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1. Introduction

Motivation and approach

Being a student and a teacher who deals with language every day (English, Danish and Spanish), I know how difficult and overwhelming language learning may be. After following courses in language learning, second language acquisition (SLA) research and language pedagogy at Copenhagen University, I learned that there are methods for making the process of learning and teaching easier, and that communication between teachers and researchers is not always successful. One researcher who has tried to change this situation is Rod Ellis, Professor of Teaching English as a Second Language at the College of Education, Temple University, Philadelphia. He explains that: “researchers have been busy with finding out how learners acquire a second language, while teachers have been busy trying to help them do it” (Ellis, 1997, p. 3). In the preface of his book he explains how he himself changed from being focused on the design of his research, to focusing on how research might aid language pedagogy, and thus he assesses multiple ways in which this can be done. He considers the problems and limitations involved in applying SLA research results, and he suggests some solutions.

Although there are numerous researches that can help teachers in their work, and Ellis describes many of them and how teachers could apply them, the method that caught my attention is based on cognitive psychology and SLA theories. It was the work of researchers Dr. Anita Wenden, Assistant Professor of ESL at York College, City University of New York, and Dr. Joan Rubin, professor of anthropology and linguistics, which limited the scope of this project. In their book Learner Strategies in Language Learning, they concentrate on “the learner-centered approach”, which shifts hard work and responsibility from teacher to student. They explain that the teacher’s job should be to teach the student how to learn, thus becoming more passive in the process itself. Students are given tools, in this case called strategies, which facilitate second language acquisition, and students must apply them both in and outside the classroom. This approach requires high discipline on the students’ behalf, and gives them freedom to choose the method they find most interesting and useful. Several linguists and researchers supported this approach, and a detailed description will be given below under the definition of language learning strategies (LLS).

Consequently, as I became interested in the subject, I wondered what the present situation was within the high school context in relation to these strategies. I decided to investigate whether high school students use the strategies and which ones, whether they are given explicit instruction in the field, and if so, whether the use of them results in higher proficiency. It is important to mention that many studies have already been made in this area in order to determine the effectiveness of the strategies, and to what point they are actually used by language students of all levels. I will describe some of the studies that influenced my own research as sources of inspiration and methodological approach. 

 As mentioned before, it has not always been possible for teachers to communicate with researchers and vice versa, so usually the achieved results cannot be tested in everyday classroom situations. I intend to test the effectiveness of the strategies, which are the result of various researches, within a real classroom situation. I will do this by examining whether and/or how language learning strategies can be applied within classroom contexts, more specifically English classes in Danish high schools, and determine whether they have an effect on the students’ performance at the end of the school year. As mention before, the theoretical and practical approach to be applied in these studies will be based on a selection of the methods used by researchers in previous studies, choosing and modifying the most suitable ones.

Cardinal Question

Taking point of departure in my motivation, SLA theory, cognitive psychology and two empirical studies, I intend to answer the following question: Language learning strategies in the Danish high school: does the theory work in practice and to what effect? 

In order to answer my cardinal question, I will pose the following sub-questions:

· Do students of English in the Danish high school use LLS and which ones?

· Will instruction in language learning strategies have an effect on the students’ grades?

· Which variables have an influence on the success/failure of LLS?

As mentioned before, the problematic behind the cardinal question involves lack of communication between teachers and researchers, partly due to the fact that the latter “spend an increasing amount of time talking to each other in a language only they understand” (Ellis, p. vii). Thus, teachers may not be aware of the innovations within SLA research and therefore will not be able to apply new techniques that might be helpful and facilitate learning. Also, it might be difficult for teachers to organize their time in order to be able to provide the students with explicit instruction on the strategies, as they are time consuming and the students need to follow a set syllabus. This approach also involves greater discipline and effort on behalf of the students, who may or may not be willing to spend extra time on this specific subject. 

Therefore, I will apply a practical approach to a theory, linking together both components: SLA research and language pedagogy, more specifically, the use and effect of LLS theory within English classes in the Danish high school:



Choice of theories

Through a course in SLA at Copenhagen University, I learned that there are several theories that are closely related to those involved in first language acquisition. SLA theories take different aspects into account such as the learner’s innate characteristics, the role of the environment, and others are based on a mixture of the two. Theories are different, in the same way learners are different from one another, and the conditions for learning are also different. Some of these theories are behaviorism, creative construction theory, including the acquisition-learning hypothesis, the monitor hypothesis, the natural order hypothesis, the input hypothesis and the affective filter hypothesis, finally, there is also the interactionist view (Lightbown: 19). These theories have failed to fully explain second language acquisition, as they exclude certain elements, focusing solely on aspects such as habit formation, internal processes, or input, accordingly. Furthermore, the classroom teaching methods deriving from these theories focus mainly on form-based or meaning-based instruction, although some “acknowledge a role for form-focused instruction and correction within a communicative program” (ibid.: 105). Nonetheless, these methods fail to look into how languages are learned, from the learner’s viewpoint.

A fourth, relatively new theory is the cognitive theory, which was originally an exclusively psychological approach. However, the theory became interesting for linguists who gave the theory its missing linguistic framework. This recent interest in cognitive science within SLA has initiated all sorts of investigations that concentrate on the way languages are learned. Thus, several language teachers and researchers have begun to realize the importance of this focus and moved away from more traditional techniques which concentrate, for instance, on the input language students receive, and have become more concerned with the mental and physical processes involved in learning.  

The interest taken in studying mental processes dates back to the late 19th century and continued during the early part of the 20th. In the 1930’s, a scientist called Skinner made an experimental analysis proving that behavior was the result of a conditioning process, thus the former approach became invalid. He stated that there was not much difference between the behavior of a man and a rat except speech and differences of complexity. The consequence of this was that for several decades “it was not only considered methodologically impossible to study mental processes but also irrelevant” (Wenden, 1987:5).

However, in the sixties, the interest re-emerged and cognitive science became a new and valid field of study. This was among other reasons thanks to the famous linguist Chomsky. He believed that mental structures controlled the comprehension and production of language. Based on this, linguistics began to “offer a description of language from the standpoint of the ideal speaker-hearer” (ibid.).

This standpoint can be seen within the theory called the good language learner, which is based on a series of research that study the techniques and methods (strategies) used by successful language learners in their process of learning a second language. An example of such research is the one started by Joan Rubin in 1971 where she focuses on the strategies used by successful learners, identifying and grouping them. The strategies can be grouped in different structures according to their purpose, and may be learned by new students and applied to their language acquisition process. This approach is called “learner-centered approach”, because the student is responsible for learning the strategies and applying them in his/her everyday life that is both in and outside the classroom. This innovative idea of making the student more active and responsible through strategy instruction and use is the central theory of my project, and I intend to explore to what extent this theory can be put to practice within real classroom situations and to what effect.

Terminology

In this chapter I intend to define the main terms used in this project, especially those which may create confusion, or which are defined differently by different linguists.

Successful and less successful language learners: a successful language learner is one who acquires the information necessary to become proficient at the four language skills. Thus, he/she should be able to speak, understand, write and read English at a reasonable level (the one expected to be reached at the end of the course). Within the high school context there are different levels, but one can conclude that a successful language learner does not make elementary mistakes (i.e. congruency mistakes, verb conjugation, etc.) when speaking or writing. Also, he/she should be able to understand the content of a text (theme, main ideas, etc.). In order to provide a more specific definition within the Danish high school context, I believe that the grade of a successful language learner should be 9 or above (after the Danish grading scale). However, this proficiency grade also involves the student’s ability to analyze a text, provide a resume of it, and discuss it within various contexts (historical, social, personal, etc.). A less successful language learner is the opposite of the above. The student makes too many elementary mistakes, and misunderstands important aspects of a text. Their grades are usually 8 or less.

Second language and foreign language: “The difference between learning a second language and learning a foreign language is usually viewed in terms of where the language is learned and what social and communicative functions the language serves there” (Oxford, 6). A foreign language is one that is not spoken in the country, and since this is the case of English in Denmark, I shall concentrate on foreign language learning. Second language is, for instance, that which foreigners learn when they live in a country, where the language spoken by the population of that country is different from his/her own. The term “target language” refers to the language being learned or acquired disregards its social or communicative function. Nevertheless, the term SLA also implies foreign language acquisition.

Proficiency in Ellis 1997 is defined as “the language user’s ability to communicate appropriately and efficiently” (ibid.: 100), as the “learners’ capacity to use their linguistic and pragmatic knowledge in communication” (ibid.: 101), and as the ability “to produce correct and appropriate sentences in a second language” (ibid.: 107). In this thesis, I will be referring to these characteristics when using the term, measure proficiency by means of high school test grades, and divide it into oral and written.

Language learning/acquisition: In this thesis, I will use both terms interchangeably referring to “a learner’s developing knowledge of the target language” (Lightbown: 123). However, some linguists such as Stephen Krashen, believe that there is a difference between the two terms, where acquisition represents ‘unconscious’ learning, and learning is a ‘conscious’ process to learn about the language.

2. Language Learning strategies (lls)

Description of the strategies

As mentioned before, the “learner-centered approach” and the language learning strategies originated with the “good language learner” theory, which was investigated by linguists such as Rubin
, Stern
, Naiman, Fröhlich and Todesco
 in the 70’s. They believed that by making a close study of several language learners, their behavior and techniques, one would be able to point out the strategies used by the successful language learners, and teach the less successful ones how to use those strategies. 

Many definitions of language learning strategies have been given since their first appearance in the 70’s. Some of them have changed, some evolved and some become obsolete. In 1990, for instance, Andrew Cohen defined learning strategies as: 

“…learning processes which are consciously selected by the learner. The element of choice is important here because this is what gives a strategy its special character. These are also moves which the learner is at least partially aware of” (Cohen, 1990: 5).

Linguists before Cohen studied and discussed whether the strategies were used consciously or unconsciously, whether the learner could “choose” to use a strategy or not. By 1990, there was no doubt that the strategies could be learned and put to practice by anyone. Strategy use consisted in being aware of the cognitive processes involved in acquiring information, knowledge, hence, a new language. There was a very close link between cognitive psychology and second language acquisition at this point.

The theory continued to develop as researchers realized that there were physical or practical aspects to language acquisition as well as mental. It was not enough to be aware of the cognitive processes involved, but also the actions taken in order to learn a language. This brings us to the theory I have chosen for this project formulated by Rebecca L. Oxford, Professor of Language Education in the College of Education and Associate Dean of the College of Education at the University of Alabama. She groups the strategies in a system that makes them easy to learn, work with and use. Compared to, for instance, Rubin’s structuring of the strategies, Oxford’s system “is more comprehensible and detailed; it is more systematic in linking individual strategies, as well as strategy groups, with each of the four language skills (writing, reading, listening and talking)…” (Oxford, 1990: 14). 

Besides strategies which directly influence learning, Oxford also draws our attention to strategies that do not only involve mental processes but other aspects as well, such as the metacognitive, affective and social strategies. These indirect strategies focus on the “physical” activities the learner needs to be aware of in order to acquire knowledge. For instance, they focus on the structuring and organization of the material on paper before trying to learn it, the managing of emotions such as fear and anxiety, and the need to socialize with native speakers of the target language. Oxford also explains how to use all of the strategy groups by giving examples and suggestions to task-solving activities. 

Eight years later, Cohen determined that after acquiring a language, it was necessary to follow up on it, and apply the same or new strategies in order to use the language efficiently and improve performance. Then, Cohen defines language learning strategies as:

“…those processes which are consciously selected by learners and which may result in action taken to enhance the learning or use of a second or foreign language, through the storage, retention, recall, and application of information about the language” (Cohen, 1998: 4).

Cohen mentions a set of strategies called use strategies, which are very similar to the learning strategies, but focus on the “following up” of the target language (practice). 

Although the subjects of my study have been taught in the target language before and are “only” improving their performance, I have chosen to work with Rebecca Oxford’s definition and structuring of the strategies instead of Cohen’s use strategies. This is because they are very similar, and I find Oxford’s structuring of the strategies more accessible, easier to teach, and thus easier to apply in this situation. Besides, they can also be used to improve performance, and by the time the learner acquires a certain level in the target language he/she should be able to apply of the strategies automatically. 

Oxford defines learning strategies as “specific actions taken by the learner to make learning easier, faster, more enjoyable, more self-directed, more effective, and more transferable to new situations” (Oxford, 8). They can be taught expressively and/or be embedded in classroom situations and language tasks. Since there are numerous strategies, I will not describe them in detail, but summarize and group them in a schema that divides them in two major classes, direct and indirect, giving examples for each group.

