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Abstract

An area which has gained ground in the field of second language acquisition research for
over three decades is the study of language learning strategies (LLS). Learning strategies
refer to special actions taken by learners to make learning easier, faster, more self-
directed, more effective and more transferabie to new situations (Oxford, 1990, 2003,
2011). The favourable results of many intervention studies have provided a strong
indication that the use of LLS is likely to lead to achievement in the foreign language

and also contribute to learner autonomy.

The purpose of this study is to investigate the outcome of providing Libyan adult
learners of English with formal training in the use of LLS. This training took the form
of Strategies-based instruction (SBI) within a collaborative action research framework.
The research examines the contribution that SBI might offer the learners in relation to
the development of all four language skills (i.e. listening, speaking, reading, and writing)
and the development of learner autonomy. The impact of SBI on teacher roles and

professionalism was also part of the investigation.

The investigation as a case study relied on 61 student participants from three different
levels of proficiency: elementary, pre-intermediate and intermediate levels. To
implement the SBI approach, all three classes followed the four phases of the Strategies-
Based Instructional and Assessment Model which was specifically designed for the
current investigation. The model, which adopted a multi-method approach to data

collection, was implemented with the collaboration of three different class teachers.

Findings of the study revealed that the SBI intervention helped raise both the teachers’
and students’ awareness of LLS. The programme increased students’ overall strategy use
and had an impact on their learning efforts and language skill improvement. The
development of learner autonomy (closely associated with an increase in metacognitive
and social awareness) was a major outcome of the study. Results also showed that the
study had an impact on the three participant teachers in terms of professional
development having implemented SBI for the first time and also as a result of their
collaboration in action research. A construct of teacher beliefs was revealed and attitude

change particularly towards learner autonomy was also noticed among the teachers.
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1 Introduction and Background to Study

This chapter begins by presenting the macro context of the study (a historical
background of the Libyan educational framework of English language learning and
teaching). Sections 1.2 and 1.3 explain the nature of the problem and my personal
experience with language learning strategies and how it relates to the current research
followed by an overview of the research study (the micro context). The main aims and
research questions are identified in section 1.4 while the significance of the study is
presented in section 1.5. The chapter concludes with an outline of how the thesis is

organised in section 1.6. The contents of this chapter are presented in Table 1.1:

Table 1.1: Contents of Chapter 1

1.1 A Historical Account of EFL Learning and Teaching in Libya
1.2 Nature of the Problem and Development of Research Interest
1.3 Research Overview |

1.4 Significance of the Study

1.5 Research Aims and Questions

1.6 Organisation of the Thesis

1.1 A Historical Account of EFL Learning and Teaching in Libya

English was taught as a foreign language in Libya from the mid-1950s to the mid-
1980s. It was a compulsory component within the Libyan national curriculum and was
taught from the age of 10 (revised to age 12 in the early 80s) until the completion of
secondary school at age 17. At university level, it was taught for four academic years
for English majors and was an obligatory module across the different disciplines of
sciences and humanities (Elmabruk, 2008). During this period, and particularly in the
1980s, the grammar-translation method was the most widely implemented of
methodologies in both schools and universities (Saleh, 2002; Ali, 2008; Al-dabbus,
2008). The core elements of English language teaching (ELT) at the time were grammar
and reading comprehension. Lessons were characterized by the memorization of long
lists of vocabulary translated into Arabic; oral drills and reading aloud focused on
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correct grammar and pronunciation; and the use of Arabic as the main means of
instruction and communication amongst teachers and students (Alhmali, 2007; Orafi

and Borg, 2009; Shiba, 2011).

However, in 1986 teaching English was completely banned from schools and
universities across the country. This was part of an Arabization campaign following the
political tensions between Libya and both America and Britain. The aim of the
campaign was to eliminate any western influence including the teaching and learning of
foreign languages (Elmabruk, 2008). The elimination of English language teaching and
learning, which lasted for almost a decade, had a significant impact on the Libyan
educational system. Not only did it affect a whole generation of learners who graduated
with hérdly any knowledge of English, but it also affected the English language teachers
and inspectors who were either left unemployed or obliged to take alternative teaching
jobs (Alhmali, 2007; Orafi and Borg, 2009).

After the change in foreign affairs between Libya and the west, and having deteriorated
for many years, English language teaching began to regain its status in the mid-1990s. It
was then that educationalists and policy makers realized the need to reincorporate
English into the Libyan national curriculum (Elmabruk, 2008). In 1999/2000 a new
curriculum based on communicative principles which integrated cultural aspects of the
English language was introduced across Libyan schools and universities for the first
time (Sawani, 2006; Orafi and Borg, 2009). This represented a significant shift in
teaching methodology and materials, and in the underlying assumptions about English
language teaching and learning. It not only demanded a major change in teachers’ roles

and practices but also in their beliefs and attitudes (Alhmali, 2007).

After a period of English language disuse, and being accustomed to old methodologies
and old materials, teachers found it difficult to accept change and were struggling to
cope with the demands of the new curriculum (Culture Corner, 2004; General People’s
Committee of Education, 2008). To address this challenge, Libyan educationalists ran
teacher training programmes which aimed to help teachers grasp the principles of
communicative language teaching and adapt to their new roles (AbouJaafar, 2003;
Elmabruk, 2008; Orafi and Borg, 2009). However, these programmes initially brought
little success due to engrained teaching techniques and habits which needed time to be
replaced, and due to the influence of contextual factors such as class size, resources, and

learner expectations (Sawani, 2006). The learners’ culturalibackgrounvds and previous
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learning experiences had led them to expect a very different classroom practice and they
found it difficult to embrace the techniques and procedures teachers had been trained to
employ (General People’s Committee of Education, 2008). Eventually it was realized
that experienced English teachers and new teacher graduates required longer periods of
training and students needed time to adapt to the innovation before the new curriculum

would start taking effect (Orafi and Borg, 2009).

On the other hand, during this period, there had been a simultaneous rapid spread of
“private language centres and summer schools which promote learning English as a
~ foreign language and which embrace the tenets of innovative and state-of-the-art
language teaching methodologies (Sawani, 2006). Economic factors have led to an
increase in motivation and to a change in attitude of Libyan students towards learning
~ English with many students targeting posts in emerging foreign companies, tourist
agencies, and in the oil sector in Libya, all of which require highly-qualified staff with a
strong command of English (Alhmali, 2007). The British Council and the American
Embassy in Libya have supported Libyan initiatives in ELT provision by launching
high quality English teaching programmes, and university preparation and student

exchange programmes.

1.2 Nature of the Problem and Development of Research Interest

Although ELT in Libya has undergone substantial changes, particularly through the
introduction of the principles of communicative language teaching, many classrooms
are sﬁll characterized by teachers’ dominance and control, and by learners’ obedience
and passivity (Saleh, 2002; Orafi and Borg, 2009). As a result, Libyan students do not
typically demonstrate much learner autonomy and can seem unprepared for learning the
skills and strategies of success. Features of uncertainty, shyness, reliance on teachers,
resistance to answering and the habit of not asking for clarification can still be observed
and are more common among university adult students than in other EFL settings such
as private language schools and centres (Sawani, 2006). Students tend to view their
teachers as the sole source of learning and some make little or no effort to discover their
own pathways to success and when provided with opportunities to learn independently
they show signs of reluctance and lack interest and motivation (Saleh, 2002; Alhmali,
2007; Rajendran, 2010). During my time of teaching in Libya, I became aware of such

classroom characteristics. This led to the realisation that, the development of



autonomous learning and the introduction of language learning strategies within the

context of ELT provision in Libya represent a significant challenge.

It is often a researcher’s involvement in certain educational contexts, academic interest
in a particular field of study or personal background that guide decisions about a
research topic or direction (Flick, 2002). My personal experience as a language learner
and later lecturer and language teacher in TEFL contexts in Libya have inspired my
interest in language learning strategies and strategies-based instruction. Having
personally used strategies as a learner and having introduced them to my students as an
EFL teacher, I wanted to achieve more in this area from both leaner and teacher
perspectives. While studying towards my MA degree in applied linguistics (2002-2005)
I ventured to learn more about LLS, their definitions, classifications and studies that
encouraged the use of LLS. I was influenced by the work of language researchers
(Oxford, 1990; Cohen, 1998; Chamot et al, 1999) who were able to show the positive
outcomes of integrating LLS into the contents of course materials and basing the
language instruction in the class room on the encouragement of strategy use. Moreover,
the scarcity of research on language learning strategies of Libyan learners encouraged
me to consider whether the delivery of a course which used LLS in my own teaching"
context (teaching adult EFL learners in Libya) would provide similar results to those
reported in previous studies (sée Appendix A for further information on my teaching
context and development of research interest). From a teaching perspective, currently
many English language teachers are not aware of SBI as a learner-centred approach to
foreign language learning in Libya (perhaps due to the lack of its inclusion in any
university course modules). Involving a number of teachers in the process is not only
expected to raise their awareness of LLS but also might help highlight SBI’s potential in
English language teaching provision in this country.

1.3  Research Overview

Language learning strategies (LLS) may be defined as: “actions taken by second and
foreign language learners to control and improve their own learning.” (Oxford, 1990:
ix). The study of LLS has been a significant focus in the field of foreign language
acquisition research for over 30 years (Grenfell and Macaro, 2007; Oxford, 2011).
Research on LLS has varied from descriptive studies that have identified characteristics
of ‘the good language learner’ (Rubin, 1975; Naiman et al, 1996) and compared the

strategies of more effective and less effective language learners (Vandergrift, 1997;
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Chamotand Al-Dinary, 1998), to interventionist studies that have sought to teach LLS
and measure their effects on students (Rasekh and Ranjbari, 2003; Dreyer and Nel,
2003; Nakatani, 2005).

