge, paraphrasing, and gestures. Socio-affective strategies
anguage,

(Factor 3) are characterized as focusing on the social aspect? :f
language, and managing affective factors in language learntzn;
Examples include asking for help from native speak?rs, coopefa to
with other students, managing feelings about learning Fy trying .
relax when speaking, and giving a reward or treat for 1mpgo*emen .
Formal learning strategies (Factor 4) are related to learning

language in a formal setting such- as learning English as a school

o b
subject: Practicing the sounds, memorizing new words by

— -

riting them several times, reviewlng lessons, and planning
" ;

Mental operational strategies (Factor 5)

hedule for learning.
e Examples are putting a new word

are Ielated to "\e“tﬂl oper ations.
in a s nt. Ci em bel the woxd Wl th the si tuation wher it
€ ence, I em ing h 1 e

i . ; -
appears, summarizing the information, creating a mental linkag
’

/ - . B
between new knowledge and information, and imagining when rem

bering new words.

4.2 STATISTICAL ANALYSES OF STRATEGY USE .
Before examining the results concerning the hypotheses, we .
first look at the overall frequencies of strategy use for each o

the five factors. As Table 1 shows, the order of frequencies of

3 =3. F4
strategy use according to its total means are: F2 (Mean=3.920),

Table 1 Overall frequencies of strategy use

F1 F2 F3 F4 F5
143 148 147
: 208 S0 3.2720 3.0839
.4865 3.3920 2.7951 .
Megg 2.7148 .7418 .6722 +7911 .7455

Communi i i ies; =Compensation and

= tive learning strategles! F2 ekl “
Flessin:nztiategies; F3=Socio-affective strategles? F4=Formal
%:arning strategies; F5=Mental operational strategies
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(13‘;2720), F5 (3.0839), F3 (2.7951), and F1 (2.4865). However, in
) ’
order to examine whether the differences between these strategy

iBCtOIS were St&tlstlcally Slgnlflcant, lepeated measures

. through which five means
(of the five factors) for the same (related) subjects could be
compared at the same time (Norusis 1988)

analysis is given in Table 2.

analysis o i 4 i
N f variance" was carried out,

The result of the
The differences among the five

Table 2 ANOVA design. 1: Average tests of significance for f
using unique sum of squares i

Source of Variation SS
DF MS F i
Sig of F
Within Cells 167.45 ‘
) 556 30
Fact .
actors 78.76 4 19.69 65.38 .000

f
actors for the related subjects were found to be significant
F=65.38;
(F=65.38; p<.000) overall. Then the Ryan test was administered
for each pair to see where the differences lie.
given in Table 3.

The results are
oy Further, the rank order of the five factors was
a in Table 4 according to the results of the Ryan test

Table 3 Ryan test of differences of frequencies in each factor

Factor F1 F2 F3 F4 F5
1
- 10.458 = 3.540 = 9.087 = 6.900 =
- 6.894 x 1.398 3.583 =
: 5.517 = 3.335 &
2.191

* = p<.05

It can be seen that the subjects used communicatively oriented
strategies such as socio-affective and communicative learning 1
than .other strategies which are presumed to be used in fo -
learning settings. This result is consistent with that of Oxxf::dl

and Nyikos (1989), who also reported that their American stud t
ents
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tended to "employ strategies ... likely to be useful in a tradi-
tional, structure oriented, discrete point foreign language in-
structional environment geared toward tests and assignments" (p.

293).

Table 4 Rank order of strategy use

Rank Order Strategy Factors
1 F2 (Mean=3.3920) F4 (Mean=3.2720)
Compensation and guessing Formal learning
2 F4 (Mean=3.2720) '~ F5 (Mean=3.0839)
Formal learning Mental operational
3 F3 (Mean=2.7951)

Socio-affective

4 F1 (Mean=2.4865)
Communicative learning

Let us now examine the results of analyses concerning the
hypotheses. Details of the frequencies of strategy use in each
factor by each of the four groups of students (lst-year exam stu-
dents, 2nd-year exam students, lst-year recommended students, and
2nd-year recommended students), and the results of ANOVA are given
in Table 5. Looking at this Table, overall, no significant ef-
fects of years of studying at college on the types of strategy use
were found, while the method of entering college had significant
effects in all factors except Factor 3, the socio-affective
strategies. No significant interaction effects between the two
variables were observed in any of these factors. It can be said
from these results that the students who took the entrance ex-
amination reported using four out of five strategy groups (the
communicative learning strategies, the compensation and guessing
strategies, the formal learning strategies, and the mental opera-
tional strategies) more frequently than those who did not take the
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Table 5 ANOVA for strategy use in each strategy group