The direct strategies deal with the language itself in different tasks and situations, and the indirect strategies are used for general management of learning. “The direct class is composed of memory strategies for remembering and retrieving new information, cognitive strategies for understanding and producing the language, and compensation strategies for using the language despite knowledge gaps” (Oxford, 14). The processes involved with these strategies are in its majority mental. They deal with cognitive knowledge and information, and the techniques to use when this knowledge needs to be acquired or when it is missing.

DIRECT STRATEGIES

I. Memory 

strategies
A. Creating mental linkages
1. Grouping

2. Associating/elaborating

3. Placing new words into a context


B. Applying images and sounds
1. Using imagery

2. Semantic mapping

3. Using keywords

4. Representing sounds in memory


C. Reviewing well
1. Structured review


C. Employing action
1. Using physical response or sensation

2. Using mechanical techniques

II. Cognitive 

strategies
A. Practicing
1. Repeating

2. Formally practicing with sounds and writing systems

3. Recognizing and using formulas and patterns

4. Recombining

5. Practicing naturalistically


B. Receiving and sending messages
1. Getting the idea quickly

2. Using resources for receiving and sending messages


C. Analyzing and reasoning
1. Reasoning deductively

2. Analyzing expressions

3. Analyzing contrastively (across languages

4. Translating

5. Transferring


D. Creating structure for input and output
1. Taking notes

2. Summarizing

3. Highlighting

III. Compensation strategies
A. Guessing intelligently
1. Using linguistic clues

2. Using other clues


B. Overcoming limitations in speaking and writing
1. Switching to the mother tongue

2. Getting help

3. Using mime or gesture

4. Avoiding communication partially or totally

5. Selecting the topic

6. Adjusting or approximating the message

7. Coining words

8. Using a circumlocution or synonym

The indirect strategies deal with more “physical” and “external” aspects of language learning, i.e. actual actions the learner must take to improve his/her performance. “This class is made up of metacognitive strategies for coordinating the learning process, affective strategies for regulating emotions, and social strategies for learning with others” (ibid.).

INDIRECT STRATEGIES

I. Metacognitive 

strategies
A. Centering your learning
1. Overviewing and linking with already known material

2. Paying attention

3. Delaying speech production to focus on listening


B. Arranging and planning your learning
1. Finding out about language learning

2. Organizing

3. Setting goals and objective

4. Identifying the purpose of a language task

5. Seeking practice opportunities


C. Evaluating your learning
1. Self-monitoring

2. Self-evaluating

II. Affective 

strategies
A. Lowering your anxiety
1. Using progressive relaxation, deep breathing, or meditation

2. Using music

3. Using laughter


B. Encouraging yourself
1. Making positive statements

2. Taking risks wisely

3. Rewarding yourself


C. Taking your emotional temperature
1. Listening to your body

2. Using a checklist

3. Writing a language learning diary

4. Discussing your feelings with someone else

III. Social 

strategies
A. Asking questions
1. Asking for clarification or verification

2. Asking for correction


B. Cooperating with others
1. Cooperating with peers

2. Cooperating with proficient users of the new language


C. Empathizing with others
1. Developing cultural understanding

2. Becoming aware of other’s thoughts and feelings

As one can see, Oxford’s structuring of the strategies gives numerous examples, making it easy for the learner to practice and apply those that he/she finds more useful and necessary for his/her specific learning experience.

Next, I will point out the practical aspects of teaching and using the strategies in a language course and thereafter, I will compare different studies made on strategy use and instruction, in order to design the study to be used in this thesis.

Strategies-Based instruction

As mentioned before, strategies-based instruction is a learner-centered approach to teaching that has two major components: 

· students are explicitly taught how, when, and why strategies can be used to facilitate language learning and language use tasks, and

· strategies are integrated into everyday class materials and may be explicitly or implicitly embedded into the language tasks 

The first of these components has often stood alone and figured as the only approach when strategies are included in the language classroom. Among second language educators and researchers, this approach is referred to as "strategy training," "strategies instruction," or "learner training". In a typical classroom strategy training situation, the teachers: 

· describe, create and give examples of potentially useful strategies,

· elicit additional examples from students based on the students' own learning experiences, 

· lead small group/whole class discussions about strategies (e.g., the rationale behind strategy use, planning an approach to a specific activity, or evaluating the effectiveness of chosen strategies), and 

· encourage their students to experiment with a broad range of strategies.

The second component focuses on integrating and embedding strategies into classroom avtivities, putting the strategies into practice by using them to solve a task. In order to do so, teachers can: 

· start with a set of strategies that they wish to focus on and design activities to introduce and/or reinforce them, 

· start with the established course materials and then determine which strategies might be inserted, or 

· insert strategies spontaneously into the lessons whenever it seems appropriate (e.g., to help students with difficult material or to speed up the lesson).

It is very likely that teachers will be engaged in strategies-based instruction with an explicit focus on strategies only part of the time, while the rest of the time the strategies will be implicitly embedded into the language tasks. Thus, the integration of strategies into daily classroom activities, as well as explicit strategy training, allows students to "learn" and use the strategies while they are also learning the language. 

The main goal of this kind of instruction is to help foreign language students become aware of the ways in which they learn most effectively and efficiently. It attempts to enhance the students’ understanding and production of the target language and ways in which they can continue to learn on their own and communicate in the target language outside the language classroom. 

A strategy is considered "effective" if it helps (gives positive support to) the students in their attempts to learn or communicate in the foreign language. Thus, strategies-based instruction makes the learners become more responsible for the actions taken for learning and using the target language. It also helps them become more effective learners by allowing them to individualize the language learning experience. But when should strategy based instruction take place? Are high school students mature enough to take upon this responsibility? Are high school teachers aware of the existence of the strategies and how they can be used? And can strategy instruction be incorporated in the syllabus for English? Next, I will describe and compare different studies made in order to answer these questions.

Critical comparison of approaches to assessing LLS

As mentioned before, the strategies are usually applied unconsciously, so it is very difficult to determine whether a student uses the strategies and which ones. Normally, one needs to rely on the student’s recollection and ability to remember the processes he/she undergoes when solving a language task or exercise.  One could also attempt to “spot” the strategies based on the student’s response and actions. 

There are six general approaches to assessing language learning strategies most researchers
 in the area agree upon: learning strategy interviews and written questionnaires, observation, verbal report, diaries and dialogue journals, recollective studies, and computer tracking. Each approach has advantages and disadvantages, since there are different research variables that may affect their result. For instance, I chose not to use the method of observation because it is extremely time consuming. Research subjects would have to be observed in every English class under every language task during a longer period of time. Besides, the outcome would only show the use of strategies that result in obvious behavior, usually focusing on the most outspoken and extroverted students. 

Verbal reports, on the other hand, are more reliable, since they report data that is closer to the learning activity or task-solving situation. The students are asked to asses the strategies and produce data that reflect self-report (learners’ descriptions of what they do, characterized by general statements), self-observation (inspection of specific, not generalized, language behavior introspectively or retrospectively) and self-revelation (think-aloud, stream-of-consciousness disclosure of though processes while the information is being attended to). It is easier for the student to be aware of the strategy he/she uses while he/she is using it, than to remember it later. Nevertheless, it might be disturbing for the activity itself to concentrate on the mental processes involved in it. Another disadvantage of this method is the fact that a student may not be aware of the mental processes involved in a language learning/ task-solving situation because they occur unconsciously, being therefore unable to asses them. I have chosen not to use this method also because it would require my constant presence in the classroom and my intervention in the different activities making it difficult for the English teacher to follow her plan or syllabus.

The use of diaries and dialogue journals would have to be arranged with the class teacher at the beginning of the school year, and it demands additional written work from the students. Also, the researcher would have to be closely involved with the course in order to know which learning activity or language task the student refers to each time. Because of this and the fact that the data produced is very unstructured and difficult to generalize, I have chosen not to use this method. 

Recollective studies is not a method I will consider, because it involves the recollection of a past language learning experience, and the subjects of my study are in the process of becoming proficient in English during the present school year. Computer tracking is another method I will not consider using because it is a new research tool, and researchers have not yet explored its full potential.  

Conclusively, it is the method of interviews and written questionnaires which seems most appropriate for my research and area of interest. This method can also be affected by certain variables that can result in an insufficient or inaccurate outcome. It is important to consider the degree of structure in the questions or probes of this method, since each type of research will demand a certain degree of structure. There are highly structured, semi-structured and unstructured questionnaires. Since my goal is to determine whether the students use any strategies and which ones, in order to introduce them to those they need to put more effort on, I have decided to work with the highly structured questionnaire called Strategy Inventory for Language Learning or SILL, designed by Rebecca Oxford. By using this questionnaire, the researcher has complete control of the questioning, and the data obtained can be used for statistic analysis. The disadvantages of highly structured questionnaires are, among others, that the responses may be simplistic or contain very brief information, that the questions may be ambiguous or even too specific, making the instrument less objective. An important advantage of questionnaires is that they can be given to a large number of participants giving the potential for generating and testing hypotheses. 

In order to supplement the SILL, I will apply a short semi-structured questionnaire that the students will be asked to answer at the end of their instruction on the strategies, where they could express more freely their opinions of the instruction and the strategies themselves. This form for questionnaire gives more qualitative data and can not be used for statistical analysis, but it gives an impression of the students’ personal attitudes towards the use of strategies in the high school context. However, one needs to be very careful when formulating the questions so that the students do not give answers based on what they think the researcher wants them to answer, but what they really think. I will elaborate on this point under the description of the questionnaire.

As with other methods for assessing strategies there is a problem with questionnaires as they rely on self-report or the students’ generalized statements about their learning strategy use. Learners may overestimate or underestimate the frequency of use of certain strategies. A solution to this is to focus on a very recent learning experience, and in our case it is actually an ongoing learning situation, so the students should be able to recollect the processes involved in it, as these are, potentially, still present in their memories.

Background research based on LLS

The book Language Learning Strategies around the World: Cross-cultural Perspectives  (1996) edited by Rebecca Oxford includes a great variety of studies based on the set of strategies described above. The studies deal with a broad range of issues, i.e. the willingness (or unwillingness) of the teachers to use the strategies in their teaching, the results achieved by learners who have used the strategies and their experiences, and the influence different aspects like gender and motivation may have on the use of the strategies, etc. 

After looking at the different studies it became very difficult to limit the scope of this project. There are many interesting aspects to be studied in relation to the strategies and just as many methods to do such research. Next, I will describe a few of the studies which directly influenced the perspective and methods applied in this project’s empirical research, the advantages and disadvantages they present, the aspects of them I might incorporate in my study and why. The following studies also provide ideas that might help solve the potential problems involved in using LLS in a Danish high school context.

1. “The Conceptual Shift to Learner-Centered Classrooms: Increasing Teacher and Student Strategic Awareness” by Martha Nyikos. (Oxford 1996, 109-118)

The aspect of “teacher awareness” interested me very much since I first read about it in the “SLA Research and Language Pedagogy” course at Copenhagen University last fall. The course focused on the gap existing between teachers and researchers, and their unwillingness to communicate with each other. The result of this lack of communication is the inaccuracy of research results, since they cannot be tested in real classroom situations. Researchers base their work on past experiences and theories, which may not be applicable to a real teaching situation. Thus, teachers do not test hypotheses or newer theories for fear that they will not work and take time away from the formal syllabus. However, there are other reasons for this, which are examined by Nyikos’ research.

The goal of Nyikos’ study was to deepen teacher’s awareness, sharpen their attention, and increase their intent to teach strategies and give them control over metacognitive processes. The results of this study show that the teachers could be grouped as resisters, middle-grounders, and assimilators depending on whether they made the conceptual shift. This shift consists in understanding the learning process through learners’ eyes and changing teaching strategies to promote learning strategy development.

Martha Nyikos found in her study that only one-third of a group of 47 practicing teachers in a graduate level teacher education course were able to assimilate the learning strategy approach. The rest had major difficulties in putting emphasis on the strategies since they viewed teaching as “direct transfer of knowledge”. These teachers found LLS difficult to incorporate into their lessons, as they slowed down the “teaching fluency” because they had to learn the new element themselves. 

Nyikos explains that it is necessary for language teachers to re-think their teaching, understand the learning process through learner’s eyes and focus on the development of learning strategies among students. The teacher’s conceptual background needs to be changed or at least modified, and whether this conceptual shift can be achieved or not will depend on his/her ability to see beyond his/her prior background. For instance, if a teacher has based his/her instruction on the communicative competence approach, which only concentrates on the ability to understand and be understood in the L2 for instance, he/she will tend to conceive learning as a product to be described more than a process by which learners attain their goals. In other words, teachers need to understand that learning is not the goal itself, but the process to achieve the goal.