Several investigations have suggested that the use of LLS leads to achievement in the
foreign language and also contributes to learner autonomy in language learning (Little,
1994; Cohen, 1998; Hsiao and Oxford, 2002). Hassan et al (2005: 4) argue that: “There
is sufficient research evidence to support claims that training language learners to use
strategies is effective.” Generally, there seems to be a consensus among strategy
researchers that the strategy training movement rests on the belief that there is a causal
relationship between strategy use and success in language learning (Mclntyre, and
Noels, 1996; Hsiao and Oxford, 2002; Grenfell and Macaro, 2007)

Strategy training can follow a number of strategy instruction models or frameworks.
According to Cohen (1998: 81) “Strategies-based instruction is a learner-centred
approach to teaching that extends classroom strategy training to include both explicit
and implicit integration of strategies into the course content”. Strategies-based
instruction (SBI) is the approach adopted in the current study; the framework used, and
specifically designed for this research, is the Strategies-based Instructional and
Assessment (SBIA) model. A major part of the study was to assess the impact of this
approach on the language learners; however, teachers played an important role in
explaining, modelling, and demonstrating the use of strategies in addition to guiding and
monitoring the students during practice. In order for them to do so, developing their
expertise for integrating LLS into classroom instruction was required as part of the
study. Thus, the impact of SBI on them as teachers was also investigated. This study
takes the form of action research and the SBIA model is used for both

instruction/training and research purposes.

The research draws on an action research study carried out between June 2008 and
August 2010 during which I worked as a temporary English language teacher in
collaboration with three other Libyan teachers. The work took place in ‘the Foreign
Languages Centre’ of a post-graduate institution in Tripoli in Libya during which data
for the research Waé gathered through several methods and tools. As a project which has
been implemented within a Libyan context, it is important to note that all the research
work which took place in Libya was completed before the onset of political unrest in

February 2011. All research procedures including seeking access to the site and consent
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from participants and carrying out the different phases of the research study were

performed and completed between 2008 and 2010.
14  Significance of the Study

Strategies-based instruction is a learner-centred approach which encourages learners to
become less dependent on their teachers and more reliant on their own efforts to learn
the language. In the context of Libya, where the study took place, this is important due
to the prevailing teacher-directed culture of teaching and leanﬁng. This research study is
significant because it aims to examine the contribution that learner-centred, strategies-
based instruction might offer Libyan learners in EFL classrooms. The SBIA model
which was specifically developed for the study and which formed the main research

~ framework in the intervention, had never previously been implemented in this context.

The study is expected to contribute to the theory and development of learner autonomy,
an approach not commonly encouraged in Libya. Explicit strategy training can help
students take responsibility for their own language development by encouraging them to
utilize a broad range of strategies throughout the language learning process. The
research findings are hoped to shed light on the ways in which establishing strategy

repertoires in Libyan adult learners can help to foster learner autonomy.

Applying an action research framework in a language teaching/learning community
where this type of research is not traditionally used contributes significantly to the
development of research methodology within the Libyan context. Through this study,
collaborative action research has been introduced to practitioners as a viable approach
for investigating educational problems. This method of research will not only enrich my
own personal experience as a language teacher but also help to develop the
understanding of the participant teachers. Within this co-teaching co-researching
framework together we can learn how it is possible to address our common areas of
concern with the aim of improving practice in both learning and teaching. Furthermore,
the dissemination of this project through this PhD thesis may encourage other teachers
as well as fellow researchers in Libya to conduct action research investigations when

tackling relevant educational problems.

The study also serves to empower the participating teachers’ expertise with regards to
learner-centred approaches. The teachers played a key role in the implementation of this

project and it is hoped that their direct hands-on engagement allows them to closely
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realize the effects this research brought about. Furthermore, results of the research are
expected to help us view teachers not only as language instructors but also as learner
trainers. The teacher preparation sessions on how to implement strategies-based
instruction, can be seen as a form of in-service training, thus, adding to the teachers’
teaching experiences and raising their awareness of the value of LLS and how they can
be introduced into adult English language learning contexts. With the new set of
responsibilities the teachers embraced, this intervention is hoped to influence their
perspectives, attitudes and decisions on how best to manage their teaching-learning
contexts. Hopefully, they may consider putting similar strategy instructional approaches
to practice in future. In addition, the teacher preparation sessions can be further

developed and used in similar contexts for both research and educational purposes.

1.5  Research Aims and Questions

The study firstly aims to investigate whether strategies-based instruction has an impact
on students’ language achievement and whether it can help promote learner autonomy
within an adult English language learning context in Libya. Secondly, it aims to
investigate whether SBI has an effect on teacher roles and professionalism within this

same context. The main questions the research addresses are:

e Can explicit teaching of language learning strategies and their applications (through
SBI) enhance students’ efforts to learn and use English more effectively? And will it

help improve their performance in language tasks?

e Can SBI encourage learners to take responsibility for their own language learning

thus contributing to the development of learner autonomy?

e Can SBI help promote professional development and role-change of language

teachers?



1.6  Organization of the Thesis

The thesis is divided into ten chapters (see figure 1.1).
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Figure 1.1: Organisation of the Thesis

After an introduction to the study in chapter one, chapters two, three and four present a
critical literature review of the relevant concepts and perspectives that characterise the
research study. The literature review is concerned with three main strands. Chapter two
gives an account of LLS, their background and definitions, their importance and
classifications, and finally some theoretical fundamentals underlying the concept of
LLS. The second strand which is presented in chapter three links the concept of LLS

with learner autonomy and discusses its importance in EFL contexts. Definitions of
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learner autonomy and methods of measuring autonomy are also discussed in this
chapter. Chapter four focuses on the final strand of the literature review and provides an
explanation of strategy training and strategies-based instruction. This chapter also
discusses the types, models and goals of strategy training as well as the role of the

language teacher in strategy training.

The theoretical information provided throughout these three chapters informs the
research methodology and research design described in chapters five and six of the
thesis. Chapter five provides an account of the research setting, participants, and process
in addition to the research ethics considered in the study. This chapter also explains the
framework of the study and some of the methods used for investigating language
learning strategies. Chapter six provides an outline of how the reséarch data were
collected by preparing for the Strategies-based Instruction (SBI) and developing and
implementing the Strategies-based Instructional and Assessment (SBIA) model.
Explanation of how the data were organised and analysed is also presented in this

chapter.

Chapters seven and eight together present the findings and discussion of the thesis
related to the impact of SBI on the student participants; firstly, with a focus on LLS and
language achievement and secondly, in relation to learner autonomy. These two
chapters are relevant to the study in terms of addressing the first two research questions

stated in section 1.3 of this chapter.

The findings relevant to addressing research question three of the study are presented in
chapter nine of the thesis. This chapter offers some insights on the impact of the SBI
intervention on the teacher participants in terms of their roles, attitudes and
professionalism. Some of the data presented here are supportive and complementary of

many of the findings discussed in the previous two chapters.

In the final chapter, chapter ten, findings are summarised and conclusions are drawn,
pedagogical implications of the study are set out and discussed, significance and
limitations of the research acknowledged and recommendations are made for further

research.



2 Language Learning Strategies

Chapter two along with chapters three and four review the three main areas of literature
consulted during the study and explain how each area is relevant to the current
investigation. This chapter introduces the key concepts in the area of LLS, including
definitions, classifications and theoretical fundamentals of LLS as well as the
importance of LLS in foreign language settings. The contents of this chapter are
presented in Table 2.1:

Table 2.1: Contents of Chapter 2

2.1 Introduction to Language Learning Strategies

2.2 Definitions of Language Learning Strategies

2.3 Classifications of Language Learning Strategies

2.4 Theoretical Fundamentals of Language Learning Strategies
2.5 Importance of Language Learning Strategies in FL Contexts

2.6 Conclusion

2.1  Introduction to Language Learning Strategies

The word ‘strategy’ is originally derived from the ancient Greek term strategia meaning
generalship or the art of military c;ommand (Oxford, 1990). Within this context it
involves the manoeuvring and deployment of troops and equipment for the purpose of
overcoming an opponeht in a planned campaign. It embraces the characteristics of long-
term/systematic planning; deliberate/conscious adapting and monitoring, and movement
toward gaining competitive advantage/position or accomplishing defined goals and
objectives. Away from combat and competitive settings, Oxford (1990: 8) believes that
“...the strategy concept has been applied to clearly non-adversarial situations, where it

has come to mean a plan, step or conscious action toward achievement of an objective”.

In the field of education, learning strategies are understood as “...any sets of operations,
steps, plans, routines used by the learner to facilitate the obtaining, storage, retrieval,
and use of information.” (Wenden and Rubin, 1987: 19). The early definitions from the
educational literature (see section 2.2) reflect the roots of learning strategies in cognitive
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science, essentially assuming that human beings process information and that all types
of learning, regardless of the content and the context, involve such information
processing. Therefore, learning strategies are used in learning science, mathematics,
history, languages and other subjects, both in classroom settings and in more informal

learning environments.

Having been widely recognized throughout educational contexts in general, learning
strategies became the primary concern of researchers from the field of second language
acquisition (Chamot, 2005; Chen, 2007; Al-Buainain, 2010). Although LLS have been
formally identified only recently over the last thirty years, such strategies have actually
been used for thousands of years. Oxford (1990: 1) notes: |

One well-known example is the mnemonic or memory devices
used in ancient times to help storytellers remember their lines.
Throughout history, the best language students have used
strategies, ranging from naturalistic language practice
techniques to analytic, rule-based strategies.

The studies of Rubin (1975), Stern (1975) and Naimen et al (1975) on good language
learners have marked the beginnings of research involving language learners and LLS.
These early researchers tended to make lists of strategies and features presumed to be
essential for all “good foreign language learners”. For example, good language learners
make effective use of guessing, have a desire to communicate, use all opportunities to
practice (Rubin, 1975), think in the target language and address the affective aspects of
language acquisition (Naiman et al, 1975). Other lists of strategies used by good
language learners are made by Reiss (1985), Ramirez (1986) and more recently Rubin
and Thompson (1994).