Factor 1: Commmicative learning strategies
Method Examination Recommendation
Year 1st 2nd lst 2nd
N 37 35 35 36
Mean 2.5985 2.7610 2.2714 2.3234
SD +8410 .6636 .6381 6045
Source of Variation ss DF MS F Sig of F
Main Effects 5.436 2 2.718 5.545 .006
Method (A) 5.051 1 5.051  10.304 .002
Year . (B) .468 1 .468 +956 .330
2-Way Interactions
AXxB .100 1 .100 .203 .653
Factor 2: Compensation and Huessing strategies
Method Examination Recommendation
Year 1st 2nd 1st 2nd
N 37 36 37 37
Mean 3.7399 3.6632 3.1014 3.0709
SD .5998 .6627 .8228 6142
Source of Variation S8 DF MS F Sig of F
Main Effects 13.427 2 6.713 14.614 .000
Method (A) 13.236 1 13.236 28.811 .000
Year (B) 11 1 .111 .242 .623
2-Way Interactions
AXxB .005 1 .005 .010 .920
Factor 3: Socio-affective strategies
Method Examination Recomnendation
Year 1st 2nd 1st 2nd
N 37 34 35 37
Mean 2.9054 2.8559 2.7486 2.6730
SD 6472 .6720 W7110 6623
Source of Variation 88 DF MS F Sig of F
Main Effects 794 2 .397 .886 .415
Method (A) 1652 1 652 1.453 .230
Year (B) . 126 1 .126 .281 597
2-Way Interactions
AXxB .004 1 .004 .009 .925
Factor 4: Formal learning strategies
Method Examination Recomnendation
Year 1st 2nd lst 2nd
N 37 37 37 37
Mean 3.4797 3.3514 3.2973 2.9595
SD +9060 .6051 .8597 .6910
Source of Variation Ss DF MS F Sig of F
Main Effects 4.1156 2 2,057 3.425 .035
Method (A) 2.367 1 2.367 3.941 .049
Year (B) 1.633 1 1.633 2.718 «102
2-Way Interactions
AXxB 571 1 571 .950 331
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Factor 5: Mental operational strategies

Recommendation
Examination 3
?::}rmd 1st 2nd 18t 2
36
37 37
o o 2.8964 2.8194
.3514 3.2613 . ‘
Megg 3.332& .6878 .7611 6824
F sig of F
Source of Variation Ss DF MS
001
2 3.518 6.827 .
B et ) 2‘233 1 6.618 12.845 .ogg
cethoa tg) 1328 1 .328 636 .4
ear . .
e Int;raCtion. 008 1 .008 .016  .800
A x .
Adi i se of the
However there were ng, differences in the u
exam. . .

nts (i.
socio-affective strategies between the two groups of stude v
the recommended and the exam students). And this tendency
. " ents.
not differ between the first and the second year stud

5. DISCUSSION . . N
From the results above it can be said that Hypothesis on
firmed. That is, the predicted effect of the method of enter-

con .

. f-
g l g Ty Y e
r CO]. ege was Obse! Ve(i Howeve thls was not the t pe Of

fect that had been predicted in Hypothesis two. , st
amination did not narrow down the range of strategies employ y
Rather, compared with the recommended students, the

The entrance ex-

ZZZnTE::i;::;s reported significantly more frequent use of four
5 ies out of five.

gr?ﬁi;;i;b:;%::Zse results, however, a question arises aihto
whether it was other factors that affected t&e strategy usi rather
than the single factor, the method of entering college.t x;;; e:
words, it might be that the exam stude?ts happened o"“egzed
higher proficiency and/or a higher motivation than the reco oy
students, thus resulting in the wider range of strategy usi; :
is a reasonable question, especially as some research resu (:x:o:;
that proficiency and motivation influence strategy use

1990a; Oxford and Nyikos 1989). It is also possible that the exam
’

i exam, have
students, in the process of preparing for the entrance .