Nyikos mentions other traditional approaches to teaching which completely overlook the use, and thereby the instruction, of strategies. It is necessary for the teachers to renew their methods and focus more on the students. She quotes SLA research results which support her argument, for instance, it has been proven that “learners develop learning strategies gradually, in response to increasingly demanding linguistic tasks” (ibid.: 111). Learner-centered research goes a step further and focuses on the idea that “learning strategies are deliberate steps taken by learners to make learning easier and retrieval more efficient through planful approaches” (ibid.). It is clear, when comparing both statements, that learner-centered research has used SLA research as starting point, taking their hypotheses about language teaching and learning from natural language settings to classrooms settings as well, giving the students more responsibility and liberty to control and vary their learning processes. Earlier SLA research (Ellis, 1986) has been able to detect the existence of the strategies and the learners’ use of them, but it failed to see them as tools that can be acquired and applied consciously. Since 1990, researchers agree on the importance of overt strategy instruction in language learning. 

Nyikos proposal or solution is that teachers receive instruction on LLS and are provided help in dealing with them and incorporating them in their traditional teaching approach/method. She explains in detail which aspects to be aware of when constructing lesson plans in order to embed the strategies in solving language tasks as well as the importance of allowing the students to overcome their own learning problems by applying the strategies. She also mentions other research results, which argue for the importance of the role of the students. These results show that students can resist learning and have difficulties in applying their knowledge to naturalistic environments, and Nyikos explains how the strategies help overcome such and other problems. Another aspect to be remembered when making this conceptual shift is the fact that the learner-centered approach helps teachers overcome the well-known problem of taking for granted that students know or understand what is being explained. In this respect, constant interactive feedback is necessary.

The content and results of this research inspired me to investigate the actual consequences of incorporating LLS use and instruction in a Danish high school classroom setting, considering the fact that teachers need to cover a specific amount of literature with the students during the school year. Dealing with this literature usually takes more time than is available, and teachers find it difficult to spare some of this limited time to include LLS instruction. Also, I have learned that strategy use can be difficult to detect during a language task, since this occurs mostly unconsciously. Thus, it may be difficult for teachers to focus on them, and not follow their traditional method of allowing each student to solve a task, and moving on to the next one when the outcome has been successful, without paying attention to the processes involved in solving the task.

When considering all the advantages mentioned by Nyikos, and the problems I assume may be involved in adopting this approach, one may wonder what the outcome may be. Therefore, I decided to make these small studies based on the effect that the conceptual shift towards the learner-centered approach would have on learners’ attitude and proficiency. I also considered investigating teachers’ attitude towards this conceptual shift. However, the results Nyikos has presented which group teachers according to their difficulty on making such shift seem accurate and valid, and I will keep them in mind when collecting reactions among high school teachers. Making a formal study of Danish language teachers’ attitudes towards this conceptual shift is a project of its own.

Finally, Nyikos concludes in her research that “there is a need for teacher education courses in which participants can practice teaching strategies that are not lecture-oriented and teacher-controlled (117)”. I believe this statement to be a sensitive suggestion, and I will develop on it in the conclusion.

2. “How print materials provide strategy instruction” by Maaike Hajer, Theun Meestringa, young Ye park & Rebecca L. Oxford. (Oxford, 1996,119-140)
This study investigates how three types of printed material provide strategy instruction. The first type involved learning strategies embedded in language textbooks, the second learner guidebooks explaining how to study any language more efficiently, and the third self-directional strategy training materials explicitly designed to supplement a particular course of language study.

The use of print materials can be a solution to the problems I mentioned above when dealing with teachers’ conceptual shift. As mentioned above, strategy instruction can be very time-consuming, and strategy use can be difficult to point out to the students. By using language textbooks which embed learning strategies, the teacher can minimize these problems. Some books include teachers’ manual that explicitly points out the strategies involved in each task, making it easier for the teacher to keep this aspect present at all times. In this respect I must mention that a great deal of language textbooks already used by many language teachers in Denmark do contain some embedded learning strategies in their language tasks. However, neither teachers nor students are aware of this, therefore they do not know that the strategies exist and how they can use them. For instance, some of them contain exercises that involve ‘word grouping’, present grammatical themes with periodic repetitions, include pictures that help create mental images, help learners ‘act out’ the meaning of words by role playing, etc. It is obvious that these activities call for strategy use, but in order to know specifically which books contain strategy use and to which extend, a specialized formal investigation would have to be made.

The second type of print materials can be used for the explicit instruction of LLS if the teacher manages to spare some of the sessions for this use only. They can also be recommended to the students as supplementary literature, making them responsible for acquiring the information necessary in order to become aware of LLS use. These textbooks should include a thorough description of the strategies, together with examples for strategy use and practice. In practice, the students cannot use this kind of literature for examination and it is most likely that they will not read it. Teachers interested in providing strategies-based instruction should get hold of literature of this type to acquire insight and ideas.

In study 1, the authors made a thorough analysis of the strategy use found in print material of types one and two for teaching English as a second language in The Unites States, United Kingdom and the Netherlands. They concluded among other things that “across all 17 books in general, cognitive strategies take the lead… Metacognitive strategies are a popular second-place category” (ibid.: 129).

Study 2 is far more interesting as it involves the third type of print materials used for self-regulated reading strategy instruction. Although this study focuses on reading strategies, it is relevant to see the effect of this type of strategy instruction on ESL students. The experimental group received instruction for eight weeks, and the print materials included mostly cognitive strategies, supplemented with some metacognitive. “The strategies were given to the students in a printed, take-home form as weekly learning enrichment activities that the students were asked to practice independently outside the classroom” (ibid.: 133). Many other instruments were used such as a subtest, inventories and protocols. At the end of the study the experimental group achieved higher scores in both the subtest and the recall protocol, while the control group dropped significantly on both reading measures.

The authors draw the following implications:

· this type of strategy instruction can improve reading comprehension,

· learning strategies can be taught in non-teacher-dependent ways through print material,

· print materials must be designed according to learners’ proficiency, interest and needs,

· and follow-up activities are also necessary.

Finally, they conclude that print materials for strategy instruction “can have significant effects on language skill development, at least in the area of reading comprehension” (ibid.: 139), and they “make up for gaps in teachers’ strategic understanding” (ibid.: 140). Based on these findings, I intend to supplement the strategy instruction I will provide to the students with elementary print material to describe and group the strategies. Also, it is a relevant method for my own investigation, since the regular class teachers will not be involved in the strategy instruction the experimental group will receive.   

3.  “A two-phase study involving consciousness raising and strategy use for foreign language learners”, by Jeffra Flaitz & Carine Feyten. (Oxford 1996, 211-226)
These studies “focus on consciousness raising and language learning strategy use in a two-phase study conducted by the authors at the University of South Florida and in local area schools”. The authors blame the poor use of LLS on the fact that most language teachers have not been taught in this subject and feel uncomfortable applying methods they do not fully understand. This is a very relevant argument and it also applies to Danish high school teachers who are not instructed in LLS during their pedagogical education (pædagogikum).  This aspect is changing, though slowly, at some of the universities, but not many undergraduate language students know about this subject. I shall return to this aspect in my concluding chapter.

The authors emphasize the need to make LLS instruction explicit and not only embed the strategies within the language tasks. They insist that in “informed strategy instruction, the need, usefulness, and anticipated benefits of a given strategy are emphasized” (ibid.: 213).

It is important to understand that the instruction of LLS given to the experimental groups of these studies is what they call a ‘general awareness-raising process’, which means that it is not very detailed. I believe this to be a very positive approach to LLS instruction, since it is not too time consuming, demands less commitment of the students, who do not have to focus their attention on the specific strategies, what they are called or how they are grouped.

Phase 1: 

Subjects: university students, L2: Spanish

The research team explained the students in the experimental group the benefits of strategy use, that all language learners use at least some of them and that “the most successful students use them consciously, purposefully, appropriately and frequently” (ibid.: 217). The students were asked to brainstorm in small groups about their own study habits in order to make them realize that all students do use some strategies. The SILL has the same effect and purpose as this brainstorming process, plus it makes them aware of the strategies they DO NOT currently use. The students were also given a list of overall strategies they should remember in order to become successful language learners. This approach to LLS instruction inspired me to design my own set of claims and activities to raise the students’ awareness. 

The control group did not receive the same kind of general awareness raising as the experimental group, and the two groups were compared by means of their final grades, strategy checklists and feedback sheets they had all filled out. The latter added a qualitative dimension to the study. The data analysis procedures of these studies seemed very confusing, complicated and advanced. They supported the authors’ hypothesis and the results of a so-called ‘t-test’ showed that “Spanish (L2) achievement, then, as measured by final grades, was significantly higher for students who participated in the MAR (mental awareness raising) sessions”. 

The authors of this research conclude, “if teachers knew that a 50-minute investment of class time could significantly affect student achievement, chances are they might change their overall attitude toward the curricular viability of strategy instruction” (ibid.: 220). 

Phase 2:

Subjects: high school students, L2: Spanish

I will focus on the part of this study that is relevant for my empirical research, namely the one dealing with high school level participants from 9 sections of Spanish I from a single high school. The second phase also includes other groups of different ages, learning different languages. Since they are not relevant to my research, I will choose to disregard those groups. In this phase the authors also compare the two types of awareness raising instruction: the MAR and the CAR (cognitive awareness raising). “CAR sessions were formatted similarly to MAR sessions with brainstorming followed by a jigsaw activity, but the focus was not on learning strategies as in MAR but rather on benefits of foreign language education” (ibid.: 222).

The results showed that any type of awareness raising instruction will produce better Spanish (L2) achievement than no instruction, but CAR instruction was more effective than MAR instruction. The authors conclude that “high school students appeared to profit more from learning why they should study foreign languages than how they should proceed with strategy use” (224). It was more important for the experimental group to be motivated than to be able to apply strategies. This is an important factor to keep in mind, and teachers should remember “the importance of the motivational and affective needs of language learners” (ibid.: 225). 

This last conclusion made me realize the importance of the affective and social strategies included by Rebecca Oxford and is the reason why I decided to give a slightly more detailed instruction of the strategies emphasizing the affective and social strategies as well. The motivational aspect is also included in Oxford’s description of the strategies in regards to students’ own motivation; how he/she should motivate him/herself. Teachers’ task of providing motivational treatment is a separate issue to be discussed in my conclusion.

3. Empirical research

Theoretical background

The type of research I intend to carry out is called learner strategy research. It can be divided in two studies involving 3rd and 1st year students respectively. It is based on some hypotheses and/or assumptions, which have been proven or generated through previous research
. They are the following:

1. Some language learners are more successful than others: this is what has been explained above under the ‘good language learner’ theory. It is assumed that successful language learners engage in specific cognitive processes and behaviors which enable them to be successful. I will use the set of LLS provided by Rebecca Oxford in the studies made for this thesis.

2. The learning process includes both explicit and implicit knowledge: this means that learning is not only an unconscious process, as I discussed above when describing LLS. As Cohen also mentions, knowledge can be acquired consciously and be made unconscious or automatic.

3. Consciousness raising is not incidental to learning: this aspect is extremely relevant to learner strategy instruction and research. Teachers must not underestimate the importance of making students aware of the processes they undergo when learning languages, the structures and relationships underlying every word, sentence, text, etc. For instance, some features of the foreign language may be easier to acquire than others. However, making the students aware of how they are related to each other, to the entire system and how the latter works, will help the student understand this feature. 
4. Successful strategies can be used to good effect by less effective learners: As mentioned before, my research will be based on the assumption that the strategies of good language learners have been identified. Also, that they can be taught to and be used by less successful learners to enable them to learn a foreign language more effectively.

5. Teachers can promote strategy use: it is a fact that teachers can instruct in LLS if they themselves have received instruction in the subject. Examples of how teachers can provide strategy instruction were given above under “Strategies-Based Instruction”, and background studies, where different steps to do so were outlined. Furthermore, Oxford’s book Language Learning Strategies, What every teacher should know is considered a manual for teachers who want to promote strategy use. 

6. Once trained, students become the best judges of how to approach the learning task: among other things, strategies help students manage their own learning process. Therefore, after the teacher has given the explicit instruction in LLS and plenty of examples in how to use them, it is only the student who can choose the specific strategy to solve each task according to his/her personal needs and background.

7. Self-direction promotes learning both inside and outside the classroom: Rubin explains that students who have acquired autonomy in their learning will be able to learn also when the teacher is not around. This is not the case of a student who is dependent on his/her teacher’s input. Also, I believe that, eventually, the strategies will be made automatic and the students will use them unconsciously also outside the classroom.