The underlying aim of creating such profiles for successful language learners is to
develop methods for teaching the less successful learners these same strategies.
However, in reflecting upon these early studies it was found that they suffered from a
number of weaknesses. One limitation is that they focused on providing lists of
strategies (mostly broad and long) with few attempts to provide classifications and
taxonomies for these strategies. This could be due to a lack of a theoretical framework
which describes the effect of strategies on language learning. Furthermore, these lists as
criticised by O’Malley and Chamot (1990) and Graham (1997) do not necessarily
represent specific strategies but rather general characteristics. It is also argued that the

type of strategies identified as used by good language learners have not been effective
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for all language learners (Cohen and Aphek, 1981) while it was found that unsuccessful
learners also use strategies reported by good language learners (Abraham and Vann,
1987). Another limitation is that these lists were exploratory and highly speculative and
therefore were in need of verification, modification or refutation (Stem, 1975).
Moreover it was, noticed that such early research relied on observation schemes for
collecting data on learning strategies. However, observation was only limited to
strategies that were overtly seen in the classroom (Rubin, 1975; Stem, 1975; Naiman et
al, 1975). For other covert learning strategies there was a need for alternative research
methods such as the use of introspection in the form of thinic—aloud protocols
(Hosenfeld, 1976). A key observation by Cook (1991) is that these studies only
described what good language learners are aware of. However, there are other strategies
which might have contributed to these learners’ language learning which they are

unaware of and accordingly unable to report on.

Despite these limitations, it can be argued that this line of descriptive research inspired
further subsequent descriptive research which aimed to idehtify the differences between
successful and less successful language learners (Chamot and Kupper, 1989) and
grouped strategies into comprehensive taxonomies (O’Malley et al, 1985; Rubin, 1987;
and Oxford, 1990). Most importantly, however, these studies encouraged researchers in
the field to venture beyond descriptive research and accordingly began taking the form
of intervention projects. A major aim of interventions was to investigate and highlight
the benefits of teaching learners how to apply foreign LLS to the different language
skills such as the skills of reading and writing (McDonough, 1995); listening
comprehension (Mendelsohn, 1994) and to the skill of speaking (Dadour and Robbins,
1996). Perhaps one of the most important of these interventionist studies was the one
conducted at “The University of Minnesota’ under the responsibility of Cohen, Weaver
and Tao-Yan Li (Cohen, 1998: 107-156). Their study looked at the impact that formal
SBI has on leamners in university level foreign language classrooms, with a particular
focus on the skill of speaking. The results indicated that integrating strategies
instruction into the language course was beneficial to students. So far, research has
shown the most effective strategy instruction to be woven into regular, everyday L2
teaching, although other ways of approaching strategy instruction are possible (Oxford
and Leaver, 1996; Nunan, 1997; Chamot, 2005).

The current study builds on existing research into LLS as both the descriptive and the

interventionist studies reported here have stimulated and informed much of the research
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work. For exémple, think-aloud protocols as recommended by Hosenfeld (1976) are
used in the form of verbal reports as a method of data collection in the study.
Furthermore, this study aimed to investigate the impact of SBI on EFL learners by
| focusing on the application of LLS across all four language skills; thus, taking the form
of an interventional project similar to other interventions (O’Malley and Chamot 1990;

Cohen et al, 1998).

2.2 Definitions of Language Learning Strategies

Within foreign language education, a number of definitions of LLS have been used by
key figures in the field. Ellis (1985: 164) defines learning strategies as:

the internal processes which account for how the learner
accumulates new L2 rules and automatizes existing ones by
attending to input and by simplifying through the use of existing
knowledge.

Ellis’s definition highlights the importance of learners’ background knowledge as a
means to establishing new knowledge; however, he assumes that strategies are internal
implying that they cannot be seen. His assumption might be seen as a limitation to the
definition of strategies which included overt actions (Weinstein and Mayer, 1986;
O’Malley and Chamot, 1990). Suggesting that they can be behavioural as well as
mental, Weinstein and Mayer (1986: 315) define strategies as both “...behaviors and
thoughts that a learner engages in during learning which are intended to influence the
learner’s encoding process.”. The definition of LLS proposed for this study builds on
the concept that strategies are both internal and behavioural as informed by this last

definition.

Otherkdeﬁnitions account for the social aspect of language. For example, Faerch and
Kasper (1983: 67) define a learning strategy as “... an attempt to develop linguistic and
socio-linguistic competence in the target language and to incorporate these into one’s
inter-language competence.”. This definition implies that strategies are not only tools
used to develop one’s linguistic ability but also develop a language needed for

communicating with others in a social setting.

Further definitions focus on the impact of strategy-use on learning. For example,
Richards and Schmidt (2002: 301) refer to language learning strategies as “...the ways

in which learners attempt to work out the meanings and uses, grammatical rules, and the
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aspects of the language they are learning”. Meanwhile, Rubin (1987: 22) states that
language learning strategies generally “...contribute to the development of the language
system which the learner constructs and they affect learning directly”. More
specifically, she adds that “English language learning strategies, like general learning
strategies, include those techniques that learners use to remember what they have
learned — their storage and retrieval of new information.” (Rubin, 1987: 22). O’Malley
and Chamot (1990: 1) also stress that effective learners use a variety of different
strategies and techniques in order to solve problems that they face while acquiring or
producing the language. They define LLS as “The special thoughts or behaviours that
individuals use to help them comprehend, learn, or retain new information”. These last
three definitions of LLS, in particular, are relevant to this research study as they suggest
that the selection of strategies directly influences the way learners learn a target
language (Rubin, 1987; Richard and Schmidt 2002) and help resolve linguistic
difficulties during language acquisition (O’Malley and Chamot, 1990). In line with this,
the research reported here aims to explore the impact LLS have on the student
participants’ learning process and whether the direct application of LLS might enhance
students’ efforts to learn English and whether this might help improve their
performance in language tasks as stated in question one of the study (see section 1.5 in

the previous chapter).

The notions of consciousness and intention have been linked to several definitions of
learning strategies. For example, Cohen (1990: 5) defines learning strategies as:
“Learning processes which are consciously selected by the learners”. He adds that
“...these are moves which the learner is at least partially aware of, even if full attention

is not being given to them”. Similarly, Oxford (1992/1993: 18) states that:

Language learning strategies are specific actions, behaviors,
steps, or techniques students use, often consciously, to improve
their progress in developing L2 skills.

Meanwhile, Richards and Platt (1992: 209) believe that learning strategies are:

Intentional behaviors and thoughts used by learners during
learning so as to better help them understand, learn, or
© remember new information.

These definitions imply a sense of awareness (consciousness) by the learners, of their
learning strategies during the learning process. In addition, they suggest that the element

of choice (intention) is important because this is what gives a strategy its special
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tasks, in other words, learners may use strategies when a task is challenging or becomes
challenging, and cannot simply be accomplished automatically. For instance, a learner
who needs to learn a list of vocabulary items might decide to draw a picture to
remember each word, because he/she knows that this helps him/her to remember, which

is an example of the learning strategy ‘using graphic organizers’.

2.3  Classifications of Language Learning Strategies

As a researcher undertaking a language learning strategies-related project,
acknowledging the various types and classifications of LLS is essential. The aim of this
is to help provide a foundation upon which different sets of strategies, applicable to all
four language skills, can be examined and accordingly selected to be part of the design

of the SBI programme.

Ellis (1985: 188) describes the attempt to identify the different learning strategies at
work in language learning as stumbling blindfold around a room to find a hidden object.
The focus of attention for some language researchers has been on the production
process of learning English whereas, others focused on the reception process. Therefore,
it is believed that the mapping of strategies into a tight conceptual framework is bound
to be arbitrary to some extent. Learners may use one set of strategies to perform a task,
or they may use a mixture of strategies which is difficult to fit into any of the existing
categories. Dornyei (2005) argues against the lack of a clear-cut classification of
individual strategies; as memory strategies and cognitive strategies, according to him,

clearly overlap.

Given the lack of consensus on the categorization of learning strategies, over two dozen
language strategy classification systems can be identified and divided into several
groups in accordance with what each system prioritizes. There are systems related to
successful language learners, (Rubin, 1975); systems based on different styles or types
of learners, (Sutter, 1989); systems based on psychological functions, (O’Malley and
Chamot, 1990); and others related to separate language skills, goals, and functions,
(Cohen, 2003). For some language researchers, the existence of these different strategy
classifications indicates a major problem in the research area of language 'learning
strategies, because there is not a coherent, well-accepted system for describing them

(Dornyei, 2005). For the purpose of reaching theoretical depth and gaining thorough
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insights into the area of LLS, considerable efforts to achieve uniformity of strategy

classifications are required.

However, it can be argued that mapping LLS into a single uniform system is likely to be
impossible given the nature and complexity of strafegies at work. Most of the attempts
to classify LLS reflect more or less the same categorizations or provide ones that are
closely interrelated. Even if characterised by drastic differences, diversity is viewed as
an advantage rather than a weakness as it allows room for researchers with different
perspectives to advocate and select the classification which is most relevant to their
research areas. This was the case in the current study where Oxford’s (1990)
classification was selected as the most suitable for the chosen context due to the wide-
range of LLS in this system and the applicability of these strategies to different
language skills. In addition, different classifications of learner strategies have helped in
developing different tools to assess learner strategies. For example, Oxford’s (1990)
classification for learning strategy use was used in developing the Strategy Inventory

for Language Learning (SILL), a widely used instrument of data collection.

As an example of a LLS classification, O’Malley et al (1985: 582-584) divide language
learning strategies into three main categories as shown in figure 2.2. Their system does
not include the type of influence these strategies have on the language learning process;
whether it is direct or indirect. It clearly separates meta-cognitive from cognitive
strategies but merges the social and affective aspects into one strategy type; socio-

affective strategies.

