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Abstract

The study investigated EFL students’ awareness of strategy use in promoting
autonomy at the English Department, Blida 2 University during the academic year
2014-2015. It was a case study which attempted to explore the extent to which new
registered students were aware of strategy use and make use of it . Data have been
collected through triangulation : two part questionnaires have been administered to
70 students and classroom observation in order to reveal whether they are aware or
not of strateg use . In addition to a semi-structured interview conducted with 10
infformants for the sake of uncovering their awareness or not of their learning
problems and the strategies used to solve them. Both quantitative and qualitative data
analysis have led to conclude that learnersin this sample were aware of their learning
difficulties but showed a lack in person ,task and strategic knowledge . Also, al
participants (70 ) used some metacognitive strategies out of metacognitive knowledge .

therefore ,they seemed to be not aware of strategy use.

Key words : Language Learning Strategies , Metacognitive Awareness, Learner

Autonomy
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General Introduction
The vital and dynamic field of Foreign Language learning has been taken many steps
forward. What matters, in the current trend, is the individual in away that teachers and
learners roles seem to have changed and the focus is on the quality of learning and
learner devel opment.

Foreign Language Learning is not only a simple subject to study in the language
classroom, but also a communicative tool. Due to this reason, learners are expected to
be equipped with skills, knowledge and strategies thanks to which they will be able to
self-direct and continue learning the Foreign Language autonomously.

One of the main objectives of new approaches is to endow learners with the
capacity to take responsibility over their own learning, to think independently, solve
problems and adjust themselves to changes which happen in the dynamically
developing world. This makes learner autonomy a desired goal in most educational
reforms recently.

Reforms in the field of education have been introduced within an educational
system that becomes"obsolete in a world that moves, goes fast and with the
everlasting innovations and the necessary changes induced by the digital revolution”.
(Haraoubia, Minister of Higher Education (2007), stated in Miliani 2010).

This significant and gradual educational shift in Algeria results in wider stress and
focus on learners and learning, sweeping away the traditional teacher-centered
method.It helps both teachers and learners to take advantages of new thoughts and
techniques and follow the rapid evolution and the transition from teacher centered to
student centered instruction. Within this transitional learning trend, practices and
strategies of language learning are subject to change in a way to stress the
communicative, functional and individual aspect of language use.

This educational shift tends to take greater account of learners’ ability to set
learning objectives and to plan their own learning. This does not imply that learners
automatically know how to learn. If they aready possess the capacity, then they need
the opportunity to practice and improve it; if they do not, they need to be guided in

awareness raising and development.



Theory has shown that one of the reasons why learners succeed, is related to the
strategies EFL learners use . (Cohen, 2003.0Oxford, 1990) these authors further posit
that strategy use favours effectiveness in language learning. That is, the more learners
are aware of the strategies they employ, the more effective and skillful they will be.

The sphere of Language Learning Strategies (LLS), which are described by many
scholars as more or less conscious steps through which learners acquire, retain and use
a language, is not a simple process. Many studies have been undertaken since the
1970s to identify and classify these strategies (Rubin, 1975). LLS can be efficient tools
and aids that help to create successful learners (Lessard-Clouston, 1997; Oxford,
1990). What seems to be left as a challenge is to present them to learners in order to
raise their awareness to use them and to ease their acquisition
1.Statement of the Problem
It would appear that learning dependency can be described as a serious deficiency
which most first year university students face. Although English language teaching in
Algeria has been following a communicative, learner centered approach and students
receive seven years of pre-university formal English teaching (four years in middle
school and three years in high school), many of them experience hardship when facing
degree study requirements such as researching relevant information or managing
personal time to face multiple priorities and complete a complex task within a short
time

A reason may be that relevant skills have neither learned nor required. They seem to
over rely on the teacher to provide them with what and how they should study. Such
lack of awareness and low academic readiness seem to little prepare these students for
autonomy.

2. The Research Rationale

To amagjority of students, the first year at university is challenging, the difficulty
Is in the degree of responsibility learners handle and in the amount of tasks they are
supposed to prepare in a very limited time. As a result, many of them experience

frustration of making many efforts and failed to obtain good results.



Observation of such mismatch between learners’ major efforts against weak
results raised the researcher’s curiosity to diagnose the situation and increased interest
in students’ awareness of strategy use rarely exposed in the Algerian context.

First year degree students may overcome study challenges and manage
strategically their learning. By initiating the learning experience through the adequate
use of strategies, they will know about what and how to learn and take critical steps
towards academic achievements
On the basis of these remarks, the present study asks the following research questions:
3. Research Questions
Education has witnessed a considerable amount of effort being spent on theorizing,
defining and developing models to illuminate the concept of LLS and autonomy. This
study*“EFL Students’ Awareness of Strategy Use in Promoting Learner Autonomy”
aimsto find answers to the following research question:

What is the place of strategy use and learner autonomy in the study process of first
year EFL studentsin English Department at Blida 2 University?

The guestion above represents the main issue of the research. In order to answer the
main research question, two sub questions are designed:

Sub-Questionl: Are first year EFL students aware of their learning problems and
the necessity to solve them?

Sub-Question2: Are first year EFL students aware of strategy use to promote their
autonomy?
4. Purpose of the study
The present research’s aim is double fold: First, to explore the extent to which new
arrived students are aware of strategy use and make use of it.
Second, to encourage them to perceive their own efforts as essential in facilitating
their learning and helping them to be autonomous learners.
5. Structure of the study

This dissertation includes four chapters. The first chapter is devoted to the review

of literature, while the last three chapters recount for the empirical part of the study.



Chapter one provides an overview of research relevant to the area of Language
learning strategies and their considerable contributions to learner autonomy, a major
Issue that sets the groundwork for the study. It comprises three sections.

Section one starts with drawing the difference between the concepts of English asa
Second language and English as a Foreign language and contextualizes the place of
language learning strategies within this process. It sets out the theoretical framework
for Language Learning Strategies research by looking at their definitions,
characteristics, classifications and their importance in promoting Learner Autonomy.

Section two is devoted to Metacognitive Awareness, one of the concepts of this
study of which relevant aspects of literature are described.

Section three examines a number of selected definitions of Autonomy and its
reasons. Descriptions of autonomous learners as well as processes of promoting
Learner Autonomy areincluded. In addition, some related studies have been put to
show any similarity or difference that may exist with this study.

The bulk of the second chapter is devoted to an account of this research and to
methodological issues related to its design and procedure. It presents arguments for
supporting the methodological choices and provides a view of the research design
including the research questions, the context and participants, data collection and
analysis procedures.

Chapter three includes the data collection and analysis procedures
InChapter four, we shall discuss the results of the data analysis, interpret them. Then,
based on the findings of the case study a number of suggestions are included.



Chapter one: Review of Literature

Introduction

In recent years and as a consequence of the increasing changes observed in the
process of Language education, the learners’ role in setting goals, determining
progress and assessment in learning have been emphasized. This gradual shift attempts
to place the learners in the active zone of learning with increasing autonomy. The
reason for this transition stemmed from the drawbacks of traditional teaching
techniques which did not consider the learners’ needs, strategies and styles,

What seems a better alternative to traditional practices is to promote learners’
rolesand make them use practical strategies that cultivate the ability to use them on
their own, find solutions to their learning problems , manage and monitor their
learning process, set objectives and carry out self-evaluation to consolidate their
strengths and remediate their deficiency. Thanks to these strategies, learners will be
able to reflect on their own learning and take critical steps towards autonomous
learning.

Chapter one revolves around the literature believed to be relevant to the present
research. It comprises three sections:

The First section highlights the difference that might exist between English as a
Second Language (ESL) and English as a Foreign Language (EFL). Then an
investigation into Language Learning Strategies is made with regard to definitions,
characteristics and several models of classifications. It also discusses their relative
importance with regard to foreign language acquisition, and provides empirical
evidence for the significant roles LLS play in easing language learning and promoting
learner autonomy.

Furthermore the concept of Strategy Awareness mainly metacognitive awareness,
its related aspects and how it affects autonomy will be highlighted in the second
section.

The third section reviews study on learner autonomy in education, presents
different views, discusses the findings and assumptions underlying learner autonomy.

It ends up with some previous studies that may have arelation with this study.



| .Section one: Language Learning StrategiesLL S

Language Learning Strategies in the literature appear as essentia elements in the
successful learning of foreign languages. In fact, the use of LLS which concern the
processing, storage and retrieval of information (Brown, 2007) has been defined,
studied, explained and discussed by researchers for the past thirty years (Brown, 2007,
Chamot, 2005; O’Malley & Chamot, 1990; Oxford, 1990; Rubin, 1975). Undoubtedly,
great importance is placed on them in the literature as essential elements in the
successful acquisition of foreign languages. However, before delving into learning
strategies, their definitions and their coverage in the literature to date, it is found
necessary to distinguish between two concepts which are: English as a Second
Language (ESL) and English as a Foreign Language (EFL) that are commonly
misunderstood and misused.
I.1.1 English as a Second L anguage vs. English asa Foreign L anguage

ESL is taught and acquired in an environment where English is the primary
language of daily communication for most learners, they are immersed in not only the
language, but also the culture (Ellis, 2002). Some degree of competence or proficiency
in the language is needed for survival (example: Learning English in Australia). A
second language has social and communicative contexts in which learners can learn
the language within the community in which it is spoken. By contrast, a foreign
language doesn’t have the same degree of social and communicative contexts (Oxford,
1990a). Therefore, learning environments impose differences in the use of strategies,
in away that ESL learners can use more easily a huge range of LL S and develop high
frequency of them than EFL learners do, and this can possibly be due to the fact that
second Language learning environments urge greater language proficiency and offer
greater environmental supports (Green& Oxford, 1995).

However, EFL, the concept relevant to this study, refersto alanguage learned in a
setting where it is not the usual medium of interaction for the magority of the
population; proficiency is not needed for survival purposes, and can be taught by both
non native speakers and native speakers alike. EFL situations place limitations on the

learners’ abilities to use and practice their new language outside the classroom.



It is essential now to take a detailed look at language learning strategies in an
effort to clarify, describe and define what they are, highlight their relative importance
with regard to foreign language acquisition and stress their usefulness in promoting
learners autonomy.

|.1.2 Language L earning Strategies (LLS)

LLS have been one of the most researched topics in the field of second and
foreign language education for more than three decades. According to Chamot (2004),
the concept of LLS was introduced in the L2 field in the mid 1970’s for the first time
by a researcher Rubin (1975) in her article “What the ‘Good Language Learner’ Can
Teach Us” (Rubin, 1975). She writes

Rather than letting him just admire the good student and feel inferior, we
need to isolate what the good learner does-what his strategies are-and

impart his knowledge to less successful learners. (p. 42).

Numerous studies have greatly contributed and enriched the understanding of the
important roles LLS play in the learning and acquisition of a second or foreign
language.

[.1.3 Language L ear ning Strategies Defined

Before attempting to define LLS, it is important to emphasize what strategy is?
The word strategy comes from the ancient Greek word strategia which means steps
or actions taken for the purpose of winning a war “The war like meaning of strategia
has fortunately fallen away, but the control and goal directness remain in the modern
version of the word” (Oxford ,2003:8)

When the term was introduced to the field of education, it took a new meaning
(Oxford 1990, 2001).This new meaning was first approached by Rubin (1975) as
“Techniques or devices which a learner may research” (lbid: 43) and could be
understood as the means to support learning .It can be deduced then, that a strategy isa
vehicle that facilitates, assists and directs the process of learning.

Since 1975 avariety of definitions of LLS have been posted by key figuresin the
field. They attribute a number of associated terms used to define LLS such as means,

steps, approach, routines and plans. However, there have been valuable debates about



the issues of definition and classification. These academic debates are very beneficial

since they build the theoretical advance of LLS. There has been no consensus reached
in terms of definition, for this reason, Oxford and Crookall (1989) stated that “No

matter what they are called, strategies can make learning more efficient and effective”

(p.403).Various definitions have been provided for language learning strategies. These
areborrowedfromBialystok(1978),Stern(1983), Tarone(1983),Seliger(1984), Weinstei &
Mayer(1986),Chamot(1987),Rubin(1987),Wenden& Rubin(1987),0xford(1989),0Oxfor
d(1992/93),0xford(1990/1992/1993),0’Malley&Chamot(1990),Carrell,etal.(1989),Ste
rn (1992),Green & Oxford(1995),Weaver & Cohen(1994),Cohen (2002) and
Brown(2007).The definitions are displayed according to a chronological order in the

following table:

Table 1: LanguageL earning Strategies Defined (Done by the resear cher)

Researcher(s) Definition Function

Bialystok (1978) | “optimal means for exploring available
information to improve
competence in a second

Stern (1983)

Tarone (1983)

Seliger (1984)

“strategy is ... or overall
characteristics of the approach
employed by the language
learner

“an attempt

Strategies — “basic abstract

categories of processing

language” (p. 71).

for general tendencies forms of
observable learning

behaviour” (Ellis,1994:.531).
to develop linguistic and
sociolinguistic competence in
the

target language to

incorporate these into one’s
interlanguage competence” (p.
67).

by which information perceived
in the outsde world is
organized and categorized into

cognitive structures as part of a




Weinstein& Mayer
(1986)

Chamot (1987)

Rubin (1987)

Wenden& Rubin(198
7)

Oxford(1989)

Oxford (1990)

Oxford (1993)

“behaviours and thoughts

“techniques,
deliberate actions that students
take

approaches, or

“strategies which

. any sets of operations,
steps, plans, routines used by
the learner

Steps taken by the learner

“behaviours or actions which

|earners use

behaviors,
that

“specific actions,

steps,
students (often intentionally)

or techniques

use

conceptual network” (p. 4).

that a learner engages in during
learning” which are “intended
the
encoding process” (p. 315).

facilitate the
of both

linguistic and content area of

to influence learner’s

in order to

learning and recall

information” (p.17).
contribute to the development
of the language system which

the learner constructs and

affects  learning  directly”
(p.22).
to facilitate the obtaining,

storageretrieval, and use of
information” (p. 19)

to ad the acquisition,storage
and retrieval of information

to make language
more successful, self-directed
and enjoyable” (p. 235).

learning

to improve their progress in
developing L2 skillsThese
strategies can facilitate the
internalization, storage,

retrieval, or use of the new

language.for the selfdirected
involvement necessary  for
developing communicative
ability”(p.18)




O’Malley & Chamot
(1990)

Carrell, et al. (1989)

Stern (1992)

Green & Oxford
(1995)

“the special thoughts or
behaviours

“the kinds of cognitive,
metacognitive, social, and

affective strategies” (p. 3).
broadly conceived intentional
and

directions learning

techniques” (p. 261).

“specific actions or techniques

“specific behaviours, steps and

actions

that individuals use to help
them comprehend, learn, or
retain new information” (p1)

that |earners employ

taken to enhance one’s own
learning, through the storage,
retention, and use of new
information about the target
language of improving their
knowledge and understanding
of a target language.” (p. vi).
having the explicit goa of
improving the learner’s
knowledge and understanding
of the second language (i.e.
language learning strategies),
as well as strategies for using
the language that has been
learned or for getting around
gaps in language proficiency
(i.e., language use strategies)”
(p. 51)

used to learn a second language
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Weaver & Cohen They are conscious thoughts|used by the learners with
(1994) and behaviours explicit goals of improving

their knowledge and

understanding of a target

language. (p.280).

Cohen (2003) “learners’ conscious and semi-

conscious  thoughts  and

behaviors,
Brown, 2007 “..the moment —by- moment That we employ to solve
techniques” “problems” posed by second

language input and output.”, (p.
132)

One of the challenges of LLS has been to reach a consensus of what really they
are, what are their functions and in which ways they are used by learners. The
overlapping terms used to describe LLS in the definitions listed above are “means”
“techniques”, *“behaviors”, “thoughts”, “steps”, “operations”, “plans”, “actions”,
“moment-by-moment , techniques”. (Macaro 2001: 19) acknowledges the separateness
of these terms which have “all been used at separate times to discuss learner
strategies” and continues to clarify and explain the reason behind the different
definitions with regard to strategies is because “these definitions are linked to the
researcher’s or author’s main sphere of interest”. These terms have been used
synonymously with strategies as stated by Macaro which he called *“semantic-
equivalent dilemma”, he added that “strategy definition in the literature is arrived at
through the use of equally undefined terms“(Macaro, 2006: 324-325). By studying
these definitions it might be possible to bring to light some of the problem areas,
thereby, arrive at aworking definition that is related to the purpose of this study.

Ellis (1994) outlines five major issues that are related to the theoretical framework

of learning strategies: (1) whether learning strategies are observable or mental, or both;
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(2) whether they are general approaches to learning or concrete techniques directed at
particular language tasks; (3) whether they are conscious or subconscious activities, or
both, (4) whether they have direct or indirect effects on the learner’s L2/interlanguage
development; and (5) what motivates strategy use.

Among the definitions presented above, some describe learning strategies as being
both behavioral and mental, whereas Oxford (1990: 8) regards strategies as “behaviors
or actions”, which would be observable, and Chamot and O’Malley conclude that they
are either thoughts or activities (Chamot & O'Malley, 1994: 60). The psychological
aspect of LLS is ,however, necessary to be determined in order to judge strategy use
thoroughly and understand what learners are doing in their learning process. Phakiti
(2003) notices that there may be two sides of the learner’s strategy operation. The first
Is the “trait strategy use” involving the knowledge of general strategy use, and the
second the “state strategy use” as regards the actual strategy use in a given assignment
and situation. In other words, what the learner thinks and knows about his’her general
strategy use and what s/he actually performs in the real-life context. If it is contended
that strategies are confined to a learners’ brain alone then learners will respond to a
given assigned task before taking into account various solutions of how best to tackle
and solve it . If it is maintained that strategies are used to achieve a certain goal then
metacognition will be an essential part of setting a goal. However, once a given task’s
challenge makes surface and level of difficulty increases, other factors come into play.
In classroom interaction, for example, cognitive strategies aone will not work. The
metacognitive : planning, problem solving, monitoring and evaluation strategies, as
well as affective and social ones help learners to interact easily with peers and/or
teacher to accomplish a given task successfully.

In the second issue of the genera or specific approaches, Stern (1983) draws a
difference between strategies and techniques, explaining that the term strategy has
been used by all researchersin a different way. According to him,

Strategy is best reserved for general tendencies or overall characteristics
of the approach employed by the language learner,” e.g. an active activity
approach, while technique refers to “particular forms of observable learning

behavior, more or less consciously employed by the learner” (p.405)
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For example, inferring words meanings from contexts. Seliger (1984) defines strategy
as the basic abstract processing for organizing and categorizing information into
cognitive structures as part of a conceptual network. In contrast, tactics are
conceptualized as variable learning activities in response to input and output in a
learning situation. In the same line of thought, Oxford (1990) contends that tactics are
concrete tools to achieve the success of strategies. For instance, techniques and tactics
are different from strategies in terms of the shorter time-frame used, they are smaller
as clearly highlighted by Oxford “They are smaller and lower hierarchically than
strategies, used to achieve smaller goals or milestones within a larger strategy”
(Oxford, 2008 : 51).

A third concern is about the difference between conscious strategies and
subconscious strategies — the former as proposed by Chamot (1987:71) being
“deliberate actions” which makes them intentional. The author demonstrates that

learning strategies, as learners’ “conscious efforts”, effectively affect learning English.
In addition, Cohen (1998) stresses that the factor of consciousness is what
distinguishes strategies from other non-strategic processes. Concerning the
consciousness issue of learning strategies, Chamot (2005) provides a comment:
Strategies are most often conscious and goal-driven, especialy in the
beginning stages of tackling an unfamiliar language task. Once a learning
strategy becomes familiar through repeated use, it may be used with some
automaticity, but most learners will, if required, be able to call the strategy

to conscious awareness. (p.112).

Acceptance of this issue can be seen in the other work by the researchers cited in
Table 3 (Cohen, 1998, 2003; Oxford, 2003a, 2003b; Wenden, 1998, 2002). In the view
of Macaro (2006), an action taken on with a goal and located in classroom practices
should be conscious in nature. Learners’ goal-orientation implies making conscious
choices about how to solve a problem or a task (Cohen & Oxford, 1992, pp. 12-13;
Oxford & Schramm, 2008, pp. 50-51; Wenden, 1987, pp. 7-8). This conscious use of
strategies involves that learners can select appropriate strategies according to the task.
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Particularly in relation with learner autonomy Oxford argues that in order to take more
control of your learning you need to make conscious strategy choices (Oxford,
1990:12). Therefore, learners firstly would need to be aware of their strategy
repertoire and secondly develop it. Furthermore, they need to possess and develop
(task-specific) strategy knowledge i.e. strategies that are adequate to meet the demands
of specific tasks and reflect on them.

A fourth issue sheds light on the effects of learning strategies on L2
development. O’Malley and Chamot (1993) summarize five major effects with regard
to learner participation to language learning and teaching: The insights provided by
learners into their language learning processes make (1) teachers more encouraging
and students more regulated, (2) both teachers and students gain a greater awareness of
strategy use and a broader repertoire of strategies they can expand, (3) teachers play an
active role in assisting students in using strategies more effectively, (4) students
control their own learning towards more autonomous learning, (5) teachers take a
major step towards facilitating their students’ learning. All these remarks, including
Ellis (ibid), propose that the effects of learning strategies on L2 learning and use are:

. direct in the sense that learning strategies support students to be
responsible of their own language learning and personal improvement,

. and indirect in the sense that they ease teaching by providing
instructors with possible, valuable and considerabl e alternatives such as strategy
training and awareness-raising programs and strategy-embedded curriculum.

As with the fifth issue in relation to what motivates strategy use, all definitions
in Table3 appear to show various opinions about what encourages and motivates the
use of learning strategies. O’Malley and Chamot (1990) tend to stress the role of
learning task and for many years the relation between strategy and task has been seen
in their different definitions of learning strategies. “Learning strategies are procedures
that facilitate a learning task” (Chamot 2005: 112). At the same time, O”Malley and
Chamot (1990) and Oxford (1990a) appear to view learning strategies as a facilitator
factor of learning. This can be viewed in Weinstein and Mayer’s (1986) — the aim of
learning strategies is to “affect the learner’s motivational or affective state, or the way

in which the learner selects, acquires, organizes, or integrates new knowledge”
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(p.315). Some definitions in Table3, along with these researchers’ studies on learning
strategies, stress features of their cognitive view on LLS, with strategies being
regarded as “the learner’s encoding process” (Weinstein & Mayer, 1986: 315), to “aid
the acquisition, storage, retrieval, and use of information” (Oxford, 1990a: 8) “through
cognitive, associative, and autonomous stages of learning” (O’Malley &
Chamot,1990:52).

Despite the lack of agreement on definitions, it can be said that the
combination of all the features identified in table 3 can make a definition of LLS, they
could be defined as. LLS are used by learners on purpose as more or less conscious
and needed behaviors
[.1.4. Rationale of Language L ear ning Strategies

LLS are necessary components of a curriculum, they are considered as channels
between competence (what learners have to learn to do) and process (what they have
to go through to attain that result). In addition to this, they assist language teachersin
providing aids to their students to reach the objective of enhancing their mastery of
language learning. When teachers are aware of their students’ learning strategies, they
can understand how they fulfil a given assignment and know the different learning
problems that render their learning process difficult, then they adapt their teaching to
the students’ multidimensional needs by instructing strategies that help them to resolve
their learning difficulties and learn efficiently.

Considering that individuals use strategies for different objectives, how can we
distinguish language learning strategies from other kinds of strategies?

Scholars have identified many characteristics of LLS as it is shown in (section
1.1.3) and other features will be highlighted in the following subsection
I.1.5 Characteristics of Language L ear ning Strategies

The missing consensus with regard to a definite definition of learning strategies
does not appear to be the same with regard to their effectiveness in the learning
process. Oxford and Crookall (1989), for example, state that:

Strategies are referred to as learning techniques, behaviors, or actions; or
learning-to-learn, problem-solving, or study skills. No matter what they are

called, strategies can make learning more efficient and effective”. (p. 404).
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Despite the fact that scholars label differently LLS, they agree on a number of
fundamental features and benefits associated with them

These scholars stress the positive contributions of LLS to learners’ input and how

better they can assist them in developing skills to ease, direct and manage their
learning process. They are, for example, said to be used by learners to assist, support,
facilitate, improve, help, contribute, enhance, regulate, motivate, optimize, transform
or develop many aspects of language learning (Cohen & Oxford, 1992, p. 1; Griffiths,
20033, pp. 33-34; Lee & Oxford,2008, p. 8; Oxford, 1990, p. 9; O'Malley & Chamat,
1990, p. 42-43; Wenden,1987, pp. 7-8).

Learners’ use of LLS is flexible and not predictable and their use depends on
their choices and a variety of factors. Gao (2010) subdivided the influencing variables
into three groups:

. Learners’ innate characteristics. Age,gender,personality and learning style

. Learners’ acquired characteristics: Motivation, belief, attitude and language
proficiency

. Learners’ social background characteristics :Study programs, career choice,
institution and ethnicity (ibid,p.15)

Some strategies can be observable like taking notes, but some are unobservable
because they are mental activities or because they are used outside class in informal
situations. They do not only involve cognitive aspects but also metacognitive and
social ones.

Griffths and Parr (2001) have referred to the teachability of LL S and posit that:
This teachability of LLS theory means that contemporary educators and
researchers are increasingly keen to harness the potential which LLS would
seem to have for enhancing an individual ability to learn language. (p.10)

Teachers facilitate the students’ self-improvement by supplying a motivating

environment that helps the students to be more independent owners of their own
learning process

It can be deduced that when learners ponder over their LLS, they can better help

themselves to learn, they become more prepared and readier to decide about the
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fundamental steps that should be followed to improve their learning and build their
autonomy.
1.1.6 Language L ear ning Strategies Taxonomy

The publications of three books at the beginning of 1990’s by O’malley and
Chamot (1990), Oxford (1990),Wenden (1991) show the development obtained in the
field of LLS during 20 years. Some researchers not only identify and clarify LLS
meaning but also go further to classify them. Many and different suggestions on how
strategies can be enumerated and classified have been made (O*“Malley, et al., 1985;
Wenden & Rubin, 1987; O“Malley & Chamot, 1990; Oxford, 1990). Each
classification, considered in the following, is based on an individual theory about
learning strategies and how they affect learning.
a.Rubin’s Taxonomy
Rubin (1987), the pioneer in the field of LLS, made the earliest classification in which
she categorized strategies in “direct and indirect strategies”.

According to Rubin (ibid), there are three types of strategies used by learners that
contribute directly or indirectly to language learning. The first category, Learning
Strategies, consists of two main types: a) Cognitive Learning Strategies (CLS) and

b) Metacognitive Learning Strategies (MLS).The second group comprises
Communication Strategies, and the last one includes Social Strategies.

Cognitive Learning Strategies (CLS) refer to the steps or processes used in
learning or problem-solving tasks that require direct analysis, transformation, or
synthesis of learning materials. Rubin (ibid) identified six main CLS directly
contributing to language learning: Clarification/Verification, Guessing/Inductive
Inferencing, Deductive Reasoning, Practice, Memorization, and Monitoring.

Metacognitive Learning Strategies (MLS) are used to supervise, control or self-
direct language learning. They involve a variety of processes as planning, setting
goals, and self-management.

The second category consists of Communication Strategies, which are less directly
related to language learning because they focus on the process of participating in a

conversation and getting meaning across or clarifying what the speaker intended.
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These strategies are used by speakers when they are confronted with misunderstanding
by a co-speaker.

Social Strategies comprise the last category, which are manipulated when the
learners are engaged in tasks that afford them opportunities to be exposed to and
practice their knowledge. Even though these strategies provide exposure to the target
language, they contribute indirectly to the obtaining, storing, retrieving, and using of
language (Rubin and Wenden, 1987, pp. 23-27).

b. O’Malley’s Classification of Language Learning Strategies

O’Malley et al (1985: 582-584) developed a taxonomy including a classification
of twenty-six strategies divided into three main categories: a) Metacognitive (advanced
organizers, directed attention, selective attention, self management, advanced
preparation, self-monitoring, develop production, self-evaluation, self-reinforcement),

b) Cognitive (repetition, resourcing, direct physical response, translation, grouping,
note taking, deduction, recombination, imagery, for auditory representation, key
word,contextualization,elaboration, transfer, inference, question for clarification)

¢) Social mediation (collaboration)

It can be mentioned that Metacognitive Strategy is a term which refers to the
executive skills, strategies which require planning for learning, thinking about the
learning processes that is taking place, monitoring of one’s production or
comprehension, and evaluating learning after an activity is completed. Strategies such
as sdf-monitoring, self-evaluation, advance organizers, self-management, and
selective attention can be placed among the main metacognitive strategies.

When compared to Metacognitive Strategies, it can be understood that Cognitive
Strategies are not only more limited to specific learning tasks but they aso involve
more direct manipulation of the learning material itself. Among the most important
cognitive strategies are repetition, elaboration, contextualization, auditory
representation, transfer, etc.

Regarding the Socioaffective Strategies, it can be stated that they involve
interaction with another person. They are generally considered to be applicable to
various tasks. Questioning for clarification, cooperation with others to solve a

problem, rephrasing, and self-talk are some examples of socioaffective strategies.
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c. Oxford’s 1990 Classification of Language Learning Strategies
In this study, Oxford’s (1990) classification is adopted because her classification
is theoretically more consistent (Hsiao & Oxford, 2002) than other classifications, and
is more sophisticated on the conceptual level (Oxford & Cohen, 1992). Oxford (1990)
points out that her strategies system is
more comprehensive and detailed, it is more systematic in linking
individual strategies, as well as strategy groups, with each of the four
language skills (speaking,listening,reading and writing),and it uses less
technical terminology.(p.14)
Oxford (1990) taxonomy consists of two main categories. 1) direct strategies, 2) and
indirect strategies and six sub-categories.
. On the one hand, “direct strategies require mental processing of

the language” and, thereby, “directly involve the target language” (Oxford,

1990: 37).
DIRECT STRATEGIES
MEMORY COGNITIVE COMPENSATION
STRATEGIES STRATEGIES STRATEGIES.

-Creating mental -Practicing. -Guessing intelligently
linkages.
-Applying images and -Receiving and sending -Overcoming
sounds. messages strategies. limitations in speaking
-Reviewing well. -Analyzing and reasoning. | and writing
-Employing action. -Creating structure for

input and output.

Table2: Oxford’s Classification to LLS- Direct Strategies-

In Oxford’s taxonomy, direct strategies provide learners with help necessary to
manipulate the language material in direct ways, they are concerned with the mental
strategies used by learners to make their learning meaningful. This set of strategies
refer to those ones through which the learners absorb, store and retrieve information,

they are used to learn the foreign language. Memory strategies are used to store and
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retrieve information when necessary, and compensation strategies assist learners to
overcome knowledge gaps and to fill in it in communication, like making intelligent
guesses, asking for clarification and asking for repetition. The cognitive strategies are
“strategies used for forming and revising internal mental models and receiving and
producing messages in the target language” (Oxford, 1990:71).This kind of strategy
permits learners to understand and learn the information from the target language by
“repeating”,“analyzing”,“deducing”,“interpreting” , “summarizing” . (Oxford, 1990b).
2. Indirect Strategiesfor General Management of L earning

Indirect strategies are seen as strategies which “provide indirect support for
language learning through focusing, planning, seeking opportunities, controlling
anxiety, increase cooperation and empathy and other means” (Oxford,
1990:151).These strategies support learners’ ability to manage and put in practice the
knowledge they have acquired through direct strategies. They include metacognitive,

affective and social strategies as shown in the tableb:

INDIRECT STRATEGIES
METACOGNITIVE AFFECTIVE SOCIAL
STRATEGIES. STRATEGIES. STRATEGIES.