188

had more i
chances to learn various strategies outside school such

as Jjuku
: (or a supplementary preparatory school). Another study
- . .
perhaps based on a multivariate analysis4, would be needed t’
ed to

answer this question. Nevertheless, it should still be noted that

:::m;:fiance examination did not have negative effects on the
e no:sn;f:o:fdi::gt:fe learning strategies at least in that it
- € range of strategies the students used.

er the students seemed to have tried out a wider range of

str ategles in s tudyl“g for the examination. Hav ing Obsel Ved a

pos1 tive effect of the entrance examina eve t m
b tloll, how T, it mus
n ot he e
oted that the examination dld n 1p increase the use of th

10—
S0C10O affectl\‘e Stmtegles- Ihls nllght m one of Ule reasons Wh
y

the
students who entered the college can not always use Engli i
actual communicative situations. e

Whethe iti
r the exam has positive or negative effects, it should be

noted t|
hat the effect does not seem to have changed one year aft
er

matr loulatlon, thﬂt 18, no dlffelellces tﬁtwee“ the fllst a.“d u)e

sec
b4 n S g
Ond ear Studellts were ObSeI Ved 1 the tym Of St!ate l1e t!
s t‘Udents repor ted e'“p10ylng el theI in the case Of ule exam ba]KEI S
or t,lle I EComlnellded S tudell ts. (Hy pothes:.s three was not con

firmed.
) In other words, the students, who had studied for o
ne

year at College, repor ted a Slmllar tendenCy in thelr Stlategy use

as Lhe 1118[: year SLUde“ts dld' Ihe 0011ege educa.tloﬂ dld not

g ng a
seem to be SUCCeSSf ul ln encouragi the s tUden ts to e“lploy
wider range of str ategles . Or i t mlgh t be th&t the Studen ts thaﬂ

selVeS were not antlbated to e'“plo} a Wldel range Of StIategles

anymore after matriculation. It appears then that th hbac
e was k

e ec ) 1 h pe. 1gh
f'f ts of the entrance examination Wh C rvaded h School

education, drove stud
ents to learn EFL only i
Yy in order to pass the

examination,

6. SUMMARY AND CONCLUSION

Let us i in i i
summarize the main implications for future research and
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First, only a single variable, the method of en-
was treated in the present study, being presup-

ntrance examination can be seen more

for education.

tering college,

posed that the effect of the e
udents who took the examination than

clearly in the case of the st
However, it could be said that

in the case of those who did not.
as a whole is already influenced by the

s that even the recommended students are

Therefore, further in-

teaching at high school
examination, which implie
affected by the exam to a certain degree.

depth research is needed which takes into consideration other fac-

tors such as attitudes towards the examination, classroom data,
and length of time spent studyingvfor the exam.
those students who succeeded in entering college took

Especially when examining the

Second,
part in this study as subjects.
—reaching effects of the entrance examination in the society,
Rather it is

far
to look at such students is insufficient.
also necessary to look into the strategy use of the students who
failed in the entrance exam. The students who were successful in
rance examination might have employed successful examina-
which were not employed by the students
And these strategies might have happened

however,

the ent
tion related strategies,
who failed in the exam.

to be those examined in the present research.

Third, a longitudinal study is needed in order to cla
e col-

rify

whether students change their strategies after entering th
The present study suggested that the students do not change
Nevertheless,

lege.
their strategies after entering college.
was a cross-sectional study, where the first year and
it is necessary to examine the
rance examina-

since it

second year

students were different subjects,
same subjects to see the long-term effect of the ent
tion.

Fourth, the present research has been rather
ed to those included

prescriptive in

that the strategies investigated were restrict
in the fifty items of the SILL. More descriptive and/or qualita-
tive methods of data elicitation such as think-aloud and interview
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might reveal other effects of the entrance examination.

Despite several limitations, the present study has some educa-

tional implications. First, a result suggested that the students

overall used the communicative learning strategies less frequently

than other strategies. Although it is still not clear whether or

not this is an effect of the entrance examination, it could be im-

portant to provide them with more chances to learn through com-

munication. Otherwise, students might be in danger of viewing

language learning only as a kind of mental exercise,

which is per-
formed at a desk.