/ ' Language Learning Strategies \

! | v
Meta-cognitive Strategies Cognitive Strategies Socio-affective Strategies
Advance organizers Repetition Co-operating with others
Directed attention Translation Asking questions for clarification
Selective attention Grouping Self-talk and Self-reinforcement
Self-management Imagery
Functional planning Key word

Self- monitoring Contextualization
wf-evaluation Note taking,

Figure 2.2: Classifications of Language Learning Strategies (O’Malley et al, 1985)

Rubin, who pioneered much of the work in the field of strategies, makes a distinction

between strategies contributing directly to learning and those contributing indirectly to
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LANGUAGE LEARNING STRATEGIES

/\

DIRECT STRATEGIES INDIRECT STRATEGIES
A. Creating mental linkages : A. Creating your learning
B. Applying images B. Arranging and planning

1. Memory and sounds 1. Meta-cognitive your learning

Strategies C. Reviewing well Strategies C. Evaluating your learning

D. Employing action

A. Practicing ‘ A. Lowering your anxiety
II. Cognitive B. Receiving and sending messages II. Affective B. Encouraging yourself
Strategies C. Analyzing and reasoning Strategies C. Taking your emotional
D. Creating structure for input & output temperature

A. Guessing intelligently A. Asking questions

1II. Compensation B. Overcoming limitations III. Social < B. Cooperating with others

Strategies in speaking and writing Strategies C. Empathizing with others

Figure 2.4: Classifications of Language Learning Strategies (Oxford, 1990)

Oxford’s (1990) classification is more comprehensive compared to the other strategy
systems. Ellis (1994: 541) admits that “the organisation of specific strategies into a
hierarchy of levels and the breadth of the taxonomy is impressive”. It is a systematic
and wide-ranging scheme for learning strategy use and includes memory and
compensation strategies in addition to other previously existing strategy types in the
literature. Because every strategy and every strategy group is applicable to each of
the four language skills; listening, reading, speaking, and writing, it is the most

relevant to this research and is the one used as a reference for this research study.

Based on the diverse functions of each class of LLS, teaching learners to use them
was expected to have different impacts. Oxford’s findings (1990) suggest that
encouraging learners to use direct strategies helps them improve their efforts in
learning and affects their performance in language tasks. On the other hand,
providing learners with a set of indirect strategies to use, particularly meta-cognitive
strategies, is helpful in developing independent learning. Accordingly, the participant
students of the study received training in both classes of strategies with the aim of
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exploring whether Oxford’s conclusions can be simulated by addressing the first two
research questions stated in section 1.5 of the thesis. All six groups but not all

nineteen sets of strategies were used in this study.

24  Theoretical Fundamentals of Language Learning Strategies

Teddlie and Tashakkori (2003: 22) argue that the “Use of multiple paradigms
contributes to greater understanding of the phenomenon under study.”. For the purpose
of this study, in order to gain a deeper insight into how LLS work and how they are
applied in the field of second language acquisition (SLA), it is vital to recognise the

contributions of different theoretical perspectives and models of learning.

According to Oxford and Schramm (2007: 47) LLS can be examined from two broad
perspectives: the psychological and the sociocultural. They believe that “The difference
lies in the focus, individual versus group.” From the psychological perspective, they
define a strategy of a second language learner as being “a specific plan, action,
behaviour, step, or technique that individual learners, use with some degree of
consciousness, to improve their i)rogress in developing skills in a second or foreign
language.”. From a sociocultural perspective, i.e. one which starts with society not the
individual, they define an L2 learner strategy as “being a learner’s socially mediated
plan or action to meet a goal, which is related directly or indirectly to L2 learning.”
(Oxford and Schramm, 2007: 48).

Within the field of SLA, the psychological and sociocultural perspectives have been
described as ‘incommensurable’ (Zuengler and Miller, 2006: 35). However, it is also
proposed that these two perspectives could be merged into a single framework (Larsen-
Freeman, 1997, 2000). This research study is in favour of the latter view. At first glance
the two perspectives might seem as two ends of a spectrum when it comes to
underpinning the notion of LLS. This might be the case in theory; however, practically
speaking, it might seem almost impossible to separate the two. In a language learning
classroom, a learner is one amongst a number of learners whereby several factors such
as the nature of tasks, interaction patterns and other factors dictate the type of LLS a
learner might exploit at a specific time or in a particular situation. Concurrent with
Oxford and Schramm’s (2007: 49) argument: “an ongoing psychological-versus-
sociocultural paradigm war is unnecessary and could deny opportunities for synergy

that might lead to more powerful and useful theory and research on learner strategies.”.
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One of the most widely cited social-cognitive models of learning is that of Vygotsky
(1962, 1978, and 1979) also known as the dialogic model (Oxford and Schramm, 2007).
Vygotsky’s theory suggests that learning occurs through mediated dialogues with a .
‘more capable other’ e.g. a parent, a teacher or even an advanced peer. Learners can
develop mature thinking by seeking the help of teachers or other experts, or when the
support needed to accomplish a leaming task is provided to them by others more
proficient. The ‘self-regulation strategy development model’ of Graham and Harris
(1996) is based on aspects of Vygotsky’s theory. Their model suggests that learning
takes place in a group with learners collaborating their efforts with others until they are
ready to work on their own. This movement from social to individual is akin to
Vygotsky’s view on transformation from ‘other-regulation’ to ‘self-regulation’. These
models were referred to when addressing research question three of the study (see

section 1.5, p.7).

Affective aspects of learning have long been considered important by many researchers.
Stern (1983: 386) mentions that “the affective component contributes at least as much
as and often more...than cognitive skills.”. Because learning a new language can be,
challenging, demanding, and potentially stressful, learners’ emotions, beliefs, and
attitudes can have an impact on their L2 learning process. Oxford (2011) has
consistently emphasized the significance of the affective dimension, along with the
cognitive and social dimensions in her research in the field of L2 learning and considers
it an essential component in her ‘Strategic Self-Regulation (S°R) model’. She argues
that few L2 researchers have explored affective strategies in sufficient depth and
therefore stresses the need to use affective learning strategies to help deal with learner
anxiety, low self-esteem, low motivation, and poor attitude. In keeping with Oxford’s
(2011) S®R model, affective strategies for lowering anxiety and self-encouragement
were integrated into the design of the programme in order to investigate the extent to

which emotional components affect L2 learning, in the Libyan setting.

It could be argued that despite the seemingly diverse concepts underlying the
perspectives outlined in this section, they are in fact complementary rather than
contradictory. Although each perspective has its significant contribution that the other
perspectives may not address, many of their underlying aspects are interrelated. For
example, “Affect interacts closely with cognition at many learning stages, and this is
particularly true in L2 learning” (Oxford, 2011: 61). In Chamot and O’Malley’s (1987,

1994) Cognitive Academic Language Learning Approach (CALLA) based on
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information-processing theory, social aspects such as the need for the teacher’s
guidance and support in learning are not excluded. Oxford and Schramm (2007: 47)
state that: “The L2 field will understand strategies in more encompassing, more useful
ways only when multiple views are honored”. The research data from this study was
analysed and discussed with reference to the theoretical models of learning reviewed in
this section; the utility and robustness of competing models, as explanations for student
learning, were examined in the context of Libyan adult learners of English. Because
“These models support both the importance of learning strategies and the goal of
helping students become independent learners.” (Chamot et al, 1999: 157) they are
relevant to this study and help shed light onto how the participants responded to the SBI

programme.

2.5 Importance of Language Learning Strategies in FL Contexts

Developing the English language proﬁciéncy of foreign language students to enable
them to participate effectively in English classes and master the language independently
outside the classroom has long been a major focus of language researchers. Taking this
into account, approaches that emphasize how learners need to learn the language have

emerged. Oxford (1990: 5) claims that:

Interest has been shifting from a limited focus on merely what
students learn or acquire to an expanded focus that also includes
how students gain language.

In other words, it isAnot only the product dr outcome of lénguage learning that is
important but the process or means by which language learning occurs is becoming
prominently significant. Such expansion and reallocation of interest has stimulated
much research on how LLS play a major role in the process of language learning which

is relevant to research question one of this study (see section 1.5, p.7).

There seems to be a consensus among strategy researchers that strategy use is associated
with L2 development in general and that “there appears to be little doubt that the use of
learning strategies tends to facilitate language learning.” (McIntyre and Noels, 1996:
374). For example, it is argued that language learners who have a storehouse of
strategies to use when learning becomes difficult, and who learn to consciously monitor
their own learning, benefit more than students who do not have such strategies (Chamot

and O’Malley, 1994), and those who are capable of using a wide variety of language
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learning strategies appropriately can improve their language skills (Fedderhlodt, 1997).
This position is also shared by Cohen (2003: 280) who argues:

if learners have a well-functioning repertoire, then these
strategies will facilitate the language learning process by
promoting successful and efficient completion of language
learning tasks, as well as by allowing the learners to develop
their own individualized approaches to learning.

More specifically, it has been suggested that different strategies can help learners in
various ways. For example, cognitive strategies, such as analyzing, understanding and
recalling information are important functions in the process of becoming competent in
using the target language. Social strategies, on the other hand, such as asking questions,
asking native speakers to correct their pronunciation, and cooperating with peers
provide increased interaction and more emphatic understanding. These are qualities
necessary to reach socio-linguistic/communicative competence (Oxford, 1990;
Fedderhlodt, 1997). These assumptions, highlighting the importance of LLS in language
learning, are referred to in the design of the currenf study in relation to research question
one (see section 1.5, p7). The students participating in the doctoral study reported here
were encouraged to use a range of strategies with the aim of experiencing some of the

important effects of LLS as emphasised in this section.