-Centering your learning -Lowering or reducing your | -Asking questions
anxiety.

-Arranging and planning | -Encouraging yourself. -Cooperating with others

your learning

-Evauating your learning -Taking  your  emotional | -Empathizing with others
temperature.

Table3: Oxford’s Classification to LLS —Indirect Strategies-

a. Metacognitive Strategies

All Learning Strategies can greatly assist and help learnersin their learning, it was
researched that LLS are more effective when not used in isolation (Anderson,
2005.Gass& Selinker, 2008). They should be connected and used in a chain
orchestrated by metacognition. A great interest has been increased in the recent LLS
research to metacognition and metacognitive strategies.
Metacognitive strategies are used by learners to plan, organize and assess their
learning process. This enables them to control their learning. While planning and
organizing help learners to direct and regulate their learning, continuous evaluation is

crucial for students’ necessity to be aware of their learning progress.
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Oxford’s (1990) view of metacognitive strategies includes three strategies sets:
1. Centering learning 2. Arranging and planning learning 3. Evaluating learning.
These sets are subdivided into eleven strategies which are presented in table6:

-Over viewing and linking with prior
Centering your learning knowledge.

-Paying attention.

-Devel oping speech production to
focus on listening.

METACOGNITIVE -Finding out about learning.
STRATEGIES Arranging and planning -Organizing.
your learning -Setting goals and objectives.
-ldentifying the purpose of a
language task.

-Planning for alanguage task.

-Seeking practice opportunities.

Evauating your learning -Self-monitoring.

-Self-evaluating.

Table4 : Metacognitive Strategies.

According to Oxford (1993), these strategies do not only promote academic learning
and motivation but also provide personal insights into one’s own thinking , improve
the communicative competence , and impact significantly the development of learner’s
autonomy.

There is also evidence that metacognitive strategies play a more significant role
than other learning strategies in this process because once alearner understands how to
regulate hisher own learning through the use of strategies, language acquisition
should proceed at afaster rate (Anderson, 2003) .

b. Affective strategies:

Through affective strategies, language learners can regulate their attitudes,
motivation, feelings and emotions. Affective Strategies include ten (10) strategies
divided into three (3) sets. The following table shows their classification :
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-Using progressive relaxation
Lowering anxiety -Using music
-Using laughter
-Making positive statements
AFFECTIVE Encouraging yourself | -Taking risks wisely
STRATEGIES Rewarding yourself
-Listening to your body
Taking your emotional | -Using acheck list

temperature -Writing alanguage learning diary.
-Discussing your feelings.

Tableb: Affective Strategies

One of the essential affective aspects is self-esteem. It is a self-judgment of value,
based on efficacy; low self-esteem can be detected while learners negatively self-talk,
for example a learner can put himself in a disturbing situation confronting his/her
class, he/she can talk about himself /herself in a negative way, and in order to counter
such feeling he/she can use the three affective strategies related to self-encouragement
category which are powerful means to improve self esteem. Rebecca Oxford (1990)
specifically focuses on the effect of self-esteem on successful language learning,
claiming that the sense of efficacy that underlies self-esteem is reflected in attitudes
(mental dispositions, beliefs, or opinions), which influence the learner‘s motivation to
keep trying to learn (p. 141). Thus, self-encouragement strategies play an important
role in improving attitudes and motivations, values and emotions by lowering anxiety,
encouraging oneself, and taking one’s emotional temperature. (ten strategies are
presented in this set).
c. Social Strategies

Language occurs in a social framework that involves social strategies to make
learning language more interesting and attractive. According to Little and Dam (1998)
people are socia creatures who depend on one another and learn from each other. The
socia strategies set includes three categories in which are six sub-categories that are

shown in the following table
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-asking for clarification or verification.
Asking question

-asking for correction.

SOCIAL -Cooperating with peers.
STRATEGIES | cooperating with others -cooperating with proficient users of
the new language.

Empathizing with others | -Developing cultural understanding.
-becoming aware of others’ thoughts
and feeling

Table06: Social Strategies

Summary

In this section we have tried to shed light on the literature related to LLS, their
different uses in ESL and mostly in EFL contexts, reasons behind using them, their
various and debatable definitions that can be beneficial in ongoing research and better
understanding of them, their effectiveness in assisting learners to manage their
learning as well as the several agreed classifications established by many scholars.
Much focus has been on metacognitive strategies since they are the most
comprehensive learning strategies that suit this study because these learners are
foreign language learners and are in a transitional stage(from high school level to
university stage) where they are supposed to rely heavily on their ability to control
how well they are learning .Oxford (1990) views metacognitive strategies as actions
which enable learners to coordinate their own learning process and she adds that
foreign language learners are often exposed to a lot of new vocabulary, confusing
grammar rules and different writing system; therefore they need to get accustomed to
using metacognitive strategies in order to keep exerting control over their learning.

Now that we have been acquainted with LLS, we find it appropriate and essential
to get insights into metacognitive awareness which is a crucia factor in promoting
learner autonomy because it allows learners to excise reflexion up on the process of
learning in a way it will help them to ensure how well their acquisition is and paves
the way to reinvest what they have learnt in other more challenged and difficult

learning situations.
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| .Section Two: Metacognitive Awar eness
In this Section, we will discuss the literature regarding metacognitive awareness

-raising in EFL context and how it can affect learning autonomy. But before clarifying
this important point, it is worthy to understand the general concept of Strategy
Awareness before delving into more specific one which is metacognitive awareness
and its related aspects.
I. 2.1 Strategy Awar eness

Most scholars have agreed that awareness assists students in learning a language
and using strategies (Chamot, 1998; Oxford 1992), at least in the earlier stages of
learning. According to Cohen (1995), when students are no longer aware of their
behaviours to learn alanguage, these behaviours are, by definition, no longer strategies
but are instead processes, thus, he stressed, through definitions, the importance of
strategy awareness (a key element of consciousness). Chamot (1998) contends that
learning strategies are teachable, in a sense that students’ strategies’ awareness can be
raised through strategies instruction. She also states that awareness of one’s own
strategies is closely related to metacognition, moreover, he emphasized that more
successful learners have better and more metacognitive awareness. Many researchers
believe that learner awareness is a necessary feature of strategy use (e.g., Cohen,
1995).
[.2.2 M etacognitive Awar eness Defined

Flavell (1976:231-236) first used the word ‘metacognition” which he described as
the process of thinking about thinking and refers to one’s knowledge concerning one’s
own cognitive processes. Anderson (2003) states that the real key to learning is
metacognition which is labeled as thinking about thinking connected with the
awareness of “what I know” and “what | don’t know”. (Adkins 1997: 2) combines
words to form mental pictures of metacognition, meaningful words summarize what a
learner should do using metacognitive strategies “Thinking about knowing...Learning
about thinking...Control of learning... Knowing about knowing... Thinking about
thinking...”

Metacognition occurs in situations when learners become aware of the fact that

their ability to understand something has not given the desired result, in this situation
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learners realize that their knowledge to complete a task is limited and in order to
perform better, they have to consider the weight of alternative strategies.

To be aware of one’s learning is to know about the factors that can render the
learning process easy or difficult, to know about the nature, usefulness, needs and
purposes required to accomplish a given task ,also to have a strategic knowledge about
what,how,when,and where to use LLS. Wenden (1998) posits:

Metacognitive Awareness is the knowledge about learning that learners of
different ages and different learning proficiency hold, and which influences
how they face the language learning process and the expectations they have
about the results of their efforts (p.515).

Such awareness will greatly affect learners’ proficiency, motivation, beliefs,
learning experience and their expectations.
I.2.3 Main Categories of Metacognitive Awar eness

Metacognition includes two main components. metacognitive knowledge and
metacognitive regulation (Flavell 1976).
a. Metacognitive Knowledge or (metacognitive Awareness) relates to what
individuals know about themselves.

Flavell suggested that metacognitive awareness can be analysed from the
perspective of the learner, the learning task, or the learning process (Flavell, 1979).

The learner perspective is connected to the knowledge and awareness that
learners gain from their experiences about elements that can either ease or impair
learning, added to this their beliefs about how efficient learners are and about their
ability and attitudes to achieve specific learning objectives (Falvell, 1979 and
Printrinch, 2002, knowledge of the self).

Awareness of the task is related to knowledge about the purpose of the task and
how much is useful in language learning, awareness about the nature of the task, the
kind of information and skills needed to accomplish it as well as the objectives once

completed.
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Awareness of the learning process refers to strategic knowledge and awareness
about what strategies are, their specific use, the way (how) and the occasion (when) to
use them (Flavel, 1979; Wenden, 1998; Pintrinch, 2002).

b. Metacognitive regulation points to all the actions the learners perform to
manage their learning which involves skills in planning, monitoring, and assessing
their own progressin learning. (Shraw, 1998:115)

These kinds of awareness are crucial when the goal is promoting first year EFL
students’ autonomy. They will have insights to help them to acquire easily and fastly
the foreign language and to manage their future learning process in and out of
classroom

Based on the ideas presented above, improving metacognitive awareness in
language learners seems to be valuable and indispensable. Thus, the following point
will highlight the relation between metacognitive awareness and language learning to
acknowledge the possible advantages that can be useful and helpful to language
learning process.
|.2.4 M etacognitive Awareness Raising in the L anguage Classroom

Various studies have identified that successful language learners tend to keen on
a big repertoire of cognitive and metacognitive language learning strategies (Oxford &
Crookall, 1989: 407).Thisimplies that the successin language learning is related to the
degree to which learners are aware of the kind of strategies used in their learning
process.

Every learner possesses some degree of metacognitive knowledge, and showing
fully metacognitive awareness is not always obvious and since the expert and exact
use of metacognitive strategies is amost rare among students, more research on
metacognitive awareness is essential to identify how students can be taught to raise
their metacognitive awareness and activate their repertoire of metacognitive strategies
to improve their learning.

Improving metacognitive knowledge and skills demands careful steps, most
studies propose that learners should be supplied with some form of training that can
help them to be skillful in raising their awareness to manage and self assess their

process of learning. This suggests that it is better for the language teacher to improve
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metacognitive awareness in the language classroom, and this can be possible (Griffths
and Parr (2001)

It is advisable that the teacher starts by diagnosing possible existing metacognitive
awareness (Wenden 1998:530-531). Doing so, the teacher will be able to get insights
into weaknesses and strengths of hisher students and barriers that prevent them to
learn. It is believed that we can be informed about the strategies learners may use by
providing them with a questionnaire in which they have to answer various types of
questions about how they approach their learning. The second step is to verbalize the
strategies they use in their process of learning. For example, before learners can
answer inference questions to areading selection, they need first to figure out the main
idea of the text. Also students might set a goal for themselves of being able to write a
cause-effect paragraph at the end of a lesson. They may then make such plans as
generating and organizing ideas, preparing an outline, and deciding on the techniques
to make a paragraph cohesive and coherent .To reflect and talk about these strategies
appears to be difficult because students are not used to reflect on how to tackle tasks
and sometimes they do but they face difficulties in expressing their ideas. In order to
prompt high degree of reflection, teachers may use their own or students’ alternatives
to confront them with other learners’ views and thoughts and this is the third step in
raising their awareness about the good effect of LLS in general and ML S in particular.
According to (Oxford1996b), learners in such situations have shared their reflections
on what has worked for them for the purpose of building arepertoire of strategies that
could help their learning

Including such reflections in improving metacognitive awareness have been
identified by many scholars. (Schraw, 1998; Wenden, 1998; Ellis, 2000)

Schraw (1998: 118) suggests four (04) ways to improve metacognitive awareness
in the classroom, and presents practical guidelines to conduct the process:

The first way is about promoting general awareness of the importance of
metacognition, through frequent modeling and regular occasion for thinking

The second way includes improving the learners’ knowledge of cognition, for
example, using summary matrices to promote declarative knowledge (e.g., what the
knowledge is, why the knowledge should be learned), procedural (how to use the

27



knowledge) and conditional knowledge (when and where to use the knowledge as well
as how to evaluate its effectiveness). (Brown 1987). (See Fig.2)
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Fig. 1 Schraw’s (1998:118) example of a summary matrix

The third manner involves regulation of cognition’s improvement, for example,

through the use of self-regulatory checklists that enable learners “to implement a

regulatory sequence that help them control their performance” (Schraw 1998:120)

The fourth way consists of fostering environments that promote metacognitive

awareness (ibid: 122) suggests that teachers can achieve this by helping learners focus

“on increasing one’s current level of performance, rewarding increased effort and

persistence, and strategy use...”

Raising metacognition using this process is valuable because of its benefic potential

that can greatly help learners. Schraw (opcit) stresses that this may help learners to

acquire strategies,

flexibility to use them and

improvement

In  possessing

metacognitive knowledge about regulating strategy use .Thus, raising awareness about

the use of LLSis of more than helpful, necessary and important.

1.2.5 The Importance of M etacognition Awar eness

The value of metacognition awareness is that it leads to reflection, to planning

how to proceed with a learning

task, to monitoring one’s own performance

continuously and to self-questioning and evaluating the learning outcomes.
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Metacognitive awareness appears to be particularly useful in many tasks related to
language use (Flavell, 1979). The learners’ reflection on how they go about solving
learning tasks, and their identification of strategies to fulfil a task not only facilitate
learning, but also contribute to making learning more lasting. Strategic learners have
metacognitive awareness about how well they approach their learning, a full
comprehension of task’s demands, and the ability to activate and well orchestrate the
strategies that best meet the tasks’ demands.

In fact, several scholars stress that being aware of their learning processes helps
learners to manage, plan, monitor and self question their learning (Wenden & Rubin,
1987, Schraw 1994, Oxford, 1996b, Cohen, 1998, Wenden, 1998, 2001).(O’Malley
&Chamot 1990) show that metacognitive learners who take conscious steps to
understand what they are doing when they learn tend to be the most successful
learners. If the aim of learning is to let students learn on their own, then they need to
be metacognitively aware. O’Malley &Chamot (ibid) state that:

Students without metacognitive approaches are essentially learners without
direction or opportunity to plan their learning, monitor their progress, or
review their accomplishments and future learning directions. (p. 99)
Learners need to be aware of these basic elements because if they have the ability
of thinking of what one knows (metacognitive knowledge),thinking of what one is
currently doing (metacognitive skill) and thinking of what one’s current cognitive or
affective state is (meta-experience) they will make concise and informed decisions
about their own learning.
|.2.6 Relationship between Strategies and L earner Autonomy
The result of scholarly work shows that those learners who take conscious steps to
understand and question what they are doing and use a greater variety of strategies
tend to be the most successful learners. They state that being aware of their learning
processes helps learners to plan, organize and evaluate their learning, and in so doing,
they become more autonomous and self-sufficient (Wenden, 1999, 2001; Cohen, 1998;
Oxford, 1996a and1996 b). For various reasons they are of great importance to
language learning. Appropriate use of LLS can lead learners to higher achievement,

gain a high degree of self-confidence and greater autonomy.
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Grenfell (1999: 38) states: “...describing the end product is not the same as
prescribing the means to get there”, that is a strategy for promoting autonomy in
language learning needs learners’ enhanced metacognitive skills, self-awareness to
increase motivation and willingness to take charge of learning. It is also suggested that
LLS are the key factors in accomplishing autonomy (Wenden, 1991; Brown, 1994;
Oxford, 1996) and that metacognitive strategies increase learner autonomy

Strategies, as described and defined above (specific actions or behaviors by
which the individual learner attempts to improve his’her language learning) mirrors the
learners’ degree of autonomy and are techniques by which the learner improves still a
great degree of autonomy. In the same line of thought Cohen (2003) states :

If Language Learners are more aware of how they learn best and take
responsibility for their learning, they may have life-long learning rather
than having the more typical learned but forgotten language experience
(p:62)

Basically, towards the route to language success, EFL students move from one
stage of autonomy to the other, “for most scholars, learning is seen as a spiral process
where new levels of autonomy are acquired as the learners move through new phases
of independence” (Little, 2003: 29). This evolution is originated by the establishment
of learning strategies. Strategies necessarily occupy a central role in understanding
learner autonomy. After all a strategic control of language learning is an obligatory
component of learner autonomy. Being aware that spoon-feeding education scheme
cannot lead to autonomy, learners cultivate the ability to be skillful in knowing how to
take advantages of strategies that make them more confident, willing and
“pedagogically mature”. Thanks to this maturity, learners analyze every measure taken
in revisiting their own experience, arm themselves to overcome their weaknesses,
consolidate their strengths and obtain success in language learning.

Summary

Section two provides an overview of metacognitive awareness related to its
definition, aspects, contributions and importance to learners’ improvement. We have
seen that metacognitive awareness plays a key role in enhancing and raising learners’

reflection and awareness of how they approach their learning and prepare the ground
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to equip them with the suitable ability to review their improvement, progress and take
the best advantages of it for better future learning. The section ends by highlighting the
existing relation between strategy and autonomy and how it can be promoted through
reflective use of adequate strategies.

| .Section three: Learner Autonomy

Learner Autonomy is more than essential in EFL learning, through it learners can
reinvest in rea life situations the knowledge acquired in academic settings. Language
teaching is no more seen as a capacity to instruct and teach but a capacity to make
learners learn. Due to this reason, learner centered instruction places the learner at the
Centre of classroom, there is a shift in the view of language learning from knowledge
supply by teachers to a process in which the learners are in charge of their learning.
This reshaping of teachers’ and learners’ roles in the process of learning has resulted in
aradical shift of responsibility, authority and power that used to be dominant rules of
traditional education. This section will be concerned with learner autonomy, how its
meaning has developed over time and why it should be a desirable objective in
education. To help achieve such positive points; we attempt to shed light on the roles
of students and teachers in improving this process.

I.3.1Reasonsfor Autonomy

Considerable interest has been observed in autonomy in language learning, and it
has been emphasized for three reasons. the philosophical, the practical and the
psychological

The psychological rationale for promoting learner autonomy in language
classrooms is that learners learn better when they are in charge of their own learning.
Leading the student involved in the preparation of the curriculum, the content and the
lesson plan is more likely to improve his/her autonomy.

The second rationale is practicality, which stems from the need to provide more
appropriate language teaching situations where traditional approaches are totally
absent and far to be practiced. It can be due to the fact that teachers are not always
available in the classroom so that learners need to be able to learn on their own. One
can notice this in Algerian universities in which most of the time one group is
composed of more than 40 students, and as Crabbe (1993) has mentioned, the lack of
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the necessary learning resources provided by society cannot meet the needs of al the
learners. In such situations, learners need to either individually or cooperatively, get
the desired knowledge and skill.

Thirdly, the philosophical rationale behind autonomy is, as Crabbe (1993) argues,
the belief that the individual has the right to be free to make his or her own choices not
only in learning a language but also in other areas. Additionally, Knowles (1975)
confesses that independent learning will be essential to the good functioning of the
society. Once they get prepared for independent learning, learners will also expand
their life choices. So, in Algeria specialists have to think about the most suitable
educational measures to be implemented in early stages to prepare learners to be
autonomous. Such autonomy paves the way of persons’ and citizens’ autonomy.

On the basis of al what has been said previoudly, it is attempted to review some
definitions of learner autonomy
|.3.2 Learner Autonomy Defined

It is important that the term autonomous be explicitly defined. The word
autonomous is the adjective form of autonomy, which is etymologically a legal-
political term. It is from the Greek autonomia, derived from autonomous, where auto
means “self” and nomous means “law”. It is defined in the Australian Oxford
Dictionary (Rubin.J 1981) as “the right of self-government; personal freedom,
freedom of the will, a self-governing community”.

In the field of education, the concept of learner autonomy has amassed increased
and wealth of theoretical discussion on its definition and many specialists in the field
studied it and brought various interpretations (Little et al., 2002; Benson, 1996; Dam,
1995; Holec, 1981). They have elaborated ways to implement it and have greatly
proved its necessity in the language teaching and learning domain.

a. Learner Autonomy as a Capacity

In second and foreign language learning, the debate about autonomy originated in
Holec’s Autonomy and foreign language Learning published in 1979, in which he
defines learner autonomy. For Holec to say of alearner that he is autonomous is to say

that he has the capacity of taking charge of his own learning and nothing more
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(Holec, 1981:3) .To take charge of one’s learning is to bear responsibility for all the
decisions concerning all aspects of thislearning such as

determining the objectives , defining the content and progression ,selecting the
method and the techniques to be used , monitoring the procedure of acquisition and
evaluating what has been acquired(Holec, ibid)

Inspite the fact that Holec’s definition touches all the areas related to the
transformation of roles over learning from the teacher to the learner, other researchers
disagree with him and state that his definition does not consider “the nature of the
cognitive capabilities underlying effective self-management of learning.”(Benson,
2001:49). Similarly, Little(1991) notices this in Holec’s definition and posits :

Autonomy is a capacity - for detachment, critical reflection, decision
making, and independent action. It entails that the learner will develop a
particular kind of psychological relation to the process and content of his
learning. (p: 3- 4)

In addition to the common points with Holec, Little’s definition adds a dynamic
psychological aspect to learner’s autonomy. He states the fact that the learner is aware
about the “Why”, the "What” and the “How “of his learning. Learners will develop
and their autonomy will improve thanks to such awareness and permanent reflection. It
can be said that, cognitively, learner autonomy is considered as the ability to take
charge of one’s own learning with a certain degree of awareness.

Emphasizing the psychological relation Little (ibid) continues:
Our capacity for self-instruction probably develops out of our experience
of learning in interaction with others: in order to teach ourselves, we must
create an internal substitute for the interaction of home or classroom. (p.5)

Little (1991) also stresses that this capacity includes metacognitive learning
strategies, such as planning, monitoring, and evaluating learning activities.
Metacognitive elements of autonomy are presented in the other two contrals, i.e.,
involving both the content and process of learning. These controls refer to, in a given
learning context, learner’s involvement in setting goals, defining content and process

of their own learning, selecting their methods and techniques, monitoring and
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assessing achievement and progress (Little, 1991: 91), which can be summarized in
metacognitive terms as the capacity to self-manage their learning (Wenden, 1991).

It is clear, then, that learner autonomy is a capacity that with practice will be
developed but it can aso be lost through inactivity.

Little (1999) summarized the definition of learner autonomy from three various
angles:

1) The foundation of learner autonomy is acceptance of responsibility for one’s
own learning,

2) The improvement of learner autonomy is related to the practice of that
responsibility continuously to comprehend what, why, how one is learning,

3) The impact of learner autonomy on extending formal learning to long life
learning.

What it can be deduced from this definition is that autonomy is described and
explained as a capacity displayed by learners’ behaviours considering both the process
and the content of learning in which learners possess and use specific and necessary
skills to choose what, why and how to learn, to put in practice the plan and to evaluate
the progress of learning. The learner’s knowledge and skills are necessary but not
sufficient to lead him/her to autonomy. As matter of fact, autonomy does not only
include capacity but it also depends on learners’ willingness to be involved in the
learning process.

b. Willingnessfor Learner Autonomy

Learners’ affective factors, including attitudes, willingness, and self-confidence,
are also taken into account in defining learner autonomy (Trinh, 2005).

From the individual attributes listed above, one of the most important elements of
learner autonomy is willingness which involves intrinsic motivation, positive attitudes
and beliefs. Basing on Dam’s (1995) definition, Sinclair (2000b:4) proposed that the
concept of ‘willingness’ highlights the point that “irrespective of their capacity,
learners will not develop autonomy unless they are willing to take responsibility for
their learning. Similarly, Sinclair (2009: 185) observes that “a learner may have
acquired a good deal of metacognitive knowledge i.e., learners display a capacity to

learn autonomously but not always ready to take responsibility” because the degree of



their willingness is different, it depends on some psychological (e.g., depression),
physiological (e.g., headache), contextual factors (e.g., too much noise, not enough
resources) which can have a negative impact on learners.

Willingness together with capacity account for the most important ingredients
needed to be seriously considered in developing learner autonomy (Lee 1998). This
has been clearly demonstrated in (Dam 1995) definition:

Learner autonomy is characterized by a readiness to take charge of one’s
own learning in the service of one’s needs and purposes. This entails a
capacity and willingness to act independently and cooperation with others,
asasocially responsible person. (p.1)

It can be deduced that learner autonomy comprises two components: capacity and
willingness which each one is composed by two features. Capacity involves
knowledge and skills, and willingness includes motivation and confidence.

These components of learner autonomy (capacity and willingness) and
their sub-components are described in the following figure

Language learning aulonomy

/\\

Ability S illinpees ‘

KEnowledge Elealls Motvabon Confidence

Fig. 2 the components of autonomy in foreign language lear ning. (Adapted from
Littlewood, (1996: 130)

This does not imply that all learning decisions are provided by learners and
teachers have not a say. A teacher’s support is of optimal need because promoting
autonomy is a process involving awareness raising, strategies acquiring, a training
provided by the teacher. Voller (1997) claims that in autonomous learning teachers’
role is generally that of a facilitator, counselor or resource. He also adds that both
roles provide psychological support and technical support (cited in Aoki, 1999). The
psychological support implies motivating and raising learners’ awareness and the

technical support involves supporting them to acquire the skills and knowledge to plan
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their learning and evaluate themselves (Aoaki, 1999).The learning directions are
initiated by the teacher or more knowledgeable others, learners are not fully
independent but interdependent. Interdependence means working together with
teachers and other learners towards shared goals and take responsibility for their
learning in accordance with the sociocultural theory of learning (Vygotsky 1978).
Interdependence is of great importance because it allows the practice of autonomy not
only as a matter of individual choice, but also afeature of collaborative environments.
The individual is supposed to share responsibility and work within the parameters
structured by the group. Learning occurs in  a social setting in which negotiation,
interaction and collaboration are necessary factors in improving learners’ autonomy
because they reduce anxiety, enhance motivation, meet various learning styles, and
ease the improvement of positive attitudes towards learning as well as language
learning. “Learner autonomy does not arise spontaneously from within the learner but
develops out of learner’s dialogue with the world to which he or she belongs” (Little,
1994 : 431). In addition, cooperation in helping each other to excise reflection on how
to approach tasks and language learning is essential to develop metacognition. In the
collaborative model, (Whipple, 1987) posits:
Knowledge is an interactive process, act as an accumulation of Trivia
Pursuit answers; education at its best devel ops the students' abilities to learn
from themselves.... Collaborative activities lead to emergent knowledge,
which is the result of interaction between the understandings of those who
contribute to its formation. (p.05)
What characterizes learner-learner interaction is the kind of activities that involve
commitment, responsibility and confidence from the side of all learners. Learners have
clearly defined structures, directions, plans and responsibilities. This interaction helps
the teacher to know precisely what the learner can achieve aone and what he/she
needs to achieve.

These are tasks that First year EFL students cannot handle independently, they are
still in need for stages to ease their comprehension of what, how, when and where to
use LLS. They need advising and explicit instruction of LLS in order to appropriate
the essential skills of FL. The absence of such skills can perturbate their progress and
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development as competent readers, writers, listeners and language users.
Knowledgeable persons’ (teachers, instructors) tasks then is to scaffold them through
different layers of knowledge before being left on their own. Thus, it is advisable to
promote reactive autonomy as a first step in the long journey towards proactive
autonomy.

What we can bear in mind is that autonomy cannot be taken for granted but along
reflective process that its stages are gradually required.
I. 3.3 Levels of Autonomy

Autonomy is a variable trait rather than a permanent state. As (Nunan 1997:192;
Benson, 2001: 5).suggest: "autonomy is not an all -or-nothing concept but a matter of
degree.” Therefore, it is a capacity that can be gradually acquired through time by
making efforts. In this line of thought, we will show one of the major evidence that
prove the possibility of measuring autonomy and the possibility of enhancing this skill
is represented in Nunan's model. According to him(ibid), there are five main stages
that learner goes through in order to foster autonomy inside and outside classroom

successfully. They are categorized as follow:

LEVEL LEARNER CONTENT PROCESS
ACTION
1- Awareness Learners are made aware of the | Learnersidentify strategy
pedagogical goals and content of the | Implicationof pedagogical
materials they are using tasks and identify their
own preferred learning
styles/strategies
2- Involvement Learners are involved in selecting | Learners make choices
their own goals from a range of | among arange of options
alternatives on offer
3- Intervention Learners are involved in modifying | Learners modify /adapt
and adapting the goals and content of | Tasks
the learning program
4- Creation Learners create their own goals and | Learners create their own
objecties Tasks
5- Transcendence | Learners go beyond the classroom | Learners become teachers
and make links between the content | and researchers
of classroom learning and the world
beyond

Table07: Nunan's M oddl, levels of implementation (Nunan, 1997: 195; Benson,

2001:12)
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On the basis of this table, it can be noticed that the stages of promoting autonomy
are emphasized from the lowest level to the highest one. Learning can only start from
the learners themselves, it can be more efficient if they can exercise some control and
this can be obtained by the help and guidance of the teacher whose responsibility is
fundamental. S/he should act as “change agent” in the classroom-shifting the
responsibility for learning more onto the shoulders of the students themselves and
taking on a series of roles as. diagnosticians, learner-trainers and coordinators. S’he
can provoke learning activities that pave learners’ ways to identify the preferred
manners to learn as well as the tools that can help them to reach the pedagogical goals.
Progressively, learners engage in exploring their needs by choosing from a range of
alternatives and options what and how to learn to fulfill those needs and by reflecting
on choices to make more informed ones in the future. Realizing that being able to
cover this step urges them to not only select but intervene in changing and adapting the
content as well as the task to meet their needs and this can assist them to greatly
contribute to create their own learning tasks which guide them to set their own
learning objectives. Through these considerable and progressive stages, learners
become aware, active and involved partners in the classroom ; their core responsibility
is to seek and display understanding, apply knowledge and achieve educational goals.
They are taught skills to help them become more fully autonomous. This implies that
they are endowed with abilities that ease the transfer and the connection of classroom
learning to their real world behaving as fully autonomous learners.

[.3.4 The Profile of Autonomous L earners
Learners’ autonomy has become a central concern in teaching and learning
processes since it permits learners to reflect on their own way of learning. Little (1991)
is of the point of view that
Autonomous learners are cast in a new perspective, have a capacity for
detachment, critical reflection, and decison making, take independent
actions and are expected to assume greater responsibility and take charge of

their learning . (p 4)
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An important aspect of autonomous learning is that the learner enhances
awareness of language and learning. “It is essential that an autonomous learner is
stimulated to evolve an awareness of the aims and process of learning and is capable
of critical reflection” (Dam, 1995:2). Raising learners’ awareness is the outcome of
conscious effort and ongoing practices.

According to Dickinson (1993) there are four characteristics that best describe
autonomous learners.

Firstly, they can identify and connect what is being taught and their previous
knowledge. For example, they may relate what they read to their schematic knowledge
to gain full understanding and comprehension. Secondly, she adds that, autonomous
learners cultivate the ability to set their own learning objectives. Most autonomous
language learners seek knowledge outside the classroom. They either listen to
broadcast programs or speak with native speakers directly or via network as part of
their own learning objectives. Thirdly autonomous learners are able to have insights
into their learning styles and strategies and choose the most adequate learning
strategies that meet their needs and sustain their interests. For instance, an autonomous
learner can make a presentation by using the available material such as network, data
show, videos, and pictures to make the comprehension feasible and clear. The fourth
characteristic is that autonomous learner can judge the effectiveness and the efficiency
of their use of strategies and when necessary adjust them to respond to their learning
objectives. For example, an autonomous learner may overcome his/her learning
weaknesses by pinpointing the elements that s’lhe has not mastered and go over
through much reading and researching to gain mastery.

All these four indispensable characteristics not only assist and guarantee the full
commitment of autonomous learners in their learning process but also contribute with
other components to promote learners’ autonomy.