8. Language learning is like other kinds of learning: learning theory argues that the students build upon what he/she already knows. This is also the case in language learning, where the student is given the tools to reflect upon his/her own personal knowledge about his/her first language (or perhaps a second or other foreign language), and on the communication process. Also, learning theorists agree that students should play an active role in the process. They should be given the possibility to work through the information in ways that they can relate to. They should also be exposed to problem-solving situations and the processes it involves. Both aspects are goals of LLS.

9. The success of learner training in other subjects is applicable to language learning: Rubin cites recent research stating that other disciplines use strategy training based on practice in the use of task-appropriate strategies, instruction on their significance and on the evaluation and control of strategy use. This and strategy-based instruction have equal methods and goals.

10. The “critical” faculty used by all humans in communicating is important in language learning: Rubin cites research by Morrison and Low and explains that “the critical faculty, which is essentially our awareness of language, gives lease to the creative faculty, keeps it in check and possibly learns from it”. In relation to learning, it is assumed that in order to learn, students must be critical to their output and correct it when necessary.

Based on these assumptions and arguments, and on the methods collected from other studies, I intend to investigate whether the use of LLS has an effect on the student’s grade results at the end of the school year. I will do this by comparing the grade results of the experimental groups, which will receive instruction in LLS, and control groups, which will not receive instruction in LLS. Both groups will follow the same instructional level in English according to the formal regulations for the Danish high school (Gymnasiebekendtgørelsen).

First, I will investigate whether students in the experimental groups use language learning strategies in their learning process, and if so, which ones. After determining this, I will give them a short introduction to the strategies in general, and give them examples of how to apply those that they use the least. Finally, I will collect their views on the strategies and their use in the high school context.

Those three steps will be done as follows:

1. To asses which strategies students use and give a general overview of the strategies, I will implement the Strategy Inventory for Language Learning or SILL.

2. I will personally provide a short and explicit instruction on the strategies, as I have acquired some insight in the area through courses in SLA at Copenhagen University and by extensive reading of literature related to LLS.

3. I will collect feedback by means of a questionnaire, which will be described below, meant to document background, level, motivation and views on LLS.

These methods and steps will be followed in both studies as they are basically very similar, however, I will be using 3rd and 1st year students respectively for studies 1 and 2. A far more detailed description of the methods used will be provided for each study.

The Strategy Inventory for Language Learning (SILL)

As I explained before, there are many other means of assessing the use of LLS. However, I chose to use the more-structured self-report study designed by Rebecca Oxford, because other assessment methods require contact with the students over a longer period. Also, I find the SILL to be the best way to asses as many strategies as possible which the students “typically” use (not in relation to a specific task) and thus provides a clear picture of which strategy groups to focus on, as well as a general overview of LLS.

I will be using the SILL Version 7.0 containing 50 items designed for students of English as a second/foreign language. It takes approximately 30 minutes to complete, but since it is in English, it depends on the language skills of the students. However, the language is very simple, and in my case, translations into Danish will be provided orally when necessary. It is important to mention that this version of the SILL is “the most widely employed strategy questionnaire” (Oxford, 1996: 25), and its reliability
 is “high across many cultural groups” (ibid.). Furthermore, “validity
 of the SILL rests on its link with language performance (course grades, standardized tests scores, ratings of proficiency), as well as its relation to learning styles” (ibid.) These are also very important reasons for choosing the SILL as measuring instrument for LLS use.

The 50 items or statements of the SILL are divided in six parts, according to each strategy group. The students will consider how often they use each strategy/activity/statement and rate them based on a 5-point scale that ranges from “never or almost never” to always or almost always”. “The overall average indicates how often the learner tends to use learning strategies in general, while averages for each part of the SILL indicate which strategy groups the learner tends to use more frequently” (Oxford, 1990: 199). 

The material and the instructions for administering the SILL as described by Oxford (Oxford 1999: 277), were slightly reorganized for the purpose of this research. I will explain the methods to be employed here. 

First, a short explanation of the procedure for filling out the SILL must be provided illustrated by an example. Then, students will receive the directions and items (a), and start filling out the worksheet (b), which should only take 30 minutes. I intend to read each statement aloud to the students, translate it into Danish, and perhaps illustrate it by an example they can relate to (students may also raise their hand when they do not understand a statement). The normal way of administering the SILL (as recommended by Oxford) does not include this oral intervention by the instructor. I am aware of the fact that this intervention might be disturbing, but I will only interfere when students are in doubt, or when I consider the statement to be dubious or difficult to understand. Besides, more recent research has shown that in the cases when the SILL is administered in the participant’s mother tongue, the results are more accurate. However, “slightly lower but still very acceptable reliabilities are found for the ESL/EFL SILL when it is not administered in the native language of the respondents, but is given in English instead (Oxford 1996: 30)”.  Disregarding the language chosen (English or Danish), the SILL will still “measure what it purports to measure” (ibid.). A solution to this problem is to translate the SILL into Danish, but besides being an overwhelming task, there is a risk of changing or loosing meaning in the translation process. Furthermore, I believe that administering the SILL in its original language would be a good opportunity for the students to practice their English.

Also, In Oxford’s procedure, the students receive instruction in how to calculate their average in each part and the profile results sheet right after they have finished answering. I intend to collect their answers and calculate the results myself, which they will receive in the next session together with the “Understanding Your Profile Results” sheet. I will do this in order to minimize the possibility of the students changing their answers as they calculate their results in order to score a higher average in a certain part or in the entire SILL. 

Therefore, my method for administering the SILL can be summarized as follows:

4. Explain to the students that the questionnaire will only be used to find out which strategies each of them and the whole class will work on in the next sessions.

5. Deliver the directions + worksheet and the statements sheet to the students.

6. Read aloud and translate each statement, allowing the students to answer.

7. Collect the worksheets from the students for grading.

The results from the SILL will be discussed in the following sessions, and my methods for doing so will be described in the next part.

Instruction on LLS

I will provide instruction on the LLS to the experimental group through explicit instruction and some print material
 during a period of two or three sessions. Although Oxford provides several models for strategy instruction, I have designed my own based on her (Oxford 1999: 202-209). The goal of this instruction is to raise the students’ awareness of the general idea of LLS and the way such strategies can help them accomplish various language tasks. It will be not conducted as a lecture, and no theoretical background will be provided. This instruction can be seen as a combination of self-regulated strategy instruction by means of print materials and explicit awareness raising instruction
. The students will be actively involved in the process through 1) brainstorming on the strategies used before, 2) focusing on the groups they use the least, and 3) learning about the strategies in these groups and how to use them.

In the first session they will acquire a general overview of the strategies alone by reading the SILL, considering its statements and filling out the worksheet. Besides, they will receive a schematized overview of the strategies similar to the one provided in the chapter on LLS (pages 7 and 8). This schematized overview will help them visualize the strategies according to their function and to group them accordingly. The students are to review the material delivered in the first session as homework and preparation for the second session. In the second session they will receive the “Your Profile Results” sheet including their personal scores from the SILL, through which they can find out which strategies each one of them needs to work on. I will discuss the general results, that is the averages scored by the entire group, describe shortly all of the strategy groups by means of the “Understanding Your Profile Results” sheet, and document the students’ reactions to them. I will then provide them with a more thorough description of the strategy groups the students scored lowest in, and illustrate by means of examples.

In the third session, we will look at more examples of strategies and how to use them by playing a game called the Embedded Strategies Game were they consider a learning activity or language task, recognize the strategies and group them according to their strategy group. This game is a typical awareness raising exercise, and it is fun and easy to conduct with medium size groups of students. We will look at some of the specific tasks the students need to solve for their regular English course, and identify some strategies they may use to solve them.

The questionnaire

The questionnaire is divided in two parts: student’s background, and students’ opinion of the strategies. The first part is mostly based on Oxford’s ‘Background Questionnaire’ (Oxford, 1990: 282), and the second part was formulated by myself and reviewed by a professor who teaches a course on “Fieldwork Methodology” at Copenhagen University. The goal of the questionnaire is to document background information about the students, their level in English, and their impressions of the strategies. The questionnaire inquires, for instance, whether the students started using the strategies more often after being introduced to them, which ones they used the most, which strategies appealed to them the most, whether they believe that they are necessary in the educational system, and be put into practice.

Although it was difficult to formulate questions that did not lead the participants into answering in a specific way (in favor of the strategies), I believe that the questionnaire will capture the students’ honest opinion in this matter. For instance, I present them with the strategy groups in a table where they can “grade” them according to their impression and use of the strategies. In this part, they must consider the difficulties involved in including each strategy group in their learning process.

The questionnaire also assesses some aspects of motivation, and although this is not a variable being tested, it might affect the outcome of the research. It should be possible to get an idea of how motivated the participants are to learning English, and what their interests are in this subject. Even though it is not a part of my problem formulation, I am interested in investigating whether 3rd year students would be more motivated than 1st year students, because of the importance of their grades. 1st year students are being examined through a “pilot test”, and the grade scored in this test does not appear on their grade card by the end of high school. 3rd year students are in a far more serious situation, since it will be their final examination, and the grade scored will appear on their grade card, thereby affecting their career possibilities in the future. 

4. Study 1

Introduction

Through this study, I intended to find out to which extent language learning strategies affect the grade result of 3rd year English students. This was done by means of a comparison between two groups of students following English courses at the same level. The first group, A, received a short introduction to the strategies. They were given a short and explicit instruction on the subject and on how to apply the various strategies. The SILL was presented to the students who filled out a worksheet in my presence. The statements were read aloud, and the students were asked to answer as honestly as possible how often they have used each strategy. Another group of the same level, group B, did not receive any instruction in learning strategies. At the end, both groups’ final grades average in English were compared, taking into consideration their average grade prior the investigation. 

Group A: 3rd year (+ learning strategies)

This group consisted of 15 students. They received instruction in the subject of English in the same high school, but belonged to different classes. Although they had different teachers in their senior year (they all had the same teacher in the 1st year), and the material used by them was different, the requirements were the same. They agreed to be subjects for my investigation and met me for instruction on LLS outside school hours. 

What these students had in common was that they followed the same requirements for this level as established by the Ministry of Education, read the same amount of literature and, to a great extent, similar texts. They also entered high school at the same time, had the same teacher in the first year, and culminated their secondary education also at the same time. It was through their 1st year English teacher that I came in touch with this group. They all belonged to the same age group and had similar backgrounds (all born in Denmark and living in the same city).

Pre-study performance

I measured the group’s pre-study performance by means of their average grade at the end of the second year of high school. All the subjects in this group sat the same written and oral examination. 

I will use this average and subtract it from the group’s average grade at the end of the third year, in order to measure whether there has been a positive (>0.1) or negative (< –0.1) change in the group’s performance after being introduced to the strategies.

The class’ grade average in the oral exam at the end of the 2nd year was: 8.9
The class’ grade average in the written exam at the end of the 2nd year was: 7.8
Instruction on LLS

The participants and I had a total of three sessions during the spring, prior to their graduation. On the first session I introduced them to the strategies, explaining their use and purpose. The students filled out the SILL on this first session, while I read each statement aloud and made sure they understood what was meant by each item. There were situations when it was necessary to translate a single word or an entire statement into Danish to clarify misunderstandings. I collected the worksheets immediately after they finished answering the last question. It took one hour and a half to complete this exercise. It is important to mention that each statement embeds a strategy, and even though the participants had not applied the specific strategy before and answers accordingly, he/she becomes aware of the fact that such strategy does exist and will keep it in mind for future use. Therefore, the SILL can be used as a way to assess the use of strategies and to introduce the students to them simultaneously. I analyzed the worksheets with the help of a sheet I elaborated in the computer program “Excel”, which calculates the results of the SILL and shows them by means of a statistic bar graph. 

I returned to the students in the second session and delivered the results of the SILL to them. Each participant received a personalized sheet with a graph that showed which strategies he/she used more or less efficiently. I gave them a more detailed description of the strategies the group in general used the least, but they all received the sheet “Understanding Your Profile Results”
 where the examples for each strategy group were listed. The group in general got an average of 2.9, which in a scale from 1 to 5 means that they “sometimes” use the strategies. 

The strategies applied the least in this group were the memory strategies, which are used for remembering more effectively. The students’ reaction to these strategies was very negative because they found them repetitive and boring. I explained to the students that they should work harder on this group of strategies if they, for instance, intended to acquire a broader vocabulary and learn those elements of language that need repetition and reviewing. Also, I pointed out to them that a successful language learner who is aware of the strategies he/she does not apply automatically has the possibility of applying them consciously and thus becomes better at learning and using the language. 