It should be remembered that communication
provides students with good opportunities to learn a foreign lan-
guage (Faerch and Kasper 1983; Oxford 1990a).

Second, from the result which showed that the enfrance examina-

tion did not seem to have encouraged the students to employ the

socio-affective strategies, it could be proposed that the

entrance exam should include a section which tests this aspect in
some way or other, because these strategies seem to be essential

in using language in actual communication. Including an interview

section is perhaps most preferable. The examinees will make their

best efforts in preparing for the interview section of the

entrance examination. However, it might not be practical to in-

terview hundreds of examinees in a limited time every year. Then,
the students should at least be recommended to employ the socio-
affective strategies in the preparation stage for the entrance ex—
amination, and be aware of the usefulness of these strategies to
pass the exam as well as to develop their communication skills.
Usually in teaching students to get ready for the entrance exam,

teachers seem to tend to stress the importance of using strategies

related to formal learning such as "compensation and guessing

strategies", "formal learning strategies", and "mental operational
strategies" as defined in the present paper. Besides, maybe be-
cause of the extreme competitiveness of entering university the

examinees tend to be unwilling to cooperate with other students.
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Yet the items lncluded in the SOClO-affeCtlve StlatEE].es Buch as

group learning, asking for help from

i te.,

jo-affective state, € .

B e exam. The relationship between the
In

English speakepbeing aware

should also be rewarding in

i tranc
reparation for the en : . e
p t-taking and the socio-affective factors 1s still uncle '
- washback effect of the entrance examina-

to induce a better .
e e socio-affective strategies seems to be

ing th
tion, however, teaching : . °
: The basic philosophy underlying teaching metths suc
unseling-learning, and suggestopedia (e.g.,
will provide

essential.
as the silent way, cO . .
Stevick 1980), which stress this gspect of learning,

-

valuable insights. »
Third, looking at the result which showed that there were
1ir
, gnificant differences in the strategy use between

istically si
. . it could also be recommended

the first a“d Secolld year StUde"ts'
tte"tlo“ Should be mld to str ate| y train . What the
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ignificant effect on the whole educational process 1n Japan,
si

rance examination has a
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many comments have been made especially on its negative aspect.
However, the results of the present study have shown that the
entrance examination has a beneficial effect on their use of
learning strategies, at least in that the students who took the
examination of the type currently given to the students of the
college reported using a wider range of strategies than those who
did not take the exam. These results, of course, do not guarantee
that the test was reliable and valid, since even "a ‘poor’ test
could conceivably have a ‘good’ effect if it made teachers and
learners do ‘good’ things they would not otherwise do" (Alderson
1991: 4). In addition, there are several limitations on the
results, which have already been pointed out above. And yet it
would seem that no useful generalizations can be ma&e on effective
teaching of EFL until the nature of the effect of the examinations
is empirically proved. As Pilliner (1973) correctly pointed out,
"the most important requirement of a good exam is that it should
be educationally beneficial" (p. 4). Therefore, in an attempt to
improve the entrance examinations, a systematic inquiry should be
done not only on how to measure the examinees’ ability correctly,
but also on how to induce a better washback effect.

This paper is a report of preliminary investigation into the
effects of the entrance examination on language learning
strategies, and more questions were raised than settled. However,
such research will provide useful information to EFL practitioners
and researchers which will help them make an informed decision

about the entrance examination.
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NOTES

1 The translated version of SILL is given in Watanabe (1991).
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i ee
2 For factor analysis on the original version of the SILL, s
or 2 .
Ouford (188003, ed in the present study were with
i in factors employed 1n A
3 The Five N lucs above 1.000, and 46% of the total varience
g elggntable to these five factors. For furt! 32 b:ma
zgs azgr;aztor analysis of the present study, see tanal
ion '
(1890} and Wetandbe {18011, ral term used to describe a

4 "Multivariate analysis is a genetical methods whose purpose is

: tis s .
group of mathenmxlcale::Srztzle individuals ..." (Kerlinger,

to analyze multiple mhe puie tosed on ANOVA with

. 524), For t y  E
lggg;igtes o} the relationship between the self-rating

ficiency levels of English and strategy use of the present
rofici
zubjects, see Watanabe (1990)t;
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