It can be deduced that becoming an autonomous learner is a process which consists
of three stages as stated by Scharle and Szaboo (2000): raising students’ awareness,
changing attitudes, and transferring roles. Besides these outcomes, promoting learner-

autonomy should be regarded as a | egitimate need that teachers and educators pursue.
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It is worthy to point that promoting learner autonomy is a complex process that
needs classroom strategy training. Therefore, teacher’s support is highly needed to
develop students’ awareness, to identify learners’ needs in terms of strategy use, and
adopt different ones so that they gradually become autonomous learners.

In order to find out any similarities or possible differences between this study and
other researches, some work of other researchersin other contextsis included.
[.3.5 Previous Related Studies

There are many studies on language learning strategies which have investigated

LL S used by students of various nationalities and levels of education.
According to Oxford(1990), people of different cultures analyze and approach learning
tasks differently. Therefore, finding out and studying these strategies will assist and
help teachers, learners ,materials and curriculum designers and developers in any
culture to increase the teaching and learning strategies.

Among these studies are those which have been undertaken and conducted in
Algeria , Iran, Taiwan and China and the analysis of them is mostly descriptive in
nature. Researchers stressed : the use of strategies in writing narrative essays in
Arabic, French and English, the impact of metacognitive awareness on reading skills,
some of them focused on metacognitive listening strategies awareness and other
evoked the relations that might exist between language proficiency, learner autonomy
and theuse of LLS.

Elachachi (2006) has conducted a study at Aboubakr Belkaid in Tlemcen
University in Algeria, she explored the strategies used by EFL students as they
engaged in writing a narrative essay in Arabic, French and English

She undertook a case study of Sixteen EFL university students randomly selected
from each year of the English License degree (First, second, third, and fourth year).
Four research tools were used to answer the above research questions: a
guestionnaire, think-aloud procedure, an interview and essay writing task.

For the analysis and the treatment of the data collected, she used quantitative,
qualitative and statistical analyses. She found that this sample used a number of
similar strategies to write narrative essays in the three languages namely

metacognitive, cognitive and effective strategies. The qualitative analysis revealed that
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students used some strategies in the three languages either successfully or
unsuccessfully. She noted that 3rd and 4th year students favoured metacognitive
strategies (topic reading, keywords, oral construction of the text, brainstorming,
revision, time-saving and self-monitoring strategies) in the three languages and
displayed little use of cognitive strategies (tranglation, re-reading, transfer and writing
in two languages). However, 1st and 2" year students showed a limited use of
metacognitive strategies in the three languages and relied much on cognitive
strategies.

The results also revealed that the ineffective use of strategies had an impact on the
quality of students’ compositions and this was shown in the grades obtained on their
essays writing in the three languages. Moreover, she found that strategic competence
was a serious deficiency in these students, and in order to equip them with such skill,
she suggested to set out a new educational approach that would lay a ground on the
metacognitive and cognitive development of the students by connecting content
teaching with strategy instruction.

On their part, Rahimi and Katal (2010) carried a study and examined the level of
Iranian university students metacognitive listening strategies awareness in learning
English by administering Metacognitive Awareness Listening Questionnaire (MALQ)
among university students of different magjors. The finding demonstrated that more
than 60% of the participants were almost aware of their metacognitive listening
strategies. Added to this, the results aso showed that no gender difference had been
found in relation to their general metacognitive awareness of listening strategies.
Moreover, English students were found to be more aware of their problem-solving,
planning and evaluation strategies.

Another study had been conducted in Taiwan by Liu(2012) , it attempted to shed
light on the relations between language proficiency, learner autonomy and the use of
LLS in an EFL context and to enhance the understanding of the relationship between
them.

150 participants were the sample of this study. They were administered the
intermediate level listening and reading tests of the General English Proficiency Test
before school started, and then placed in different proficiency levels for English
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instruction. The tools used to measure students’ strategy use and autonomy were
administered three to four weeks after they started their first academic year. The
instrument used was adapted from Oxford’s (1990) 50-item version of SILL. It was
dlightly modified and translated into Chinese to get better measure of Taiwanese EFL
context. Learner autonomy was measured with the 43-item questionnaire used by Liu
(2012) and trandlated into a Chinese version to be used in Taiwanese EFL setting.

The results revealed that both language proficiency and learner autonomy play a
crucial role in the use of LLS.They also demonstrated that as the level of proficiency
and autonomy increased, the frequency of strategy use aso increased. Strategy use had
a high level of correlation with learner autonomy, and due to this, the use of cognitive
and metacognitive strategies are common denominators that mostly contribute to the
prediction of learner autonomy.

Furthermore, Mohamed, Chew and Kabilan (2006) conducted a study and sought
to determine the awareness and use of metacognitive reading strategies(MRS) used by
good Chinese readers. Purposive sampling was used to select 100 learners to take a
reading comprehension test. According to their scores on the test, the subjects were
marked good, moderate, and weak. Only the top 20 students were selected. They were
administered the Survey of Reading Strategies Questionnaire (SORS) to identify their
metacognitive awareness and use of reading strategies as well as the strategies they
used the most frequently by using a 5-point Likert Scale ranging from 1 (I never do
this) to 5 (I always do this) and this was related to quantitative analysis. Qualitative
data were collected by using structured interview with five out of 20 participants who
scored high on the test.

In order to analyze and interpret the data, content analysis were used to dig into
whether the informants were aware of and use metacognitive reading strategies to ease
their comprehension and also to get in—depth feedback of how and why they employed
them in needed situations. The quantitative findings revealed that only 04 out of 20
subjects showed a high degree of awareness of these strategies and were grouped as
the high strategy users . 80% of the participants displayed moderate awareness in
using these strategies and were categorized as the moderate strategy use. However, no

one demonstrated a low —awareness of metacognitive reading strategies.
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The results of the structured interview conducted with five informants displayed that
they understood and knew exactly which metacognitive reading strategies, when and
why to use them. They employed MRS in some situations : 1.activating background
knowledge, 2.re-reading and going backwards if needed, 3.re-reding the text and re-
examining what was read earlier, 4. Making guesses while reading, 5. Scanning and
skimming for the main ideas, 6. Predicting the meaning of phrases and words while
not understanding the text, 7. Looking at tables, graphs and charts to ease reading
comprehension. These data supported the results from the quantitative findings that
indicated that the participants displayed a high degree of awareness of which, how and
why MRS they make use to ease the different difficult reading situations .

Looking at studies reported above, there is still a lack of academic work and
research into exploring and describing EFL students’ awareness of strategy use and its
relation to learner autonomy within Algerian context. The present study was
undertaken in a new setting with new participants from Algeria. Therefore, this part
shows the need for the current study and attempts to tap into First year degree
students’ awareness of strategy use and the relationship it might have with learner
autonomy
Summary

Learner autonomy necessitates an appropriate environment in which learners seize
opportunities for improving their language learning, boost their motivation, take more
responsibility for their own learning and acquire skills to use adequately strategies to
take the best advantages of learning inside and outside the classroom . Learners are
required to change their traditional ways of learning that leave no room to credtivity,
collaboration and knowledge construction to approach learning. They have to cultivate
the sense of sharing responsibility in collaborative work which they may consolidate
their strengths, pinpoint their weaknesses and make their errors work for, not against
them, since they are the main agent of their learning in the new trend of language
acquisition and bear in mind that their progress is made by themselves not only to
meet the present needs but to broaden their horizons and to be lifelong learners.
Through frequent exposure to how and why best use of LLS, they can become aware

of their effectiveness in learning fastly and autonomously. Thus, First year EFL LMD
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autonomous learning goes beyond an academic context: it is a life-long process
increasingly developing awareness in which their affective variables can play a mgor
role in constructing its framework.

This section stresses this point and has reviewed some related literature with regard
to learner autonomy definitions and reasons. It also described the possibility to
measure it, what characterize autonomous learners and how can learner autonomy be

promoted. Some researches related to this study have been highlighted



1.4 Conclusion

In essence, the chapter discussed major perspectives of language learning
strategies, metacognitive strategy awareness and learners’ autonomy. In order to
address the focus of the empirical study whichis EFL students’ awareness of strategy
use in promoting autonomy .We started our review by defining the concepts of our
topic which are LLS, metacognitive awareness and learner autonomy , describing their
importance and their characteristics. We shed some light on LLS in a sense how these
strategies have been developed, and used in EFL classroom learning over time,
metacognitive strategy awareness and learner autonomy which are considered
necessary concepts which address the concern of this empirical study. We aso
presented different taxonomies of LLS making the link between LLS and Learner
Autonomy, emphasizing that LLS are the central actions to be considered to promote
learners’ autonomy. This chapter sets out the main purpose of the present study :To
explore the extent to which new arrived students are aware of strategy use and make
use of it . Second, to encourage them to perceive their own efforts as essentia in
facilitating their learning and helping them to be autonomous learners. That is, this
study attempts to investigate whether University First Year EFL students are aware of
strategy use in promoting their autonomy

What we can bear in mind from the discussion above is that learner autonomy
and metacognitive awareness support each other. What is also clear is that autonomy is
acquired gradually once the learners show willingness to use their capacity to take
advantage of LLS which requires conscious reflection and awareness of the processes
of learning.

Research into the use of LLS and how they might best be introduced to language
learners to promote their autonomy is an increased desirable goal. Foremost other
reasons might be to create more effective and successful learner-centered and more
autonomous learners that should be aware of their role as the main agent in learning if
they are to achieve success.

The following chapter will be devoted to examine the research methodology and
design which had been undertaken to find answers to the questions formulated in this
research .
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Chapter two: Study Design and M ethodology

Introduction

An account ofthe research design and methodology istheconcern of this chapter. In
defining research design and methodology issues (Cohen et al. 2007) states that there
are tactical decisions which establish the practicalities of research. The researcher
makes decisions to answer some questions which can be, for example: What is the
type of the research to be used? Is it experimental research, case study, or action
research? How to go about collecting data to answer the research questions? What are
the research questions? Who are the samples ? What are their characteristics, for
instance, the number of the participants, their age, gender and proficiency, as well as
the steps to follow for the analysis and discussion of the collected data.

This necessitates taking into account whether it is possible to collect the data from
the target sample, using the research tools and procedures chosen by the researcher to
answer the research questions. Setting to answer these questions, the researcher should
take into consideration two important aspects of research, these are feasibility and
replicability. The first relates to whether there is a possibility to investigate the issue
and obtain data necessary to answer the question (Mackey, A., &Gass, S. 2005). A
deep understanding of the whole empirical study, including the Sample’s availability,
the setting; and other pointsis required

The second aspect to be taken into account is replicability which Mackey and
Gass (2005) define as “Conducting a research study again, in a way that is either
identical to the original procedure or with small changes (e.g., different participants),
to test the original finding” (p, 364).Thus, under similar conditions, a study can be
replicated by the readers who might sustain their interests in the current investigation.

The next step in this chapter is to explain the method of data analysis used in this
study. The research has taken place in English Department at University of Blida 2 in
Algeria during the academic year 2014-2015.

2.1 Resear ch paradigm
A research paradigm defines all elements of the research study. According to
Denzin &Lincoln (2000:19) it is “The net that contains the researcher’s

epistemological, ontological and methodological premises”. It is the whole interpretive

46



groundwork up on which all decisions related to a study are taken. Consistency
between the various steps of the study design is provided. The present study is trying
to find whether first year EFL LMD students at the English Department at University
of Blida2 are aware of strategy use in promoting their autonomy. One appropriate way
to know about that situation is to élicit information from the target population. In fact,
the research is approached by a research paradigm which is a case study. We shall go
through this paradigm in detail to clarify this research.
2.2.1 Case Study
A case study is the paradigm of research design adopted. In an attempt to display a
full picture of first year EFL LMD students’ awareness of strategy use and autonomy,
and since the study is mainly descriptive, it was seen appropriate to limit the scope of
this study and use a case study as an approach with a selected sample of (70) of first
year LMD students at the English Department at University of Blida2.
a. Case Study Significance
A case study is essentialy an intensive investigation of the particular unit under
consideration. A case studyis a type of ethnographic research study that focuses on a
single unit, such as one individual, one group, one organization, or one program. The
goal is to arrive at a detailed description and understanding of the entity (the*“case”).
Case studies use multiple methods, such as interviews, observation to gather data, asis
the case of this study. A case study method is a very popular form of socia studies and
involves a careful and complete observation of a social unit, be that unit a person, a
family, an institution, a cultural group or even the entire community. The present
research tries to have a comprehensive view of first year EFL LMD students’
awareness of strategy use in promoting their autonomy.
2.3Educational Context
As the title of the research indicates, this case study is concerned with first year
EFL LMD students in English Department at University of Blida2.1t is found adequate
to understand the philosophy underpinning the LMD system.
2.3.1 The Philosophy of the LMD System in Higher Education
LMD is a system of education that awards principally three types of

qualifications. It is made of the L (licence) with 6 semesters (three years of study and
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the equivalence of the BA i.e. Bachelor degree), M a (Master degree) of two years
(4semesters) is the second phase and the last period is Doctorate studies of three years
of research (6 semesters). In each semester, students are obliged to attend 400 hours in
a 16 week period (i.e. 25 hours per week).

This system is related to « teaching Units »which should be accumulated by the
students at the end of each semester. In addition, « credits » are essential elements.
This implies that if students do not succeed to obtain the required credits for the first
semester, they may move up to the second semester with the credits obtained in the
first. However, they remain redebted even if they move up to the second year.This

system includes other new elements as shown in this adapted table :

ELEMENT AlM

Semestrialisation | To better organize and make more flexible the system.The

divisonislaid on semesters

ThreeTeaching | Theteaching processis based on units:

Units Fundamental Unit: where the basic subjects are grouped;
Methodological Unit: which is primarily destined toprepare
learners to acquire skills in methodol ogy,

Discovery Unit: where students can get acquainted to

new subjectsin new fields.

Credits Each Teaching credits that can be capitalized and transferred.

Domains They cover many coherent disciplines including other subjects
that lead to other specialties and particular options proposed to
the students.

Tutoring Thisis a new pedagogical activity for the teacher introduced in
the LMD system. This element allows a direct and a close

interaction between the teacher and the student outside the

academic settings.

Table08. LMD System Features and Objectives (adapted from « Guide
D’ Information sur le Systeme LMD, 2005 »
LMD students are supposed to be placed as the center of attention in language learning

education; they are no longer passive receivers of information but active participants
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fully involved in the shaping and development of their learning. In the same line of

thought Boukhedimi (2011) states:
Students are expected to demonstrate commitment to the degree study
course. However, this involves a number of behaviors that are implicit in
other study schemes but made highly explicit in the LMD.When such
behaviors are expected.i.e, regular attendance, active participation, private
study work, and progress towards aims/study goals. They are accounted for
through continuous assessment. The new scheme seems to accept the idea
that candidates for aLMD degree have a potential which they might exploit
during on-going course tuition; there is, thus, room for improvement. (p:
66)

The LMD scheme stresses the learners’ role in the process of learning, it based on
learner-centered approach which puts students in a highly active zone that prompts
them to rely on themselves to learn and develop their learning to achieve the desirable
goa which is learner autonomy. The LMD system was first introduced in the
Algerian universities in 2004/05. This new university systemis called originally BMD
(Bachelor, Master, Doctorate) in the Anglo-Saxon countries, and generally is known
as (LMD) from the French initials License, Master, Doctorat.
Initially, the starting point of this system was in the Anglo-Saxon countries.

Many countries over the world have adopted it. The major reason behind its adoption
is to guarantee mobility and the recognition of the degree in every part of the country
and even abroad. The LMD system became operational in the department of English at
Blida-SaadDahleb University in September 2007. Students obtain the “Licence”
degree after three years of study, which corresponds to 180 European Credit Transfer
System ( ECTS),a master’s degree (conferred after two years of study corresponding
to 120 or 300 European Credit Transfer System), and a doctorate (conferred after
completing a piece of research for at least three years and defending athesis).
2.3.2TheLMD System: A Learner-centered Approach

The pedagogy of learner-centeredness or learner-centered teaching
(Bilimoria and Wheeler, 1995; Weimer, 2002) represents a paradigm shift from
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traditional teaching methods by focusing on how students learn instead of how
teachers teach. According to Weimer (2002), learner centered pedagogy may be
displayed by some features:

First, teachers need to assume that students are capable learners who will
blossom as power shifts to a more egalitarian classroom. Second, using content not as
a collection of isolated facts, but as a way for students to be critical thinkers about
their learning .Third, teachers should return the responsibility for learning to the
students, so that they can not only understand their learning strengths and consolidate
them but also overcome their weaknesses and feel self-directed in their knowledge
request.

In the same line, the Algerian Ministry of Higher Education and Scientific
Research opted for a more learner-centered pedagogy since it advocated the
application of the LMD system. In fact, it is believed that this system would better |ead
and assist the university student to be an autonomous and a self-regulated learner (see
tablel p: 2).

First year EFL LMD students at the English Department at University of Blida2 have
thirteen modules in each semester. They cover the following area literature,
civilization, linguistics and additional subjects. Learners are assessed during the
semester according to their engagement and readiness to learning in class sessions. An
effective learning of these modules needs some assistance and guidance that can be
achieved through being aware of some techniques, and the know how to use them.
Establishing a strategic framework comprising efficient Language Learning Strategies
in order to promote first year EFL |learners autonomy isworth to consider and deserves
asignificant study.

2.4. Resear ch Question and Sub Questions

Promoting and enhancing autonomy in language learning are two objectives
that have been developed in the educational institutions by many approaches. The
overall intent of thisresearch isto find answer to the following research question:

What is the place of strategy use and learner autonomy in the learning

process of first year EFL students —in the English Department at University of Blida2-
?
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The question above addresses a major issue in this study. The following two sub
guestions are meant to help us answer the main research question:
Sub-Q1: Arefirst year EFL students aware of their learning problems and of the
necessity to solve them?
Sub-Q2: Are first year EFL students aware of strategy use to promote their
learning autonomy?
2.5. Population and Sampling
First year EFL male and female students at the English Department at University
of Blida2 are the population targeted in this research and since the study of the total
first year is not feasible a sample has been used .The concept of sampling was
introduced as a solution to make the results of researches more accurate and
economical (Singh, 2006). Dornyei (2003) writes “Broadly speaking, the sample is the
group of people whom researchers actually examine and the population is the group of
people whom the survey is about” (p, 70-71). The whole population of the first year
EFL studentsin English Department at University of Blida2 is amount to 325 students.
In order to increase validity of results, a sample of 70 students has been taken. The
students are chosen randomly, so the sampling type used is probability sampling.
Probability sampling is a method of sampling which gives probability that the
sampling is representative of the target population. Every member of the population
has an equal chance or probability to be included in the sample. The selection of this
sample is based on the assumption that first year students tend to be the least
experienced learners, and hence are expected to have low proficiency, so they are the
population the most likely to be concerned with learning problems, especially that the
students are in atransitional stage —from secondary school to university level-.
The two-part questionnaire were administered to the 70 participants. Only 10 of
these participants took part in the semi-structured interview. The details concerning

the participants of the present study are summarized in the following table:
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Population Sample | Participants | Participants

First year EFL | Students | Partl | Part2 | 10 Students

Students  in 70 70 Students

ED at

UB2(325) Q |
(Q=Questionnaire I=Interview)

Table09: Details on the population and the sample
2.6. Research Tools
In order to enhance confidence in the ensuing findings, to strengthen the research

and optimize its validity, and since it is a descriptive study, triangulation has been
carried out..
2.6.1 Significance of Triangulation

A triangulation is a characteristic of a qualitative research conducted in natural
settings (Gable, 1994; O’Malley & Valdez Pierce, 1996). In triangulation, the
structured and overlapping use of multiple theories, multiple research methods,
multiple researchers and/or multiple data sources aim at three main goals. First, to
capture different dimensions of the same phenomenon; secondly to account for the
observed learning situation holistically, taking into account cognitive, affective, and
social factors; thirdly, to obtain confirmation of findings through the convergence of
different perspectives. In the context of the present educational setting, the
triangulation aims at deepening and widening one’s language study context. For this
case study, the research tools that were mainly used are a two-part questionnaire, a
semi structured interview and class observation. The choice of these devices is
grounded on the open-ended nature of our research question; in this context, Mackey
and Gass stated “Research questions to a certain extent dictate a particular method”
(2005: 45). They are used to gather the necessary information to answer them. The
following section describes the different instrumentations, their aims and
administration.
2.6.1.1 Questionnaire
The first research tool used in this study consists of a questionnaire addressed to the

targeted population. Before any attempt to provide details concerning the
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guestionnaire, we deem it essential to review the importance, use and the value of a
questionnaire in foreign language learning research
a. The questionnaire as aresearch tool

it is opted for a questionnaire as acknowledged the most important source of
information for research in order to obtain quantitative and qualitative data.
Questionnaires can be used to extract numerical data from close-ended questions (that
can then be statistically analyzed), or can be used to extract meanings from open
questions. The main difference between open and closed questions is that open
guestions do not seek restricted responses (e.g., yes/no or numbers on a scale). Many
questionnaires, particularly in interpretive inquiries, use a mix of both. The type of
structure chosen depends on a number of factors. For example, the purpose of the
guestionnaire, the nature of the study, the timeframe available for administering the
instrument, and the population size of respondents.

There are many advantages to using questionnaires. (Oxford 1996 as cited in
Griffiths 2003a: 57) provides a summary of advantages of questionnaires as helpful
tools to undertake LL S by stating:

Strategy questionnaires have certain advantages. They are quick and easy to
administer may be the most cost-effective mode of strategy assessment and
are completely non threatening when administered using paper and
Pencil(or computer)under conditions of confidentiality.Moreover,many
students discover a great deal about themselves from taking a strategy
questionnaire.(p:33)

It is clear that there are advantages using strategy questionnaire. They are efficient
in terms of time, energy, financial cost and anxiety limiting. In addition to that they
contribute to raising students’ awareness about strategy use. This explains their wide
usein social sciences.
2.6.1.2. Description of the questionnaire

a. Aim of the questionnaire

The aim of the questionnaire is to collect necessary data in order to answer the
second sub-research question, which is as follows: Are first year EFL students aware

of strategy use to promote their autonomy?
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Generally, this tool provides three types of data about the respondents. factual
attitudinal and behavioural, (D6rnyei 2003). They are described as follows:

. Factual information: questions are asked to find out more about
the respondents’ attributes and facts. Examples include: demographic
characteristics (age, gender, and race) the amount of time spent in learning a
foreign language and any other background information that may be relevant in
interpreting data.

. Attitudinal information: the items of the questionnaire address the
respondents’ interests, attitudes, beliefs and points of view

. Behavioural information: when the items try to find out what the
respondents regularly do or have done, stressing life-styles, actions and habits.

b. Types of questions
The type of questions asked in the questionnaire deeply depends on the research
guestions addressed by the study. For the sake of gathering as much data as possible
from the participants, a variety of types of questions was used, the most used are the
open- ended questions. Open-ended questions have been included so that the
respondent feels free to reveal what he/she wants to say (Nunan, 1997). These
characteristics are found in the space left below for each question. Close- ended item
questions, however, according to Nunan’s (1997:143) definition limit the answers by
providing a range of possible responses. Mackey and Grass (2005) believe that close-
ended-item questions typicaly involve a greater uniformity of measurement and
consequently greater reliability. The analysis of this type of questions can be less
demanding.

It is clear then that relying on one type does not provide the necessary data to
answer the research questions. That is why we are using a combination of both types.

The type of questions is preferred to be asked using the first personal pronoun “I”
to prompt learners to participate and even to comment, as they feel engaged and
involved when feeling that they are talking about their own experience. The following
are examples of the questions adopted for the background questionnaire:

. Open-ended question

Example 1: Inthefirst part of the questionnaire (Appendix C)



Q6: According to me; autonomy means

| do not know.

Example 3: in thefirst part of the questionnaire (Appendix C)
Q3: How | judge my level in English?
Excellent Good Fair Poor
JUSHITY o
c. Question wording
In order to facilitate respondents’ understanding, it has been worked to make
the language and the layout of the questionnaire helpful and encouraging to complete
it. Asthe purpose of the questionnaire is not to test the students, we tried to use ssmple
and clear expressions to avoid any ambiguity or complexity of the questions’ content.
All the questions are easy handling, simple and quick to answer
Asfar asthe layout is concerned, we have divided the questionnaire into two parts.
We think that a questionnaire with more than enough space for questions and answers
is more helpful and encouraging to the participants. For Cohen et al. (2007: 339) this
will “indicate the overall logic and coherence of the questionnaire to the
respondents,enabling them to “find their way’ through the questionnaire”. The first
part comprises some direct questions devoted to the students’ profile, to provide
personal information from the participants that would add meaning to the far more
detailed data obtained from the questionnaire and to collect some factual information
of the respondents that might be relevant in data interpretation. The second part
comprises indirect questions.
2.6.1.3. Administration of the questionnaire
The first step in the procedure followed in this study is administering the

questionnaire .The distribution, the explanation and the collection of them were done
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by the researcher personally. The researcher’s presence was necessary to explain and
clarify any ambiguity in the instruction.

Seeking validity of results, it was preferable to include two-part in one
questionnaire and administered them at the same time one after another to the same
students.
2.6.2Semi-structured I nterview

As it isrelied on a case study to gather data, and in order to get more specific
information about the attitudes and behaviors of the (10) informants, a semi-structured
interview was used as a second instrument.
2.6.2.1 Description of the semi-structured I nterview

Since the first sub-question seeks answers about the students’ awareness of their
learning problems and how they solve them, and aiming at having areal picture of this
situation, a semi-structured interview was used in order to give more space and chance
to students’ answers. This type of interview has characteristics of both structured and
unstructured interviews in which both closed and open questions are used. To achieve
consistency with all participants, the interviewer has a set of pre-planned core
questions for guidance such that the same areas are covered with each interviewee. As
the semi-structured interview progresses, the interviewee is given opportunity to
elaborate or provide more relevant information. It is a guided conversation in which
only the topics are predetermined and new questions or insights arise as a result of
discussion and it relies on spontaneous generation of questions in the natural flow of
an interaction
a. Aim of thesemi-structured I nterview

The aim of using a semi-structured interview in this study was to obtain the
best possible quality of responses from the participants and to collect different kind of
data concerning learners’ awareness of their learning problems and the strategies used
to solve them. By analyzing the data gathered from this semi-structured interview , the
first sub-question will be answered: Are first year EFL students aware of their learning
problems and the necessity to solve them?

Few questions are prepared to start the semi-structured interview with the first

year EFL students. The following are some examples:
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Q1: Do you face difficultiesin your studies?
YesO No O
Q3: Doyou try to find solutionsto them?
YesO No O
Depending on the informant’s answer; these closed questions are followed by
open ended questions:

Q: 22 If yes, what are the solutions? Set just 2or 3 solution

b. Question Wording
The questions are asked in a simple, plain English language words.
2.6.2.2 Conducting thesemi-structured I nterview

The semi-structured interview was the second research tool to conduct after the
two-part questionnaire. It was conducted in (May 2015) with First Year LMD EFL
students in English Department at University of Blida2 during the academic year
2014-2015.

The content of the semi-structured interview was recorded via mobile phone
because it is thought that using the mobile phone might be more appropriate because it
preserves the informants’ actual responses. In this way the researcher is provided with
“an objective record of what was said that can later be analyzed”. (McKay 2006:55-
56)

2.6.3 Classroom Observation

The final method for data acquisition was in the form of quantitative, structured
observation.Classroom observation is a well-established and commonly recommended
data collection method in second language acquisition studies. Allwright (1988), vans
Lier (1988), Nunan (1989) promote the use of classroom observation. They argue that
it enables researchers to get first-hand information about what actually happens in the

classroom rather than what is thought to happen.
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a. Classroom Observation as a research tool

According to Allwright (ibid), Classroom Observation is an operational skill that
needs extensive background knowledge and deep understanding but also certain ability
to focus on significant events and an accurate analysis with a good dose of origina
thinking.

Emphasizing the advantages of using observation, it would be realized that it isa
very interesting technique to use in order to gain insight into the reality under study.
Observation requires careful planning, training and piloting and it takes a lot of
practice to use the technique at its best.

Not all strategies are directly observable. Many strategies, for example, are
mental processes, taking place in the learner’s mind. The first task, therefore, was to
compile a list of what might be deemed “observable” strategies

Since this study was based on strategy awareness and use, it was appropriate to
limit observation to just somemetacognitive strategiesin order to gain insight and
better understanding of EFL students’ awareness of strategy use to promote their
autonomy in English Department at University of Blida2 in Algeria.

2.7 Method of Data Analysis

The data gathered from the two part questionnaire, the semi-structured interview
and classroom observation have been analyzed qualitatively and quantitatively.
“collecting, analyzing, and mixing both quantitative and qualitative data in a single
study or series of studies”(Creswell and Plano Clark 2007: 5).

The rationale for using such a model lies in the fact that both methods need to be
used in order to best answer the research questions raised in the study. “The use
ofquantitative and qualitative approaches, in combination, provides a better
understanding of research problems than either approach alone”(Ibid.).Moreover,
according to Khaldi(2017 :22) “Mixed research obeys the criteria of scientific rigor
and it has the advantage of using the combined strengths of quantitative and qualitative
approaches while making up for the weaknesses of both approaches” . An explanation
of each approach is worth to clarify because of their usefulness in providing
appropriate understanding of the issue under study.

In defining quantitative research Creswell (2008) posits:
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Is a means for testing objective theories by examining the
relationship among variables. These variables, in turn, can be measured
typically on instruments, so that numbered data can be analyzed using
statistical procedures. (p, 4)

This type of data in the current study will be analyzed using tabular representations.
A possible relationship that might exist between students’ awareness of strategy use
and autonomy will be examined

Qualitative data, on the other hand, is naturalistic, it attempts to study the
everyday life of different groups of people and communities in their natural setting; it
is particularly useful in studying educational settings and processes. Creswell (ibid)
definesit as:

A means for exploring and understanding the meaning individuals or
groups ascribe to a socia or human problem. The process of research
involves emerging questions and procedures. Data typically collected in the
participants’ setting. Data analysis inductively building from particulars to
general themes and the researcher making interpretations of the meaning of
the data. (p,4)

As far as this research was concerned, EFL students studied in their natura
educational setting. The researcher collected data in a non-interfering manner, thus
attempting to study real-world situations as they unfold naturally without
predetermined constraints or conditions that control the study or its outcomes.

It is aso generally recognized that qualitative researchers are concerned with
processes rather than simply the outcomes or products. To facilitate al related
answers’ interpretation, they were categorized into groups, and reported them with the
number of respondents who had similar opinion.

Another assumption behind combining both methods is optimizing validity and
reliability of the study as emphasized by (Khaldi 2017:23) “it would prove the most

likely method of providing useful answers and great validity and reliability”.
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2.8Research Validity and Reliability

Once the mixed methods approach have been decided upon, the data collection tools
and procedures are scrutinized to ensure that the data collected is both valid and
reliable, in other words that it is both meaningful and consistent (Lankshear& Knobel,
2004). The objective here is to employ research instruments that measured what they
set out to measure, and alowed the researcher to draw conclusions from the
information acquired (Charles & Mertler, 2002; Cohen, et al., 2000; Creswell, 2008).
The various data collection procedures in relation to the study are shown and presented
in table (10)

STEPS Data Collection Procedures Date
Step One - Asking for permission of The Head of English | April-May
Department. Blida2 university 2015

Teachers’permission (classroom observation)
Participants’ permission

StepTwo Explaining the objectives of the research April-May
2015

StepThree Obtaining the permission and the approval of the Head of | April-May
English Department, the teachers and the students 2015

Step Four Conducting Semi- Structured Interview May 2015

Step Five Administering the two parts Questionnaires May 2015

StepSix ConductingClassroom Observation May 2015

Table(10) Data Collection Procedures

The global results of these three data collection procedures will be presented.
These data will be analyzed and discussed in light of what has been presented and
explained in chapter one. Data anadysis refers to the sifting, organizing and
synthesizing of data so as to arrive a the concluson of the research.
(Selinger& Shohamy 1989).
2.9 Ethical considerationsin the process of data collection
Respecting the ethical principles is a duty of the researcher to make sure that all the
rights of the participants are protected. Many points have been considered regarding

the participants. The researcher requested oral permission to carry the study in English
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department at Blida2 University and this is granted by the Head of department. A
meeting with the participants was arranged, they have been orally informed about the
objectives of the study, that they would not be tested, and that research is not included
in any course. They were guaranteed privacy and confidentiality and are free to retreat
if they manifest the desire to. The researcher informed them that their privacy is kept
through removal of all individual identifying features and by providing fictitious
names. With regard to ethical treatment of data,transcripts,audio and video input used
in this study are kept secure and will be destroyed after the completion of the research.
All gathered data will be used to fulfill the research objectives. This had encouraged
them to contribute and get motivated and informed consent was obtained from all

participants.