The second least used strategy group was the cognitive or the strategies involving all the mental processes. These strategies are difficult to apply because they are not physical. The student needs to process the information (L2) so that it can be converted into knowledge and be stored. The mind needs to visualize patterns and formulas when meeting a language task and be able to transfer information from L1 or another language in a given situation, and these processes can be “provoked” if one is aware of them.

The third least used strategy group was the affective or those strategies applied for managing our emotions. The students agreed that they became very nervous when speaking the target language, especially in exam situations. They feel their lack of power in a conversation in English and do not dare to express all their thoughts in the L2 in fear of making a mistake. We discussed some exercises that can be done for lowering anxiety, and I explained to them that in the process of learning, becoming nervous and shy was their worst enemy, because they will not be able to practice or learn the L2. In exam situations it is very important to realize that during the examination they need to show the level of their proficiency, and this can only be achieved by controlling their anxiety and talking as much as possible.

I shortly explained to them the general aspects of each strategy group to make them aware of the main processes involved in learning a second language, i.e. cognitive, metacognitive, social, etc. We also went through the list of examples, and many reactions could be registered. For instance, they all seemed positive towards the strategies that involved actions and sounds within the memory strategies, but when they read “going back to review earlier material”, they clearly showed their disapproval. When I asked a couple of the participants about their reaction, they answered that strategies such as making mental linkages, using images, etc. where more likely to be used, than actually reviewing old material already seen in class. They all agreed that they would only review old material when studying for the exam. 

Some of the students admitted knowing some of the strategies, but never using them. They agreed that they were quite logic and would very likely help their learning, but that the difficult part was remembering to use the strategies and finding time for them. They did not understand how to use the strategies in practice. Therefore, on the third session, we played the “Embedded Strategies Game” from Oxford’s book. I altered the game so that we would focus on the strategy groups most of the participants were having problems with. The game presents the students with a situation in which a language task must be solved, or a real life situation in which to overcome a linguistic problem in the foreign language. They must first come up with a solution and immediately hereafter consider which type of strategy it is, or to which strategy group it belongs. This exercise makes them realize that there is a connection between the theoretical and the practical aspects of LLS. I corrected or supplemented to the conclusions the students reached with other possible strategies to be used in that situation or in a similar one. 

Another attempt to make the participants realize the relevance of LLS was looking at a task they had to solve for their class. We discussed how the strategies could be applied to textual analysis, for instance, which is very much used in this subject at this level. They had to read a novel, or an extract from it, and start a discussion taking point of departure in their reading. In their final exam they are to do something similar: they must read a prose text and write an essay on it. I explained to them that the strategies would affect the way they think and the manner in which they process information and convert it into knowledge. I emphasized that if they used the strategies consistently, they would become automatized and be applied whenever necessary. 

This also applies to textual analysis, because when reading a text the information will automatically be schematized and structured. I explained to them how memory strategies are used to group difficult words according to their semantic field, and setting them in contrast to each other. I mentioned the “T” system, which is used to deconstruct a specific issue or theme (the top of the “T”) into parts or words grouped on each side of the “T” and which are in opposition to each other. This is also called a “binary system”. We used a story a couple of the participants had read and applied this system to it. The participants realized that information which is organized into schemes and structures is easier to remember and work with.

In our last session the participants seemed very optimistic, and they were asked to fill out an anonymous questionnaire at home, and deliver it a few days later. The results of this questionnaire will be discussed in the next part.

Post-study performance

At the end of the school year the situation was very tense for these senior students because the final exams were a month away. We could not agree on any more meetings because of the students’ lack of time that close to their exams. I reminded them to be aware of the strategies when reviewing and studying for their exams, since they can be applied in subjects other than English. Unfortunately, the students’ English teacher was never able to cooperate in this project, so she was not aware of the strategies and the students could not refer to her. These variables will most likely have an influence on the outcome of the study, since, ideally, the students’ language teacher is the person to train them in LLS or have knowledge of them.

The class’ grade average in the oral exam at the end of the 3rd year was: 8,9
The class’ grade average in the written exam an the end of the 3rd year was: 8,0
The difference between the pre-study and the post-study performances with regards to the participants’ oral proficiency was 0. This means that the class’ average in this area was the same after the third year even though they received instruction on LLS. On the other hand, the difference between the pre-study and the post-study performances with regards to the participants’ written proficiency was 0,2. This means that the grade average of the group in this area was slightly better after being introduced to LLS. 

Based on these results one could speculate whether LLS within the high school context have a greater effect on the students’ written proficiency than on their oral proficiency. The goal of the strategies is, though, to enhance the acquisition of the four language skills, reading, writing, speaking and understanding the target language. Therefore the results expected should be higher proficiency in both written and spoken English. However, one could argue that within the high school context students tend to apply the strategies mostly on written tasks, because it is the form of task the students spend most of their time on. Oral exercises are also done in the classroom, but they are more time consuming, and the time used to control each student’s strategy use on an oral task is limited. A teacher practicing strategies-based instruction would ask the whole class and in occasions individual students to solve a written task, focusing on the actual solution and the process to achieve it, hereby reviewing the strategies involved. Normally, when a student utters him/herself in the target language, it is difficult for the teacher to observe which strategies he/she used to solve the task. It may also be difficult for the rest of the class to relate to the strategies because they are the result of an individual’s personal process.

Furthermore, students are not usually confronted with naturalistic situations in which communicative strategies are to be used.  Also, the strategies used in the classroom are easier to control than those used by the students in their spare time, but the latter are the ones most likely to improve their oral proficiency. For instance, watching a movie in English without reading the subtitles is an excellent exercise to practice understanding the foreign language, and it also helps the student focus on pronunciation. This, however, only occurs once or twice within the classroom setting, and is something the student should do when going to the cinema, or watching a movie at home, and it demands consistence, and discipline from the students. 

Another example is the students’ interest in looking for naturalistic situations in which to practice their English. The time for this in the classroom is very limited, each student getting the opportunity to enounce one or two sentences in each session. Also, in situations where the class is discussing a text, for instance, it is likely that the teacher will not interrupt the discussion to correct grammatical and or phonetic errors made by a single student. Therefore, a setting in which the student has more opportunities to hear correct English (preferably spoken by a native speaker), speak it and be corrected is of higher importance. The teacher cannot control this. The student must search for naturalistic environments where this is possible, socialize and at the same time concentrate on the task to be solved. 

Therefore, I interpret the difference in outcome between the oral and the written proficiencies of group A as a reflection of the difference in the teaching, observing, controlling and testing of the strategies meant for each purpose. One could speculate whether a more autonomic approach would eliminate this difference, thus, giving the student more possibilities to practice their communicative strategies within more naturalistic settings. The teacher could apply this autonomic approach by giving the students the liberty to decide which activity to engage in, but making sure that they were exposed to the foreign language, preferably spoken by a native speaker (radio, movie, television, chat, a guest, etc.). However, it is very probable that this approach will limit the time spent on reading, comprehending and producing the amount of text demanded by the regular syllabus.

Finally, although the results I listed here do not seem to give substantial evidence of the influence of LLS in students’ performance, we still need to compare them to the pre and the post study performances of the control group (group B) that did not receive any instruction on LLS. This will be done in the next chapter.

Qualitative research

Since I was able to collect so many impressions from the students during the sessions, I decided to record them in the form of questionnaires. This section deals with the results I collected through the questionnaires, and though they addressed some interesting issues they are not a crucial element of the study. This is due to the fact that the answers given in the questionnaires were based on the participants’ subjective opinions, and were not scientific evidence to support my hypothesis. However, the students’ opinions play a significant role since their attitude towards the strategies and their instruction in high school will influence their motivation and willingness to learn them and use them. 

As I mentioned above, the main goal of the questionnaire was to collect students’ impressions of LLS, how much they knew about them before they received instruction and their impression of them afterwards. However, I will supply the results collected in the questionnaires with comments or reactions I personally collected during the sessions. Unfortunately, not all of the participants filled out the questionnaire. Next, I will note the results obtained from the 9 questionnaires collected from this group, and make my comments on them.

The “About yourself” part of the questionnaire was designed in order to collect background information about the students, their motivation and their view upon themselves as speakers of English. Normally, Danish students study English from the 5th grade, so the students in this group have had the subject for 6 to 8 years. All of the students who answered the questionnaire agreed that the main reason for studying English was because it is an obligatory subject in high school. Most of them thought they might need it for their future career and travelling. This could be the reason for a potential lack of motivation, since they consider the subject as something being imposed on them rather than a subject they choose out of interest. Also, only two out of nine answered that they were interested in English speaking cultures, and this aspect is an important element of the subject at this level. Their lack of interest in this area will make it difficult for them to place a text within a social and historical context, which is required at the final exam. These aspects are the students’ own prejudices and are difficult to change or eliminate. The teacher should try to bring the cultural aspects of the language into the program in a way that seems exiting and challenging to the students and not as an expansion of their History class. 

The other aspect of this section was the students’ self-evaluation. From the results it is possible to see two groups: one which finds itself to have higher proficiency in English than the rest of the class and another group evaluating itself as “normal” or average. Most likely they based this on their prior grades and on whether they dominate the class or not (participation). Most of them answered that they speak English fairly well in comparison to a native speaker, and a small group thought they were “good”.  In this area it is important to remember that the students are probably thinking of their oral proficiency rather than their written proficiency. If they were asked about the latter specifically, the outcome might have been different, for, as we have seen, their average grade in written English is not very high. Also, when they think of the understanding skill, they have in mind television and movies, which they understand pretty well, as it has been a part of their upbringing, but in this case they are helped by subtitles. In a naturalistic situation, where they are confronted with a native speaker and are to understand and respond in a conversation, they would probably not feel as confident. Therefore, I believe this part to be a reflection of their confidence rather than their level, as they were not given a more concrete aspect to reflect upon. It is my opinion that the students are well aware of the difficulties of learning and using a foreign language, but are nonetheless confident that, at the communicative level, they are good, or at least “fairly good” at English (can understand and be understood).

Another important aspect of this group’s background is the fact that they have all followed courses in other foreign language such as German and Latin, plus an additional language of choice (French or Spanish). Therefore, language learning is a process the students are used to, and something some of them “enjoy” (5 out of 9).

About the language learning strategies: it disturbed me to see that in this section some students (4 out of 9) answered that they had poor knowledge of the strategies at the end of the introduction. In the last session all of the students in the group agreed that they would like to have more meetings, as they did not feel the instruction I had given them was enough. They did not have the time to study the strategies for themselves, or to look at the printed material I delivered to them. Therefore, the only strategies they felt they had learned, were those I mentioned examples of during the sessions, or those worked with during the Embedded Strategies Game. This can clearly be seen in part 10, where the students name which strategies they have learned now that they did not know before, and the examples given, are the same as those I mentioned in class. Affective strategies such as “using music” and “rewarding yourself” seem obvious, but some of the students had never thought of them. 

There was a specific student who told me she became so nervous every time she said something in English, she sweated and shook, and was not able to utter a word. I explained to her that she could start out by playing music in English and reading the lyrics out loud; this way she would practice her pronunciation and perform a relaxation exercise at the same time. Slowly she should begin practicing her English with another person, perhaps by chatting on the Internet and later orally with a friend or fellow student whose level in English was similar to her own, but who was still able to correct her mistakes when she felt ready for it. She agreed that this was a good idea, as she became intimidated when practicing with people who where good in English.

It is also possible to conclude from the questionnaire results that the students learned different strategies, as they had all different needs and study habits, but almost all of them had prior knowledge of the social strategies, and we did not use much time talking about them in class either.

When asked which strategies they used the most, many of them answered that they often used memory strategies when studying, etc., but when discussed in class, they admitted never applying those memory strategies which involved “reviewing old material”. They also replied using the social strategies often, but when discussing them in the sessions they admitted to learning with others only during group activities in class and not searching for contact with proficient users, developing cultural awareness, nor dealing with other’s thoughts and feelings. This limits their use of the social strategies to practicing pronunciation with peers and asking for correction, clarification or verification. Therefore, it is not only important to discover which strategy groups are used or not used by the students, but go deeper into each group and test the use of the different strategies involved to make sure the students are aware of all of them. 