A key question for this research study (see research question two in section 1.5, p.7)
was whether encouraging learners to use LLS will help them to take responsibility for
their own language learning thus contributing to the development of learner autonomy
which is defined by Holec, (1981: 3) as “the ability to take charge of one’s own
learning”. Several researchers believe that LLS are important in developing learner
independence. Oxford (1990: 1) for example, states that LLS “...are especially
important for language learning because they are tools for active, self-directed
involvement.”. She adds (1990: 10): “Self-direction is particularly important for
language learners, because they will not always have the teacher around to guide them
as they use the language outside the classroom.”. In the same way, Little (1994: 86)
argues that: “...it is essential to the development of autonomy that learners become
aware of themselves as learners.”. He believes that those learners, who are aware of the
learning strategies they instinctively use and are capable of evaluating how effective
those strategies are for them, are in fact autonomous. This self-awareness and reflection
on the learning process itself, and the ability to guide it, is referred to as ‘meta-
cognition’ which is commonly distinguished from the direct processing of the language
25



known as ‘cognition’. Meta-cognitive strategies including planning, monitoring, and
evaluating language learning play a key role in developing meta-cognition necessary for
learner autonomy (O’Malley and Chamot, 1990) and are one of the strategies that the
participant students were encouraged to use in this study in order to explore autonomy

in relation to the second research question of the thesis.

2.6 Conclusion

This chapter first introduced the concept of learning strategies in general educational ,
and foreign language learning settings and discussed how it developed from descriptive
research to interventionist studies. It then dealt with defining and classifying LLS. In
view of the variable perspectives of the subject matter, it is quite natural that a wide
spectrum of definitions and taxonomies has emerged over the years. Language learning
- strategies have been defined (Cohen, 1990; Oxford, 1992; Stern, 1992) and classified
(O’Malley et al, 1985; Wenden and Rubin, 1987; Ellis, 1994) in different ways
according to the purposes they serve. However, Oxford’s (1990) taxonomy of LLS is
one of the most widely recognised in the literature and the one used as a guiding
framework for this research study. The chapter also explored some of the theoretical
underpinnings of LLS and highlighted the importance of examining LLS within
multiple perspectives such as the psychological and sociocultural perspectives to gain
clearer insights into LLS. The importance of LLS in FL learning contexts was discussed

in relation to the first two research questions of the doctoral study reported here.
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3 Learner Autonomy

The second strand in the literature review as presented in this chapter considers the
| concept of learner autonomy and how LLS can help promote independent learning in
foreign language (FL) learners. The chapter begins with definitions of autonomy and
then highlights the importance of éutonomous learning in FL contexts. It finally
discusses the relation between autonomy and language learning strategies and considers

how autonomy can be measured. The contents of this chapter are presented in Table 3.1:

Table 3.1: Contents of Chapter 3

3.1  Defining Learner Autonomy

3.2 Importance of Autonomous Learning in FL Contexts
3.3  Language Leamning Strategiés and Autonomy

34  Measuring Autonomy

3.5 Conclusion

3.1 Defining Learner Autonomy

Like LLS, learner autonomy has been a major area of interest in the field of SLA for
more than 30 years (Ushioda, 2011; Borg and Al-Busaidi, 2012). Despite its long
history, the concept of learner autonomy itself has never been easily defined. The
difficulty of defining the term, Benson (2006) argues, stems from two basic
assumptions that “there are degrees of autonomy” (Nunan, 1997: 172) and that “the
behavior of autonomous learners can take numerous different forms, depending on their
age, how far they have progressed with their learning, what they perceive their
immediate learning needs to be, and so on” (Little, 1991: 4). Furthermore, what makes
the task of defining learner autonomy more challenging is firstly, the fact that
researchers use different terminology like ‘self-direction’ and ‘independence’ (Candy,
1991; Sheerin, 1991) to mean what is generally defined as autonorﬁy. Secondly, the
number of concepts the word autonomy encapsulates are various. For example,
according to Benson and Voller (1997: 1) the term autonomy has come to be used in at

least five different ways:

o for situations in which learners study entirely on their own;
o for a set of skills which can be learned and applied in self-directed learning;

o for an inborn capacity which is suppressed by institutional education;
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o for the exercise of learners’ responsibility for their own learning;
o for the right of learners to determine the direction of their own learning.

Therefore, it can be said that the complexity of the term ‘learner autonomy’ has caused
the pertinent literature to host a considerable number of perceptions and various

definitions.

Examples of early definitions which have reconceptualised the role of learners in the
learning process are those of Henri Holec and Phil Benson. Holec, (1981: 3) defines
autonomy as “the ability to take charge of one’s own learning”. He explains that
autonomous learners have the ability to make all the decisions related to their learning:
from determining objectives and defining the content to selecting methods, monitoring
and evaluating what has been learnt. Benson (2001: 2) also sees autonomy as “the
capacity to take control over one’s own learning. Learners who lack autonomy are
capable of developing it given appropriate conditions and preparation.”. In agreement
with this same concept, Dam (1990: 17) believes that: “learner autonomy is
characterised by a readiness to take charge of one’s own learning in the service of one’s
needs and purposes.”. Meanwhile, Little (1991: 4) sees autonomy as “a capacity - for
detachment, critical reflection, decision making, and independent action.” and therefore
learner autonomy appears to involve a variety of self-regulatory skills that might be
developed through practice. These definitions are relevant to this study because they
highlight the assertion that learners should take learning into their own hands and can
develop autonomy within a certain context through certain preparation which in the case
of this research is a foreign language context where ‘strategies-based instruction’ has

been implemented.

Also with a focus on learner responsibility, Holec (1981: 3) describes autonomous
learners as those who “assume responsibility for determining the purpose, content,
rhythm and method of their learning, monitoring its progress and evaluating its
outcomes.”. Meanwhile Dickinson (1987: 11) defines autonomy as: “the situation in
which learners are totally responsible for all of the decisions concerned with learning
and the implementation of those decisions.”. Similarly, Little (2004: 1) asserts that
autonomous learners “exercise that responsibility through their involvement in all
aspects 6f the learning process — planning, implementing, evaluating.”. However, it can
be argued that although the focus in most of these definitions is on the leaner, they by
no means imply that teachers relinquish their control over the learning process and

become redundant. It is believed that it still remains the responsibility of the teacher to
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encourage, support and assist learners in becoming autonomous. This is why Esch
(1996: 37) specifically clarifies that “Autonomy is not self-instruction/learning without
a teacher; it does not mean that intervention or initiative on the part of a teacher is
banned.”. Yet in the context of this study (explored to address research question two),
student perceptions of teacher roles in Libya, in which most learners were expected to
view their teachers as the sole sources of knowledge, might have an effect on learner
autonomy. The learners’ previous learning experiences might lead them to expect a very
different classroom practice where it can be difficult for them to claim responsibility for

their own learning.

Meanwhile, it is argued that there is a ‘social aspect’ to learner autonomy in which
learners may assume control over learning situations by calling on their ability to
interact with others in the learning process (Benson, 2001, 2011). Other definitions in
the literature include that of Dam (1995: 1) who also thinks autonomy “entails a
capacity and willingness to act independently and in co-operation with others, as a
socially responsible person.”. In this sense, autonomous learners are seen as those who
are willing to learn in collaboration with others and not just work on their own and like
other culture-bound human capacities; it develops in interaction with others (Allwright,
1990; Little, 2004; Palfreyman, 2003).The social aspect of autonomy is relevant to the
study as the student participants were expected to use some of the strategies, social
strategies in particular, in collaboration with their teachers, classmates and potentially
outside the classroom with their work colleagues or family members. These definitions
seem to align with the underlying principles of Vygotsky’s (1979) social-cognitive
(dialogic) model of learning and the ‘self-regulation strategy development model’ of
Graham and Harris (1996) which both suggest that learning occurs in collaboration with

others until learners are ready to learn on their own (see section 2.4 in previous chapter).

In an attempt to explicate some of the misconceptions about the definition of
autonomous language learning, Esch (1996: 37) explains that autonomy “is not
something teachers do to learners” indicating that readiness on the part of the learners is
essential. In other words, learners will not develop autonomy if they refuse it as a
concept or resist any of its underlying principles. This brings us once again to the notion
of ‘the willingness to learn’ mentioned above (Allwright, 1990; Little, 2004) and more
recently in the literature (Paiva, 2011).
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- Moreover, Esch (1996: 37) asserts that autonomy “is not a steady state achieved by
learners once and for all.”. This highlights the importance of understanding that
autonomy cannot be developed rapidly which means that teachers and researchers must
accept that it is a gradual process that requires time. As Paiva, (2006 cited in Paiva,
2011: 63) argues “It is not a state, but a non-linear process, which undergoes periods of

stability, variability, and adaptability.”.

Given the plethora of definitions in the literature and the tendency for different
researchers to define autonomy from different perspectivés, it is understandable to
conclude that autonomy ;‘is not a single easily identifiable behaviour” (Esch, 1996: 37)
but “a multidimensional capacity that will take different forms for different individuals,
and even for the same individual in different contexts or at different times.” (Benson
2001: 47). However, for the purpose of this research and in light of this study’s focus
(the development of LLS through SBI) a more specific description of learner autonomy

is needed. The figure below illustrates this definition:
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characteristics which are used in this particular study as indicators of autonomy as will

be explained in section 3.4 of this chapter (see also section 6.2.4.2 in chapter six).

3.2  Importance of Autonomy in FL Contexts

The concept of learner autonomy was for a long time “associated with a radical
restructuring of language pedagogy” that involved “the rejection of the traditional
classroom and the introduction of wholly new ways of working” (Allwright, 1988: 35).
The reconstruction of traditional language classrooms and language courses around the
world has underlined the growing interest in autonomy in recent years. Benson (2011)
suggests that the ways in which the practice of teaching and learning are organized have
an important influence on the development of autonomy among learners. With
innovations like self- access centres, computer-based modes of teaching and learning,
and learner-centred approaches that focus on the learners, learner autonomy has,
without doubt, become an invigorating concept in the field of language education 6ver
the last three decades. There is now a considerable body of research within this field
which supports the contention that autonomy and self-direction are beneficial to second
language acquisition and foreign language learning in particular (Barfield and Brown,
2007; Lamb and Reinders, 2008; Pemberton et al, 2009; Benson 2011). Benson (2001:
2) states that “autonomy is a legitimate and desirable goal of language education.” In
agreemént, Scharle and Szabo (2000: 4) believe that: “Some degree of autonomy is also

essential to successful language learning.”.