2.10 Pilot Study

In designing a study, a pilot study is a necessary issue. It can be defined as a small
scale trial of the proposed methods, procedures and materials (Mackey and Gass
2005). A series of important functions and roles are covered and valuable insights can
be provided. These authors posit (ibid):

Although it might seem that careful advance
planning and preparation might allow the researcher to skip pilot testing, it
is in fact critical, because it can reveal subtle flaws in the design or
implementation of the study that may readily apparent from the research
plan. (p.43)

Given the importance and necessity to try out the instruments in a

preliminary phase, a pilot study was launched in April 2015.

a. Resultsof Pilot Study
As far as this study is concerned, the point behind conducting a pilot study is to
uncover any possible problems (Mackey and Gass,opcit).The first year EFL students
have been interviewed and requested to complete the questionnaire with its two parts
and to give feedback on the clarity of the wording.These respondents are not included

among the research informants.The whole population of the first year EFL LMD
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students 325 is divided in five groups ,we have asked from each group ten 10 students
to take part in the pilot study,they all agree to respond to the questionnaire and to be
interviewed.The pilot study permitted the researcher to make some necessary changes
and adjustments before administering them to the participants.:

Changes occur in the wording of some items of the two part questionnaire . Some
interview questions were modified. Questions that had not drawn informative answers
were dropped. In general, the pilot study helped to shape this present study in some
aspects:

First, it helped anticipate possible problems that might take place during the fieldwork,
data collecting, and analyzing processes. It allows the researcher to test the quality and
clarity of the recordings

Second, it enabled to gain better insight into conducting a case study.The researcher
gets familiar with the logistics required in conducting a study.

2.11Assessment of resear ch methodology

Validity and reliability are necessary criteria for assuring the quality of the data
collection procedures in an empirical research. “Reliability is the consistency of the
results obtained from a piece of research”.Validity refers to “the extent to which a
piece of research actually investigates what a researcher purports to investigate”.
(Nunan 1992:14)

a.Validity

The research tools used in the current study are believed to be valid for fulfilling the
general objectives as well as specific ams of the study.This belief is grounded on the
following arguments:

1. The use of a questionnaire with its two parts permitted the researcher to get
insights to the actual frequency use of different learning strategies and the background
of the participants.

2. Respondents were asked to add any strategy not included in the questionnaire
that they might use.
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3. The use of the semi-structured interview is assumed to have reached the
objective to tap into students’ awareness of their learning difficulties and how they try
to solve them.

4. To ensure the validity of students’ answers to the questionnaire, classroom
observation is included in this case study,it is also used to show the relationship
between students’ answers to the questionnaire and their real performancein class.Itis
believed that such data can bring objectivity to participants’ responses to the
questionnaire with its two parts and help to comprehend what is happening in their
classroom use of strategies.

b. Reliability
In order to establish reliability, data were collected using a two-part questionnaire, a
classroom observation and a semi structured interview.The number of questions
appeared to be much for a learners’ questionnaire, but it is viewed that “the one way
by which reliability can be increased is through lengthening data collection
instruments by adding more items and questions” (Seliger& Shohamy, 2000 :187).The
reliability of the instrument was refined through the split —half method on a pilot group
of fifty (50) students. The participants were asked to fill the questionnaire twice within
a two-week interval. Thanks to this pilot study a number of changes have occurred as
shown above.(See section 3.3).

The initial observation was conducted using a checklist to manually record
learners strategy use in the classroom. After a two week interval, another classroom
observation was carried using the same checklist. The number of strategies observed in

the first and second observation was almost the same.
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Conclusion

This chapter is the last step in the theoretical part in our study. The type of study is
stated and the three research tools used to strengthen and guarantee the validity of the
research (a two part questionnaire, a semi-structured interview and classroom
observation) have been described. This chapter lists the steps followed in the study. It
also explains the procedures used to analyze the different data. The following chapter
isthe starting of the practical part. The data gatheredwillbepresented and analyzed.



Chapter three: Data Presentation and Analysis
Introduction
This chapter provides an account of the analytic groundwork used to shed light on the
data collected. The research highlights many elements related to First year EFL LMD
students’ learning namely background information, metacognitive awareness, strategy use
and learners’ difficulties encountered in learning process which have been addressed in
the following:

Main Research Question: What is the place of strategy use and learner autonomy in
the Learning process of First Year EFL students at the English Department at University
of Blida2?
and two sub connected research questions that the study has set out to answer:

1. Arefirst year EFL students aware of their learning problems and the necessity to
solve them?
2. Arefirst year EFL learners aware of strategy use in promoting their autonomy?

A semi-structured interview is used to picture First year EFL students learning
difficulties, atwo-part questionnaire to elicit learners’ metacognitive awareness of the use
of a strategic repertoire and a classroom observation was considered essential to observe
how some strategies were manifested in classroom behaviour.

3.1 Quantitative and Qualitative Analysis

The empirical research yields a considerable amount of quantitative and qualitative
data for analysis. The results obtained are analyzed quantitatively and qualitatively to
arrive at satisfying answers for the questions asked. Each of these complementary
approaches generates information that supports each other.

The data obtained are analyzed with the use of descriptive statistics that comprise
percentages and graphic representations. Percentages are shown within a text and
represented on tables and graphic representation which makes use of pie-charts.

Qualitative Analysis recapitul ates the collected datain texts. It involves interpretations
and explanations of the informants’ responses (Cohen et al, 2005).

In the present study, both qualitatively and quantitatively approaches have been
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incorporated where possible and the main points will be explicitly reported.
3.1.1 Presentation and Analysis of the questionnaire’s results
a. Questionnaire (Part One)

Participants were asked to complete the two parts questionnaires. The first part
provides key information on different participants’ attributes and characteristics, the
second part comes up with understanding of EFL LMD students’ awareness of strategy
use to promote their autonomy at the English Department at University of Blida2 in
Algeria. Answers to the questions appear in the form of tables and pie-charts.

. Gender of the Respondents
The abbreviation N stands for the number of participants, % stands for the

percentage this number represents

Gender Male Female Total
N 19 51 70
% 27.14 72.85 100%

Table (11): Participants’ Gender
Female students are more representative than males. We have recorded 19 male
participants out of a total of 70 students making up 27.14% whereas the rest is female
gender that represents 51 which is 72.85% and this reinforces the common belief that
females usually tend to study foreign languages and English in particular.

. Age of Respondents

Years 18 19 20 21 22 Total
Participants 07 32 24 06 01 70
% 10 45.71 34.28 08.57 01.42 100

Table (12): Participants’ Age
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A quick reading of table 14 will show that our selected sample is composed of four (04)
age groups. All the respondents are young adults whose ages are between 18 and 22 years
old. Among the whole number of the sample 70, only seven 07 students are 18 years old,
this can be explained by the fact that they started early their primary education.
Following, 19 years old students 32 representing the majority 45.71% and 20 years old
make the 34.28% of the total number. Moreover,21 years old 08.57 and 22 years old
01.42 are the oldest students who either have started late their primary education or have
repeated years during their pre-university education or have repeated year 1.
The following table will show the participants’ Period of study English at university
Responseto questionl

For how long have you been studying English at university?

Years N % Total
1 year 69 98.57 70
2years 1 01.42

3years

More than 3 years

Table (13): Participants’ Period of study English at University

The aim of this question was to know the period students spent in studying English at
university. On the basis of thistable, it can be noticed that nearly all the respondents have
no previous experience at university. They exactly represent the population of First Year

EFL students who shift from high school to university level.
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Response to question2
Why do you want to learn English?

Table (14): Participants’ Reasons’ for learning English

Reasons N %
C 24 34.28
T 24 34.28
Fy 40 57.14
.U 02 02.85
|.E 41 58.57
N.J 18 25.71
F 17 24.28
OTHER 03 04.28

Keys. c. communication -T :
travel —F; : future-1.U :
immediate use- | .E : Interested
in English- N.J : new job - F :
fun
This question was intended to reveal the students’ reasons behind learning English. To
reveal them, the participants were provided with a set of possible objectives and asked to
tick those that displayed their drive to learn English and added other if not listed .41
participants 58.57% seemed willing to learn English language because they show great
interest for it.40/70 participants that is 57.14% appeared to direct their language learning
objectives towards future needs including career and status. Communication and travel
reasons come after with 24/70 that is 34.28% for each one. The need for getting a new job
or better job 18/70corresponding to 25.71%, for fun 17/70 that is 24.28% and those who
need it for immediate use were 2/70.Three respondents that is 04.28% mentioned other
reasons to study English language but they are far to be considered as real reasons. It is

clear that most learners had a clear picture of what they would like to gain through the
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study of English. Up on this reading, we can say that the respondents show and have
various reasons that drive them to learn English language. This may motivate them to
keep on studying and having good results, especialy that the most important numbers are
for being “interested in studying English Language” and “need it for future”
Response to question3:
How do | judge my level in English?
This question helps us to know the participants’ proficiency level.
The responses are summarized in the following table:

Table (15): Participants’ Evaluation of their Level

Level Excellent Good Average Poor
A NAINJ|ANA | NJ/ A | N |NJ|A|NA NJ
Justification A
02 |06f 20 | 09 | 12| O7 | 12 | 01 01
N 02 02 35 31 02
Total 70
% 02.85 47.14 44.28 02.85
Keywords A: acceptable  N.A : not acceptable N.J : not justified

When required to rate their proficiency level, half of the participants that is 35/70
rated their level to be good, 31/70 that is 44.28% respondents evaluated their level as
being average, two participants 02.85% have honestly rated their level as being

« poor » while the same number believed that they have an excellent level.

69



What is noticeable in the respondents’ answers are their justifications to their
judgements in that more than half of them justified their answers, whereas 24/70 did not
which implies that they are not used to evaluate their learning or their English level.

To better analyze the 46/70 participants’ justifications, their answers were
gathered into categories and keyword analysis was conducted. The obtained results are
presented in the following table:

Category The number of
Respondents
Exams’ Results
Learning Conditions 27
Language skills
Being explicit to an 19

English native speaker

Table (16): Participants’ justifications to their proficiency level Evaluation

The table shows that among the participants’ justifications 19/46 are acceptable, some
important keywords like writing, listening, speaking have been mentioned, others stressed
the fact of being capable to maintain a conversation for along time with a native speaker.
The rest of respondents’ justifications 27/46 are irrelevant or not acceptable since they
answered as if they were asked about their learning conditions, this could be an
acceptable justification to mention the reasons behind being
« excellent », « good », « average » or « poor » in learning English language.

Another reading to these numbers revealed that only 19/70 respondents could assess
their level whereas 51/70 which corresponds to the majority could not do that. This
implies that the majority of the participants taken from first year EFL students were not
aware of “self-evaluation” strategy that is considered an important pillar and a

fundamental feature for an autonomous learner.
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Response to question4
Do | enjoy learning English?

Students Answers Enjoy it Do not enjoy it
Justifications A NA NJ | A NA NJ
N 61 08 01
69 01
Percentage 98.50 01.42
Total 70
Key: A: acceptable  N.A : not acceptable N.J : not justified

Table (17): Participants’ affective orientation

As far as this question is concerned, the researcher aimed to check respondents’
attitudes towards learning English language. Most of the respondents appear to hold a
positive attitude towards«enjoy » since 61/70 corresponding to 98.50% of them
answered «yes» to this question, while only one participant 01.42% seems to hold a
negative attitude towards learning English. The positive attitude of the majority of the
participants suggested that they enjoyed learning English language. This result can be
added to the result derived from question 2” English learning reasons”. The respondents
are considered as being motivated to learning English and hold good attitudes towards it.
Responseto question5

According to me, what is alearning strategy? (List some examples)
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Students’ Answers | know | do not know
Relevant Irrelevant
Number of 16 14 40
Students 30
% 22.85 20 57.14
Total 70

Table (18): Participants’ definition to Strategy
Question 6 represents a meeting point in the questionnaire because it represents the first
guestion that is directly connected to the objective of this two -part questionnaire in
particular and the issue in general. It intended to know whether the participants are
familiar with the term “Strategy”. When asked to answer this question, the majority of
respondents 40/70that is 57.14% did not seem to know how to define the concept of
“strategy”. The rest of the participants have provided an answer but only 16/30 answers
are relevant. 22, 85% of the participants defined it and gave related examples. Key word

analysis is conducted to the number of participants’ definitions

Table (19): Key word analysis of participants’ definition to Strategy

Key word analysis Number
A plan, amethod, an approach
Steps, Skills, Tips, 16
A technique

Ways

Listening, speaking, reading,
writing 14
A good speaker, agood listener
To learn how to be a good
listener

Listen carefully to the reader
To read a book

A science

Be motivated and positive
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Response to question6:

According to me, autonomy means

Students’ Answers | know | do not
know
Relevant Irrelevant
Number of Students 11 16 43
27
% 15.71 22.85 61.42
Total 70

Table (20): Participants’ definition of Autonomy

We can read from table 21 that the mgjority of participants « know nothing » about the
concept of « Autonomy ». Out of 70 learners only 27 of them defined Autonomy. 11/70
that is15.71% gave relevant answers; others’ definitions are irrelevant. Key word analysis

Is conducted to the number of participants’ definitions.

Key word analysis Number
To beresponsible

07
To be freein taking learning decision
To be capable

04
Self controlling

To depend on oneself

Table (21): Key word analysis of participants’ definition of Strategy
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What is worth to mention here, is that strategy and autonomy are related concepts, it
can be mentioned that the participants did not contradict themselves and the data obtained
from question 5 and 6 are completing and confirming each other.

This was the introduction to first year EFL LMD students, they were requested to
provide personal factual information related to their demographic characteristics, previous
language experience, their perceived motivation and proficiency. The second part of the
guestionnaire which is concerned with the obtention of insight and understanding of EFL
LMD students’ awareness of strategy use to promote their autonomy in English
Department at University of Blida2 in Algeria will be analyzed and described in the
following
b. Presentation and Analysis of the Questionnaire (Part two)

The second part of the questionnaire comprises four (04) different sections, each
section not only aimed at investigating a specific type of metacognitive strategies, came
up with specific information and provided the inside perspectives of LLS used by
participants, but all of them served the purpose of the whole research. The two-part
guestionnaire uses a three-point Likert scale asking participants to state the frequency
with which they use strategies ranging from « Never or aimost never true of me » that is
the statement is very rarely true of me to « Always true of me » which implies that the
statement is true of me almost always, making it very simple to score. The participants
were informed to answer in terms of how well the statement describes them, not what
they think they should do. They were also asked to add any strategy that they might use
which was not included in the questionnaire, they were provided with spaces in which
they may judge it important to add some other used strategies. The strategies were
adapted from Oxford (1990), Chamot.Barnhardt, EIDinary and Robins. All the adapted
strategies are shown in Appendix C. The terminology was made accessible to the
participants and ease their comprehension in a way that they would choose the real and
appropriate strategies that adequately and concretely describe their learning.

The data provided information on possible specific metacognitive strategies used by

the participants in their learning under four groups. Planning Strategies, Monitoring
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Strategies, Problem Solving Strategies and Evaluating Strategies. The first category
includes six (06) items, the second group comprises seven (07) items, eight (08) items are
presented in the third one and nine (09) strategies make the last set. It is clear that the
second part of the questionnaire provided data that help to identify participants’
unobservable LLS, this compensated the major drawback of the observational method that
only captures some observable LLS.

In order to identify the individual strategies that the participants used most and |east,
al the similar responses of the participants were gathered, counted and converted into
percentages. The averages of the results are listed below from the most frequently used
strategies to the least frequently used in each category

Planning Strategies

This part sought to identify the participants’ planning strategies, the data obtained and

related to this group of strategies are shown in this section. The responses are presented in

the following table:

Never or almost Sometimestrueof | Alwaystrue of me
never true of me me
Planning
Strategies N % N v N %
10/70 14.28 | 39/70 55.71| 21/70 30
Setting goal
Making apaln 10/70 14.28 | 28/70 40 32/70 45.71
Directing attention | 13/70 18.57 | 29/70 41.42 | 28/70 40
Selectively
Starting tasks on 15/70 21.42 | 34/70 48.57 | 21/70 30
time
Selecting Strategies |  37/70 52.85| 19/70 27.14 | 14/70 20
for task
Analysing task’s 13/70 18.57 | 31/70 44.28 | 26/70 37.14
comprehension

Table 22: Participants’ frequency use of Planning Strategies
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The table displays the extent to which participants reported using planning strategies in
their learning. A quick reading shows that the individual strategy “plan making” is
reported as being the most frequently used by 32 /70 which correspond to 45.71%
followed by the item of “analyzing task’s comprehension” with 37.14%. While the lowest
percentage is about “Selecting Strategies for task” strategy for which 20% of the
respondents reported the use of it. The answers show that the participants applied some
strategies at different levels of frequency to plan their learning effectively

Monitoring Strategies
All the data obtained from the participants in relation to this category of strategies are
displayed in the following table:

o Never or almost | Sometimestrueof | Alwaystrueof me
Monitoring never true of me me
Strategies
N % N % N %
Comprehension 06/70 08.57 | 26/70 37.14 | 38/70 54.28
Check
Checking Progress | 07/70 10.00 | 25/70 35.71| 48/70 68.57
Collaborative Work | 20/70 28.57 | 32/70 4571 | 18/70 25.71
Cheking
approriateness of the | 16/70 22.85| 33/70 47.14 | 2170 30.00
strategy being used
Checking
correctness of the 11/70 15.71 | 34/70 48.57 | 25/70 35.71
predictions
Seeking related prior | 11/70 15.71 | 35/70 50.00 | 24/70 34.28
knowledge
Optimizing learning | 17/70 24.28 | 3170 44.28 | 22/70 31.42

Table23: Participants’ frequency use of Monitoring Strategies

The most frequently used strategies are indicated. Interestingly, the individual
strategy of “checking progress” tops the list with a very high percentage 68.57%,
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followed by the item “checking comprehension” with 54.28% and at the high end of the
high use range the strategy “Checking correctness of the predictions” is used by
35.71%.0n the other hand, the individual strategy “Collaborative Work™ is the least used
strategy, only (25.71%) participants mentioned that they use it in their learning.The
results seemed to suggest that individual strategies in items 7” “Comprehension Check ”
8 “Checking Progress 7,11 “ Checking correctness of the predictions” are the most used.
Problem Solving Strategies

All the findings of the problem-solving strategies category are shown in the following
table:

Never or almost Sometimestrueof | Alwaystrueof me
Problem Solving never true of me me
Strategies N % N % N %
Revising the Plan 22 31.40 29 41.42 19 27.14
Accessing various 27 38.57 11 15.71 32 45.71
sources

Ignoring Problems 37 52.85 29 41.42 04 05.71
Asking for help 14 20.00 20 28.57 36 51.42
Trying aternatives 10 14.28 28 40.00 32 45.71
Self motivation 13 18.57 27 38.57 30 42.85
Logic reasoning 22 31.42 31 44.28 17 24.28

Table24: Participants’ frequency use of Problem Solving Strategies

The results in this table show that more than half of the participants 51.42% tended to
rely on the strategy “asking for help”, they rated highly their use of it, followed by item
strategies “accessing various sources” and “trying alternatives” with 45.71% for each .30
participants that is 42.85% revea the use of self-motivation strategy. Whereas 05.71%

reported the use of “Ignoring Problems “item.

77



Evaluating Strategies
This part looks deeply into participants’ use of evaluative strategies, all the collected

results are displayed in table 26:

Never or almost | Sometimes true of | Alwaystrue of me
Evaluating never true of me me
Strategies N % N % | N %
Judging that the 11 15.71 32 4571 27 38.57
goa has been met
19 27.14 28 4000| 23 32.85
Assessing strategy
use
Judging strategy 20 28.57 24 34.28 26 37.14
applicability
Other area 19 27.14 28 40.00 23 32.85
applicability
Seeking other 19 27.14 32 45.71 19 27.14
suitable strategies
Summarizing 17 24.28 23 3285 30 42.85
ideas/lessons
Comparing new 14 20 36 51.42 20 28.57
knowledge with
background
knowledge
Judging how much 19 27.14 23 3285 28 40
learned
Judging worthiness 15 21.42 32 4571 23 32.85
of learning

Table25: Participants’ frequency use of Evaluation Strategies

Participants indicate greater use of strategy “Summarizing ideas/lessons”. 42.85%
recorded high use of it, followed by “Judging how much learned” with 40% and “Judging
that the goal has been met” with 38.57%. Whereas “Seeking other suitable strategies”

item recorded alow scoring strategy, it attracted 27.14% of responses.
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3.1.2Classr oom observation

a. Presentation and Analysis of theresults

This part is devoted to the analysis of data collected during classroom observations
that were conducted to obtain specific picture of what really happens inside the language
learning classroom, data that hopefully would shed light on the questions surrounding the
present study. According to (Rubin, 1975) the method of observation has been used to
present interesting insights of strategy use. It is not a way of assessment but rather a way
of collecting information to what extent the observed classroom is a strategic one.
Although observations are limited because they allow only observable strategy use to be
observed, they are very useful for observing some kinds of strategies (like planning,
organizing, or cooperation) and they may revea insights about strategy use that the
learners themselves may not realize (Oxford, 1990; Cohen & Scott, 1996). Classroom
observation was the most direct and useful tool of gaining insights into learners’
classroom behavior. As LLS involve both mental and behavioral activities, observing the
participants’ behavior does not yield a full comprehension of LLS.To fill in this gap ,this
study supplements observation records with a two-part questionnaire which also helps the
researcher to verify what participants claimed to do in the questionnaire and what they
exactly did in their class, in the same line of thoughts Kleinsasser & Savignon (1991) note
that *“ observation can mirror what informants do rather than what they profess to do”
(p.293).

In the present study, classroom observations took place at the English Department at
Blida2 university. The researcher wanted to use a video camera but many participants felt
uncomfortable with it. The class was observed for a number of times in May 2015.We
conducted classroom observation with ten classes of students in Groups 1,2,3,4,5 for a
period of three weeks. These groups were observed in different sessions, with different
teachers and at different times, each group session consists of one hour and a half.
Observations focused on participants’ classroom engagement with a specific focus on
activities related to strategy use in the classroom. While observation focus was on key

events related to learning strategies, attention was also paid to background conditions that
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may have an impact on participants’ behaviours in classroom such as learners’ mood and
classroom environment.

An observation checklist was used. It includes a set of strategies that can be ticked
when identified (see Appendix D). In two groups (1,2) observation was done with
different modules and teachers (the first sessions were Grammar module, we attended
four times (twice with each group) with two different teachers, then Linguistic module,
we attended twice the two groups with the same teacher). Another observations have been
investigated during reading and writing sessions with groups 3, 5 as well as grammar
module with another teacher in groups 3 and 4.

During the class session, the researcher sat at the back, observed participants without
being embedded in the group during the investigation in order to clearly and accurately
picturize learners’ use of strategies without causing any disturbance that could lead them
to change their behaviours.

We have attended the sessions, the action took place in lighted, organized and clean
classrooms, eight sessions were programmed in the morning and two in the afternoon.
The number of informants in each session was about 40-55students, al of them attended
class and some of them were active and comfortable.

The observation results presented participants’ strategy use, they captured the « on
the spot » strategies tailored by students in their real learning setting. The used strategies
were inputted into observation checklist. Then the total strategy use was summarized per
part. Moreover, immediately following the observation sessions, all notes have been
reviewed to avoid any misconception or forget any valuable information.

The first rubric was about students’ use of planning strategies. A little number of
students showed great use of devising and following a plan to learn, knew previously the
tasks’ demands and verbalized their goals as they started the tasks on time. Whereas the
majority seemed to be lost in away they were not able to show a minimum of interest.

Concerning the second rubric which is monitoring strategies, in which the students are
required to keep a watch on their learning, the minority of them always tried to check

their comprehension of the courses and the tasks’ demands under the directives of their
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teachers mainly by activating schemata in all the observed sections. Moreover, they
showed a great amount of interaction between themselves and their teachers which
boosted their motivation. Whereas collaborative work was nearly absent.

In relation with the third rubric of problem solving strategies, the use of technological
devices came first on the list of strategies used by some students; they asked questions to
each other and more frequently to teachers. They always asked them (teachers) help. They
could not detect their mistakes, even not knew they made them.

Concerning the final rubric of evaluating strategies, in very fewer occasions some
students used peer assessment guided by their teachers but did not succeed to self-assess.
Also, no one could assess strategy use and looked for better ones to meet the tasks’
demands as well as the objectives set previoudly.

3.1.3 Analysis of the Semi-Structured’s Interview data

The semi-structured interview was conducted with ten (10) informants by the
researcher and took place during the informants’ break time before and after class in an
informal atmosphere and arelaxed pace in classrooms and around, places that are familiar
environment for them. The first minutes were spent on building rapport with the
interviewees. The duration of the semi-structured interview varied from 03.33mns to
13.43mns depending on the amount of information each informant presented and their
interactive engagement. To make the interaction between the interviewer and the
interviewees smooth and facilitate its management, the semi-structured interview was
conducted with each informant individually. The questions were asked in more or less the
same order with all the interviewees. They focused on a variety of areas.

Considering the recording of the data of the semi-structured interview, the mobile
phone recorders were used since they keep the participants’ actual utterances and provide
the researcher with “an objective record of what was said that can later be analyzed”
(Mckay2006.55-56).

Throughout the conduction of the semi-structured interview, interruptions were kept
to the minimum, we neither reject nor accept the informants’ opinions.

To look for meaning through direct interpretation of what is observed by subjects as
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well as what is done and reported by themselves is a hecessary aspect of data analysisin a
gualitative case study

The audio and video recordings of the semi-structured’s interview were transcribed
word by word making possible the examination of the transcript. Silverman (1993) states
that transcribing requires “close, repeating listening to recording which often reveal
previously unnoted recurring features” (p.117). Also, transcribing itself is an analytic
process as “sorting out what you are seeing and hearing is never just about collecting
data: It is data analysis” (Silverman, 2000:136). In such a way, transcriptions can be
observed by other researchersin order to investigate similar analysis of the data and these
transcription procedures increase the reliability of the study.

All the similar difficulties as well as the different ones that the informants explicitly
mentioned were gathered and organized. Bogdan and Biklen (2003) define qualitative
data analysis as “working with the data, organizing them, breaking them into manageable
units, coding them, synthesizing them, and searching for patterns”. The analysis targets to
find out meanings, concepts, patterns and themes. The process of data analysis begins
with the organization and categorization of data in search of patterns, critical themes and
meanings that emerge from the data. A process referred to as “open coding” (Strauss and
Corbin, 1990) is frequently used whereby the researcher identifies and attempts to name
the conceptual categories into which the phenomena observed would be grouped. This
kind of data analysis is iterative in the sense that the researcher goes back and forth
between the original data and the coding cycle in order to find out new codes. At this
stage, the researcher aims to identify patterns and themes and illuminate them in relation
with the research question.

The objective is to create descriptive and various categories that provide a groundwork
for analysis. These steps are shown in the following:
Transcript:

Date: May 2015/

Record instrument: M obile Phone

Interview Q,: Do you find difficultiesin your studies?
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MU =Meaning Unit
Step 1: Segmenting
MU1L: [Yes, sometimes], MU2: [yes], MU3: [Yes, | do...much problems]
MUA4: [Sometimes, yes, | do],

MUS: [Yes, Yes, in some modules],
[l find some difficulties, of course],

MUG: [Yeg],

MU7: [Sometimes]

MUS: [Yes] , MUO: [Yes], [Yes],
MU10: [of course, | find]

This question aims at investigating whether students were aware of their learning
difficulties or not. Examining their answers showed that all the ten (10) informants stated
facing difficulties in the many skills involving language learning. Although the
participants answered this question without hesitation, and they even added comments
like “I have too many problems” they could not detect all those problems and difficulties.
We have segmented what seems significant and we notice that all the segments are
positive responses as coded in what follows:

STEP2: Coding

R= Response
R1: {confirmation of having problems}; R2: {confirmation}; R3: {confirmation}

R4:{ confirmation} R5:{confirmation} ;R6:{ confirmation} ;R7: { confirmation}

R8: { confirmation}; R9: { confirmation}; R10: { confirmation}

In the second step, we have coded all the meaning units. The 10 times occurred and come

into positive response
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STEP2: Category grouping

I nf: informant

Study hardship: {Inf 1. Inf2; Inf3; Inf4; Inf5; Inf6; Inf7; Inf8; InfO:Inf10: 10 times

In the third and last step, we referred to the content of the unitsin order to obtain atheme
which is study hardship

Interview

Q 1.2. If yes, what are they?

Having coded and categorized the issue of informants’ learning difficulties, it
appears important to know these difficulties. In answering this question, the informants
reported that they faced difficulties in nearly all the content and some language modules.

Step 1: Segmenting
MUL1: [like memorizing] [Some difficulties like for civilization] ... [alot of information]
MU2: [using English like speaking], [we do not have a kind ...where we speak English].

MU3: [no much activities, Phonetics, teacher’s methodology]

MU4 : [revising,memorizing because here we have too many crowded classes,that’s why it

makes problems,you can’t concentrate of what you are given],trying our best to solve these

problems]

MUS: [civilization, euh... it’s a full program], [a bit complicated] [I find literature so long and

full ... Of information], [sometimes | can’t remember], | find [difficultiesin revising]
Yes, [alot of information at once]

MUBG: [spelling mistakes in ...writing], especially in module of writing]

MU7: Sometimes but mostly it is ok.l can manage them] [a lot...euh...to revise, to do

homework] but when you...when we manage our time, it will become easy but when we do not

it becomes difficult

Euh... [The one of sociology because it is in Arabic], yeah...
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MUS8: [Yes, especially in linguistic.Module of linguistic]. [I can’t understand anything from the
beginning of the year]

When | read the handout, [I find it hard to...] a little bit...how to say...but [when I answer I
can’t all the answers wrong, wrong]. [l don’t know why?]