The results of part 12 showed that the social strategies as the students understood them, (those used during group activities in class) were the strategy group they believe would be easier to incorporate. This may be due to the fact that they had prior knowledge of them, and actually used them, so in fact, they are already incorporated in their regular class activities. Knowing their incomplete understanding of the social strategies, I believe that if I asked the students whether they would be able to search for proficient users of the language and cooperate with them, to learn about the English speaking cultures through socialization, etc., they would answer no. These social strategies are obviously difficult to apply, as they ideally involve contact with a native speaker or visiting the country. The students were not thinking of these strategies when answering the questionnaire. Nevertheless, the teacher could invite native speakers as guests in their class who could talk about their culture, etc., by arranging study trips to London, for instance, and by suggesting the students to visit pubs, clubs and other places where native speakers of English normally gather and converse with them. Thereby all of the social strategies would be incorporated in the students learning activities.

The strategies the students thought would be most difficult to incorporate in their study plan were the cognitive strategies. This supports my argument that controlling mental processes is more difficult than controlling “physical” situations. As explained above, strategy use originates in a problem or a task to be solved:

· memory strategies are applied when it is necessary to remember new or old material, 

· compensation strategies are used when there is a word or utterance in the foreign language we can not think of or understand, 

· metacognitive strategies are a set of study habits to be learned by the students (planning, organizing, evaluating), the lack of them would result in chaos, 

· affective strategies originate in problems with the learners’ self-esteem, anxiety, etc.,

· social strategies are necessary when practicing the foreign language with others.

Not being able to apply these strategies in a given situation would block or at least disturb communication and learning. It is necessary for the learner to understand basic cognitive processes in order to be able to apply these strategies. Also, cognitive strategies are very difficult to explain for the same reason. They are not as feasible as the strategies from the other groups. Students need to understand how to process the information received, in order to be able to store it properly in their minds, and be able to evoke and use it when necessary. I believe this is why the students answered that cognitive strategies would be the most difficult to incorporate in their learning. 

I found the results of part 13 particularly interesting, as I believe the answers were honest and give a clear picture of what the student’s think of using the strategies in school. The results showed that many of them are not convinced that learning would be easier if they received strategies-based instruction. They believe that it would imply more work for the student and they have doubts as to whether it would be possible to cover the entire curriculum. However, they agree that the strategies would help them in other subjects. I was pleased to see that the students were honest in their answers, even though they were quite negative. I think that the greatest problem involved in teaching LLS in the Danish high school, will namely be lack of time to cover the strategies explicitly, and lack of self-discipline from the students. I believe that although the students were made aware of the positive effect of the strategies, they would not spend the time necessary to learn and apply the strategies.

In the last part of the questionnaire the students were asked to write their comments about the strategies, and the results were mostly positive. However, even those students who had a positive opinion of the strategies expressed that using the strategies involves more work and discipline. I interpret the negative answers as a misunderstanding on behalf of the students and a lack of motivation. Students who feel they cannot include LLS in their learning method might find them too overwhelming, and a more simple approach to the strategies might be the solution to their problem. Therefore, it is important not to limit strategies-based instruction to one method only. I will elaborate on this in my conclusion.

B) Group B: 3rd year (- learning strategies)

This group consists of 15 students taken from a high school class of 23 (the first 15 of the list). They attended a different school than students in group A. Regardless of place, teacher, and material, all the students in the 3rd year of high school are instructed and examined by the same recommendations (vejledning) and law (bekendtgørelse), and they should all follow the same requirements.

Pre-study performance

The following averages are based on the students’ oral grade given by their teacher at the end of their 2nd year and on a written examination graded by their teacher and two external censors, also at the end of their 2nd year. 

The class’ oral grade average at the end of the 2nd year was: 8,2

The class’ grade average in the written exam at the end of the 2nd year was: 7,7
Post-study performance

The following averages will be based on the students’ final examinations in English at the end of the 3rd year. The students’ teacher and external censors will grade both the written and the oral examinations.

The class’ grade average in the oral exam at the end of the 3rd year was: 8,7
The class’ grade average in the written exam an the end of the 3rd year was: 7,3
As the results show, this class improved their oral performance with + 0,5, however, they scored a lower average in written proficiency after their 3rd year than they did after the 2nd year (- 0,4). It is important to repeat, that for any language teacher and language learner, the goal of their teaching or learning is to improve the student’s level of proficiency, disregards the method. One could assume that this class worked harder with their oral proficiency in particular, perhaps focusing on tasks that enhanced this element. A reason may be that this group’s teacher herself has a high oral proficiency level, and uses the language both in and, in many occasions, outside the classroom. Unfortunately, the group’s average in written proficiency was lower than in the 2nd year, and both averages were based on grades given on formal written exams corrected by the teacher and two external censors. One might argue that other methods besides explicit instruction in LLS might be more helpful for oral proficiency, such as the ones applied by this class. However, if this class had received LLS instruction, it might have scored a higher average in written proficiency as did group A. 

C) Results

The following table is a detailed list of the participants’ grades both in oral and written examinations before and after the study. Averages for each group are calculated at the bottom, followed be the average difference before and after the study.

Student #
Group A

(experimental group)
Group B

(control group)


Written 
Oral 
Written 
Oral 


2nd year
3rd year
2nd year
3rd year
2nd year
3rd year
2nd year
3rd year

001
8
8
10
10
6
6
10
8

002
6
7
10
9
9
7
8
7

003
5
8
9
9
10
9
9
10

004
9
9
9
8
6
6
8
7

005
9
9
8
8
8
8
8
6

006
8
8
10
9
8
8
8
10

007
8
8
8
9
9
9
8
11

008
8
7
8
7
7
6
7
9

009
8
9
8
9
6
7
7
8

010
10
9
11
13
7
8
9
10

011
6
6
9
9
9
8
8
9

012
7
8
8
8
9
8
10
10

013
9
9
10
11
7
6
8
6

014
8
8
7
7
7
6
7
9

015
8
8
9
8
8
8
9
11

Average :
7,8
8,0
8,9
8,9
7,7
7,3
8,2
8,7

Difference:
+ 0,2
0
- 0,4
+ 0,5

These results show that regarding written proficiency LLS instruction seems to have made a difference for group A in comparison to group B, even though group A’s improvement was very small. With regards to oral proficiency, LLS seems not to have had any effect on group A’s performance, and when compared with group B’s ditto, one could argue that other learning methods or factors might be more important for oral proficiency than LLS instruction. 

5. Study 2

Introduction

As mentioned before, the main reason for making two studies was to check variables such as the difference in level and potential difference in motivation between 3rd and 1st year students. Although both studies help solve the problem I address, there are some differences between them. Regarding the subjects, the 14 participants of the second study were younger students from the first year of high school. The evaluation method is also different, as in the first study it was based on the students’ dissertation grades in English (oral and written), and in the second it was based on the grade all of the participants scored on a written test. All the tests in this study (the ones from group A and group B) were delivered to an external English teacher who was informed of the purpose of the study. The exams were numbered and mixed, so that the same person corrected all of them as equally as possible.

Another difference is the method of instruction in LLS of group A. In the first study, the students were instructed exclusively by myself in their spare time. In the second, group A was an entire class instructed during the students’ regular English classes partly by myself and partly by their own English teacher. The disadvantage of this method is that I was not always able to register the different reactions students had towards the strategies, other than the ones expressed by them in the questionnaire.

Both groups had a similar level in English before the study (all 1st year students). They followed the same syllabus during the school year, with the difference that group A received instruction in LLS and group B did not. They all presented the same written test at the end of the first year, and the averages scored by each group will determine whether there is a difference in written performance between the two groups.

A) Group A: 1st year (+learning strategies)

Instruction on LLS

As I explained above, there are some differences in the way this group and the experimental group of study 1 in regard to LLS instruction. However, the effect should be the same, as the same material was covered, putting focus on the strategies the group had most difficulties with.

The first session available for the English teacher, coincided with a lecture I had to assist to, therefore, the teacher volunteered to guide and supervise the students while they filled out the SILL. The teacher had been present while the 3rd year experimental group filled out the SILL, and this, plus my explanation of the procedure, enabled the teacher in question to take over this part of the instruction. She was told to ask the students to answer as honestly as possible, as the results were anonymous and the important aspect was to “catch” the strategies they did not know or used. She was to translate the statements into Danish in those cases she and or the students felt it necessary, to deliver the printed material to the students, and to collect the SILL forms from the students. I received these forms and fed the answers into the calculating sheet I designed, printed out the profile results for each student, and met them a couple of weeks later.

In the second session, the students and I went through their SILL results with the help of the “Understanding Your Profile Results” sheet. The class as a whole had an average of 2,73, which means that they were in the middle of the scale, meaning that they “sometimes” used the LLS in general. The results also showed that the strategy group the class in general used the least was the memory strategies group used for remembering more effectively. We studied some examples of this group, and how they could improve their methods for memorizing vocabulary, grammatical structures, etc. Several students in the class expressed their dislike towards this group, because they thought these strategies were “boring”. They believed that activities like memorizing information by repetition and reviewing old material were tedious and monotonous. I explained to them that this group of strategies is also about acting in a certain way the moment the new material is presented, grouping the information in a way that makes it easier to remember, creating links with things we already know, etc. I agreed with them in that acquiring vocabulary can be repetitive, but it is a basic element when learning a new language, and cannot be avoided. I explained that “one most feed the brain with words, before we can utter them”.

The second least used group of strategies was the affective strategies group, used for the managing of emotions. The students all admitted becoming nervous when trying to say something in English, and many of them were afraid of experiencing “black-outs” in oral exam situations. They all agreed to be afraid of making a mistake when speaking, not being “good enough”, and “making a fool of themselves”. We went through the examples listed in the “Understanding Your Profiles” sheet, and also those listed in the SILL. I encouraged them to try some of the examples and explained to them that it is very important to practice the L2 as often as possible, and that nerves or anxiety should not stop them from doing so. Also, I told them that the only way to learn and correcting one’s mistakes was by making mistakes, and receiving correction and verification from the person talked to.

The third least used group of strategies was the “cognitive strategies” group, used for enhancing the use of mental processes. I was careful not to give the students a negative impression of this group, as the one the experimental group from study 1 had gotten. I explained to them that the majority in this class was already applying many of the strategies in this group automatically. I encouraged them to look at the examples included in the SILL, such as “revise what you write in the L2 to improve your writing”, “watch shows or movies or listen to the radio in the L2”, “apply general rules to new situations when using the language”, etc. The students realized that many of the strategies they were already using and the ones they did not use were not too complicated to include as new learning methods. I also talked briefly about the “social strategies” group, making sure the students did not misunderstand their entire functions as group A in study 1 had. 

Finally, I encouraged the students to look at their individual profile results, and focus on the strategy groups they scored least points in. They should do as we had done in class, focus on a group, look for the examples and put them into practice as often as possible.

Next, we played the “Embedded Strategy Game”, and I was surprised to see that the students were able to recognize and group the strategies very quickly. They had acquired an overview of each strategy group’s main function. They also thought some of the examples were very good, and useable such as ”watch a soap opera to practice understanding the L2”, “meet people through dating company advertisement or the Internet”, “break down into parts any long words and expressions in the L2 that you find overwhelming”, etc. The last example, for instance, was easy for them to recognize, because as one student explained: “it was something about changing the information to make it easier to learn”. It was quite rewarding to see that they had understood my explanation. In this game, the students were allowed to relate each activity to any strategy they liked, as long as they could explain the relationship, and for each strategy group they could relate an activity to, they received a point. This is a relaxed, challenging way of reviewing the strategies.

At the end, they students were given the questionnaires to fill out at home and then to deliver to their English teacher, from whom I would collect them later. It is important to mention, that this group’s English teacher followed very closely the LLS instruction, and, as explained before, went through the examples of the SILL together with the students in the first session. Her reaction towards the strategies and their instruction was very positive, and she expressed that she would attempt to work further with the strategies and include them in the students’ tasks and activities.

Post-study performance

As explained above, all the subjects of this study started at the same level, and since all of them came from primary school, I did not find it necessary to give them a test prior the LLS instruction. Besides, there are many difficulties in designing such a test, such as selecting the type of exercise, thereby limiting the number of strategies being tested. Assuming that students from group A and B have a similar level in English (the level they acquired in primary school), I will only focus on their written performance at the end of their first year after being introduced to the LLS. As I explained before, this post-study performance will be measured based on the grade the students score in a final test. This test resembles the written examination 2nd year students go through, but it is not graded by the same criteria. The fact that the students have only had the subject for one year is taken into account, and the grade given does not figure on the students’ high school grade card. It is considered a rehearsal for the official examinations after the 2nd and 3rd year. 