To demonstrate why autonomy is significant in foreign language learning, a number of
arguments are presented here. Firstly, it is often assumed that in foreign language
learning contexts, language teachers can provide all the necessary input. However, the
actual learning of the language will only occur if the language learner is ready to learn.
This implies that learners need to realise and accept that success in language learning
relies as much on them as learners as it does on their teachers (Camilleri, 1997). This
realisation requires learners to be actively involved in the leaﬁling process; and this
active involvement can be exercised in a number of ways and eventually contribute to _

the development of learner autonomy as shown in figure 3.2 below:
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Again the metacognitive processes mentioned here are referred to in this study as
metacognitive strategies, which in addition to other types of strategies, were integrated
into the design of the programme. To sum up, it is suggested that autonomous learning
may be more effective than non-autonomous learning. In other words, the development

of autonomy implies better language learning (Benson, 2001, 2011).

Having acknowledged the importance of autonomy in language learning, an issue that
cannot escape discussion is the construction of teacher professionalism in the process.
Within institutional contexts, a realisation of learner autonomy requires teachers’
acceptance of transferring roles through restructuring classroom management and
relationship structures. It implies not only a change in learner roles but also a change in
teacher roles; a change which Dam (1990: 34) believes “is not easy but which is better
regarded as a challenge than a problem.” This reshaping of teacher and learner roles has
been conducive to a radical change in the distribution of power and authority that has
characterised traditional classrooms. Traditionally, teachers are viewed as authority
figures known by their roles of instructor, director, manager, judge, leader, evaluator,
controller, and even doctor, who must cure the ignorance of the students (Oxford, 1990,
2011) which is also a common belief among some Libyan learners (Saleh, 2002).
Developing autonomy entails some deviation from such traditional roles. As learners
begin to take charge of their own learning, the teacher can play the role of facilitator,
supporter, consultant, guide, and inspector. This is explored in the current study with

reference to research question three (see section 1.5, p.7).

Dam (1990) states a number of conditions to realise such role change: the teacher
should respect unconditionally the terms in which the learner formulates his/her
awareness and maturing conception of the process of language learning and the
conditions on which it takes place. There must be a willingness on the part of the
teacher to trust the learner’s conceptions and intentions as well as a firm belief in the
learner’s ability to be in charge of his own learning, (Dam, 1990). Scharle and Szabd
(2000: 5) suggest that this role change “should be gradual, rather than abrupt and
dramatic.”. They argue that people oppose change for various reasons such as fear of
uncertainties, risks or losing authority which was expected from both teacher and
student participants of this study. In the context of this study, the aspect of role change
is not only associated with autonomy but with the delivery of SBI as an instructional

approach. As with developing autonomy, SBI requires the teacher and student
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participants to reshape the roles they traditionally play. This will be discussed in further

detail in section 4.6 in the next chapter.

Learner autonomy is not only required within classroom settings but must be exercised
in other contexts as well and independent of the guidance and prompting of the
classroom teacher. Scharle and Szabd (2000: 4) believe that: “No matter how much
students learn through lessons, there is always plenty more they will need to learn, by
practice on their own.”. The continually changing needs of learners over time require
them to re-experience learning in different situations in which they will need to be able
to study on their own. Therefore, “The best way to prepare for this task is to help them
become more autonomous.” (Scharle and Szabd, 2000: 4) which according to Oxford
(1990: 10) “is particularly important for language learners, because they will not always
have the teacher around to guide them as they use the language outside the classroom.”.
One way to achieve this is by employing a number of language learning strategies

which is the focus of section 3.3 below.

3.3  Language Learning Strategies and Autonomy

Over the last few decades, a clear shift of focus has taken place from teachers and
teacher-centred instructional approaches to learners and learner-centred instructional
modes of learning (Hismanoglu, 2000). These trends can be traced to the recognition
that learning begins with the learners taking greater responsibility for their own learning.
Learner-centred approaches in the field of language education all share the primary goal
of helping learners become ‘better’ language learners. Some of these approaches such as
‘strategy training’ tend to view the development of autonomy as an integral part of this

goal. Cohen (1998: 67) for example, argues that:

Strategy training, i.e. explicitly teaching students how to apply
language learning and language use strategies, can enhance
students’ efforts to reach language program goals because it
encourages students to find their own pathways to success, and
thus it promotes learner autonomy and self-direction.

By incorporating Strategies-based instruction (SBI) as a learner-centred approach to
language education this research study partly aims to investigate Cohen’s (1998) claims
for the promotion of learner autonomy through SBI within a Libyan context. When
students come to the language classroom, they bring with them learning experiences and

habits formed in their previous learning contexts which in the Libyan situation are
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mostly teacher-centred. Students do not have the choice to fully control their own
learning and therefore lack the ability to exercise this control (Alhmali, 2007).
Strategies-based instruction as a language educational programme aims to foster learner
autonomy through the cultivation of learning strategies alongside the teaching of the
language. It involves training students in the use of a wide range of strategies to prepare

them for more independent learning.

Wenden (1985) acknowledges the importance of utilizing effective learning strategies to
promote learner autonomy as she sees it as one of the primary goals of language
teaching. For example, based on Oxford’s (1990: 17) Strategy System (see figure 2.4 in
chapter two), learners can be offered opportunities to explore and experiment with the
metacognitive strategy ‘evaluating your learning’. Students can learn to determine their
own learning progress with aid and guidance from their teachers instead of total reliance
on them for evaluation. Many self-assessment tools, like the use of rubrics and scales
which represent varying levels of achievement, can help learners take more control for
their learning by developing a set of appropriate strategies suitable to their learning
styles and preferences. It could be argued that unless students are given the opportunity
to self-evaluate, they may never be aware of their own strategy use and in effect aware

of their own learning process. As Little (1990: 12-13) observes:

It is essential to the development of autonomy that learners
become aware of themselves as learners—aware, for example, of
the learning techniques they instinctively favour and capable of
judging how effective those techniques are.

Wenden (1991) argues that learners who acquire the ability to use strategies flexibly,
appropriately, and independently are, in effect, autonomous. In line with these
arguments, autonomy was becoming more allied with learning strategies towards the
1990s than it was with any other language educational concept. Researchers on learning
strategies (O’Malley and Chamot, 1990; Wenden, 1991; Cohen, 1998, 2003) and, more
recently, others who were interested in strategy training (Macaro, 2001; Harris, 2003,
Rubin, et al 2007) began to incorporate insights from the field of autonomy. For
example, O’Malley and Chamot (1990) believe that as well as learning strategies being
facilitative tools they are intentional on the part of the learner. In other words, a learner’s
use of LLS presupposes his/her willingness to do so. The concept of willingness here
implies control from the learner which according to many definitions of autonomy

(Dam, 1990; Benson, 2001) is an essential component in its development.
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Another goal of strategy use is to affect the learner’s motivational or affective state.
Affective variables and motivation are deemed to be crucial factors “in the learner’s
ability to overcome occasional setbacks or minor mistakes in the process of learning a
second [or foreign] language” (Taroneand Yule, 1989: 139). In the context of this study,
‘affective strategies’, one of the indirect strategies in Oxford’s taxonomy (see figure 2.4,
in the previous chapter), were included as part of the programme design and were
precisely aimed at overcoming similar language difficulties and enhancing learner
motivation. Again, the interrelation between motivation and autonomy has been
demonstrated in the literature (Chamot et al, 1999; Chan, 2001). In addition, Ridley
(1997) states that, one of the aims of training learners to use strategies is to improve
their metacognitive knowledge in a dynamic way that increases their ability to reflect on
their own language learning and overcome problems (characteristics of an autonomous

learner).

In summary, Raising learner self-awareness, intention/willingness to learn, motivation
and improving learner metacognition as mentioned above are some of the features
recognised throughout the literature and associated with LLS and strategy training (see
section 4.2 in next chapter for a distinction between learner development and learner
training and justifications for using the term learner training in this study). It is these
same features and attributes that have characterised autonomous learners and defined
learner autonomy, a capacity this study aims to explore amongst Libyan adult learners of

EFL.
3.4  Measuring Autonomy

Identifying the role of SBI as a promoter of autonomy is one of the main objectives
relevant to this study. According to Benson (2001: 54) “If we aim to help learners to
become more autonomous, we should at least have some way of judging that we have
been successful.”. Therefore, for research purposes, measuring the student participants’

autonomy was required.

If we accept that autonomy can be defined and described in terms of various aspects of
learner control, then hypothetically we should be able to measure the extent to which a
learner is autonomous, possibly with the help of a standard or reliable method/instrument
of measurement. However, in practice, measuring autonomy is quite problematic. Benson
(2001) makes us aware of some of the difficulties it poses. Firstly, based on the concept

that autonomy is a multidimensional construct, there is little evidence to suggest that there
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is a particular combination of leamer behaviours that construct autonomy. In other words
there is no standard list of behaviours upon which we can conclude that a learner is
autonomous. It is argued that although autonomous learners can be identified by their
behaviour, this can take numerous different forms and autonomy can manifest itself in
many different ways (Little, 1991). Secondly, if autonomy was to be measured based on
task performance, there is the danger of situations where learners can exercise behaviours
or as Breen and Mann (1997: 141) say “put on the mask of autonomous behaviour” only
to please their teachers. A potential method to overcome this is to observe performance in
its natural context of learning. However, even using this method does not come without its
problems. Learners may not display autonomous behaviour at the time of observation;
therefore, it is not reasonable to suggest that the absence of autonomous behaviour

indicates the absence of autonomy.