MUQ: [I have difficulty in linguistics]

Sometimes [when the teacher is talking, | can’t ...understand his accent], But [l try to read the
hand out to get an idea sometimes]

[when the teacher is talking,l can’t understand anything],so ,[sometimes | hate the session and
the module] and[ I can’t stay...attentive with him]

MU10: [listening, especially listening and somehow Grammar], may be, and [civilization

modul €]

STEP2: Coding
{R1: Memorizing, civilization: alot of information

R2: No practice of oral skills-no material

R3: no many speaking activities-teachers’ methodology-failure to convey a
message. Phonetics

R4: memorizing, revision, crowded class, lack of concentration
R5: spelling mistakes, writing difficulty

R6: Linguistics, lack of understanding, wrong answers, no classroom participation
R7: Civilization: alot of information at once, afull program, abit complicated

R8: Sociology

R9: Linguistics, difficulty of understanding teacher’s accent, reading difficulty, inattentiveness
R10: not knowing how to Listen, difficulty to use grammar rules, civilization}

All the meaning units show informants’ awareness of learning difficulties in nearly all
modules and are categorized in the following:
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Step 3: Category Grouping

Difficulty to memorize {Inf: 1time, Inf4:1 time}

Reading comprehension deficiency { Inf;. 1time, Inf;:1 time, Inf10:1 time}
Absence of oral skill practice {Inf,.1 time, Inf 3:1 time}

Difficulties to understand content modules {Inf 1:1time, Inf 5:1 time, Inf 9:1 time, Inf 6, 1
time, Inf 7: 1time, Inf 10: 1 time}

Difficulties to understand language modules {Inf 5:1time, Inf 10: 1 time,}
Failure to understand teacher’s accent {Inf 5:1time, Inf 9: 1 time}
Failure to follow teaching methodology {Inf 3: 1 time}

Revision problems { Inf 04: 1 time}
Large class size {Inf 04: 1 time}

Concentration problem {Inf 04: 1 time}

Interviewer Q 2. Do you try to solve them?

This question aimed to dig into informants’ possible metacognitive dynamic
engagement towards their learning, particularly to find out EFL students’ awareness of
problem solving strategies asillustrated in the following:

Step 1: Segmenting
MULZL: [So | try ...to yes],
MUZ2: [Yes, wetry to solve them but there is no solution for speaking]

[There is some kind of solution but it’s not help]
Interview Q2.1: Haveyou tried?

MU2: [Yes, wetry, yes, it does not help]

MUS3: Yes, liketry... to find euh... the other activities out of the university...yes, t try to join
some organization.... Yes like, for example
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MU4: What, solutions?

MUS: [Of course, | do], i...sometimes
MUG: [Yes!! Many times] ...

MUT: [Yes, of course. Asmuch asi can|
MU9: [Yes]

MUZ10: [Yes, of course, I’m try to solve them]

Nearly all the meaning units derive into positive response, only one meaning unit turns to

be negative. These responses are coded in what follows:

STEP 2: Coding

R1: {positive response} R2: {negative response} R3: {positive response} R4: {/} RS5:
{positive response} R6: {positive response} R7:. {positive response} R8: {positive
response} RO9: {positiveresponse} R10: { positive response}

Again, nine out of ten meaning units derive into positive response. The category appears
in the following:
Step 3: Category Grouping

Self-reliance to solve problems: {Infl:1 time; Inf2:1 time, Inf3:1 time: Inf5: 1 time, Inf6: 1
time; Inf7:1 time; Inf8: 1 time,Inf 9: 1 time,Inf10 :1 time}

No possibility to solve problems {Inf4: 1 time; Inf2: 1 time}

Interviewer Q 2.1 If yes, what arethe solutions? Set just 2 solutionsor 3

This question was targeted to know exactly the strategies used by the informants to
solve their learning problems. The results showed that they were trying to solve their
problems and the most used strategy according to their answers was “asking help from

friends” in guiding them to find solutions to their difficulties
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Step 1. Segmenting

MUZL: [I try to summarize] and ... [keep intentional information]. [Like monitoring,
monitoring has always been a great solution for me]

MU2: [Speaking with my friends in English], [ Speaking Skype]

MU3: [Yes, like try... to find euh... the other activities out of the university] ...yes, [try to
join some organization]

[Yes...there are but | don’t remember...may be...l don’t have or | don’t have]

MU4: [when | finish the course | prefer to ask my friends for handouts or may be copies),
[check on the internet looking for course that | have studied] and [asking some higher-level
education because | have some friends that who study 2™and 3rd year ask him on the internet
and they give me little advice, alittle help, little information of what I’m studying or what I’m
going to study because they have experience and it helps, it helps me]

MUS5: [I summarize the lessons to diminish the length]

MUBG: [I try to write many paragraphs] ...to solve this problem, [I show it to my teacher].
MU7: [May be by trying to revise with my friend], [he tried to help me], or [by asking teacher
about questions like what makes me find difficultiesin that module?]

MUS: [Of course, | read it at home]

MU9: [I try to read the handout to get an idea sometimes]. [I prefer to take the handout and
revise it at home to get an idea by myself]

MU10: Well... [By studying at home] [Consult with my friends] and [revise, and revise more]

The meaning units are various, the informants adopted some strategies to solve their

problems. The similar strategies are coded as well as the different ones in the following:
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STEP2: Coding

R1: {summarizing, keep intentional information, monitoring}

R2: { Speaking with friends in English} using Internet: Speaking through Skype}
R3: {finding outside activities, join some organizations}

R4: { Asking for handout from friends, checking the internet}

R5: {summarize the |essons}

R6: {write many paragraphs}

R7: {to revise with afriend, asking teacher questions}

R8: {read it (the handout) at home}

R9: { self-reliance to understand}

R10: {studying at home, consult with friends, revise more}

The themes derived from this coding process are shown in the following:

Step 3: Category Grouping

Using summary {Inf1 :1time, Inf5 :1 time}

Self-monitoring {Inf1: 1 time}

Practice Reading { Inf8: 1 time}

Self studying at home {Inf10: 1 time}

Peer and self revision, peer consultation: {Inf7 :1 time; Inf10: 1 time}
Using technological devices (internet): {Inf2: 1 time; Inf4: 1 time}
Practice oral skill: {Inf2: 1 time}

Practice Writing skill: {Inf6: 1 time}

Self reliance to understand: {Inf9: 1 time}

Asking teacher questions: {Inf7: 1 time}
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Interview Q 3. Do you think that higher level students can help you?

This question was interested to know whether the informants believed that having
someone more capable was helpful for them to ease their learning or not. It also, aimed to
know if the informants seek to learn out of the vacuum of classroom and to gain
knowledge from other sources.

Step 1. Segmenting
MUL1: [Yes, sure]. [I ask like, euh...like some higher education person].

Justify: [I have my cousin, he has a master degree] [| always ask him when | need

help], [some difficulties, he gives me some advices, | try to follow him]
MU2: [Yes, of coursel]

Justify: [Because he is more experience than me], then [they will give some
experience]
MU3: [Out of classroom...euh...they can help me], in fact [they can help me yes], they...
[but it depends] [I have some friends when | ask them for | don’t know or something |
don’t students from other years to help me].

Justify: [I don’t know people] ...laugh... [From second and third year] ... [and |
don’t know them.], [from my teachers], [from the internet], [I find alot of information in
internet. Cellularies, their applications that help us learn more English] and so
M $4: [Someone can give the right information, answer] but [sometimes they do not] but |

get the message but it helps

MUS: [Yes]
Justify: ... [l actually have friends from master and second year] [. They help mein
many modules], [yesterday, my cousin helped me in module of literature]
MUG: [First, | start by myself], [when | find that | can’t] [I ask for help]
Justify: nojustification
MUT7: [Yes, of course, yes...of course they can help us]
Justify: EUH... [Not ...a lot]. [NO], laugh

MUS: [Of course, euh... of course]
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Justify: because [students first year and third year, | think that they pass this year],
[Have...what...should that do and should not] and [they can, maybe they solve their
difficulties and they could help me to do the same]

MU9: [No, so much]. [Not like the teacher], but [yes, anyway] MU10: [Someone can

give the right information]

Nearly al the informants agreed that higher level students could help them. They all
stated that because of their experience they might provide them with the necessary help.
The seven meaning units occurred drive into positive response, the remaining are

negative:

Step2: Coding

R1: { positive response} {advising}

R2: { positive response. More experience}

R3: { positive response. More experience}

R4: { positive response. More experience}

R5: {teacher help, technological help}

R6: {cousin help in literature}

R7: {reliance on oneself, if not possible, ask for other’s help}
R8: { positive response: no justification}

R9: { more experience, guiding}

R10: { negative answer, teacher’s help is better}

The obtained themes are displayed in the following:
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Step 3: Category Grouping

Reliance on more knowledgeable persons: {Inf1:1time, Inf2:1time, Inf3:1time, Inf4:1time,
Inf9:1time Inf6: 1time, Inf7:1time}

Reliance on teacher’s help: {Inf5: 1time; Inf9: 1time}

Self reliance : {Inf7:1time} Reliance on technology: { Inf5: 1time}

Interview Q 4. Do you ask help from them?
Q 4.1. If yes, what kind of help?

The informants were asked if they asked help from higher level students, nearly all
of them positively answered this question. Since we used a semi-structured interview, we
were able to ask the kind of help they ask from those students. Many answers are
given: some asked for help to be guided and monitored to answer tasks’ or exams’
guestions, some to get informed about the modules and exams and provided tips to better
learn some skills. It is clear, then, that the kind of help they looked for has a relation with

their modules and grades.

Step 1: Segmenting

MUL: [Generally, | ask my classmates whenever | find a difficulty]. [Actualy, | did not
ask anyone from any higher level], [I don’t know anyone here] ...l just know first year
students.| don’t know. [It did not come to my mind] [I prefer to ask my friends more than
higher...students...laugh...yes, yes].

MU1: [because they have been gone through what 1’m going] [they already face this like
this era of education], [they have trained]

MU2: [Yes] ... [all the time]

MU2: [Help] or [kind of skills| ask him for | use for | increase my level]

MUS: [If I ask for help], [once, yes, once.l don’t understand the lesson of phonetics. |
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went to afriend in the 3" year and he showed me how to understand it].

MU3: [Just in phonetics module.]

MUS3: [how can | use Englishin my daily life]. [How can | use my English] [l try to get as
much information as | can.]

MU4: [I ask about not to avoid time], [not to waste time], [strategies that help me to
develop my learning, to gain much time, how to get information, how to get information
from lectures], [just for strategies how to make a summary of speakers|,

MUS: [I never ask students from other years to help me]. [I don’t know people
...laugh...from second and third year...and | don’t know them]

MUBG: [yes...yes, directly]

MUBG: [she will give me pieces of advice about how to use my skillsin study] [she already
know some...something about first year]. No, not to answer my question. [To help me
how | can...euh answer the question, not directly give me the answer but give me how can
| find this answer]

MUT7: [No, because | don’t know them, that’s why]

MU7:/

MUS: [I’m shy] [I| CAN’T DO THAT]. [Because, I’m shy. | can’t ask help for other]

MUS8: [she will give me pieces of advice about how to use my skills

in study and because she already know some...something about first year]

MUQ9: [Yes...euh....once]

MU9: | try to ask a boy from third year and he told me ...never mind, linguistic that you
study in first year is not clear but when you reach the third year you can have an idea
about what islinguistics
MU10:[Yes, of course, | ask],[lask them,just after the class] [Revise together]

All the meaning units are related to extend knowledge, increase level, provide strategies,

advise, guide, and solve learning problems
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STEP2: Coding

R1: {asking friends, previous experience and trained}

R2: {positive response, skill to increase one’s learning level}

R3 :{ positive response. Practice oral skill}

R4 { help with strategies to: develop learning, write a summary, get information from
lectures}

R5 :{ possession of more information, more experience, guiding}

R6 :{ cousin ‘s help in literature, pieces of advice, background knowledge}

R7 :{ more experience}

R8 :{ pieces of advice, guiding to use own skill to learn, background knowledge}
R9 :{ solve problems, guiding}

R10 :{ group revision}

The following categories emerge from the above meaning units:

Step 3: Category Grouping

Possession of experience and background knowledge {Inf1:1time, Inf 5:1time, Inf6: 1time,
Inf7:1time, Inf8:1time} Help in using learning strategies: {Inf5: 1time, Inf9:
1time} Guiding: {Inf5: 1time, Inf8: 1time Inf9: 1time} Provision of pieces of advice:
{Inf6: 1time, Inf8: 1time}

Interviewer Q 4.1.1. Do they giveyou a full answer?

This question targeted to reveal if the informants have been fully answered or not
Step 1: Segmenting
MUL: [I have smart friends! They usually know everything].

MU2: [They do not have full answers] , [you will find both of us we are concerning this
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problem]

MU3: [Yes, some of them do.] [They do help me and say they if we give you any
information, try to spell it, they show me the way]

MU4 : [Someone can give the right information, answer] but [sometimes they do not] [it
helps|

MUS: [prefer guiding] , [It helps me relying on myself]

MUG: [Yes], [Choose only the good students]

MU7: [No, because I don’t know them], that’s why

MUS: [she give me advices, that’s it, not a full answer but she gives me advices].No, [just
advices]

MU9: No, [they didn’t give a full answer], [just short answer, they did not clarify
or...explain]

MU10: [Actudly, not a full answer] [answer that can help me more than doing nothing

about...the lesson]

Another problem could be stressed according to these meaning units, those higher-
level learners did not answer al the questions, they gave just short answers without
further clarifications or explanations. Moreover, they provided them with abstract pieces
of advice that did not adequately address their actual needs, and in some cases, their

answers were not correct. The units are coded as follow:
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STEP2: Coding

R1: {full answer, smart friends know everything}

R2: { no possession of full answers. Shareness of the main concern}
R3 :{ guiding, advising to spell out any information}

R4 :{ not always, reliance on oneself to get the message}

R5 :{ better to be guided, reliance on oneself}

R6 :{ full answers, choice of good students}

R7 :{ knowing no one}

R8 :{ shyness problem, pieces of advice}

R9: {not afull answer, no clarification, no explanation}

R10: { not afull answer}

Different meaning units are provided, two of them are positive, three units drive into
negative answer and the rest is about self reliance. These meaning units fall under the
following categories:

Step 3: Category Grouping

Provision of Full answer: {Infl:1time, Inf6:1 time}

Preference to be guided and advised by the more knowledgeable persons {Inf3:1time,
Inf5: 1time}

Sdlf reliance : {Inf4:1time, Inf5:1time}

No provision of further explanations and clarifications {Inf2:1time, Inf9:1ltime

Infl:1time} Provision of partial answers: {Inf2:1time, Inf9:1time, Inf10: 1time}

Interview Q 4.1.2. Do you find them available all the time?
This question was intended to know if the informants always found the higher-level
students or not. It also, strived to find out if the informants totally relied on them to solve

their learning problems or not
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Step 1: Segmenting

MUL: [They are always here for me when | ask they are here whenever | ask, | find them]
MU2: [No, they are not always here]

MUS3: [l don’t know]... [Not all the time][l work...I try... 1 do my best], for example, [I
try to send an email]... [I don’t know].[Even me | can’t do it for someone that is lower
level than me], [someone is busy all the time].[He is going to give tips or advice] so that’s
why.[That iswhat isworking].

MU4 : Yeah... [It depends] [let’s say they are not], [l try my best to get it on my own],
that it is ...because[ is benefic], [It helps me to motivate me, work alone, work hard and
to dedicate yourself, myself for my learning]. You know... [When you get something by
my own, it is not the same when you get from other people because you memorize it]
MUS:/

MUG: [No, because they also have their studies] and...but [when I think they are free, go
to ask them], not all time!

MUT7: [No], [because | don’t know them, that’s why]

MU8: [Of course, NO, OF COURSE NQJ

MU9: [No, because they are busy too], [they have another things to do, they are not...
availablefor us]

MU10: [No, not al the time], [when | ask them]

“Being not available all the time” is seen by nearly al the informants another difficulty
Nearly all the meaning units are negative responses, they are coded in the following:
STEP2: Coding

R1: {available all thetime}, R2: { not always}, R3: { not al the time, too busy}

R4: {not always, reliance on oneself}, R5 :{ no answer} ,R6: {thinking being free, ask
them, not all thetime} , R7 :{ no answer} ,R8 :{ no} , R9: {No, too buzy}

R10: {no, not al the time}
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The following categories are shaped by the content of the above meaning units

Step 3: Category Grouping

Permanent presence of higher level students: {Inf1: 1 time} No permanent availability
of higher level students: {Inf2: 1 time, Inf3:1time, Inf4:1time, Inf6:1time, Inf8:1time,
Inf9:1time, Inf 10:1 time}

Interviewer Q 4.2. If you don’t ask help from them, say why?

Another question was asked to the participants who do not ask help, the reasons that
push them not to do are related to their shyness, having no contact with them and it did
not come to their minds to get in touch with them and one informant stated that the
higher-level learners are not modest. This question aimed to know the reasons behind not
asking for help

Step 1: Segmenting
MULZL: [l don’t know anyone here]. . [It did not come to my mind]

MU2: [May be | feel that they will not giving me anything], [They won’t give the right
answer, that’s it!]

MU3: [I don’t know people] , [From second and third year]

MU4: [I don’t know people] [From second and third year...and | don’t know them]

MUS: [No, because I don’t know them], that’s why]

MU7: [No, because | don’t know them, that’s why]

MU7:/

MU7: [Sometimes you find them not modest], [they didn’t usually talk to first year] and

[help them and give them advices], [that’s why | prefer to not ask them]

MUS: [I’m shy]...laugh YEAH [I CAN’T DO THAT]. [Because, I’m shy. | can’t ask help
for other]

MUS8: [she will give me pieces of advice about how to use my skills
in study and because she already know some...something about first year]
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MUS: [Don’t know them well], [they are not my friends] or [I have not much time, to
revise, may be]
There are various meaning units that can be coded as follow:

STEP2: Coding

R1: {knowing no one, not coming to mind} R2: {providing no right answer} R3 :{
} RA{} RSE{/} R6:{/} R7:{ not knowing them} RS8 :{ not knowing them ,
shyness problem} R9 :{ modesty problem} R210 :{ not knowing them well, not having

much time}

We used the content of these units in order to obtain the set of the following categories:

Step 3: Category Grouping

No previous contact with higher level students: {I11:1time, 17:1time, 19:1time}

No provision of right answers: {Inf 2:1time}

Psychological constraints: {Inf8:1time Inf9:1time,}

Interviewer Q 5. Do you think that having someone answering your questions may
help you to solve your problems and better your learning?

This question attempted to see whether informants believed that having someone
answering their questions may help them to solve their problems and better their learning
or not.

Step 1. Segmenting

MUZ1: [No] [giving me some strategies], [a piece of advice like to understand the
...questions] [is better than answering them instead of me] because [I prefer
relying on myself] better than having someone answering my questions. Y es

Question 5.1: Strategies? What do you mean by a strategy?
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MU1L: Strategies...euh...[ways like means and ways]... and [solutions]...[to
overcome the barriers and obstacles in the exams],[examples],[answering a lot]

[doing practices and exercises],yes,this is a good...,fine

MU2: I... [l don’t know], [Maybe it will be a better learning may be not], [it

depends the person he will give you the answer]

MUS3: [Yes, of course], [especially when it is experienced], [someone in Master
degree, special books], [one third year student advise me to...”if you want to be
successful in literature, start reading novel from now]. [Of course, | find his

advice very helpful]

MU4: [strategies that help me to develop my learning, to gain much time, how to
get information, how to get information from lectures], [just for strategies how to

make a summary of speakers]

MUS: [Of course! It will be better]. [I know that people from higher levels have
more information than | do], [they have experience what I’m experiencing now].
[I think that... it will help]

MUG: [Not a direct answer, this will not help me at all] when they give me the
answer, [where is my job, here...?] [I have to research and they will help me

because they have experience about this], not give me answer directly]

MUT7: Yeah... [If | knew students, | will ask.Of course]
Of course.Yes, because my questions....comes from difficulties and by

[answering my question, then difficulty may not exist] so...
MUS: Yes, [I know, may be...may be if I find someone | can understand]

MU9: [Yes of coursel,it is my pleasure to find someone who...euh...guide me

and show me what Should | do what should I won’t]
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MU10: | DON’T THINK SO

Nearly amost all the participants agreed that having a support like someone
answering their questions and clarifying the ambiguous issues of their learning might
assist them to deal with all their various and challenged learning sSituations. They
indicated their awareness of the important role of such persons in helping and supporting
them. The remaining informants do not know if this would help them or not.

All the meaning units are presented under the following codes:
Step2: Coding

R1 :{ Strategies: ways like means and ways and solutions...to overcome the barriers and
obstacles in the exams, doing practices and exercises}

R2: {not knowing if it would help}

R3 :{ helpful}

R4 :{ better to rely on oneself}

R5 :{ better to be guided, self reliance}

R6 :{ guiding to find answers}

R7 :{ answering all questions}

R8 :{ may be ,if | find someone,l can understand}

R9 :{ not knowing if it would help}

R10 :{ no}

The content of all the units permits us to group them in the following categories:

Step 3: Category Grouping

Doubts about their usefulness {Inf 2:1 time, Inf 9:1 time)

Total reliance on them {Inf 7: 1 time, Inf 8 : 1 time}

Self reliance {Inf 4: 1 time, Inf 5: 1 time}

Preference to be guided {Inf 1:1 time; Inf 5: 1 time Inf 6: 1 time}
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Not helpful: {Inf10:1 time}

Interviewer Q 6: Do you think that having learning difficultiesis a normal situation
or a problem that you haveto deal with to better your learning?

This question aimed to know the informants’ degree of awareness of their learning
problems and how they judged them. It was directed towards gaining insights into
knowing whether they assessed learning difficulties as a normal situation in learning a
foreign language or as an unescapable problem that they had to be aware of it and take
into account in order to find adequate solutions.

Stepl: Segmenting

MUZL: [It is a problem in itself,] [to overcome learning difficulties to pass to another
educational level]. [Problems itself like we have to overcome them to pass to another].
Y es, [we have to find solutions for that problems]

MU2: [Yes, it isaproblem. It isabig problem] [in speaking | study English, | understand
everything, | find solutions of all the task but in speaking, | can’t speak.l have many ideas
in my mind,many thoughts but I can’t speak.l can’t.As you say,euh express my ideas] [no
kind of people speaking in English]

MU3 :[OF course, in every module we have problems and we just know how to ...how to
deal with problems].[Having a learning problem is a normal situation].[No it is not
normal,heavy experience,it’s not].[It’s normal to have difficulties. They are obstacles from
my way and sometimes...euh they block me doing or carry on doing
something],[sometimes | stop.]

MU4 :[YES, it is not normal to me], [it’s not norma]l, [if it was normal I will not have to
learn], [it’s a problem and | have to solve it] and how,[ | have to make a research, you
know, | have to ask, | will do everything in order to solve it ] ,[that helps to solveit], sof |
avoid it, | get it out of my mind] because [when you get a problem and you don’t solve it,
it will be always with youl],

MUS: [l think that these difficulties are normal, any student can have learning
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difficulties]. [We are young and we did not study English as a mother language and it is
still new for us], so... [Having these difficulties is normal...for me]

MUBG: [In some waysiit is a problem,in some ways it is normal] Problem with something
simple,it will be a problem.[When | have difficulty with something simple],

[find a difficulty in something new for me;thisis not a problem at all,i have to solve this
problem,not to worry and say thisis a problem].

MUT7: [Learning problem in studies is normal], [studying is not easy, we have to deal with
them.We have to find solutions]. [Normal, of course...it is normal]

[Because that study] [we find difficulties, not an easy thing]

So, [there is a problem that has a solution], [sometimes is the teacher is the one who finds

the solutions],[ sometimes you,when you assist yourself,it becomes easy]....

MUS: [In my case, it is not normal] [because | can’t understand all the mo...modules,
from the beginning of the year.l can’t understand anything]. [It is not normal].May be
module it’s not normal for me because | can’t understand anything]

MUQ9: [I think it’s the both], it is euh...it is euh...we can say... [a normal situation
because we are first year and we did not know everything]. We have no idea but in
thesame time [it is a problem we need to solve it and not...avoid it or...neglect it.]

MU10: [ I don’t think it’s a problem] because [we are students, so we are here to learn],
[it’s normal, Ithink], especially [we are first year students,we have some difficulties in
learning].[It’s normal,they are some lessons that you understand well but they are some
you can’t].[Even teacher may have difficulties...may be in their learning].It’s

normal].[We are human being and we don’t know everything.]

some difficulties. [Yes,it’s normal,we can’t understand everything],but...euh...[in this
On the basis of this coding, some units show learning difficulties a problem to be solved,

the other ones draw them into a normal situation. Thanks to the content of these units the

following categories are extracted
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Step 3: Category Grouping
Assertion that learning difficultiesis a problem to be solved {Inf1:1time, Inf4: 1time, Inf6:
1time, Inf7: 1time}

Learning difficultiesisanormal situation {Inf3: 1time, Inf5: 1time, Inf7: 1time,

| Inf8: 1 1time, Inf9: 1time, Inf10: 1time}

As shown above, the obtained data were segmented and coded in an attempt to sort out
concepts and meanings, we have attempted to break down into simple parts the obtained
data and re-form them again more meaningfully, this did not only allow us to group and
categorize the patterns and the units but also to draw comparison and contrast between

them that we reflect on in order to make them more meaningful.
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Conclusion

This chapter considered the analysis of the data obtained through the use of various
research instruments. The researcher engaged in the analysis through some quantitative
measures like (percentages) and qualitative interpretations. A questionnaire was used to
uncover first year EFL students’ background, metacognitive awareness and strategy use.
The results were tabulated and presented in pie-charts. On its part, classroom observation
has provided data about students’ strategic behaviours, and on its turn, a semi-structured
interview yielded considerable data in relation to students’ awareness of their learning
difficulties and the possible strategies used to overcome them. This chapter has reviewed

the results briefly. We now turn to athematic discussion
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Chapter Four :Discussion and Pedagogical | mplications
Introduction

The main area of investigation in the present study was to explore whether, or
not, EFL students are aware of the strategies they use or they should use in promoting
their autonomy.

For more information in relation to the data collected during the case study, the
following point presents discussions of the results by generating some possible
explanations related to First year EFL students namely their learning difficulties,
metacognitive awareness, strategy use and autonomy. This chapter comprises two
sections. In the first section, we shall discuss the data obtained and analyzed. In
relation to students’ semi-structured interview which was conducted in order to
examine EFL students’ awareness of their learning difficulties, the informants’
answers obtained are segmented, coded and categorized. Two parts questionnaire
which was administrated to the participants in order to dig into their background and
possible awareness of the dynamic metacognitive process, the data collected are
analyzed question by question as well as the data obtained through classroom
observation conducted to spot LL S use in classroom behavior.

4.1 Discussion around thefirst resear ch question:

1. Arefirst year EFL students aware of their learning problems and the necessity to
solve them?
All the informants showed difficulties in the many skills involving language learning.
The study hardship of these participants was in the following modules : Civilization,
Literature, Linguistics, Writing, Speaking, Listening, Phonetics and Sociology and
language item limited to grammar with varying levels of difficulty as emerged from
data coding and categorizing. Difficulties with retention, revising, remembering,
concentration, summarizing and memorizing were more specific to individuals. Some
signs that suggested the later set of difficulties may be:lack of
interest,inattentiveness,short concentration span, difficulties in doing at once two or
more things, for example :listening to a lecture and taking notes, lack of motivation in
classroom activities, a show of emotional strain or anxiety in class, avivid example is

given by an informant who confessed that he could answer all the task’s questions and
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generate ideas but was unable to speak in the classroom. To overcome such
psychological variables students need to practice English inside and outside classroom,
be prepared to collaborate, listen to native speakers and overcome fear of making
mi stakes simply these ones are unescapable in learning a foreign language.

Speaking has a crucia place in EFL learning as stated by Nunan (1991) :

To most people, mastering the art of speaking isthe single most important
factor of learning a second or foreign language and success is measured in terms of the

ability to carry out a conversation in the language . (p.39)

The EFL speaker is supposed to express himself, argue, ask, request, and give opinions
inside and outside the classroom. The difficulty encountered by the informants is due
to lack of vocabulary, pronunciation and grammar mistakes. As a result, the potential
of their participation in speaking section isimpacted by such limitations.
Another difficulty faced by the informant is spelling mistakes in writing .The reason
behind it is the fact that many words are pronounced in the same but written
differently and have different meanings ;Spelling difficulty for first year can be caused
by the incorrect connection between words and their sounds and how they are
spelling , For example :no-know ;then-than ;effect —affect
EFL students usually start directly writing without paying attention to the pre-writing
strategic stage in which they have to generate ideas, brainstorm and organize an
outline. They also show deficiency in the editing stage in which they do not excerce
self-assessment of what they write, thinking that their piece of writing is free from any
mistake. Such valuable strategies may have not been presented to them in secondary
school, they have not developed such mechanisms, so they cannot have such an ability
to write with the accuracy and fluency required .Therefore, they are not aware of the
different strategies of writing and their importance. To develop such basic skills, they
need to spend time to practice.

Students with learning difficulties may spend and waste much time looking for
the ways to deal with the contents to be learned in order to know how to learn them,
and once they make out these ways, they could not select the available steps that guide

them to learn efficiently. The use of LLS makes them gaining time and energy in a
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way to present to them various options and sources from which they could select when
having to study, how to organize and manage their schedule and allocate opportunities
to use English language beyond the vaccum of the classroom, for example.

Students with learning problems frequently have to face situations that disturb them
and lead them to lose their motivation and increase their anxiety about the language
learning atmosphere. Evidence suggests that the more learners feel anxiety, the less
they achieve in learning. In this study, some informants feel so, because either they
come to the class with previous more or less negative learning experiences or they
have a low proficiency level or they ignore totaly the potential value of LLS. Their
effortsinvested in learning may be affected by their own beliefs, one of the informants
emphasized this expression « I CAN’T » many times during the conduction of the
interview, as if it is printed in her mind. Her problem was due to the lack of
understanding reading linguistics’ passages or handouts. With regards to First year
proficiency level, the lack of understanding might be due to the structure of the
handouts, they might not contain summaries of the main information and are not well
and clearly structured to be appropriately used by them.

Another point to be stressed is the informants’ report about their total lack of
understanding their linguistics lectures, in a sense that could not find any positive
impact of this module on their learning, the use of difficult technical lexica and
vocabulary makes it hard to understand. Students’ weaknesses and failures in
comprehension discouraged and demotivated them from putting further effort into
learning and from taking responsibility for their own learning. This difficulty has been
studied by many scholars. Bensemmane (2000) stressed that " this content course
yields problems of three kinds :

a. Coping with the subject matter which they (students) find too abstract
b. Coping with the target language utilized which also seems complex and
calls for complex cognitive skills that they have not mastered
c. Coping with Teacher’s methods which rely heavily on lecturing and do not
encourage student involvement." (p:35)
What may cause the deficiency in this module and other content modules

(civilization, literature) isthat lecture is not delivered through planning it into different
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stages using the terminology that eases the comprehension of the students. Also, these
students do not know the structure of lectures, and we think that the absence of some
strategies like repetition, pauses, note taking, providing concrete examples and even
the use of technological devices can prevent them to comprehend. Also, some lecturers
deliver the lecture as if they were reading it, during all the session they dictate their
lectures with no kind of interaction with students. Some informants pointed the
problem of not understanding the teacher’s accent in linguistics module, another
crucial problem because if the learner initially did not understand the teacher’s accent,
automatically all the information presented in the lecture could be confused. What we
can deduce then, isthat as these informants faced difficulties and did not appear to use
any problem-solving strategies to overcome their difficulties because they did not
possess the appropriate and necessary strategies, their low performance revealed poor
comprehension of the linguistics lectures. This might, as Littlewood (1999) puts
suggests a need for training in metacognitive strategies to promote autonomy in

English learning.

What is worth to mention is that nearly al the informants tended to make their
learning difficulties worse than they are in reality, might not detect exactly the cause
of their problems and believed that they need help to start dealing with their learning
difficulties. They conveyed the impression to be fully aware of their learning
difficulties and excersed efforts to overcome them by using some techniques which are
classified into (10) types as extracted from data coded and categorized. Using
summaries was shared by (2) participants, another two informants stressed peer
revision and consultation, while two other ones emphasized the use of technological
devices, and three of them relied on themselves to practice writing, reading and study
at home and only one of them asked help from teacher. It seems that the informants
were aware of using their learning strengths to a certain limit to overcome their

difficulties despite their young age and no previous university experience study.