The average grade scored by group A in the yearly written test was: 7.5
Qualitative research

In this study, as in study 1, group A was to fill out a questionnaire at the end of the instruction they received from me in LLS. Unfortunately, it was only a few of the participants (7) who delivered the questionnaire back to their teacher. I will now list a summary of the results which show a tendency, and which I find relevant to my problem formulation, and supply that information with the reactions I gathered while instructing them in LLS.

Motivation:

I was pleased to see that these students had a different motivation for studying English than the 3rd year students, whose main reason for studying English was that it was required by the school program. The subjects of study 2 all agreed that they ‘needed English for their future career’, many of them (5) answered that they were ‘interested in the language’, though not so much in the culture, and also five subjects answered that they ‘needed it for travelling’. The majority in this group (6) also believed that it was ‘very important’ for them to be able to communicate well in English. Furthermore, six of them answered that they ‘enjoyed’ language learning. All this gives a picture of a motivated group, which does not feel ‘forced’ to learning English, and their background shows that they have studied other languages also.

Level in English:

All of the subjects in this group felt that their level in English was ‘good’, compared to their classmates, but in relation to native speakers, they agreed that the entire class mastered only a ‘fair’ level of English. Nevertheless, some of them (3) answered that their own English was ‘good’ also compared to native speakers. This can be interpreted as a realistic attitude towards the group’s L2, and definitely not as low self-esteem. 

Their opinion of the strategies:

Most of the students that answered the questionnaire agreed that they now have a ‘fair’ knowledge of the strategies. This I find somewhat disappointing as I myself believe that the group in general had an excellent overview of the different strategy groups, and were able to think of examples for each group, as well as recognizing and grouping different activities. Nevertheless, I agree that two or three sessions are not enough to give the students a feeling of being in control of the strategies and being able to apply them when necessary. To accomplish this, it is necessary for the L2 teacher to constantly make the students aware of their use of the strategies when solving a language task, and suggesting some, when necessary.

The results of part 10 show that the students learned about strategies that were new to them. Compensation strategies had the highest score as three students answered that they were new to them. The varying and spread scores can be explained by the fact that each student has and needs an exclusive set of strategies to fit his or her needs. They all have different backgrounds, and have used different strategies in the past therefore, they each incorporate those they find necessary. There was not a specific group that was unknown to the majority. However, it might be interesting to mention the fact that compensation strategies were also new to most 3rd year students. I believe that this strategy group is the least demanding of them all, and that all language learners use these strategies unconsciously. Activities such as guessing the meaning of a word, switching to the mother tongue and using mime, gestures and synonyms, are used by nearly all L2 learners. The aspect of this strategy group that might have seemed different or new to the students may be the methods to be used in each activity. For instance, for guessing, it is necessary that the learner uses linguistic clues, such as sentence position, context, etc., or other clues like pictures, sounds, etc. Also, even though the students might have used the compensation strategies unconsciously, it might have been new to them that they could actually learn them and apply them consciously to overcome limitations in understanding, speaking and writing.

When asked how often they used the different kinds of strategy, most of the students answered that they used memory and social strategies the most. These two categories scored the highest ‘positive’ points (always or often), followed closely by the affective strategies, and at the bottom of the list we have the metacognitive strategies, which were used the least. As I explained before, memory strategies can not be avoided when learning new vocabulary, and this is an activity done very frequently by 1st year students, who meet literature with a higher level of difficulty than what they are used to in primary school. Some social strategies are also unavoidable, as students must cooperate with peers, receiving clarification, verification and correction from them and/or the teacher. I know that this group did homework, classroom and voluntary activities that involved developing understanding of the new culture and cooperating with proficient users of the new language through planning a study trip and chatting on the Internet. This is due to the fact that their English teacher and the school they attend to in general are very interested in internationalization programs with focus on cultural exchanges. The above might explain why these two group of strategies where the most used by this group. It is also very interesting to notice that the 3rd year students also used these strategy groups the most.

In the next part (12) the results show something very interesting. The outcome is the complete opposite to the one reached by the 3rd year students. The strategy group the 1st year students believed would be most difficult to incorporate in their study methods was the social strategy group, and the strategies they thought they would use the most were the cognitive strategies. Unfortunately, this can be due to the fact that I put more emphasis on explaining them the positive aspects of the cognitive strategies which they actually were already applying according to the SILL, and the difficulties in using social strategies such as cooperating with proficient users of the L2, etc. Knowing the results from the questionnaires filled out by the 3rd year students, where they believed that the cognitive strategies would be most difficult to apply, and the social strategies the easiest, affected the instruction on LLS the 1st year students received. Thus, perhaps creating the radical difference in the outcome of the questionnaires.

To this problem I would argue that in an optimal situation where the teacher is the LLS instructor having constant and long term contact with the students, the problem would become a solution. It would be very positive for the students to receive “adjusted” instruction on LLS according to their views on them, and the problems they find. Ideally, the instruction should be as neutral as possible, giving a positive description of all strategy groups. However, following up upon the students’ reception of the strategies will give the teacher the opportunity to clarify and elaborate on the problematic groups continuously, making it easier for the students to understand and apply those strategies they find most difficult.

Comparing the results of this part, part 12, with part 11, another discrepancy occurs. The results of these two parts regarding the social strategies are contradictory. In part 11 it is the social strategies most students (4 out of 5) had been using the most, but in part 12 nearly all of them (5 out of 6) answered that they would be the most difficult to incorporate in their study plan. If the answers from part 11 are correct (honest), the social strategies are already incorporated in the students’ study methods, and the answers from part 12 are invalid. Unfortunately, I was not able to meet with the group after coming across these findings in order to corroborate the results. A possible explanation is that the students misunderstood the statement on the questionnaire and rated the strategy group with an opposite scale, giving the opposite result. I also believe it possible that when answering part 11, the students had in mind the strategies they already knew or remembered from each group. When answering part 12, they might have focused on the strategy groups as explained by me, keeping in mind the disadvantages of the social and the feasibility of the cognitive strategies. However, these are only speculations, and therefore not valid for interpreting the results achieved in this part. I will therefore disregard these results when writing my conclusion.

In part 13 the students reacted positively to the positive aspects of the strategies and negatively towards the negative ones. For instance, they though that the strategies would or might make learning easier and help in other subjects, but they also answered that the strategies would or might give more work to the students and make it difficult to cover the entire program. However, almost all of them answered yes to including LLS in the next school year as well. This shows that they are aware of the advantages and disadvantages of LLS instruction, but still choose to receive it attaching most weight to the improvement of their L2 learning. The same attitude can be read from their comments, where most of the students wrote something positive (5 out of 6), such as “very educational”, “good idea”, “good way of learning”, “they are motivating”, etc. There was a single negative comment “I think that it takes too long and I would rather continue doing the thing I do now than using the strategies”, but what this student seems to forget is that he/she is already using the strategies.

B) Group B: 1st year (-learning strategies)

This group was a parallel class to group A, attending to the same high school. The instruction both groups received in English was very similar, with the exception that this group, group B, did not receive any instruction in LLS. Although the two groups did not have the same English teacher, both teachers cooperated with one another and discussed the material to be covered to make sure that the instruction one class received did not deviate too much from the other. Besides, both classes must cover the same syllabus; they must read the same amount of literature and the latter must be of a specific level of difficulty. At the end of the school year, both groups took the same written test, which is the one used for measuring their written performance.

Post-study performance

The average grade scored by group B in the yearly written test was: 7.3
C) Results

To summarize the data collected from both groups, I will now list the grades scored by the participants of both groups A and B:

Group A

(experimental group)
Group B

(control group)

Exam #
Grade
Exam #
Grade

001
7
003
5

002
6
005
7

004
10
008
8

006
6
009
8

007
5
010
9

011
6
012
6

014
9
013
8

016
9
015
10

017
6
018
7

019
7
020
5

024
10
021
7

026
8
022
8

027
6
023
8

028
10
025
7

Group average:
7.5
Group average:
7.3

The results of this investigation show that group A, which received instruction in LLS, scored a slightly higher average grade in the final written test than did group B, which did not receive any instruction in LLS. One may argue that the difference in average is so small that is insignificant, (+ 0.2 in favor of group A), but, the goal of this study was to show a difference in grade, regardless how small it may be. 

Nevertheless, a far more interesting characteristic of this data supports LLS instruction. Group A, the experimental group, is composed by far more successful learners (5), than group B (2), the control group. According to my definition, a successful learner scores grades equal and higher to 9, and is, according to Oxford’s theory, an efficient user of the LLS.

Both findings show, therefore, that the group receiving instruction in LLS, scored a slightly higher-grade average, and had more successful learners than the group that did not receive any instruction in LLS.

6. Analysis and Discussion

Analysis and evaluation of the results

Generally, the data collected in both studies have given results that may not be considered strong arguments to establish that LLS instruction improves a student’s grades in English at the end of the school year. The differences in averages are so small that they might be considered invalid or interpreted as no difference at all. The reasons for this outcome are many. As I explained in the description of this empirical research, I do not take into account variables such as motivation, gender, age and level (only briefly in regards to the qualitative research), nor the teachers’ teaching methods and techniques. However, I believe that “timing” was the main factor affecting the outcome of my studies. 

As I conducted the empirical work for this thesis in the spring semester and the subjects of groups A received LLS instruction during this period, they did not have sufficient time to automatize the strategies and put them into practice in relation to their learning before the school year ended in June. Thus, the students could only apply the LLS to the material presented during the last three months of the school year, and to the process of reviewing and preparing themselves for the final evaluations. This is obviously very unfortunate, but considering how difficult it was to find a group of students and teachers who agreed to cooperate, I accepted the option available, and hoped that despite the lack of time some useful results may come out of these studies. Therefore, I have chosen to evaluate the differences in averages, disregarding how small they may be, and attempt to interpret their meaning.

Grade and questionnaire analyses

In study 1, students’ awareness of the strategies and their use, resulted in a minor grade average improvement in respect to the students’ written performance, but with regard to the oral proficiency, there was no change at all. Considering group A alone, one could make the sub-conclusion that LLS help improve written proficiency, but have little or no effect on oral proficiency. This information is actually enough for my purpose, as it is what I intended to investigate, therefore, it is arguable whether a comparison with a control group that did not receive LLS instruction was necessary. In answer to that I believe that it does have significance, as group B’s results support the sub-conclusion just mentioned. I interpret group B’s lower grade average in written proficiency as a reflection of their lack of LLS (which might have improved their grades), and their improvement of oral proficiency as a proof that other learning/teaching methods may be more effective in this area. Therefore, although the differences in grade average are not exactly significant, I believe that they illustrate the following tendency regarding LLS: when applied in traditional classroom situations, they have more effect on written than oral proficiency. 

Study 2, being slightly different in approach, provided positive results that further support the above-mentioned sub-conclusion. This study showed that the experimental group, after having received LLS instruction, scored a slightly higher average in written proficiency than the control group. This difference, although small, is very significant, as group A’s total grade in English is 8, and group B’s is only 7. It was also interesting to see that group A was composed of more successful language learners than group B, and was able to assimilate the strategies and put them intro practice so quickly.

Regarding the data collected in this study, one could argue that the group’s average prior the investigation is missing, and is very relevant for the evaluation of the results. However, as explained before, the students, being 1st year students, came from many different schools and the grades available prior the investigation were given subjectively by their teacher, not based on any sort of examination. Moreover, a test on oral proficiency might have been administered. However, I chose not to do so as preparing thirty individual, oral examinations, with the help of an external censor, seemed too overwhelming, not only for me, but also for the students who had only taken the course for half a year.  

Finally, it is necessary to keep in mind that these findings are the results of two small studies, involving small groups of subjects, and conducted by a student with no prior experience in the field of research. Also, it is important to mention that these data does not stand alone, and needs to be studied in relation to the entire process and the qualitative research made in both groups A. For instance, I believe that the attitude the students had towards the strategies shown during the sessions and the questionnaires is more relevant to strategies-based instruction, than are the numerical data collected in the studies. 

I will therefore analyze the results in general, making cross-references between quantitative and qualitative data. For example, it is very important to consider why the 3rd year students expressed so little interest in the cultural aspects of language. These aspects play a very important role in oral proficiency improvement, since the best way of practicing the L2, is by direct or indirect contact with native speakers. If this group, group A from study 1 (A1), had a negative attitude towards the English culture, it is most likely that they did not applied strategies relevant for achieving oral proficiency. These are: cognitive strategies such as imitating the way native speakers talk, watching TV shows or movies and listening to the radio exclusively in the L2, participating in out of class events where L2 is spoken, and social strategies such as talking with a native speaker letting him/her correct and clarify when necessary, visiting and learning about places where L2 is spoken and contacting the locals. All of these strategies involve interaction with L2 culture, and this can only be achieved if the students are interested in and search for these activities.