Moreover, Holec (1988: 8) believes that a learner makes use of his ability to be
autonomous “only if he so wishes and is permitted to do so by the material, social and
psychological constraints to which he is subjected.” In other words, if learners are to
exercise whatever capacities for autonomy they have, they must not only be willing to do
so but also be given the opportunity within the institutional context of learning and by
means of the demands of the learning task. A final problem is to do with the nature of the
acquisition of autonomy as a developmental and gradual process rather than a static one
which can be realised once and for all. Nunan (1997: 192) suggests that autonomy is not
an “all-or-nothing concept” but a matter of degree and people do not develop it overnight
but rather go through a slow, gradual process (Paiva, 2011). Based on this, Scharle and
Szabd (2000) suggest a three-phase developmental model of autonomy: ‘raising
awareness’, ‘changing attitudes’ and ‘transferring roles’, and clarify that “the transition
from one phase to another is not some momentous event that may be announced as an
achievement.” (Scharle and Szabd, 2000: 9). Little (1991: 5) believes that: “the learner
who displays a high degree of autonomy in one area may be non-autonomous in another.”
which is why autonomy is often thought of “as attitudes that students may possess to

varying degrees.” (Scharle and Szabd, 2000: 5).

However, Benson (2001: 54) argues that “the fact that measurement of autonomy is
problematic does not necessarily mean that we should not attempt to measure it.” There
have been numerous attempts in the literature to measure autonomy. Fbr example, one of
the early efforts was made by Guglielmino (1977) who developed the Self-Directed

Learning Readiness Scale (SDLRS) which was designed to assess the extent to which
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individuals perceive themselves to possess skills and attitudes frequently associated with
self-directedness in learning. More recently, other researchers in the field of language
acquisition constructed questionnaires to investigate the students’ readiness for autonomy
in language learning (Cottrell, 1995; Chan et al, 2002) but for the purpose of this research

study, two ways were identified as indicators of learner autonomy:

1) Language learning strategies 2) Learner qualities and characteristics (learner profiles)

Firstly in relation to LLS, Dickinson (1993: 330) in an interview about aspects of

autonomous learning states that autonomous learners:

are people who can and.do select and implement appropriate learning
strategies, often consciously...And they can monitor their own use of
learning strategies...they are able to identify strategies that are not
working for them, that are not appropriate, and use others. They have
a relatively rich repertoire of strategies, and have the confidence to
ditch those that are not effective and try something else.

Benson (2001: 80) also argues: “Since the conscious use of learning strategies implies
control over learning management, taxonomies of strategies may be a logical place to
begin a description of the behaviours involved in autonomous learning.” Oxford’s
taxonomy (1990) and Oxford’s Strategy Inventory for Language Learning (SILL) based
on this taxonomy are widely recognised in the literature. Benson (2001: 84) notes that the
SILL has been utilised in 40 to 50 major studies and suggests that the last three sections of
the SILL (related to learners’ use of indirect strategies) might be used to assess learners’
amount of control over their own learning. As Oxford and Burry-Stock (1995) make
strong claims for the SILL’s reliability and validity, the SILL is used in this study for
identifying the strategies most commonly used by the students and an indication of

learner autonomy.

The second method used to measure autonomy is known as ‘learner profiling’ via a list of
behaviours associated with autonomous learners. It may not be possible to directly
observe learners’ autonomous behaviour but Benson (2001: 188) argues “we can observe
the exercise of this capacity in various aspects of learning. Measuring gains in autonomy,
therefore, involves identifying behaviours associated with control and judging the extent
to which learners display them.”. Dickinson (1993: 330) is of a similar opinion when he
says: “I see autonomy very much as an attitude to language learning which may not
necessarily have many external, observable features. But, in terms of that attitude, I think

of autonomous learners as people who are characterized in a number of ways.”. In an
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attempt to profile the autonomous learner, Candy (1991) lists more than 100
competencies grouped under 13 headings. Candy believes that the learner capable of

autonomous learning will characteristically:

be methodical and disciplined

be logical and analytical

be reflective and self-aware

demonstrate curiosity, openness and motivation

be flexible

be interdependent and interpersonally competent

be persistent and responsible

be venturesome and creative

show confidence and have a positive self-concept

be independent and self-sufficient

have developed information seeking and retrieval skills
have knowledge about, and skill at, learning processes
develop and use criteria for evaluating (Candy, 1991: 159-66).

Lists like that of Candy’s (1991) can be utilised in studies on learner autonomy. They can
‘be developed or adapted to suit particular contexts or serve different research purposes, as

was the case in the current study (see section 6.2.4.2 in chapter six).
3.5 Conclusion

This chapter discussed a critical concept in the field of second language acquisition
(SLA) which is learner autonomy. As Little (1991: 2) asserts, the concept of learner
autonomy has gained momentum and has become a ‘buzz word’ within the context of
language learning. However, the relevant literature is riddled with various synonyms
and innumerable definitions for it as shown in section 3.1. Despite the misconceptions
associated with the term, autonomous learning is by no means a teacherless form of
learning. Most commonly it has been defined as the learner’s ability to take control of
her/his own learning (Holec, 2003; Benson, 2011). Section 3.2 provided a discussion on
how learner autonomy is vital to foreign language learning as shown in the literature
(Little, 2004; Benson, 2011; Paiva, 2011) while section 3.3 discussed the importance of
utilizing effective learning strategies to promote learner autonomy (Wenden 1991;
Cohen 1998, 2003). Finally, measuring learner autonomy seems to have met considerable
difficulties in implementation (Benson, 2000) as discussed in section 3.4. However,
various attempts to do so including the use of ‘LLS’ and ‘learner profiling’ as indicators
have been discussed here and considered as a means to measuring autonomy in this

particular study.
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4 Strategy Training

The third chapter of the literature review focuses on strategy training. An in-depth
explanation is presented on the teachability of LLS, the need for strategy training, its
types, models and goals with a specific focus on strategies-based instruction (SBI) as
the programme implemented in this research study. The roles EFL teachers may assume
in strategy training contexts, and the constraints that may affect strategy training are

also outlined in this chapter. The contents of this chapter are presented in Table 4.1:

Table 4.1: Contents of Chapter 4

4.1  Teaching Language Learning Strategies

42 . Strategy Training and Learner Development
43  Typesof Strategy Training

4.3.1 Explicit Strategy Training

4.3.2 Integrated Strategy Training

4.3.3 Strategies-Based Instruction

4.4  Models of Strategy Training

4.5 - Goals of Strategy Training

4.6  Strategies-Based Instruction and Professional Development
4.7  Constraints on Effective Strategy Training
4.7.1 Resource-Related Factors

4.7.2 Methodology-Related Factors

4.7.3 Learner-Related Factors

4.8 Conclusion
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4.1 Teaching Language Learning Strategies

Acknowledging the importance of LLS in language learning ‘(see section 2.5 in chapter
two) raises the question of whether LLS can be taught. Eérly studies around the concept
of the “good language learner” provided lists of strategies and features presumed to be
used by successful foreign language learners (Rubin, 1975; Stern, 1975; Naimen et al,
1975). These early researchers argued that it is possible to help the less successful
language learners by teaching.them some of the good language learners’ tricks. Their
claims triggered research on the ‘teachability’ of LLS leading to an increasing number
of intervention studies. Such studies aimed to investigate the effect of teaching learning
strategies on raising learners’ awareness of strategies, fostering learners’ use of
strategies, and improving their language skills. The favourable results of such studies
have influenced the focus and conduct of the research reported here. This research aims
to examine the contribution that formal strategies-based instruction might offer Libyan
adult English language learners in relation to the development of all four language skills
(i.e. listening, speaking, reading, and writing) and the development of learner autonomy
(See research questions one and two in 1.5, p.7). In addition, it investigates whether the
adoption of SBI by EFL teachers in Libya affects the roles they play in the classroom
and the attitudes they develop towards SBI and learner autonomy (see research question

three in 1.5).

Examples of intervention studies carried out in different cultural contexts revealed a
plethora of mixed research results in relation to the effect learning strategies have on
developing the receptive skills of reading and listening, and the productive skills of

speaking and writing.

To teach reading strategies to Indian EFL learners, Pani (2004) used mental modelling,
i.e. modelling the mental processes while reading a text, and found it successful.
However, White’s (2006) study, revealed no effect after training Japanese EFL
university students to use strategies on their performance on a multiple-choice reading
test. Ozeki (2‘000) found improvement in the listening abilities of female EFL Japanese
college students who were taught to use listening strategies that were unfamiliar to
them. Chen’s (2005) study, meanwhile, suggested a number of factors that seemed to
prevent Taiwanese EFL learners from using listening comprehension strategies

successfully. These included the learners’ listening habits, information processing
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capacities, affective status, language proficiency, strategic competence, language

learning beliefs, and the nature of the listening material.

Cohen’s et al (1998) study showed a positive impact for the explicit t'eaching of
speaking strategies on the EFL participants’ speaking ability; while Rossiter (2002)
reported that teaching affective strategies had no influence on the participants speaking
performance. Bergman (1991) provided English language learners with training in
metacognitive strategies and found that it improved their writing ability and
metacognitive knowledge. Sasaki (2000) on the other hand, concluded that though
strategy instruction affected students’ strategy use, it did not improve their writing

performance.

Although not all of the above studies have shown positive outcomes regarding the
teachability of LLS, most of them have emphasized the importance of accounting for a
number of factors and constraints when interpreting the findings. These constraints
which can shape and influence the outcome of certain studies, include: the learners’
cultural backgrounds, their language proficiency level, teachers’ attitudes and
experience, the type of strategy teaching conducted (implicit or explicit), the length of
the study (short-term or long-term), the teaching material, and the reliability of
measurement instruments. Some of the factors mentioned here were taken into account
during the training of the learners and teachers and in the interpretation and discussion

of the results.