When asked about possible help from higher level students, all the informants

positively answered this question and their responses fallen under four categories
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which are presented in a descending order : Reliance on more knowledgeable persons,
reliance on teacher’s help, self-reliance and reliance on technology. It seemed that the
majority of the informants preferred to primarily relied on more knowledgeable
persons to help them since they got previous experience and background knowledge.
Such knowledge could help them in providing them with guidance, advising and
using some learning strategies. These informants might ignore their potential to initiate
to solve their problems, in the case they succeed to solve them, they could internalize
the strategies used to and in the case they could not, they might call for scaffolded
help from those higher students.

It is essential to mention that these higher level students did not fully answer the
informants’ questions. Just two informants reported being fully answered, four
respondents stressed the opposite while the remaining ones preferred to be guided and
relied on themselves. It appears that just four (4) students out of ten (10) soughtmore
knowledgeable other guidance without over reliance on them. When more capable
persons scaffold student’s learning by helping them do what they cannot yet do alone,
they model the processes that support them to gradually become more competent and

independent to eventually activate the learning process by themselves.

Another point to be emphasized is no availability of those higher level students for
the majority of the informants. We can understand that they always wanted to be
supported and helped .This suggest that they were not aware of problem solving and
self-management strategies or they might know them but they lacked the correct and
appropriate use of them.

The researcher wanted to know the reasons behind not asking help for the
informants who reported not using this strategy. We thought that these informants
relied heavily on themselves to solve their learning problems and were aware of the
potential of problem solving and self-managing strategies that can ease considerably
their learning. Unfortunately, the answers were far to suit our predictions .The
categories fallen under three sets. No previous contact with higher level students, no
provision of right answers, psychological constraints. But what is essential to mention

is that how could these informants know that they have been given wrong answers?
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We think that thanks to teacher’s directives and scaffolded instruction, they might
make a difference between what is wrong and right. Again, the presence and the
support of more knowledgeable persons (teachers here) are a must for them. This point
has also been stressed by the participants when asked about the impact of the more

capable persons on their learning asit is shown in the following

Nearly al the informants agreed that having someone answering their questions
and making their learning issues explicit and clear helped them to remediate their
lacunae while two participants doubted about their utility and one informant replied
negatively as displayed in the following categories. Doubts about their usefulness -
total reliance on them -self-reliance - preference to be guided - not helpful. The data
obtained from question3 and 5 are completing each other, the informants did not
contradict themselves , in fact they acknowledged the important and crucial role of
those more capable persons in being resource of guidance, advising and help and they
referred to the must of themselves(students) of being knowledge producer using their
strategic ability not knowledge recipient. The more capable persons could give a lead
to those students by providing starting points without taking every one of them to a
pre-determined station . Whereas, three informants believed that they were major and
first resource and option of help for them, they seemed to be still in need of such
exterior support simply because they were not aware of the existence of strategies that
make their learning to improve possible.

The last question revolved around informants’ degree of awareness and
judgement of their learning difficulties. The results droped in the following categories:
-Assertion that learning difficulties are a problem to be solved.

- Learning difficulties are anormal situation

The magjority of the informants considered learning difficulties as a normal
situation since they are experienced their first year at university and also might be they
had neither been previoudly taught how to cope with possible learning problems nor
raised their awareness about the usefulness and benefits of some learning strategies
namely metacognitive ones to ease learning . Even if it was a normal situation as

stressed by them, they had not to make it worse by doing nothing, waiting for exterior
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resource to do their job and looking for ready-made works, instead they need to be
fully introduced to strategy awareness and its efficient impact on learning a foreign
language. Whereas, some of them judged learning difficulties as a problem to be
solved. It is clear then, that they showed a degree of awareness of learning strategies
and the way these strategies would benefit their learning.

Thus, to assess their real and actua difficulties as well as their own learning, the
informants’ use of LLS may provide them this amount of potential. Being aware of
their own learning difficulties let students to recognize them and deal with them
without ignoring them, and as time goes by, they may go beyond faced barriers. In this
way, they can enjoy a degree of autonomy to reflect on their own learning processin
order to propose aternative solutions to their learning difficulties using autonomously
the necessary adequate strategies.

Answering the First Sub-question: Are first year EFL students aware of their
lear ning problems and the necessity to solve them?

The semi-structured interview succeeded to help informants reflect on their own
learning process to suggest aternative solutions on their hardly detected learning
difficulties. Therefore, they all mentioned that they are enduring different problemsin
their learning process. Some of them tried to dea with them by asking help from
other more knowledgeable persons to be guided to cover the deficient learning areas
hardly detected.

All the informants that participated in the semi-structured interview were aware of
facing learning difficulties and problems but not aware of problem solving and self-
management strategies .Therefore, they were not aware of person, task and strategic
knowledge
4.2 Discussion around the second resear ch question:

Arefirst year EFL learners aware of strategy use in promoting their autonomy?

The guestionnaire have been analyzed question by question and presented in
tables in order to synthesize the data and arrive at the results and conclusions of the
research (Silinger& Shohamy, 2000)

According to the obtained results the majority of the participants seemed to have

a positive attitude towards their learning, they were conscious about its necessity at
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personal, national and international levels. Evidence suggests that the type of attitudes
each individual learner possesses can play a magor role in his learning process.
Gardner (1985) posits that “the learners’ attitudes towards learning another language
play a key role in enhancing and motivating them to learn that language. This, in turn
affects their performance, too”. They have portrayed many objectives varying between
those of being interested in learning English and future needs of it and other certified
its importance in communication, travel and getting a new or better job. The analysis
also revealed that a few participants were aware of their proficiency level whereas the
majority could not evaluate it. This might suggest that they have not cultivated the
concept of self-assessment and self-evaluation that involved them in reflection. As
strategies, they are essentia to be known because they provide evidence of progress
which boosts motivation and more importantly enhances and heightens awareness of
learning.

The finding of this study indicates that participants’ most used strategy in the
first section “Planning Strategies ” is item(2) “Plan Making” followed by item(3)
“Directing attention Selectively” and( 6) “Analyzing task’s comprehension” . This
seems to suggest that participants felt the need to find their own strategies to plan their
learning individually and with the assistance of other persons. However, they made no
use of strategy item (5) “Selecting Strategies” and this confirmed their responsesin the
first part of the questionnaire in which they confessed that they knew nothing about
the concept of strategy.

In part two “Monitoring Strategies” , the majority of the respondents used the
individual strategy item (07) “checking progress” , more than half favored it followed
by items (08) “Comprehension Check ” and(11) “Checking correctness of the
predictions”. This implies that participants perceived the importance and the
significance of how well they were learning and have given the chance to regularly
check their progress, in doing so they would be able to spot their weaknesses so as to
make other plans to improve them immediately. The use of such an item fosters self
regulated learning which is a necessary factor in improving their autonomy. The least
used strategy was (09) “Collaborative work ” and this could be explained by the fact

that group work is not usualy practiced in high school since the system is
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fundamentally teacher-centered, students have not yet understood and developed
group work culture and did not realize the prominent role of it, they are used to
individual learning.

In section three “Problem Solving Strategies”, an important proportion of the
whole research sampling referred to the strategy of seeking assistance and help to
overcome their learning difficulties which seemed to indicate that participants relied
on their teachers and did not excerse much effort to solve them, as they knew or just
expected that the teacher would provide the answer at some point of the lesson or were
passive learners who sought and overestimated help from others (either teacher or
peer). Y et, another inherited learning habit from high school which did not attempt to
urge learners to rely much on themselves. Results of this rubric also showed that
nearly half of the respondents considered the importance of accessing various sources
including technology; an obvious explanation to its use is that the participants have
perceived the significance of these devices to improve their knowledge, to develop
their sense of initiative and their ability to face novel and complex situations. In
addition to this, the educational system promotes itself to higher levels of language
pedagogy in relation to the use of technology at university. Also respondents reveal ed
the frequent use of strategy item (18) “Trying Alternatives”, this contradicted what we
have observed in many classrooms, no participant could suggest alternatives to
overcome any learning problems, they ignored them. An another difficulty appeared
was that these respondents did not know that they had problems and this might picture
their total dependency on their teachers firstly to detect, then to solve their learning
difficulties without attempting to initiate, to take the command of their learning and
relying on their own capacity to manage it.

As far as the fourth part is concerned “Evaluating Strategies” which is another
crucial step in autonomous learning, because it summarizes students’ previous actions
and prepare the ground for future ones. Students would possess successful experiences
and remediate their weaknesses. More than half of the participants indicated their
strong agreement on making summaries, a very useful strategy in that it helps saving
their time and energy and keep focusing on the most important points not just for

immediate uses but future ones, but the lack of awareness might lead them to the

114



wrong use of such strategy, they might use it to study from and not to check their
comprehension, for example. Moreover, the respondents referred to the objectives set
at the beginning to assess if they have reached them or not, this might be explained by
the fact that they have already cultivated this tactic and have perceived its benefits in
consolidating their strengths, prevailing their weaknesses and prompting them to
manage their learning. On the other side, many respondents revealed no will to judge
strategy applicability as well asto look for other strategies that suit the demands of the
tasks.

On its turn, classroom observation has been of a great interest for the researcher in
qualifying the observed actions, behaviours and attitudes of the participants. Many
classroom behaviours have shown participants less interest, enthusiasm and attention
in learning. Some results were not similar to those of learners’ questionnaire. During
class session, nearly all participants rarely appeared interested in devoting more efforts
in their language learning. The literature suggests that the type of attitudes each
individual learner possesses can influence his learning process

It is notable that only very few participants seemed willing to plan their learning
and this greatly matched the questionnaire response, knew the tasks’ purposes and in
order to confirm their comprehension, they relied on their teachers’ directions and
clarifications. These participants raised interest during al the observed sessions and
created a warm learning atmosphere inside the classroom, and they invested efforts.
By being exposed to various resources for practicing, this minority‘s motivation was
boosted, they interacted with each other as well as with the teachers and sometimes
teachers urged them to increase practice to gain much comprehension.

What is worth to mention is that thanks to teachers’ questioning and directive
strategies, this minority improved and developed their conceptual understanding by
using their reasoning in doing tasks and relating previous acquired knowledge to
address its demands .They not only answered the teachers’ and each other’s questions
but they explained and justified their answers. Furthermore they tried to recycle their
knowledge through repeated practice in an attempt to consolidate and review their own
learning. The fact that they were more likely to use such strategies to learn did suggest

that these students were motivated to put someeffort into learning the FL even though
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they found it somehow challenging. This might, as Littlewood(1999) argues suggest a
need for training in metacognitive strategies to promote autonomyin English learning.
Moreover, These results seemed to go in the same line of thought with Little’s
interpretation that both learner reflection and learner engagement are important in
promoting autonomy in language learning.

For the purpose of easing their learning, these respondents had self access to
technological devices such as cellular, they used dictionaries, laptops, CDROMS
without teachers’ intervention, tools that play a crucia role in helping them and were
convinced that were efficient to assist them to be better learners.

Classroom observation revealed fewer opportunities for collaborative work, and
very few learners asked teachers’ help from time to time to clarify points and check
their own comprehension. This reinforced the finding of the questionnaire in which
participants reported rare use of group work. This might be due to the fact that they
preferred working individually and were not fully introduced to the concept of
collaborative work; aso it might be the teacher who avoided such learning strategy
that seemd hard to manage in relation to high class size.

In all sessions we observed, we have noticed that participants made mistakes and
the teachers corrected them by the use of correction strategies as « time monitoring »
that is to give students time to monitor or correct themselves. Also, in most cases the
teachers asked students to repeat what they said in order to prompt them to find out
their errors on their own, but in vain, participants always waited for their teachers’
feedback. They rarely corrected each other’s errors because they did not pay enough
attention and importance to detect them or simply they couldn’t know that they were
making errors. Again, the traditional instruction did not equip them with such a
potential, teacher represented the main and only source to learn: source of teaching and
learning whereby “the teacher is in control, giving explicit directions for every
learning activity, and the students passively following those directions” (Robbins,
1996, p. 16). Such practices might obstruct and prevent students from developing the
willingness, trust and skillsto learn FL.

In very few occasions, they criticized their classmates and considered their

mistakes as weaknesses and failures, not as an unescapable part of the learning
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process. Most of learners felt reluctant to take part in classroom activities and provide
their remarks and comments, and few of the learners responded, the rest did not come
up with any idea.

Students” weaknesses in comprehension discouraged them from putting further
effort into learning and from taking responsibility for their own learning.

In writing and reading sessions, we have noticed that sometimes few learners
provided new ideas related to their classmates’ compositions in form of opinions
making connections with their background knowledge which is based on short stories
read, films watched or recalled personal experience(s).

What was lacking in the observed classroom is the explicit instruction of LLS.
First year EFL LMD students need to know what a strategy is. How is it used? And
why? Those questions could be answered if the teacher provides explicit teaching of
strategies. The teachers asked students to do certain tasks. Students fulfilled the
requirements of the tasks by using certain strategies unconsciously, for instance, they
had been asked to take notes since the teachers could not write everything on the
whiteboards without further explanation that taking note was a strategy, they were not
introduced to how to take notes and why they are using such strategy. Another task
had been asked to do, they were asked to self-assess their piece of writing (an
argumentative paragraph).Owing to the lack of training, they could not conduct it.
They were used to be evaluated through exam, test marks and teacher comments.
Teaching explicitly certain learning strategies is a must to help students becoming
autonomous.

Answering the second sub-question: Are first year EFL learners aware of
strategies use or they should usein promoting their autonomy?

The results indicated somehow the use of strategies; this might be due to the
fact that these participants’ i.e. first year EFL LMD students had fewer occasions and
opportunities to interact with native English speaker. However, these occasions are
different from those presented to ESL learners to learn English (see chapter one,
section 1.1.1).These learners need English and use it in an authentic environment and
indeed they can use authentic learning materials. Whereas first year EFL learners did

not have direct contact with native speakers, and if it wasavailable, it could be a very
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low contact that did not present to them areal challenge to learn and take advantages
of LLS for learning English Language. In other words, strategy is context —specific,
learners may use more strategies in the ESL context than in EFL context because they
did not have the motivational potential to face the possible problems in learning
foreign language.

Another reason that could explain this situation was the fact that first year EFL
students might have low level of proficiency, since they were in a transitional stage
(from high school stage to university level) they had not cultivated the concept of
strategy awareness and they had not been exposed to LL S and their positive impact on
learning, hence they had not developed an adequate and diverse set of learning
strategies to cope with the possible problems of English language that could make
surface. The literature indicates that there exists a linear relationship between the
strategy use and proficiency level (Lan& Oxford, 2003)

This could be connected to another reason which might provide an explanation to the
use of the strategies by the learners which wasthe educational system that did not
include strategy instruction, being so, it was no wonder that many students were not
well informed or at least familiar with the sets of LLS or they lacked the what and the
how, when, where, or why in using LL S because they were rarely taught how well to
use them and what strategies they could draw benefits from.

What it could be deduced from the questionnaire wass that participants showed a
possession of some strategies, this could be highlighted by the common view in the
literature that learners usually have some LLS. They often use them in their mother
tongue, and transfer them to foreign learning in a wrong way (Oxford, 1996). This
study believes that the strategies that participants used might already be used by them
in L1 but the problem is the imperfect transfer of them to be used in FL. However, the
results showed that participants did not possess an appropriate repertoire of strategies,
only learning habits that they used mechanically. In the context of this study,
participants generaly hold a less positive attitude towards autonomy. Students were
not accustomed to thinking metacognitively and verbally analyzing their own needs
and interests ;of course, they might already have been used to do this subconsciously

or even consciously to a certain limit, but they were not used to talking or writing
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about in English . They considered their teacher to be aleading figure who is expected
to make decisions in most areas of learning.

It is worthy to add another reason that might explain their use of MLS which is
self-efficacy, a concept that was proposed for the first time by the American cognitive
psychologist Albert Bandura (1986). He states that self-efficacy is linked to learners’
judgement of their capacities to identify and carry out something to master some
specific functions. Many studies have emphasized the relationship between self-
efficacy and the use of LLS. For example, Zimmerman (1990) indicated that
individuals’ self-efficacy has a significant relationship with the effective use of LLS.
Learners with high self-efficacy tend to challenge difficult tasks, are willing to expend
greater efforts, while those with low self-efficacy demonstrate high level of anxiety in
the face of learning difficulties and obstacles. This was the case of the mgority of the
participants in this study who could hardly realize their capacity and willingness to
take more challenges in learning FL , in this situation, learners’ low self-beliefs were
the causes for low participation, motivation, and performance rather than their lack of
skills and abilities. Just a very few learners had high level of self—efficacy which was
positively associated with their use of the four subcategories of MLS. This minority
believed in their abilities to perform tasks, exhibited higher engagement in the
classroom, created deeper interest in learning and better their academic performance.
The difference between them was probably due to the difference in their proficiency
levels.

Through the process of analysis and interpretation of the results collected by the
use of the two parts questionnaire and classroom observation, we can answer the
second sub-question

The conclusion of the second part of the questionnaire may be explained by itsfirst
part. In the first part, the majority of the participants reported not knowing “What are
strategies and autonomy?” So, we can deduce that these respondents were just using
some learning habits unconsciously, otherwise they would have mentioned them in the
first part of the questionnaire, and this was reinforced by the finding of classroom
observation. Though, nearly all the participants claimed before that they enjoyed

English learning. While observing the classroom we found out how much it was hard
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to introduce LLS to students who were not motivated and not making the least of the
effortsto learn.

Therefore, the first part provides enough data to suggest that the participants were
not strategic and far to be autonomous. the second part provides or yields information
to confirm that only few of the respondents used some learning strategies (habits)
unconsciously, more precisely, they were using some good learning strategies out of
metacognitive knowledge which have been observed in classrooms, also.

The participants selected in this study representing 21.53 per cent of the whole
population of first year EFL students in ED at Blida2 University, were not aware of
the learning strategies they should use to manage their learning process and deal with
their learning difficulties, therefore, they seemed to be not aware of its usefulness and
importance in promoting their autonomy.

4.3 Summary of the findings
This section has mainly been concerned with the discussion of the data collected
in this study from a sample of seventy (70) first year EFL students in English
Department at Blida2 University during the academic year 2014-2015. In fact, results
obtained from the various used research tools have permitted the researcher to reach
some points in relation to students’ awareness about strategy use in promoting
autonomy.
1. Learners’ Semi-Structured interview has helped the researcher to gain
insights about participants’ awareness of their learning difficulties and the
strategies they used to solve them.
2. Learners’ questionnaire with its two parts has revealed interesting
points about participants’ strategy use, it also highlighted the students’
degree of awareness about the use of different learning strategies.
3. On its turn, the classroom observation has proved to be of optimal
usefulness in providing insights about observed learners’ actual use of
strategies in the field, and the degree of an appropriate application of
language learning strategies. It has well permitted the researcher to
actually analyze what is really going on in first year EFL learners’

classroom setting.
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The following concluding points are laid up on the analysis and the
interpretation of the different findings
a. Unfortunately, due to the long exposure to traditional learning and total reliance on
teachers in their previous stages of learning (high and middle school) EFL students
were not introduced to LLS, they were neither ready to activate their awareness about
the usefulness of them nor ready to be self fed.
b. LLS mainly MLS are supreme useful components for learning FL, they contribute
to al parts of the language learning and pave the way to autonomy
c. Providing EFL learners with help and support to raise their awareness about the
importance and usefulness of LLS and the kind of behaviour they need to avoid in
learning is a desire to be nourished and a duty to be fulfilled to train them to be aware
about the use of such strategies in order to be willing to accurately and adequately use
them and to facilitate and optimize the difficult process of learning FL. The following
section will highlight this point.
4.4 Pedagogical Implications:

Language research will have values if it brings some light to the learning
process. Thus,on the basis of the results of this study which aimed at finding whether
First year EFL students are aware about strategy use or they should use in promoting
their autonomy or not ,it would make sense to propose aternatives and hopefully
suggest some recommendations. Our suggested applications are built on the results of
this study that permit us to find that the participants reported the use of MLS which
suggests that the problem of awareness is raised . Awareness is a fundamental aspect
of metacognition and LLS simply because it mirrors learners’ objectives and purposes
of their behaviours and actions during the learning process. A main concern of these
suggestive implications will be raising first year EFL awareness about the role of LLS
instruction in particular MLS by training them in taking gradual charge of their own
learning, in an attempt to facilitate their approval of their new role as strategic and
autonomous learnersin the light of LMD system.

Inducing changes in education is more than important but it is not easy, it is,
however, along process that needs right, focused goals and a will in the application of

these ones. Such changes require the combination of teaching and teaching
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methodologies and assumptions about how to teach and learn FL. Examples of this:
learners are not ready to activate their process of gaining awareness of what they
actually do if they are not willing to do so, added to this, rare strategy training. Bearing
in mind these teaching and learning limits, teachers need to design a teaching
methodology which is consistent not only with EFL teaching and learning conditions
and criteria of LMD system but also with learners’ strategies. Then, this consideration
is about teachers, teaching methodology used and learners.
4.4.1 Implicationsfor Teaching and Teacher Training

To make strategy training possible, teachers need to draw profit from any
available opportunities to update their professional skillsin order to address their own
and their learners’ needs. This can be possible through :
a. Peer-Observation :
Fruitful insights can be gained through regular observation of teachers by their
colleagues. O’Malley and Chamot (1990) discovered that teachers need considerable
exposure to the concepts of LLSs and repeated practice in designing and providing S|
before they feel comfortable with including it in their classes. So, Observation of
classes instructed by teachers who have previously incorporated strategy training is
beneficial. These teachers may find the theoretical aspect of Sl abstract, but what they
really need is how they can choose from the various models of Sl proposed by many
scholars and how to implement them in order to address the needs. They need to make
themselves aware of a wide variety of learning strategies and techniques of language
learning. As Graham (1997:170) suggests " those teachers who have thought carefully
about how they learned a language, about which strategies are most appropriate for
which tasks, are more likely to be successful in developing strategic competence in
their students’. Such observation could eliminate any ambiguity and confusion from
their parts.
b.Collaborative Planning: Some teachers often used to work in isolation, they have
not cultivated a notion to work in groups and to take advantage of the expertise of their
colleagues. Once they begin to induce such culture in their minds, they will look for
any occasion to discuss identified issues arising from their daily teaching and learning
situations and collaboratively try to solve them ,this strategy can have a great effect on
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lesson presentation as well as to design specific instructional materials for teaching
LLS.
c.Teachers’ Development :

Strategy training is firstly the responsibility of the teacher, then a responsible
teacher pays specia attention to the material chosen to teach, his teaching
methodology and his students. It is important that teachers have to be committed to
self development since it is considered as one of the crucial needs to face al obstacles
in their job. Teachers think about what makes students learn better and faster ?how can
improve their teaching What is the most suitable practice to meet the students’
multidimensionalneeds, expectations and interests What makes learners be
motivated ?Such interrogations and reflections could be possible through teacher’s
portfolio, conducting interviews with students, attend seminars and workshops. These
means serve as evidence to prove that teachers’ examination of their own practices
would lead to the development of such practices, they need to keep abreast with new
teaching methodology through training and self education.

4.4.2 Language L earning Strategy Based I nstruction

Strategy based instruction or training is a solution to assist, support and help learners
to overcome their learning problems and raise their awareness of the strategies they
already know and reveal to them the strategies that they do not know. Cohen uses the
term strategy-based instruction to describe “explicit classroom instruction directed at
learners regarding their language learning and language use strategies, and provided
alongside instruction in the foreign language itself” (1998, p. 17-18). In this study, the
terms “instruction,” “strategy instruction,” and “strategy training,” “Metacognitive
Learning Strategy Based Training”will all be used interchangeably to describe
“strategy-based instruction.”SBI will provide learners other learning occasions to
choose appropriate strategies to fulfill successfully the requirements of more difficult
tasks.

It is argued that SBI is effective and efficient if it is conducted under the right
conditions(Chamot2008).SBI effectiveness is affected by some factors :students’
beliefs in the usefulness of SBI,strategy use, their ability and willingness to be
responsible and independent.
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Before teachers start the SBI, it is advisable that they administer questionnaires and
conduct interviews in which learners are invited to describe themselves as |learners and
how they approach their learning process without providing any set of strategies,
because in doing so, some students would only pick from the available list of strategies
the ones that do not exactly mirror their real actions and behaviors , some might use
them but not in the appropriate way and some ignore them totally. In all these cases
the problem of awareness tops the list of causes. Teachers try to recognize their
specific needs and abilities, and diagnose how to help them.
4.4.3 Rationale of M etacognitive L earning Strategy Based Training

Through training learners begin to reflect on their own learning, and the ability they
have acquired to rely on themselves as responsible autonomous learners. Learner
autonomy is often mentioned as an integral purpose of strategy training (Oxford and
Leaver, 1996; Oxford, 1994; Cohen, 1998; Rubin, 1987; Oxford et al., 1990; O’Malley
& Chamot, 1990; Wenden, 1991 and Holec, 1987).Through strategy training, learners
are supported and scaffolded to take responsibility for the learning process and at
time goes up they start to assess both their own progress and how well they use the
learning strategies (Cohen, 1998; Oxford, 1994). Once the scaffold is retreated, they
show some degree of control over their use of LLS, they can evaluate their progressin
using strategies to approach an assigned task. (Rubin, 1987; Oxford and Leaver,
1996).This self control helps them to transfer LLS to accomplish more complicated
tasks not only in classroom but also out of it. " Explicit instruction in LLS leads to
greater control by the student over the use of LLS and makes it easier to transfer LLS
learned for a particular task to another, similar task " (Robbins (1999) p.8 of 14). Then,
it is obvious that the goal behind MLST is to equip the learners with the necessary
MLS to be aware of and to be able to show willingness to approach their learning

process.

4.4.4. Models of Strategy Instruction
Upon instructing strategies, many models and programs have been produced and
implemented in different educational settings such as the Cognitive Academic

Language Learning Approach CALLA. Its importance lies in the fact that it starts by
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raising learners’ awareness of SBI. According to Oxford (1990) : *“a program in which
participants become aware of and familiar with the general idea of language learning
strategies, and the way such strategies can help them accomplish various language
tasks.” (Oxford, 1990:202). Training Learners by using this model will help them to
become aware of the effect of using MLS and be able to transfer this use for easing
more difficult learning tasks inside and outside classroom. The main stages of this
program are explained in the following

In their Cognitive Academic Language Learning Approach (CALLA), Chamot
and O*‘Malley (1994) introduced practical ideas for teaching learning strategies. They
proposed five phases of the instructional sequence: preparation, presentation, practice,
evaluation, and expansion.

In the preparation phase, teachers develop students’ metacognitive awareness. This
may be possible by conducting interviews in which the teacher provides learners
opportunities to articulate and discuss their approach to learning. According to Sheng
(2008) " the SBI tasks are explicitly used to raise the students’ general awareness
about the learning process, their learning style preferences and the kinds of strategies
that they already employ". Teachers need to explicitly teach learners how the strategy
is used, in which context, and for which purpose.

In the presentation phase, teachers teach the strategy explicitly by naming, modeling
the strategy and explaining how it will support their learning.

In the practice phase, students are provided with many opportunities for strategy
practice such as: Instructional tasks which are needed at this level by the learners in
order to make the theoretical aspect of strategy practical
In the evaluation phase, teachers develop students’ metacognitive awareness of which
strategies work for them, how and why, in this stage the teacher’sroleisto: “...Help
learners evaluate their own success in using the learning strategy,(ibid 2008:5).
Learners find out how well or not they use the strategy, and to which extent it eases
and support their learning. Self-questioning can be a good strategy in this phase as we
have seen earlier. The teacher can do this through interviews.

In the expansion phase, students are encouraged to transfer strategies to new tasks

through activities such as analysis and discussion of strategies
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a. Someactivitiesfor Metacognitive L earning Strategies Training

The most effective way to demonstrate how useful the learning strategies are is to
embed them into a language learning activity. Considering first year EFL students’
proficiency level, the teacher is recommended to use short and authentic activities and
avoid using difficult vocabulary which may present another learning problem to the
learners. Teacher engages learners in metacognitive activities that will help them to
evaluate themselves and to explain specifically both what they know and what they do
not know. By identifying what they do not know, learners can focus their retention
towards resolving such difficulties. Moreover, by knowing what they already know,
students become aware of the potential knowledge and skills they have and they need
to consider because it provides them self confidence to rely on their effortsto learn.

Activityl:

Learning Strategy: Monitor

Description of Activity: Learners will read an authentic target language article from
a newspaper and then present and explain what they have read first in pairs and then
in groups

Language Objectives. To develop reading comprehension, writing, and
speaking skills

Preparation:

1) The teacher introduces the learning strategy Monitor Your Progress. This
strategy is useful; it involves splitting the tasks into smaller pieces and monitoring
one’s progress.

2) He models the strategy by explaining that he is going to read a newspaper’s article
paragraph by paragraph. After reading each paragraph, he will check to make sure he
has understood it. Takes an article and shows to the students how they would go
through it and checking their understanding of it as they read it.

3) Tells the students that they are going to read authentic target language news’
article. Explains that, despite its difficulty that can challenge their understanding,
there are strategies to avoid getting demotivated and stressed. After each section, he
should motivate them to check how well they comprehend the article. Instead of
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waiting to proofread at the end, they have to cultivate the habit to check their work
continuously.

Practice:

1) Distributes the article and have the students read it aloud with a partner. At the end
of each paragraph, they should stop and discuss in pair what they have read and
understood

2) Explains to them that this, is a strategy that they will use more often individually
Reflection: Have students describe how they monitored their understanding of this
articlein ajournal entry. As aclass, have them share their experiences and ideas. Ask
them to think about how they could monitor their progress on other assignments.
Expansion: Have students bring a news article for classroom work each week. Have
them present it individually in front of the classroom and then discuss what they have
read and comprehended in a weekly current events session that the teacher organizes
and invites other teachers and students to participate in the debate and enrich it.
Activity2:

Learning Strategy: Evaluation
Language Objectives. To improve listening comprehension, to improve speaking
Skills

Description of Activity: The teacher divides the class into two groups; just one
group is allowed tolisten to a story in the target language and is asked to write a
summary of it to the other group. Students will read the summary to them and
compare their understanding of the story. Students will correct any misunderstanding
they had of the story.

Preparation:

1) The teacher informs the students that it is possible and useful for them to
evaluate their own work. It is beneficial to stop and reflect on their progress in
learning a language. Students can also ask someone else to assess and comment on
their progress.

2) The teacher explains to his students how he uses this strategy. For example, he can

tell them that when you read an article in a foreign language review, you like to
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discuss it with a friend, a classmate or any person to make sure you have
comprehended it and grasped the meaning it conveys

3) When you read or listen to a story in aforeign language, it is important to check
your comprehension with someone else. Evaluating periodically your success with
listening activities can definitely manage your progressin thisfield.

Practice: 1) The teacher starts with a warming-up activity. He asks his students
questions such as. Have you ever read stories, novels or books in the target language?
If so, which one(s)? Do you know any famous English writers?

2) The teacher distributes alist of vocabulary used in the story and explains it with his
students.

3) The teacher introduces the general topic without providing any details

4) Divides the class into pairs. After listening to the story, each student will write a
summary to his’her partner.

5) Makes them listening and tells the students to try to follow the story and not to
bother about difficult words that they can stop their understanding.

6) After listening, students will write a summary to their partners in which they
recall the story. 7) Each student will read his/her partner’s summary. The partners will
then discuss their summaries and determine whether they understood the story in the
same way or if they interpreted it differently.

Reflection: Ask students if they found it useful comparing notes with other students
and evaluating their summaries. Ask them if they can use this strategy again in the
future.

Expansion: Have students write a review of the story for their class, school magazine
or their parents.

By engaging learners in such activities, they activate their anaytical and critical
thoughts, they actuate a supportive role in prompting reflection and learning and they
can touch the relevant connection between the theory and the practice.

The challenge that EFL students face is to continuously use these strategies and do
not stop using them as soon as the training is finished. This raises another point which
IS strategy maintenance.

4.4.5 Strategy Maintenance
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Shortmetacognitive strategy training may address the interests of some learners
whereas long one may meet the needs of a larger number of them. Continuous use of
MLS is the objective of MLST being short or long. We suggest, therefore, carrying
studies after some months to check EFL students’ use of MLS is still constant or not.
In doing so, the researcher (s) is/are trying to find out whether the ML ST has a lasting
effect or not. The teacher can touch this point by considering ongoing eval uations and
revisions of MLST such as: positive impact on the learners’ attitudes towards training,
also the increasing level of their strategic awareness, then, the longer they use MLS
the more they get aware of the fact that learning is firstly a concern of the learner and
the teacher is a facilitator of it. Learners keep on learning, develop the language skills,
and gradually assume responsibility to be the effective students who know how to
apply LLS appropriately and meaningfully to promote their autonomy. Research
indicates that the efficient use of LLS results in improving Language proficiency in
general and specific skills in particular, learners develop” a more practiced eye, a more
receptive ear, a more fluent tongue, a more involved heart, a more responsive mind”
(Oxford 1990,p ix) . Learners who have improved skills in learning how to learn will
exploit classroom learning opportunities in an effective manner. Their awareness and
deployment of the range of strategies will serve as a foundation to them to acquire

learning autonomously.

4.7 CONCLUSION
The main concern of this section has been to provide English language teachers
with suggestions and recommendations regarding the issue of raising learners’

awareness about strategy use. Initialy, it has highlighted a necessary point which is
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the teachers’” must for change and tolerance for change to meet the dynamic
requirements of the teaching/learning situation. Thus, teacher’s self training, reflection
and development were the first needed steps to guide students to promote and
emphasize their potential need to be strategically introduced to their new way of
learning and their new role as autonomous learners. In completing such duties,
teachers were recommended to question and consider their teaching methodology and
classroom practices taking into account the students’ individual mix characteristics,
needs and interests. Their objectives are to enable learners to draw profit from the
merit of LLS, raise students’ awareness about their use and activate their reflective
and thinking potential. These learners are required to take the advantages of strategy
training. SO, teachers were requested to lead an analysis of their learners learning
process to support them to have commands of FL by exposing them to learning
strategies and make them aware of their effective use.

First year EFL students are in an optimal need to be equipped and well informed
about how well they should approach their learning. To support and help them to meet
their needs and address their multidimensional interests and expectations is more than
a must. In this section we set the scope on metacognition strategy based instruction
and highlight its necessity in raising learners’ awareness about how, why, when and
where strategies are used .Metacognition is always important and beneficial for their

learning, they need to be trained to know how well they process their learning
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General Conclusion

The teaching of English as a foreign language in Algeria has been given much
interest and concern after the advent of the globalization process. Although all efforts
made to develop the teaching and learning processes of EFL , Algerian students seem
to still show alow academic readiness to take charge of their learning.

The present work aims to not only explore the extent to which new arrived students
are aware of strategy use and make use of it but also to raise their awarenessof LLS
that might help them efficiently in their learning process. It has tried to find out
whether first year degree students are aware of strategy use and targeted towards
uncovering their learning difficulties and the strategies they used to overcome them by
asking the following research questions :

Main research question:
What is the place of strategy use and autonomy in the study process of first year
degree studentsin at the English Department at Blida2 University ?
Sub-question 1.
Are first year degree students aware of their learning problems and
of the necessity to solve them ?
Sub-question 2
Are first year degree students aware of strategy use to promote

their learning ?

In addressing this issue, it is attempted to range the study from theoretical chapter to

practical ones.

Chapter one was directed towards the theoretical part of the study. It gave an
overview of literature relevant to the study. It has started by drawing a difference
between the concepts of EFL and ESL , managed to clear up the concepts of LLS,
strategy awareness mainly metacognitive awareness and autonomy. In addition to the
various and important definitions and features of these concepts , their importance and
their heavy influence on the process of learning have been stressed . Considering the

preceding review of literature, a study searching to inform the research questions has
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been investigated . The objective of chapters two and three was to bring a ground of the
research tools used and data analysis as well as the learning context. In order to answer
the research questions, a mixed method case study was designed. A two part
guestionnaire, a semi-structured interview and classroom observation are the research
tools included in this study. The first part of the questionnaire sought to describe the
participants’ profile and the second one attempted to highlight subjects’ awareness of
strategy use. In order to capture more valid information about the subjects’ awareness
of strategy use, some sessions have been observed . The semi-structured interview
was conducted and aimed to uncover the informants’ learning difficulties and the
strategies they used to solve them . Chapter three main concern was analysis of the
results carried out via triangulation that is found to be beneficial in providing
confirmation of some findings, increasing validity and enhancing understanding of the
issue . Finaly , on the basis of the results obtained that have been synthesized
guantitatively and qualitatively , a contribution to educational change through
Integrating strategy based training into teaching has been suggested in chapter four .

The study revealed that al the ten informants were aware of their learning
difficulties but not aware of problem solving and self management strategies .
Therefore , they were not aware of person, task and strategic knowledge. Moreover
al the participants (70) used some metacognitive strategies that might be used in their
first language but the problem wass the imperfect transfer of them to be used in FL .
They used them inappropriately and ineffectively. The results also showed that the
respondents were not used to think metacognitively and verbally analyzing their
learning approaches. It appeared from these results that linguistic competence needs to
be related to strategic competence leading to efficient learning of FL.One important
element of strategy competence is the metacognitive knowledge , that is those insights
that students have learned and acquired about language learning strategies,Learning
process and language. However , these participants lacked the metacognitive
knowledge which seemed to be caused by previous educational settings that neglected
critical reflection and did not introduce students to their fullest potential of learning .

These participants couldn’t be considered strategic even they showed some use of
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strategies ,in fact they were just using some of them out of strategy knowledge .The
strong evidence to draw such a remark was their inability to define strategy and
provide any strategies they used to manage their learning when asked to do in the
two part questionnaire.

Such findings lend some support to the published research of thisissue investigated
in other areas namely ( Hamzaoui 2006) . By contrast , they are far to be considered
consistent with other studies (Rahimi and Katel 2010, Liu 2012 ,Mohamed ,Chew and
Kabila 2006).

Then , the results of this study showed that participants revealed a serious lack in
strategic competence.However, if the fast change in science is considered , it appears
important that students be armed with strategies to learn more and well in order to
follow the rapid world’s change. This may be attained through a new educational
method that would focus on metacognitive progress of the students by rising strategy
instruction. This outlet would stimulate critical thinking by both teachers and learners :
teachers are recommended to reflect on their learning ,on the strategies suitable for
tasks ,and by urging learners to think about the relationship between their strategy use
and their academic achievements to continuously review their accomplishments and
their future learning directions.

It should be mentioned that the results of this case study are not to be generalized
Also, this study must be interpreted in light of some limitations such as the small
sample.Seventy EFL students took part in this study who could not be representative
of al the first year degree students.In addition to this, this work did not undertake
strategy use in relation to some learners’ variables such as gender ,it was impossible to
have an equal number of male and female participants in the sample. Aiming at
evaluating the aforementioned suggestionsfuture  experimental studies may
investigate the following issue :How can one best evaluate success in strategy training
? Other studies might investigate the causal relationship of MLS and language
proficiency. In addition ,longitudinal studies need to be done in relation of strategy

mai ntenance .
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We are aware of the limitations of this study, but our hope ,in addition to be a
useful source for teachers ,they will know the extent to which it may be necessary to
integrate strategy training into their programs and help their students in raising their
awareness of LLS in general and MLS in particular . Also, First year degree students
may get supportive feedback from the findings of this study. Moreover, it will serve
as abasis for further studies on LLS at different levels of learning and under different
learning conditions.

We want our students to be aware of where they are ,where they want to go and
how. Such awareness will boost their motivation to learn more and well, increase
confidence in their abilities to design suitable plans, monitor their progress, carry out
self evaluation and attain strategic competence ,so necessary for their autonomy

improvement .

134



Bibliography
Primary Sources:

Allwright, R. (1988) Observation in The L anguage Classroom, London: Longman.

Bandura, A. (1986) Social foundations of thought and action: A social cognitive
theory.Englewood Cliffs, NJ: Prentice Hall

Benson, P. (2001)Teaching and Researching Autonomy in Language L earning. Essex:
Pearson Education Ltd.

Benson, P. & Voller, P. (1997)Autonomy and Independence in Language
L earning.London: Longman.

Bogdan, Robert, and Sari K. Biklen(2003). Qualitative Research for Education: An
Introduction to Theory and Methods. Boston: Allyn and Bacon. Print.

Brown, H. D. (1987)Principles of Language Learning and Teaching(2nd ed.).
Englewood Cliffs, N.J.: Prentice Hall Regents.

------------ (1994)Teaching by principles. An interactive approach to language
pedagogy. Englewood Cliffs, N.J.: Prentice Hall Regents.

............. (2000)Teaching by Principles. 4th ed. New Y ork: Longman.

------------ (2007) Principles of Language Learning and Teaching(5th ed.). White
Plains, NY: Pearson Longman.

Cameron, R. J. and Reynolds, A. R. (1999)L earning and M etacognition.Psychology
in education portfolio. Windsor: NFER-Nelson.

Chamot, A.U. (1987) Power of Language Strategies.Ohio Bilingual. Multicultural
Updated.

Chamot, A. U., Barnhardt, S., El-Dinary, P. B., Robbins, J. (1999).The learning
strategies handbook. White Plains, NY: Longman

Chamot, A. U., Barnhardt, S., El-Dinary, P. B., & Robbinson, J. (1999). The
|earning strategies handbook. New Y ork: Addison Weslen Longman, Inc.

Chamot, A. U., & O'Malley, M. (1994).The CALLA handbook: Implementing the
cognitive academic language learning approach. Reading, Mass. Addison-
Wesley Pub. Co.

Cohen, A. D. (1998).Strategies in Learning and Using a Second language.
London:Longman.

-135-



Cohen, A.D. (2011).Strategies in learning and using a second language (2nd ed.).
Harlow: Pearson Education

Cohen, A.D., & Macaro, E. (2007)._Language learner strategies. Thirty years of
research and practice. Oxford: Oxford University Press.

Cohen, L., Manion, L.  &Morrison,K.(2007).Research methods in
education.(6™ed).New york :Routledge

Creswell,W.J .(2008).Educational research :Planning, conducting, and evaluating
guantitative and qualitative research.Upper Saddle River,NJPearson/Merill
Education.

Creswell, W.J., & Plano-Clark, V.L. (2007)._Designing and conducting mixed
methods researchlL ondon: Sage Publications, Inc.

Dam, L. (1995).Learner Autonomy: From Theory to Classroom Practice.Dublin:
Authentic Ltd

Denzin,N.&Lincoln. (2003).Collecting and Interpreting Qualitative materials.2™
ed.Sage Publications,Inc.

Dornyel, Z. (2003).Questionnaires in Second Language Research.Muhwah,New
Jersey :Lawrence Erlbaum.

----------- (2005).The psychology of the language learner: Individual differences in
second language acquisition. Mahwah, N.J: L. Erlbaum.

Ellis, R. (1994).The study of second language acquisition. Oxford University.

Ellis, G. and B. Sinclair (1989).Learning to learn English: a course in learner
training. Teacher’s book. Cambridge: Cambridge University Press

Elachachi,H. (2006). An exploration into the strategies used for essay writing across
three languages:The case of EFL university studentss.Unpublished
Doctorate Thesis :University of Tlemcen

Hammerdey,M.& Atkinson,P.(2007). Principles in Practice.3rd
ed.Abingdon.Routledge

Holec, H. 1979. Autonomy and Foreign Language L earning. Oxford: Pergamon, 1981.
———————————— (1980). Autonomy and Foreign Language Learning Strategies. Council of
Europe.

————————————— (1981).Autonomy and foreign language learning. Oxford: Pergamon.

Gao, X. (2010). Strategic language learning: The roles of agency and context.Buffalo,
N.Y:Multilingual Matters.

-136 -



Gardner, R. (1985).Social psychology and second language learning.The role of
attitudes and motivation.London : Edward Arnold.

Gass, S, & Sdinker, L. (2008).Interlanguage in context. Second language
acquisition. An introductory course.

Glesne, C., & Peshkin. (1992).Becoming qualitative researchers. An
introduction.White Plains, NY: Longman.

Griffiths, C. (2003a).Language learning strategy use and proficiency:The relationship
between patterns of reported language learning strategy (LLS) use by
speakers of other languages (SOL) and proficiency with implications for the
teaching/learning situation. Auckland.

Khotari,C.R. (2004).Research Methodology :Methods and techniques.2™ Revised
ed,New age International Publishers,New Delhi.

KnowlesM.S. (1975).Self —Directed Learning: a guide for |earners and teachers.New
Y ork:Associated Press

Lankshear, C., & Knobel, M. (2004). A handbook for teacher research: From design
to implementation. Maidenhead, England: Open University Press

Little. D. (1990).Autonomy In Language Learning: Some Theoretical and Practical
Considerations. London: CILT

----------- (1991).Learner autonomy .  Definitions, issues and problems.
Dublin:Authentik.

----------- (1999).Learner autonomy is more than a western cultural construct. Learner
autonomy in language learning: Defining the field and effecting change, 8,
11-18.

Little, D., Ridley, J., & Ushioda, E. (2002).Towards greater |earner autonomy in the
foreign language classroom. Authentik.

Macaro, E. (2001).Learning strategies in foreign and second language classrooms.
London, NewY ork: Continuum

Mackey, S.L. (2006).Researching second language classrooms.London : Lawrence
Erlbaum Associates.

Mackey,A.,& Gass,S.(2005).Second language research :Method and design.New
Jersey :Lauwrence Erlbaum Associates

Maxwell, J. A. (1996).Qualitative research design: An interpretative approach.

-137 -



Naiman.N,Frohlich.M,SternH.H& Todesco.A(1996). TheGoodL anguagel_earner.Mul
til-ingual Matters (Rev.ed.)

Nunan,D.,(1989).Understanding Language Classrooms.Hemel Hempstead,Herts. :

Prentice Hall

-------------- (1991).Language Teaching Methodology.UK : Prentice Hall International.

------------- (1992).Research Methods in Language Learning. Cambridge University
Press

-------------- (1997).Research Methods in Language Learning. Cambridge: Cambridge
University Press

O'Malley, J. M., & Chamot, A. U. (1990).Learning strategies in second language
acquisition. Cambridge: Cambridge University Press.

-------------- (1993).The CALLA handbook: How to implement the Cognitive Academic
Language [earning Approach. Reading, Mass.: Addison-Wesley.

-------------- (1993).Teaching for strategic learning: Theory and practice. Strategic
interaction and lanquage acquisition: Theory, practice, and research, 36-51.

O'Malley,J. M., &Valdez-PierceL.(1996).Authentic assessment for English
Language Learners :Practical Approaches for
teachers.Reading.MA :Addison-Wesley Publishing Company

Oxford, R. L. (1990).Language learning strategies. What Every Teacher Should
Know. Boston: Heinle & Heinle.

------------- (1996a).Language learning strategies around the world: Cross-cultural
perspectives (pp.227-247).Manoa :Universityof Hawai Press.

Rubin, J. & Wenden, A. (1987).Learner strategies in language learning.Englewood
Cliffs, N.Y.: Prentice/Hall International.

Reid, J.M. (1998).Understanding learning styles in the second language
classroom.Upper Saddle River,NJ :Prentice-Hall,Inc

Scharle, A. and Szaboo, A. (2000).learner autonomy: A guide to developing learner
Responsibility. Cambridge University Press

Scott, D. & Morrison, M. (2006).Key ideas in educational research. London,
England: Continuum.

Seliger ,H.W.& Shohamy, E.(1989).Second language research methods.Oxford:Oxford
University press

-138-



----------------- (2000).Secondlanguage  research methods.Oxford,England  Oxford
University Press

Singh, K.Y. (2006).Fundamental of Research Methodology and Statistics.New Age
International (p) LTD. Publishers.

Stern, H. H. (1983).Fundamental concepts of language teaching. Oxford: Oxford
University

------------------ (1992).1ssues and Options in Language Teaching.Oxford : OUP

Strauss,A. & Corbin ,J. (1990)._Basics of Qualitative Research :Grounded Theory
Procedures and Techniques.Newbury Park,CA : Sage Publications

Van Lier, L. (1988). The classroom and the language learner : Ethnography and
second language classroom research.London : Longman

----------------- (1996).1nteraction in the Language Curriculum: Awareness, Autonomy
and Authenticity. Longman.

Verma, G.K. & Mallik,k.(1999).Researching Eduaction.L.ondon :Falmer press

Vygostsky, L.1978. Mind in Society. Cambridge, MA: Harvard University Press

Weimer, M. (2002).Learner-centered Teaching: five keys changes to practice.2™
ed.San Francisco: Jossey-Bas
Wenden.A. (1991).Learner Strategies for Learner Autonomy. London: Practice Hall.

--------------- (1995).L earner strategies for learner autonomy.UK :Prentice Hall

Wenden, A., & Rubin, J. (1987).Learner strategies in language learning. Englewood
Cliffs, N.Y.: Prentice/Hall International

Secondary Sources:

Anderson, N. (2005). L2 learning strategies. In E. Hinkel (Ed.), Handbook of research
in second language teaching and learning. Mahwah, NJ: Lawrence Erlbaum
Associates.

Aoki,N.(1999).Affect and the role of teachersin the development of learner autonomy
in JArnold. (Ed).Affect in language learning (pp.142-154) .cambridge:
cambridge university press

Benson, P (1996).Concepts of Autonomy in Language Learning. In R.Pemberton et al.
(Eds), Taking Control: Autonomy in Language L earningpp.27-34 Hong
Kong, Hong Kong University Press.

-139-



------------ (1997). The philosophy and politics of learner autonomy. In P.Benson and
P. Voller (eds), Autonomy and independence in language learning.
London: Longman, 18-34.

Benson, P. and Voller, P. (1997). Introduction: autonomy and independence in
language learning. In P. Benson and P. Voller (eds.), Autonomy and
independence in language learning. London: Longman, 1-12.

Chamot, A.U. (2008). Strategy instruction and good language learners.In C.Griffiths
(ed). Lessons from Good Language Learners.166-281.Cambridge:
Cambridge University Press.

Charles, C. M., & Mertler, C. A. (2002). Introduction to educational research(4th
ed.). Boston, MA: Allyn and Bacon.

Cohen, A. D. (2010). Focus on the language learner: Styles, strategies and motivation.
In N. Schmitt (Ed.), An introduction to applied linguistics(2nd ed. pp. 161~
178). London: Routledge.

Cohen, A. D. &Weaver, S. (1994).Making learning strategy instruction a reality in
the foreign language classroom.In C.Klee(ED),Faces in a crowd :Individual
|earners in multisection programs(pp.285-323).Boston :Heinle& Heinle

Cohen, A. D. & Scott, K. (1996). A synthesis of approaches to assessing language
learning strategies. In R. Oxford (Ed.), Language learning strategies around
the world: Cross-cultural perspectives(pp. 89-106). Honolulu: University of
Hawal, Second Language Teaching and Curriculum Center.

Cotterall, S. (2008). Autonomy and good language learners. In C. Griffiths (Ed.),
L essons from good language learners(pp. 110-120). Cambridge: Cambridge
University Press.

Kleinsasser, R., & Savignon,S.J.Linguistics language pedagogy ,and teachers’
technical cultures.In J.E.Alatis (Ed). Georgetown University Round Table
on Languages and Linguistics.1991.Washington,DC: Georgetown
University Press

Little, D. (2004). Constructing a theory of learner autonomy: Some steps along the
way. In Mé&kinen, K., P. Kakkonen & V. Kohonen (eds.), Future
perspectives in foreign language education. Oulu: Publications of the
Faculty of Educationin Oulu University, 101, 15-25.

Mayer, R. (1988).Learning strategies: An overview.In Weinstein, C., E.Goetez,and
Alexander (Eds),Learning and Study Strategies: Issues in Assessment
JInstruction, and Evaluation (pp.11-22).New Y ork :Academic Press.

- 140 -



Nunan, D. (1996). Towards autonomous learning: some theoretical, empirica and
practical issues. In R. Pemberton (Ed.), Taking control. Autonomy in
language learning (pp. 13-26). Hong Kong: Hong Kong University Press.

————————————— (1997). Designing and adapting materials to encourage learner autonomy.
In P. Benson and P. Voller (eds), Autonomy and independence in language
|earning. London: Longman, 192-203.

Oxford,R. L. (1990b). Language learning strategies and beyond : A look at strategies
in the context of styles.In S.S Magnan (Ed.), Shifting the instructional focus
to the learner. 35-55.Middlebury,VT :Northeast Conference on the
Teaching of Foreign Languages

--------------- (2001). “Language learning strategies”. In R. Carter & D. Nunan. (Eds.).
The Cambridge Guide to Teaching English to Speakers of Other L anguages
(pp.166-172). UK: Cambridge University

-------------- (2008). Hero With a Thousand Faces. Learner Autonomy, Learning
Strategies and Learning Tactics in Independent Language Learning. In S.
Hurd & T. Lewis (Eds), Language learning strategies in independent
settings (pp. 41-63). Bristol, Buffalo, Toronto: Multilingual Matters.

Oxford, R., & Schramm, K. (2008). Bridging the gap between psychological and
sociocultural perspectives on L2learner strategies. In A. D. Cohen & E.
Macaro (Eds.), Language learner strategies. Thirty years of research and
practice (pp. 47-68). Oxford: Oxford University Press.

Oxford,R. L.,& Leaver,B.L.(1996).A synthesis of strategy instruction for language
learners. In Oxford, R. L. (1996). Language learning strategies around the
world: Cross-cultural perspectives (pp.227-247).Manoa :University of
Hawa Press.

Rubin, J. (1987). Learner strategies. Theoretical assumptions, research history and
typology. In A. Wenden & J. Rubin (Eds.), Learner strategies and language
learning. Englewood Cliffs, NJ: Prentice Hall.

Seliger ,H.(1984).Processing universals in second language acquisition.In
Eckman,F.,Bell,L., and Nelson,D.(Eds),Universals of Second Language
Acquisition,pp.39-47.Rowley,MA :Newbury House.

Sheerin, S. (1997). An exploration of the relationship between self-access and
independent learning. In P. Benson & P. Voller (Eds.) Autonomy and
Independence in Language L earning (pp. 54-65). London: Longman

- 141 -



Silverman, D. (2000). Analyzing talk and text. In Denzin,N.&Lincoln,Y.S (Eds).
Handbook of qualitative research (2™ ed., pp.821-834).Thousand
Oaks,CA :Sage

Sinclair,B. (2000b).Learner autonomy : the next phaseln B.Sinclar, et al.
(Eds.)Learner Autonomy teacher Autonomy :Future Directions.pp.4-
14.L ondon :Longman

————————————— (2009). The Teacher as Learner: Developing Autonomy in an Interactive
Learning Environment. In R. Pemberton, et al. (Eds.) Maintaining Control:
Autonomy and Language Learning(Hong Kong: Hong Kong University
Press.

Tarone, E. (1983). Some thoughts on the notion of communication strategy.In
C.Faerch& G.Kasper(Eds),Strategies in__interlanguage  Communication
(pp.61-74).London/Longman

Weinstein, C. E., & Mayer, R. E. (1986). The teaching of learning strategies. In M.
Wittrock (ed.).Handbook of research on teaching (pp. 315-327). New Y ork,
Macillan.

Wenden, A. L. (1987). Conceptual background and utility. In A. Wenden & J. Rubin
(Eds)),Learner strategies in language learning(pp. 3-13). New York:
Prentice Hall.

————————————— (2001). Metacognitive knowledge in SLA: The neglected variable. In M.
P.Breen, (Ed.). Learner contributions to language learning: New directions
in research (pp.86-111). New Y ork: Longman.

Journals:

Anderson, N. J. (2003).“Metacognitive reading strategies increase L2 performance.
The Language Teacher”, 27, 20-22.

Bilmoria,D. & Weeler,J. “Learners-Centered Education: A guide to Resources and
I mplementation”.Journal of M anagement Education.Vol19
No03.August1995.409-428. Sage Publications.INC

Bialystok,E. (1978). “A theoretical model of second language learning”.Language
learning ,Vol 28,N01,69-83.

Candy, P. (1988). “On the attainment of subject-matter autonomy.Developing Student
autonomy in learning”, 2,17-38

Carrell, P.L. (1989). “Metacognitive Awareness and Second Language
Reading”.Modern L anguage Journal, vol.73, pp.121-134.

CrabbeD. (1993). “Fostering Autonomy From Within the Classroom: The
Teacher’sResponsibility”. System, 21 (4), 443-452.

- 142 -



Cotterall, S. (1995a). “Developing a course strategy for learner autonomy.
ELTJournal, 49 (3), 219-227.103

Cotterall, S. (1995b). “ Readiness for Autonomy: Investigating Learner
Beliefs.System, 23 (2), 195-205.

Chamot, A. U. (1993).“Student responses to learning strategy instruction in the
foreign language classroom”. Foreign Language Annals, 26(3), 308-321

-------------- (1998).“Teaching learning language strategies to language students. ”
(Report No. EDO-FL-025-976). ERIC Clearinghouse on Language and
Linguistics. Washington, D.C.

------------- (2004). “Issues in language learning strategy research and
teaching”.Journal of Foreign Language Teaching, 1,14-26.

————————————— (2005).“Language learning strategy instruction: Current issues and
research”. Annual Review of Applied Linguistics, 25, 112-130.

Chew, J., & Kabilan, M. K. (2006).“Meta-cognitive reading strategies of good
Malaysian Chinese learners’. Malaysian Journal of ELT Research, 2, 21-
41,

Cohen, A. D. (2003).“The learner's side of foreign language learning: Where do styles
strategies, and tasks meet?’]RAL: International Review of Applied
Linguistics in Language Teaching, 41(4), 279-291.

Cohen, A. D., & Oxford, R. (1992).“Language Learning Strategies: Crucial Issues of
Concept and Classification”. Applied Language Learning, 3(1 & 2), 1-35.

Dickinson, L. (1993). “Taking shop. Aspects of autonomous learning”. In ELT
Journal. 47 (4), 331-335.

Ellis, N. C. (2002).“Reflections on frequency effects in language processing”. Studies
in second language acquisition, 24(02), 297-339.

Flavell, J. H. (1976). Metacognitive aspects of problem solving. The nature of
intelligence, 12, 231-235.

------------- (1979).“Mecognition and Cognitive Monitoring: A New Area of Cognitive
Developmental Inquiry”. American Psychologist, Vol. 34, No. 10, 906-910.

Gable,G. (1994). “Integrating Case study and survey Research Methods :An example
in  information  Systems’.European  Journal of information
Systems.3(2) :112-126

Green, J. M. & Oxford, R. L. (1995).“A closer look at learning strategies, L2
proficiency, and gender”. TESOL Quarterly, 29(2): 261-297.

-143 -



Griffiths, C. (2003b).“Patterns of language learning strategy use”. System; 31:367-
383.

Griffiths, C., & Parr, J. M. (2001).“Language-learning strategies. Theory and
perception”. ELT journal,55(3), 247-254.

Lee K. R., & Oxford, R. (2008).“Understanding EFL Learners’ Strategy Use and
Strategy Awareness”. Asian EFL Journal, 10(1), 7-32.

Lessard-Clouston, M. 1997. “ Language Learning Strategies: An Overview for L2
Teachers”. In TESL journal. Vol.3. n°12.30 May 1999.

Little, D. (1994). “Learner autonomy : A theoretical construct and its practical
application”.Die Neuere Sprache, 93(5).430-442.

------------- (1995).“Learning as dialogue : the dependence of learner autonomy on
teacher autonomy”.System 23/2,175-181.

------------- (1996).“The politics of learner autonomy”. Learning Learning, 2(4), 7-10.

————————————— (2003). “Learner autonomy: A fundamental principle in pedagogy and
education”.Tea Magazine. Dublin: Centre for Languages and
Communications Studies Trinity College, 27-31.

Little, D., & Dam, L. (1998).“Learner autonomy: What and why?’L anguage Teacher-
kyoto-jalt-, 22, 7-8.

Littlewood (1999). “Defining and Developing Autonomy in East Asian Contexts.
Applied Linguistics’, Oxford : Oxford University Press

Liu, H. J. (2012). “ Use of Learning Strategies by EFL Learners: A Study of How It
Relates to Language Proficiency and Learner Autonomy”. International
Journal of English Linguistics, 5(2), 21.

Macaro, E. (2006).“Strategies for Language Learning and for Language Use:
Revising the Theoretical Framework”. The Modern Language Journal,
90(3), 320-337

Miliani, M., (2010).“Between Enduring Hardships and Fleeting Ideals”.
Mediterranean Journal of Educational Studies, Vol. 15(2), pp. 65-76,2010

Nunan, D. (1996).“Learner strategy training in the classroom: An action research
study”. TESOL Journal, 6(1), 35-41

O’Malley, J.M., Chamot, A.U. (1985). “Learning Strategy Application with
Students of English as a second Language”. TESOL Quarterly, 19(3).

-144 -



Oxford,R. L. (1989).“Use of Language Learning Strategies: a synthesis of studies
with implications for strategy training”.System, 17/2,235-247.

-------------- (1992).“Language learning styles. Research and practical considerations
for teaching in the multicultural tertiary ESL/FL classroom” System 20 (4):
439-56.

------------- (1992 /1993).“Language learning strategies in a nutshell : Update and ESL
suggestions”. TESOL journal, 2(2) ,18-22

------------- (1996a). “Employing a questionnaire to assess the use of language learning
strategies”.Applied Language Learning.7 (1& 2) ,35-45.

------------- (1996b).“When emotion meets (meta)cognition in language learning
histories. The teaching of culture and language in the second language
classroom: Focus on the learners. Special Issue”. A. Moeller (Ed.).
International Journal of Educational Research. 23(7), 581-594.

------------- (2003). “ Language learning styles and strategies.Concepts and
relationships”.International Review of Applied Linguistics, 41,271-278.

Oxford, R. L.and Crookall, D. (1989).“On Language Learning Strategies:Methods,
Findings, and Instructional Issues’. The Modern Language Journa 73/4,
404-416.

Pintrich, P. (2002). “ The role of metacognitive knowledge in learning, teaching, and
assessing”. Theory into Practice, Vol. 41, No. 4: 219-225.

Reid, J.M. (1987). “The learning style preference of ESL students”. TESOL Quarterly,
21(1) ,87-111

Rahimi, M. and Katal, M. (2010).“lranian university students’ metacognitive
listening strategies awareness in learning English ”. Paper presented at the
third national conference on education, Tehran, Iran.

Robbins, J. A. (1999).“East meets West approaches to learner autonomy ”. Paper
presented at the JALT 98, Japan Association for Language Teaching
International Conference, Omiya, Japan, November 21-23, 1998.

Rubin, J. (1975).“What the good language learner can teach us ”. TESOL Quarterly,
9(1), 41-51.

Schraw, G. (1998).“Promoting metacognitive awareness ”. International Science, 26:
113-125

Stenberg, R. (1998).“Metacognition, abilities, and developing expertise: What makes
an expert student? ”Instructional Science, 26: 127-140.

- 145 -



Tudor, I. (1993).“Teacher roles in the learner-centered classroom ”. ELT Journdl,
47(1), 23-24.

Wenden, A. L. (1986).“Helping Language Learners Think about Learning ”. ELT
Journal,Volume 40/1 January 1986. Oxford University Press.