Generally however, in view of the literature on LLS, the majority of intervention studies
seem to suggest that LLS can be taught and can be effective in improving learners’
language skills and strategy use as well as raising both teachers’ and learners’
awareness of LLS (Carrier, 2003; Rasekh and Ranjbari, 2003; Dreyer and Nel, 2003;
Nakatani, 2005). Thus, this study makes use of this assumption and attempts to build on
the concept of ‘teachability’ of LLS when attempting to implement a SBI programme in

an EFL learning context.

4.2  Strategy Training and Learner Development

Cohen (1998:65) argues that: “The underlying premise is that language learning will be
facilitated if students become aware of the range of possible strategies that they can

consciously select during language learning” questions raised here, however, would be
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how can we make learners aware of the strategies they can use? and if this is possible,

would it lead to success in language learning?

Rees-Miller (1993) claims that there is no empirical evidence for a causal relationship
between strategy awareness and language success and argues that some characteristics
associated with successful learning cannot be defined as specific behaviours and may
therefore be unteachable. On the other hand, several research and intervention studies
over the years (Chamot and Rubi, 1994; Cohen, 1998; Kinoshita, 2003; Cohen and
Macaro, 2007; Oxford, 2011) have demonstrated that there is a correlation between

strategy use and improved language learning performance.

In response to the question above, raising learners’ awareness of strategy use is possible
by a) providing instruction programmes where language learners are taught how to use
strategies and b) introducing approaches where learning strategies are included in the
language classroom. Such programmes and approaches have been referred to by
researchers in the field as ‘strategy training’, ‘learner training’, ‘strategy instruction’,
and ‘learning-to-learn training’. Although these terms have been used throughout the
literature to refer to the same thing, the term ‘strategy training’ is the most commonly

used and is used within this chapter.

The literature also presents a distinction between “learner training’ and ‘learner
development’. For example, Sheerin (1997: 56-60) favours the term ‘learner
development’ as she believes that training “implies the imparting of a defined set of
skills and it also implies something that is done by someone to someone else”.
Nevertheless, a mutual goal of all learner development approaches is to help learners
become ‘better’ language learners, which is an underlying goal of SBI (the programme
carried out in this .study). Moreover, SBI tends to view the development of learner
autonomy as an integral part of this goal. Although SBI prompted the use of LLS, as a
programme, it was integrated into the contents of the learners’ actual course at the
chosen institution rather than presenting it as a separate programme. This was aimed to
help provide a natural flow to the language provision allowing learners to experiment
with LLS while learning English. In addition it was hoped the programme will help
increase awareness of themselves as learners and encourage learner responsibility,
which might be seen as pre-requisites of developing learner autonomy. This concurs
with Benson (2001: 143) who holds that “there is general agreement that learner

development activities should not be separated from language learning activities”.
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Moreover, the learners were not enforced to participate in the programme thus implying
a level of choice and willingness on their part; they were offered practice opportunities
to develop their language learning and learner autonomy (highlighting the notion of
experiential learning). Therefore the term ‘strategy training’ is used in this study in a
broad sense referring to SBI as an instructional programme; implying both teachabilty

and development.

4.3  Types of Strategy Training

Language researchers and teachers have different views about how to carry out training
and how best to present LLS. Oxford (1990: 201) believes that: “...learners who receive
strategy training generally learn better than those who do not, and that certain
techniques for such training are more beneficial than others.” While some prefer to
directly and explicitly teach LLS, others leave them implicit (Kinoshita, 2003).
Integrating LLS into the core material may appeal to some researchers and teachers;
others choose to have them separated as extra-curricular material (Cohen, 1998). The
level of explicitness of training and the level of integration into the curriculum and

language material differs from one strategy training programme to another.

4.3.1 Explicit Strategy Training

An example of explicit training is awareness training programmes also known as
awareness-raising, consciousness-raising, or familiarization training (Cohen, 1990).
This may serve as an introduction to strategy use in which learners grasp the wide-
ranging applications of LLS and see the value of learner autonomy. Oxford (1990: 20)
defines awareness training as a programme in which “participants become aware and
familiar with the general idea of language learning strategies and the way such
strategies can help them accomplish various language tasks”. In addition to being
presented explicitly, awareness training programmes are normally presented separately
from the regular language classroom instruction and can take the form of lectures,
talks/discussions, and workshops. Some teachers may prefer to give isolated lectures
and discussions which do not take time away from their classroom language instruction
and so such programmes would be convenient. For some students these one-off
independent sessions are sufficient to encourage strategy use as they provide practical

examples and hands-on activities which elicit the use of different strategies. O’Malley
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explicitly taught how, when, and why strategies can be used to
facilitate language learning tasks, and (2) strategies are
integrated into everyday class materials.

Strategies-based instruction highlights the fact that the focus is shifted from the teachers
to the learners. It is learner-centred because the learners are learning how to take action
into their own hands and share the responsibility with their teachers. As an approach, it
supports the concepts of integration and explicit instruction of strategies which are

advocated by other language researchers including Graham (1997: 169) who believes:

Language learning strategy training needs to be integrated into
students’ regular classes if they are going to appreciate their
relevance for language learning tasks; students need to
constantly monitor and evaluate the strategies they develop and
use; they need to be aware of the nature, function and importance
of such strategies.

O’Malley and Chamot (1990: 184) also argue that:

Strategy training should be direct in addition to being embedded.

In other words, students should be appraised of the goals of

strategy instruction and should be made aware of the strategies

they are being taught.
As an approach encouraged by a number of researchers in the field, SBI is the training
programme adopted in the current study. The two features of explicit teaching of
strategies and the integration into class material are essential in this programme and are
reflected in its design and implementation. The general goal of SBI is to help foreign
language students become more aware of the ways in which they learn most effectively;
ways in which they can enhance their own comprehension and production of the target
language; and ways in which they can continue to learn on their own and communicate
in the target language after they leave the language classroom (Cohen et al, 1998). This
goal is concurrent with the first two research questions of the study (see section 1.5). In
addition, the teachers and their willingness to incorporate approaches such as SBI into
their language classrooms are vital to achieving the goals of SBI. Hence, pedagogical
implications in relation to teacher development, professionalism and role change are

expected (see research question three, section 1.5 and section 4.6 of this chapter).

44  Models of Strategy Training

O’Malley and Chamot (1990: 187) argue that: “...instructional models and materials are

helpful in illustrating the ways in which research findings can be converted into practical
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classroom activities.”. In line with this, a number of researchers have proposed different
models for language learning strategy instruction (Pressley et al 1992; Chamot et al.,
1999; Graham and Harris, 2003; Harris, 2003). The majority of instructional models
have evolved around the goal of raising learners’ awareness of the value of strategies
and encouraging them to utilize strategies for the purpose of developing their language
learning and proficiency. Amongst the most widely recognized models are those of
O’Malley and Chamot (1990); Oxford (1990); and Grenfell and Harris (1999). Features
of these models inspired the development of the Strategies-Based Instructional and
Assessment Model (SBIA) devised for the current study and used to gather data from the
setting in Libya.

The O’Malley and Chamot (1990) Cognitive Academic Language Learning Approach
(CALLA). model is a five-phase instructional framework based on the explicit
instruction of strategies and the development of meta—lcognitive knowledge. Strategies
instruction is integrated into everyday class activities rather than presented in separate

strategies lessons. The five phases of the model are identified in Table 4.2:

Table 4.2: CALLA Model (Adapted from Harris, 2003)

CALLA Model O’Malley & Chamot (1990)

Preparation:
Teacher identifies students’ current learning strategies for familiar tasks.

Presentation:
Teacher demonstrates, names the new strategy, and explains how and when to use it.

Practice:
Students practice using the new strategy; in subsequent strategy practice, teacher
gives reminders to encourage independent strategy use.

Evaluation:
Students self-evaluate their own strategy use immediately after practice.

Expansion: ,
Students transfer strategies to new tasks, combine strategies into clusters, develop a
repertoire of preferred strategies.

O’Malley and Chamot’s CALLA model allows teachers and students to revisit and
flexibly move between phases as required. Figure 4.2 illustrates the recursive nature of

the model.
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simultaneously or in a different ordér, and are felt to be especially useful for long-term

strategy training, (Oxford, 1990: 203).

Steps 3 and 6 in Oxford’s model particularly focus on how strategy training should be
presented and approached i.e. both integrated and informed (explicit), which are the two
underlying features of SBI (see section 4.3.3 above on SBI). Meanwhile, O’Malley and
Chamot’s model while including similar steps of preparation, presentation and practice
do not overtly highlight whether the training should be integrated or explicit.
Furthermore, although in O’Malley and Chamot’s model, support is offered by the
teacher, as part of the expansion phase (see figure 4.3 above), Oxford (1990) in her
model specifically highlights the consideration of motivational issues amongst learners.
This also might draw attention to other learner-related factors that might influence the

conduct of strategy training.

Table 4.3: Oxford’s Strategy Training Model (1990)

Oxford’s (1990) Strategy Training Model
Determine the learners’ needs and the time available.
Select strategies well.

Consider integration of strategy training.
Consider motivational issues.

Prepare materials and activities.

Conduct “completely informed training”.
Evaluate the strategy training.

Revise the strategy training

Sl Pl R R ol Bl N R

The Grenfell and Harris (1999) model, shown in figure 4.4, is a six-step cycle, which
like the two models mentioned above, starts with the identification of strategies already
. used by the learners before familiarizing them with new strategies through modeling and
discussions of the value of strategies. However, unlike the other two models the practice
phase seems to be more intensive as learners are encouraged to make personal action
plans to develop their independent learning through both general and focused practice.

The final step of the cycle is to evaluate the success of the action planning.
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