------------- (1998).“Metacognitive Knowledge and Language Learning ”. Applied
Linguistics 19/4: 515 — 537.

------------- (1999). “An introduction to metacognitive knowledge and beliefs in
language learning ” : Beyond the basics.System, 27(4) ,435-441

------------- (2002).“Learner development in language learning . Applied Linguistics,
23 (1) ,32-53.

Ze-Sheng,Y.(2008). “Promoting Learner Autonomy Through Strategy-based
Instruction ”.Sino-US EnglishTeaching, vol.5, no. (12), pp.1-6.

Zimmerman, B.j. (1990).“Self-regulating academic learning and achievement : The
emergence of a social cognitive perspective ”.Educational Psychology
Review, 2,173-201

Webiography
Adkins,J.(1997).Metacognition :Designing for Transfer.College of
Education.University of Saskatchewan.

http//www.usask.ca/education/coursework/802papers/Adkins/ ADKINS.PD
F. Retrieved in July 2015

Bensemmane, F. (2000). Issues in teaching and learning a content course in the
Algerian EFL academic context.In 111 Congrés international sobre Llengues
per a finalitas Especifiques:ease seminar :actes:8,9i110 de setembre de
1999,Canet de Mar,Servicio de Publicaciones,(p ;33-37).
https.//Scholar.google.fr/. Retrieved in April 2014.

Benson,P. (2000).Autonomy as a learners’ and teachers’ right.Learner
Autonomy,teacher Autonomy :Future directions,3(2),111-117.
https://academia.edu/. Retrieved in April 2015.

Boukhedimi, Y(2011).Rising to the Challenge of the LMD Study Scheme.Les
Annales De I’Université d’Alger N° 20 Tome 1 Novembre 2011.64-68.
http://www.univ-alger.dz/images/pdf.Retrieved in March 2014

Cohen, A. D. (1995).Second language learning and use strategies: Clarifying the
issues.  (Report  No0.EDO-FL-023-639).ERIC:  Washington, D.C.
http://www.ericdigests.org/ .Retrieved in May 2015

- 146 -



Cohen, A.; Oxford, R.; and Chi, J. (2005).Language Strategy Use
Inventory.http://www.carla.umn.edu/maxsa/documents/langstratuse _invent
ory.pdf. Retrieved in August 2014.

Dickinson, L. (1995). Autonomy and Motivation: A literature review. System, 23(2),
165-174.http://ac.el s-cdn.com/0346251X 95000055/1-s2.0-
0346251X 95000055-main.pdf.Retrieved in April 2014

Ellis,R.(2000).1nstructured Second Language Acquisition.Oxford,UKand
Cambridge,USA :Blackwell. http://www. Scholar.google.fr/. Retrieved in
July 2015.

Graham,S.(1997).Effective language learning : Positive strategies for advanced level
language learning. Clevedon : Mutilingual matters.
http://www.ericdigests.org/. Retrieved in July 2015.

Grenfelll M.,& HarrisV.(1999).Modern languages and learning strategies:In theory
and practice.Psychology Press. http://www. Scholar.google.fr/. Retrieved in
July 2015

Hsiao,T-Y. ,& Oxford ;L.(2002).Comparing  theories of language Ilearning
strategies :Aconfirmatory factor analysis.Modern Language
Journal,86(3 ),368-383. http://www.asian-€efl -
journal.com/:March2008.Retrieved in July 2013

Khaldi,K. (2017).Quantitative,Qualitative or Mixed Research: Which Research
Paradigm to use.Journal of educational and Social Research.Vol.7 No.2.15-
24.www.mcser.org/journal /index.php/jesr/article. .Retrieved in September
2017

Oxford,R. L.(1994).Language learning strategies :An updated .Eric Clearinghouse on
Languages and Linguistics. http://www.ericdigests.org/ .Retrieved in May
2015

Phakiti,A .(2003).Acloser look at the relationship of cognitive and metacognitive
strategy use to EFL reading achievemnt test performance.Language
testing,20,26-56. http://www. Scholar.google.fr/. Retrieved in January
2015.

Reiss, M. (1981).Helping the unsuccessful language learner.The Modern Language
Journal, 65(2) ,121-128. http://www. Scholar.google.fr/. Retrieved in April
2015

- 147 -



Rubin,J. (2005).The expert language learner : A review of good language learner
studies and learner strategies.In Expertise in second language learning and
teaching (pp.37-63).Palgrave Macmillan UK. http://www.ericdigests.org/
.Retrieved in July 2015.

Trinh, Q.L. (2005).Stimulating learner autonomy in English language education : A

curriculum innovation study in a viethamese
context.Amesterdam :Graduate School for Teaching and
Learning.University of Amesterdam(222)I SBN,90-7808.

http://www.ericdigests.org/ .Retrieved in June 2015

Whipple, E.R. (1987). " Collaborative Learning: Recognizing It when we see
It" .AAHE Bulletind0, (2) ,3-7. http://www.Link.springer.com/ .Retrieved
in March 2014.

Official Documents
- LMD guide. (2011). Algérie, Ministere de I'Enseignement Supérieur et de la
Recherche Scientifique.
LMD guide. (2011).AlgeriaMinistery of High Eduaction and Scientific
Research

Guide d’Information sur le Systeme LMD (Licence- Master-Doctorat), (2005).
Béjaia, Faculté des Lettre et des Sciences Humaine de I’Université de Béjaia.

-148 -



- 149 -



Appendix A

STUDENTS’ SEM|I STRUCTURED INTERVIEW

1. Do you find difficultiesin your studies?
YesO No O

1.2. If yes, what arethey?

2. Doyou try to solvethem?

YesO No O

2.1. If yes, what arethe solutions? Set just 2 solutionsor 3
2.1. 1f no, why did not you try?

3. Do you think that higher level students can help you?
YesO No O

4. Do you request for help?

YesO No O

4.1. If yes, what kind of help?

4.1.1. Do they fullyanswer?

YesO No O

4.1.2. Do you find them available all the time?
YesO No O

4.2. If you don’t ask help from them, say why?
YesO No O

5. Do you think that having someone answering your questions may help you to
solve your problemsand better you learning?
YesO No O

6. Do you think that having learning difficulties is a normal situation or a

problem that you haveto deal with to learn better ?
YesO No[O
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Appendix B
Transcript of Students’ Semi Structured Interview
Answersof thefirst maleinterviewee
Timeduration : 6mins

Question 1 : Do you find difficultiesin your studies?

YesO No O

M S1:Yes,;sometimes, ,i find difficulties when...,
1.2. If yes, what arethey?
M S1 : like memorizing.l try ... yes,steps.Some difficulties like for civilization...a lot of information.
Question 2 :Do you try to solve them?

YesO No O
MS1:So I try ...to yes,
2.1. If yes, what arethey? Set just 2 solutionsor 3
I try to summarize and ...keep intentional information but i find difficulties, but i try to overcome them...yeah !
Like monitoring,monitoring has always been a great solution for me.
Question 3. Do you think that higher level studentscan help you?
YesO No O
M SL1: Yes, sure.l ask like, euh...like some higher education person.
Justify: | have my cousin, he has a master degree, he has a master degree | think in English. So, | always ask
him when | need help, some difficulties, he gives me some advices, | try to follow him.
Question 4. Do you ask help from them?
YesO NoO
M S1: Generally, | ask my classmates whenever | find a difficulty. | need...euh...I find difficulties or difficult
euh...ambiguous information, yeah...
4.1. If yes, what kind of help?
Yes, forsure.Euh...ok, eum... because they have been gone through what I’'m going...gone now, they already
face thislike this era of education, they have trained, so it is good to ask them. Yes...

4.1.1. Do they give you a full answer?

YesO No DO
4.2. If you don’t ask help from them, say why?
YesO No O

M S1: Actually, I did not ask anyone from any higher level...laugh... I don’t know anyone here...I just know
first year students. So like that...laugh...l don’t know. It did not come to my mind...so like that. | prefer to ask
my friends more than higher...students...laugh...yes, yes.

4.1.1. Do they give you a full answer?
YesO No O
M S1: | have smart friends! They usually know everything. | don’t find problems asking them or ...yes

4.1.2. Do you find them available all the time?
YesO No O
M S1: They are always here for me when | ask they are here whenever | ask, | find them

Question 5: Do you think that having someone answering your questions may help you to solve your
problems and better your learning?

YesO NoO

M S1:No | think giving me some strategies and ...like a piece of advice like to understand the ...questions and
...is better than answering them instead of me because | prefer relying on myself better than having someone
answering my questions. Yes

Question 5.1: Strategies? What do you mean by a strategy?

M S1:Strategies...euh...ways like means and ways... and solutions...to overcome the barriers and obstacles in
the exams,examples,euh...,sure...ok!like...answering a lot ...and doing practices and excercises,yesthis is a
good...,fine.
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Question 6. Do you think that having lear ning difficultiesis a normal situation or a problem that you have
to deal with to better your learning?
YesO No O

M S1: | think ...euh...both,yes,both! Like ...euh..., learning difficulties everyone suffers from this problem,no
oneis perfect.

Question 6.1: Can you clarify your answer?

M S1:1t is a problem in itself,eum...when it comes to the learning,step like to overcome learning difficulties to
pass to another educational level.Problems itself like we haveto overcome them to passto another.Y es,we have to
find solutions for that problems...euh...yes.

Answer s of the second male inter viewee

Timeduration : 5. 34 mins
Question 1 : Do you find difficultiesin your studies?

M S2 :Yes,usingeuh...English,using Englishlike speaking,we do not have a kind ...where we speak english
1.2. If yes, what arethey? Question 2 : Do you try to solve them?

M S2Y es, we try to solve them but there is no solution for speaking

There is some kind of solution but it’s not help

Haveyoutried ?

MS2: Yes, wetry,yes,it does not helpSpeaking with my friends in English,euh...speaking skype
Question 3. Do you think that higher level students can help you?

M S2 : M S2Y es,of cource !because he is more experience than me,then they will give some experience
MS2: Yes,...all the time

MS2: | don’t understand

Question 4. Do you ask help from them?What kind of help?

M S2 : Helpor kind of skillsi ask him for i use for i increase my level

4.1.1. Do they give you a full answer?

MS2: They do not have full answers because sometimes you will find both of us we are concerning this
problem

4.1.2. Do you find them available all the time?

M S2 : No, they are not always here

MS2: | did not

Question 5: Do you think that having someone answering your questions may help you to solve your
problems and better your learning?

M S2: May be i feel that they will not giving me anything,euh...they won’t give the right answer,that’s it !
I...i don’t know,may be...may be it will be a better learning may be not,itdepends the person he will give you
the answer

Question 6: Do you think that having learning difficultiesisa normal situation or a problem that you have
to deal with to better your learning?

MS2:Yes ,it is a problem.It is a big problemthat | ...for example,in speaking i study English,i understand
everything,i find solutions of all the task but in speaking,i can’t speak.l have many ideas in my mind,many
thoughts but i can’t speak.lcan’t.As you say,euh express my ideas.Justspeaking,yes.Because we are here,you
know Arabic and there is not ,no kind of people speaking in English

Answer s of thethird maleinterviewee
Timeduration : 10.56

M S3:Question 1 : Do you find difficultiesin your studies?
Yes,| do...euh... much problems...like what? So, I find one of the most important is,the most important is...
that | don’t have much activities,so, |

Doyou try to solvethem?
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MS3:Yeslike try... to find euh... the other activities out of the university...yest try to join some
organization.... Yes like,for example

MS3: Yes...there are but | don’t remember...may be...I don’t have or I | don’t have,for example | have
personal problems is that I have...difficulty in the lesson but when | understand it well,it does not come out from
memory

M S3 :Many modules,manymodules,in fact and they are some ...other problems because of the teacher,actually
teacher does not conveyed the message well,so it won’t be received

Question: Thisisthe major problem for you?
MS3: Yes, dl of the major problem
Question: Do you think that higher level students can help you?

M S3:0ut of classroom...euh...they can help me, in fact they can help me yes, they... but it depends, for
example, when I sick or at home, they can help me but I did not do...but | have some friends when | ask them
for 1 don’t know or something | don’t understand, they do help me.

Question: Then, you ask for help?

M S3:If | ask for help...but...,once,yes,once.l don’t understand the lesson of phonetics.l went to a friend in the
3 year and he showed me how to understand it.

M S3: Just in phonetics module.

Question: Do you think that higher level students can help you?

MS3: Well | did not try to ask more help. | hope to find someone to help me
Question : What kind of help?

M S3: One of how can | use English in my daily life. How can | use my English .English has much categories
and we have business English and others, so | try to get as much information as| can.

Question : Do they giveyou a full answer?

M S3:Yes, some of them do. They do help me and say they if we give you any information, try to spell it, they
show me the way

Question : Arethey available all the time you need them?

M S3:Eum...l don’t know...not all the time...but ...I work...I try... | do my best,forexample,l try to send an
email...l don’t know...if ...but for someone to be beside me all the time,.Even me | can’t do it for someone that
is lower level than me,someone is busy all the time.He is going to give tips or advice so that’s why.That is what
is working.

Question : Do you think that having someone answering your questions help you to solve your problems
better your learning?

M S3:Y es,of course,especially when it is experienced,someone in Master degree,specia books ,one third year
student advise me to...”if you want to be successful in literature,start reading novel from now.Ofcourse,l find his
advice very helpful

Question 6: Do you think that having learning difficultiesisa normal situation or a problem that you have
to deal with to better your learning?

M S3:In fact...euh...Whenever we go we find problems but everything has a solution, it is not impossible to
solve problem, just know how to deal with it. OF course, in every module we have problems and we just know
how to ...how to deal with problems.Having a learning problem is a normal situation.No it is not
normal,heavyexperience,it’snot.It’s normal to have difficulties.They are obstacles from my way and
sometimes...euh they blocjk me doing or carry on doing something,sometimes | stop.
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Answersof thefourth male Interviewee
Timeduration : 13.43mins

Question 1 : Do you find difficultiesin your studies?
Question : What arethey?

M4 :EUM...What are they?! Sometimes,I mean when | attend the class,letsay,forinstance,l came late | can’t
get the course from others.Otherproblems:revising,memorizing because here we have too many crowded
classes,that’s why it makes problems,you can’t concentrate of what you are given,you know what | mean?they
are many problems but we are trying our best to solve these problems

Doyou try to solvethem?

M4 : What, solutions? To me, for example, when | finish the course | prefer to ask my friends for handouts or
may be copies, check on the internet looking for course that | have studied and asking some higher level
education because | have some friends that who study 2™and 3 rd year ask him on the internet and they give me
little advice,a little help, little information of what |1 am studying or what |1 am going to study because they have
experience and it helps;it helps me.

Question: What kind of help?

M$4 : | ask about not to avoid time may be, not to waste time, strategies that help me to develop my learning, to
gain much time, how to get information, how to get information from lectures, you knownjust for strategies how
to make a summary of speakers, you know...euh...l mean...that we have...

Question : Do you think that having someone answering your questions help you to solve your problems
better your learning?

M $4 : Someone can give the right information, answer but sometimes they do not but | get the message but it
helps

Question : Arethey available all the time you need them?

MSA: Yeah... It depends... Eum, let’s say they are not, okay! | try my best to get it on my own, that it is
...because is benefic, I think, It helps me to motivate me, workalone, work hard and to dedicate yourself, myself
for my learning. You know...When you get something by my own, it is not the same when you get from other
people because you memorize it, and...I think...other question?

Question 6: Do you think that having learning difficultiesis a normal situation or a problem that you have
to deal with to better your learning?

MS4 :YES, it is normal to me, it’s not normal, if it was normal I will not have to learn, it’s a problem and I have
to solve it and how to solve it, | have to make a research, you know, | have to ask, | will do everything in order
,that helps to solve it, so | avoid it, | get it out of my mind because when you get a problem and you don’t solve
it, it will be always with you, may be one day when you graduate... you know, we are going to be teachers with
God willing.

Answersof thefirst femaleinterviewee

Timeduration : 4.11 mins

Question 1 : Do you find difficultiesin your studies?
FS1: Yes, in some modules, | find some difficulties, of course.

1.2. If yes, what arethey?

FS1:1think civilization,euh... it’s a full program, | find it a bit complicated as | find literature so long and full of
information,sometimes | can’t remember,| find difficulties in revising

FS1:Yes,alot of information at once, that it is!

Question 2 :Do you try to solve them? 2.1. If yes, what are they? Set just 2 solutionsor 3
FS1:Of course, | do, i...sometimes...l summarizethe lessons to diminishthe length. I...that is it!
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...just...thig!
4.2. If you don’t ask help from them, say why?

FS1:1 never ask students from other years to help me. | don’t know people ...laugh...from second and third
year...and | don’t know them.

Question 4. Do you ask help from them?
FS1:So, from my teachers,from the internet...laugh, | find a lot of informationin internet.Cellularies, their
applications that helpus learn more English and so

FS1:Please, repeat the question?

Question 3. Do you think that higher level students can help you?

FS1:0f course! It will be better.Eum...because | know that people from higher levels have more information
than | do, they have experience what I’m experiencing now. So...I think that... it will help

What kind of help?

Question 5: Do you think that having someone answering your questions may help you to solve your
problems and better your learning?

FS1:1 prefer guiding.Euh...It helps me relying on myself not on them

Question 6: Do you think that having learning difficultiesisa normal situation or a problem that you have

to deal with to better your learning?

FS1:1 get you.Euh...I think that these difficulties are normal, any student can have learning difficulties. We are
young and we did not study English as a mother language and it is still new for us, so...having these difficulties
is normal...for me

Answer s of the second female inter viewee

Timeduration : 5.34 mins

Question 1 : Do you find difficultiesin your studies?

FS2 :Yes...euh,spelling mistakes in ...writing,specially in module of writing

1.2. If yes, what arethey?

Yes ,justin this module

Question 2 : Do you try to solvethem? 2.1. If yes, what arethey? Set just 2 solutionsor 3

FS2 :Yes!Imany times...i try to write many paragraphs..to solve this problem,i show it to my teacher.Yes,that ‘s
it Haugh...

Question 3. Do you think that higher level students can help you?
FS2:Yes...i actually have friends from master and second year.They help me in many
modul es,forexampl e,yesterday,my cousin helped me in module of literature

Question 4. Do you ask help from them?

FS2 :What ?...yes...yes,directly...can you help me...if you can...so...we agree about place and time and we
...start

FS2 :1 didn’t understand

What kind of help?
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FS2 :Only in study or she will give me pieces of advice about how to use my skills in studyand because she
already knowsome...something about first year

4.1.1. Do they give you a full answer?
FS2 :they did because i choose only the good students

4.1.2. Do you find them available all the time?

FS2 :No,because they also have their studiesand...but wheni think they are free,i go to ask them,not all time !

Question 5: Do you think that having someone answering your questions may help you to solve your
problems and better your learning?

FS2 :No,not to answer my question.To help me haw i can...euh answer the question,not directly give me the
answer but give me how can i find this answer

FS2 :Not a direct answer,this will not help me at all when they give me the answer,where is my job,here... %
have to research and they will help me because they have experience about this,not give me answer directly

FS2 :Yes...like this,controlling me !

Do you think that having lear ning difficultiesisa normal situation or a problem that you have to deal with
to better your learning?

FS2 :Euh....In some ways,it is a problem,in some ways it is normal.Problemwith something simple,itwill be a
problem.When i have difficulty with something simple,for example,when i have...i don’t know...difficulty in
something simple,not a big deal,but when i have ...find a difficulty in something new for me,this is not a
problem at all,i have to solve this problem,not to worry and say thisis a problem.No.

Answer s of thethird female interviewee
Timeduration : 04.09 mins

Question 1 : Do you find difficultiesin your studies?

FS3: Sometimes but mostly it is ok.Ican manage them.Sometimes,there is a lot...euh...to revise,to do homework
but when you...when we manage our time,it will become easy but when we do not it becomes difficult

1.2. If yes, what arethey?

FS3:Euh...The one of sociology because it is in Arabic, yeah...l have other difficultiesin other modulesbut it is
not huge as sociology

Question 2 :Do you try to solve them?

FS3:Yes,of course.As much asi can

2.1. If yes, what arethey? Set just 2 solutionsor 3

FS3:May be by trying to revise with my friend, he tried to help me, or by asking teacher about questions like
what makes me find difficulties in that module?

Question 3. Do you think that higher level students can help you?

FS3:First,l start by myself and then when | find that | can’t | ask for help.Ofcourseyes,because they have
experience more than me so they can help me

Question 4. Do you ask help from them?

4.2. If you don’t ask help from them, say why?
FS3:Because | don’t know them,that’s whyYeah...if | knew students,l will ask.Of course...is...euh...

Question 5: Do you think that having someone answering your questions may help you to solve your
problems and better your learning?

FS3: Ofcourse.Yes,because my questionis....comes from difficulties and by answering my question,then
difficulty may not exist,so...

Do you think that having learning difficultiesisa normal situation or a problem that you have to deal with
to better your learning?
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FS3Learning problem in studies is normal,studying is not easy,we have to dea with them.We have to find
solutions

FS3: Normal, of course...it is normal
FS3: Because that study and ...there is...we find difficulties,not an easy thing

FS3: So, there is a problem that has a solution,sometimes is the teacher is the one who finds the
solutions,sometimesyou,when you assist yourself,it becomes easy....

Answer s of the fourth female interviewee

Timeduration : 03.33 mins

Question 1 : Do you find difficultiesin your studies?

FS4: Yes, especialy in linguistic.Module of linguistic.l can’t understand anything from the beginning of the
year

Question 2 :Do you try to solve them?

FS4:Yes...l try...1 try but Ican’t.] don’t know but | can’t
2.1. If yes, what arethey? Set just 2 solutionsor 3

FS4: When | read the handout,l find it hard to...a little bit...how to say...but when | answer | can’t all the
answers wrong,wrong.ldon’t know why?

F$4: No the test

F$4:Yeah,because in the classroom I can’t participate with the teacher

Haveyou tried?

FS4: Yes, | try...laugh,of course and...Of course,l read it at home ...the handout of the module
Just the handouts?

F4: Yes, just the handout

Question 3. Do you think that higher level students can help you?
FS4: Maybe,not true .Y es,ofcourse, yes...of course they can help us

FS4: EUH...Not ...a lotNO,laugh...For example,when | ask one of them,euh...euh...when | ask them,she give
me...the answer,she give me advices,that’sit,not a full answer but she gives me advices

FS4: No, just advices
Question 4. Do you ask help from them?
FS4: Ofcourse,NO,OF COURSE NO

4.2. If you don’t ask help from them, say why?
FS4:1’m shy...laugh .YEAH? 1 CAN’T DO THAT

Question 5: Do you think that having someone answering your questions may help you to solve your
problems and better your learning?

FS4:Yes, | know,may be...may be if | find someone I can understand

Haveyou tried?
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FS4: No I don’t try

Why?

FS4: Because, I’m shy. | can’t ask help for other

FS4: In my case,it is not normal because | can’t understand all the modules
FS4: No, | don’t try

FS4: Because I’m shy.l can’t ask help for other

Question 6:Do you think that having learning difficultiesis a normal situation or a problem that you have
to deal with to better your learning?

FS4:1In my case,it is not normal because | can’t understand all the mo...modules,from the beginning of the year.I
can’t understand anything.lt is not normal.May be some difficulties

F$4:Yes,it’snormal,we can’t understand everything,but...euh...in this module it’s not normalfor me because |
can’t understand anything

FS4:1n my case,it is not normal because | can’t understand all the modules

Answer s of the fifth female interviewee

Timeduration : 04.38 mins

Question 1 : Do you find difficultiesin your studies?

FS5: Yes....euh...yes,| do specially...I’'m first year....I can’t know everything because I’'m new in this
university and new in department

1.2. If yes, what arethey?

FS5:1 think...euh...the most euh...the most euh...module that | have difficulty in linguistics

Sometimes when the teacher is talking,| can’t ...understand his accent,euh..But | try to read the hand out to get
an idea sometimes

Yes

Both

Question 2 :Do you try to solve them?

FS5:Euh... let me told you something that when the teacher is talking,l can’t understand anything,so ,sometimes
I hate the session and the module and | can’t stay...attentive with him,I prefer to take the handout and revise it at
home to get an idea by myself.But...eum...you can’t sometimes you need the teacher...explanation

Question 3. Do you think that higher level students can help you?

FS5:0f course,euh...of course because students first year and third year,| thinkthat they pass this year,they
have...what...should that do and should not and they can,may be they solve their difficulties and they could help
me to do the same

Question 4. Do you ask help from them?

FS5:Yes...euh....once, | try to ask aboy from third year and he told me ...never mind, Linguistic that you study
in first year is not clear but when you reach the third year you can have an idea about what is linguistic

FS5:No... | try to take another handout, different handout from another teacher of linguistics from my
classmates, another groups yes, and...l get an ...some

4.1.1. Do they give you a full answer?
FS5:No, they didn’t give a full answer,just short answer,they did not clarify or...explain,just...euh you can’t see
it exactly.

4.1.2. Do you find them available all the time?
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FS5: No,because they are busy too,they have another things to do,they are not... available for us

FS5:EUH,I think...that first year sometimes ,they are not...euh...sometimes you find them not modest, they
didn’t usually talk to first year and help them and give them advices, that’s why | prefer to not ask them.

Question 5: Do you think that having someone answering your questions may help you to solve your
problems and better your learning?
FS5:Yes of course, it is my pleasure to find someone who...euh...guide me and show me what Should | do what

should | want

Do you think that having learning difficultiesisa normal situation or a problem that you have to deal with
to better your learning?

FS5:1 think it’s the both, it is euh...it is euh...we can say...a normal situation because we are first year and we
did not know everything. We have no idea but in the same time it is a problem we need to solve it and
not...avoid it or...neglect it.

Answers of the sixth female interviewee
Timeduration : 03.56mins

Question 1 : Do you find difficultiesin your studies?
FS6: Of course, | find

What arethey?

FS6: In some modules like listening, especialy listening and somehow Grammar, maybe ,and civilization
module

Doyou try to solvethem?

FS6:Yes,ofcourse,I’m try to solve them

How?

FS6:Well... by studying at home and...euh...consult with my friends and revise, and revise more
Do you think that higher level students can help you?

FS6:No,somuch.Not like the teacher,butyes,anyway

Do you ask for help?

FS6: Yes, ofcourse,lask,laskthem,just after the class

What kind of help?

FS6: Revise together

Just this?

FS6: Yes, justthis. To be honest.

Do they giveyou a full answer ?

FS6: Actually, not a full answer but euh...answer that can help me, more than doing nothing about...the lesson
Arethey available all the time you need them?

FS6:No, not al the time, when | ask them
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If you do not ask help from them, why?

FS6:Don’t know them well, they are not my friends or | have not much time, to revise, may be
Torevisewith them or alone?

FS6:Alone... with them

Do you think that having someone answering your questions help you to solve your problems better your
learning?

FS6:1 DON’T THINK SO
WHY?

FS6:Euh...everything up teacher, | think.Students can’t help you as well...like a teacher, | think.

Question 6: Do you think that having learning difficultiesisa normal situation or a problem that you have
to deal with to better your learning?

I don’t think it’s a problem because we are students, so we are here to learn, it’s normal, Ithink, especially we
arefirst year students,we have some difficulties in learning.It’snormal,they are some lessons that you understand
well but they are some you can’t.Even teacher may have difficulties...may be in their learning.It’snormal.Werae
human being and we don’t know everything.
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AppendixC

Students’ Two Part Questionnaire

Dear students

Would you please respond to these items and include any comments that

you may wish to add. We are much grateful to you for cooperation and help.
PART 1

Instructions: a) Put atick in the box (es) which correspond(s) to your answer.

b) If you need to say more, use the space provided (............

Student‘s profile:

Sexx ML FLI Age

1. For how long have you been studying English at university?
lyear [1 2years L1 3years[]

2. Why do you want to learn English? (Choose one or more)
-L.2ed it for communication;

_keded it for travel;

-L 2ed it for my future;

-[_ded it for immediate use;

-[lerested in English;

-LIr new or better job;

-(CJcauseit isfun;

SETNEE (TISE) e e oo e e,
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1 1 do not know.

6. According to me; autonomy means

[ I do not know
PART 2:

Instruction: For each item circle your immediate response as follows:

0: never/amost never true of me 1: somewhat true of me 2: always true of me

1 | Beforealearning task | set my own goals 012
2 | I plan and organize in advance so that atask can be 0|1 |2
successfully completed

3 | | determine at the beginning the major aspects of information! |0 |1 |2
need before doing the task

4 || start taskson time or early 0|1 |2

5 | I comeup with alist of strategies and techniquesthat | learn 0|1 |2
before the completion of the task

6 | | analyzein advance my comprehension of theassignment, If |0 |1 |2
necessary | ask for further information

7 | Other strategies 012

8 | Inthe processof learning | ask myself how well | amlearning [0 |1 |2
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9 | Finding hidden meaning is frustrating or irrelevant to me. 0

10 | Whilelearning, | ask myself if | know what | need to know 0

11 | Whilelearning, | try to notice my language errors and find out | O
the reason for them.

12 | | prefer to study with others. 0

13 | While learning, | ask myself whether | am using the suitable 0
tactics

14 0
While learning, | ask myself whether my guesses are correct
and appropriate

15 | I draw on my prior knowledge and previous experiences to 0
make inferences

16 | I can determine how | learn best and try to find ways to 0
optimize my learning

17 | Other strategies 0

18 | I revise my organization whenever it does not fit my 0
predictions

19 | To ease my learning ,| use various types of material such 0
as.outline,graphs,charts and /or reference materia like
dictionaries,textbooks,journals, CDROM S, I nternet

20 | When | face any learning problem ,| pass over 0

21 | When | face alearning difficulty, | seek assistance of more 0
knowledgeable persons

22 |1 can find ways to overcome the problems when | get stuck with |0
them

23 || change strategiesif they cannot help me in accomplishing the |0
task

24 |When | face alearning difficulty, | spend time to motivate 0

myself to find suitable solutions
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25

| figure out where or how the new acquired knowledgefills a
gap in my background knowledge

26

Other strategies

27

After | finish atask, | refer to my objectivesto evaluateiif |
achieve them

28

After | finish atask, | recall the strategies | used to see what
might | keep or change to improve my learning next time

29

After | finish atask, | ask myself if the strategies| use are
appropriate to the demands of the task

30

After | finish atask ,i ask myself if | can use the same strategies
to complete more complicated tasks

31

After | finish atask, | think about other helpful strategies that
may assist me in this situation

32 || create amental ,oral and/or or written summary of what | have
learnt
33 || decide if the new acquired information support or not my

previous knowledge

34

| use my plan to judge how well | learn

35

| decide whether | trust my new acquired knowledge for future
uses

36

Other strategies
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Appendix D
Observation Checklist

Date : Level: Observation Time:
Module: Groups: From............ to.........
Topic

Tolearn

Students devise and follow aplan

To complete atask

Students decide purposes of a language task

Students follow teachers’ instructions with minimal supervision
Students follow teachers’ instructions with maximal supervision
Students interact with each other and with the teacher
Studentsignore their learning difficulties

Students work with each other to solve their learning difficulties
Students persevere and exert effort when facing difficulties
Students check in advance their personal comprehension of the task

Students regulate their learning speed according to the given time and length of the
task

Students detect their errors and learn from them
Students correct errors
Students consider what should be learnt and ignore distractions
Students know what they need to do
Students try to find ways to better learn
Students use their own tools and materials to learn: Dictionaries, Cellular and internet
Students exchange information
Students use many alternatives to solve their learning difficulties

Students seek information or answers from peers
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Students ask teacher’s help
Students take points

Students prompt themselves to keep trying until they find appropriate techniques to
solve their learning problems

Students ask questions
Students answer questions

Students mention in diaries what worked best this time and what they should keep or
change in more challenging situations in the future
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