The above mentioned characteristic of group A1 can be interpreted as an explanation of the group’s result in oral proficiency. As I explained before, in order for LLS to help students, the latter need to become aware of their learning process and apply all of the strategies, especially those they find difficult. It is useless to give explicit instruction in these strategies if the students are not willing to use them outside class. It would have been interesting to document group B1’s background information, and compare their motivation for studying English with A1’s.

Another interesting characteristic of A1 is their level in English. Although they do not consider themselves proficient users of the language in comparison to native speakers, they do score high grades and have a remarkable level in oral proficiency (9). Perhaps they did not consider it necessary to focus on that aspect of language, as they felt confident with regards to their prior grades, and thus they did not improve this average.

A1’s general attitude towards LLS is somewhat positive, but skeptical. They were willing to learn about the strategies, but believed that it would take too much time incorporating them in their learning process. The learner-centered approach is very demanding, as it changes the experience of learning from an activity the students do unconsciously with the help of the teacher, to an awareness of what the students can actively do to acquire and improve a L2. This aspect of becoming more active usually intimidates the students, who believe they have sufficient workload as it is. More importantly, there is a possibility that these students did not believe that the strategies could help them at that stage (3 months before their graduation), and decided to keep studying the traditional way focusing on reviewing the material on their exams’ syllabus. These factors could have influenced the effectiveness of the strategies, which do not work unless applied constantly and thoroughly.

With regards to the 1st year students, a more positive attitude could be detected. Group A2 showed a more relevant source of motivation than A1, namely, their future career. They all agreed that in order to achieve a higher education, they would have to manage the English language. Also, the students knew that with the growing globalization, Internet, etc., most jobs require, or at least see as an advantage, that the employee is fluent in English.  Group A2 had also a higher level of self-confidence than A1, as they all agreed that their level in English was “good”, though not so high when compared to native speakers. During the sessions these students also showed their interest in the strategies, became quickly aware of the different groups, and were able to recognize and group the strategies. 

Furthermore, these 1st year students were able to see how they could use the strategies, especially in the coming years. Their teacher was also very interested in LLS instruction, reviewed the material covered in the sessions, and explained that she would acquire more literature on the subject and implement the strategies in her teaching in the future. Assuming that the students would continue to have the same teacher, plus their generally more positive attitude towards LLS, it would be interesting to investigate whether the strategies might have helped them to further improve their average at the end of the 2nd year. Unfortunately, this hypothesis cannot be tested within this research.

Conclusively, I believe that the results, although insufficient when studied separately, give an overall picture of the students’ opinion and use of the strategies and the latter’s effect on written and oral proficiency.

Comparison of studies 1 and 2

By making two studies, one with 3rd year students and one with 1st year students, I intended to study whether age and level might influence strategy use. Even though it is not a formal part of the empirical research, I will compare the attitudes and results achieved by the two groups (A1 and A2), and relate this to their difference in age and level. As I explained above, group A2 showed generally a more positive attitude towards the strategies and achieved positive results after receiving LLS instruction, as it scored a slightly higher average grade than the control group (0,2) and is composed by more successful learners. This was a surprising result, as my hypothesis was that 3rd year students would be more serious in their use of strategies due to the importance of their grades. Therefore, the outcome determines that it is more relevant to provide LLS instruction during the 1st year of high school (preferably at the beginning), as the students will be able to apply the strategies during all three years. 3rd year students are on too high a level, and might concentrate more on other aspects of this subject such as literature, textual analysis, etc. not accepting the relevance of the strategies at this point. 

Another variable that came to my attention when comparing the two studies, was the role of the students’ teacher. He/she will be an important factor when determining students’ attitudes towards the subject itself, English speaking cultures, etc. Group A1’s teacher, for instance, had no interest in participating in the sessions, or reading the material. I actually never met her in person, and the students were generally unsatisfied with her teaching methods. They hoped this new approach would help them, but were afraid it was too late. On the other hand, A2’s teacher was highly cooperative, interested in the subject, and willing to continue using this approach in her future instruction. The teacher’s proficiency level in English will also influence the students’, as he/she is the main source of input for the students. For instance, the teacher of group B1 has a very high proficiency level, skill clearly imitated by the students of this group. Therefore, for an optimal achievement of results, it is recommendable that the participants being tested all have the same English teacher in order to eliminate this variable.

As mentioned earlier, different methods were also used in the two studies with regards to measuring proficiency. In study 1 final grades were used for comparison, and in study 2 all students completed a written test. The results achieved through these methods were not as defining as expected, therefore I would recommend that in future reports of this type a standardized test is given to all groups before and after LLS instruction, in order to measure improvement. The problematic behind the methods employed in study 1 and 2 is mainly that the tests given to the students by their high school do not only measure their oral/written proficiency in English, but also the contents of their syllabus such as literary groups, genres, historical periods, etc. In every examination the student is demanded to analyze a test, and initiate a discussion. 

Obviously, the four language skills are evaluated in these examinations, but the student tends to concentrate on the content and context of what he/she is writing/talking about, and risks forgetting grammatical rules, spelling, etc., and thus makes elementary mistakes. When preparing for these examinations, the students might focus on the literature covered, the notes written in class, and forget to practice the language in general, out of context. The goal of the strategies is to make the student a more proficient user of the language, thereby covering only one the linguistic aspects of the subject English.

Furthermore, the problematic behind this kind of examinations as measuring scales can be illustrated by this example: a proficient user of the English language may be examined in a subject or text he/she does not master, and be extremely limited during the oral examination, not giving the censors the possibility of evaluating his/her oral proficiency. The same situation can take place during a written examination, in which the student is incapable of analyzing a text, giving the censor no material from which to evaluate. Therefore, standardized tests
 might be a solution for this problem in the future, but one must be aware of the fact that this method is highly time-consuming, as the students also need to be evaluated orally and individually
, before and after receiving LLS instruction.

Finally, I can conclude that despite the differences and disadvantages of studies 1 and 2, they supplement each other remarkably and demonstrate that LLS have some effect on written proficiency within the traditional high school context. Besides, both studies proved the necessity for qualitative research, i.e. the use of questionnaires, when assessing LLS, and they brought other variables to my attention than the ones expected originally.

Comparison with previous results

One of the aspects I was interested in at the beginning of this investigation was the role and willingness of the language teachers to assimilate innovating teaching methods. Knowing that previous research has proven that many teachers have difficulties in making this type of conceptual shifts, i.e. Nyikos’ research, I became interested in knowing what the teachers involved in the studies thought of the LLS. I considered elaborating a questionnaire for teachers as well, but I believed that it would be self-evident for the participants what the answers “should be”, and that the results would be useless. Therefore, I decided to be aware of their reactions, and ask about their opinion whenever I had the opportunity.

The results of this “observation” are unfortunately in accordance with Nyikos’ results. The majority of the teachers I contacted when I first started this thesis were very reserved, and disapproving of the new methods I intended to present to their students. Only one of the teachers was directly and actively involved in this study, and I experienced that she was extremely interested in the subject. She can be considered a potential “assimilator” of the learner-centered approach, and is looking forward to receiving a copy of this thesis. The remaining three teachers were indirectly involved with this research, and although I did not have any direct contact with two of them, the third seemed somewhat interested in the subject.

Two findings were made in relation to the teachers’ role and willingness. First, there exists in fact a gap between language pedagogy and SLA, as teachers are not aware of the latest results that could be put to practice in order to improve student’s learning and when informed about new teaching methods, many of them find it overwhelming to make a conceptual shift. Also, teachers play a very important role, as they must be consistent in their instruction and use of the LLS, in order for them to have an effect on students’ language performance. It is only after all of the students feel confident of their strategy use and are able to use the strategies consciously and unconsciously that the role of the teacher will diminish in relation to the effect of the strategies.

The second study used in this thesis as source of inspiration for my own methodological approach, is the one referring to print materials’ role in strategy instruction. Due to the time limit, the instruction provided to groups A relied heavily on self-directional strategy training material as explained in chapter 3. The design of such print material, however, must be done in cooperation with the group’s language teacher, including language tasks that the students deal with in class. The material provided for my introduction was mainly descriptive, being perhaps too heavy for the students to review. A more successful approach to print material would thus be using actual tasks from the students exercise books, asking the students to solve them by means of the strategies reviewed, and going through the results in the next session.  This approach, however, requires time and cooperation with the teachers, both elements I did not always count on. 

The third background research using the method of awareness raising instruction was relevant for the design of my own instruction, but I must disagree with their implication that a 50-minute instruction would be sufficient and significantly affect student achievement. I do not believe that two or three sessions are sufficient either, and as the authors also admit in their description of the procedure, it is necessary that the regular classroom teachers further conducts strategy training in their teaching. This may be the variable that caused the success of their study, as I believe that constant and explicit contact with the strategies is necessary, especially during task-solving activities. The participants of the experimental groups did not receive further strategy training during their regular classes; an aspect which I believe strongly affected the outcome of the studies.

Conclusively, although the results were not as significant as the results obtained by other linguistic researchers, they are in accordance with each other in terms of the variables influencing LLS’ effect, and supplement each other with regards to LLS’ positive effect on achievement.  

7. Conclusion

Answer to my cardinal question

The empirical information of this thesis includes two case studies which specifically deal with my cardinal question (studies 1 and 2), as well as other background studies which investigate the subject at a more general level or within other contexts. Therefore, I believe that my cardinal question can be answered at two levels: 

1) Specifically, based on the studies conducted by myself, and

2) Generally, supplementing my findings with previous research results.

Taking point of departure alone on the results of the empirical studies I conducted for this thesis, I was able to reach the following sub-conclusions:

· After administering the SILL, I discovered that 3rd year students scored 2.9 and 1st year students scored 2.73 on a scale from 1 to 5 where strategy use is graded from 1 for never and 5 for always. Thus, both groups’ total average in strategy use shows that, generally, they apply LLS sometimes. The strategies used the least by both experimental groups were the memory strategies, which the students considered to be dull and repetitive. The second and third least used strategy groups were the affective and the cognitive, strategies the students did not realized were available and thought were difficult to control, respectively. Therefore, the SILL showed that the students do use some of the strategies, especially compensation, metacognitive and social strategies.

· After providing explicit LLS instruction to the experimental groups, focusing on the strategies used the least by the students and comparing their grade averages to the control groups’ ditto, I can conclude that LLS had little effect on the students’ written proficiency and no effect was registered in regards to oral proficiency.

· After isolating and interpreting the variables affecting the outcome of my studies, I learned that in order to provide successful strategies-based instruction it is necessary to do so during a longer period of time, preferably at the beginning of the students’ first year of high school, and with the cooperation of their regular teacher. Thus, the variables in question were timing, proficiency level, the teacher’s role, etc., as explained in the analysis. In the next section on future perspectives, I provide a list of the variables influencing LLS’ success/failure together for suggestions as to how to deal with them.

Regarding the effect of explicit LLS instruction on Danish high school students’ grade average three months before their final evaluations, I can conclude that the theory is not always successful in practice, and several variables need to be considered if a positive effect is to be reached through LLS use. However, the limitations of my answer rely on the fact that strategy instruction and use took place within a limited time frame, and subsequently, the results from the analysis might underestimate the actual effect of the strategies on the students’ grades. Moreover, as mentioned in the analysis, other variables have affected the outcome of my studies such as motivation, proficiency level, the role of the teacher and the need for constant contact with the strategies. These variables need to be taken into account when conducting this type of investigation and/or when providing language instruction.

Furthermore, I believe that within the high school context teachers need to acquire extensive knowledge of the functions and use of the strategies to be able to provide strategies-based instruction to the students, and constant feedback from the latter is crucial for this instruction to be successful. This is essential for successful strategy use to take place, producing efficient learning and improving learners’ linguistic performance, as proved by several other studies made in the field.

Comparing the results achieved by other researchers to my own results, I can conclude that the formers agree with the latter with regards to the variables influencing LLS. However, other background research succeeded in proving the theory right: LLS instruction and use has a positive effect on learning and thereby on the participants’ linguistic achievement. They use different methods for instruction and measuring proficiency, and they all include constant strategy training in their procedure. This is the main aspect in which my studies and the ones made previously differ, as my experimental groups only had contact with the strategies through me, during a few sessions and only three months before their final evaluations.

I believe that, despite the fact that I was not able to demonstrate a significant improvement in the students’ final grades, I can supplement those results with the qualitative results obtained from my studies, and with the quantitative results provided by the background research described in this thesis. Thereby, I can take my conclusion to a more general level and state that language learning strategies can be integrated in the Danish high school curriculum and will have a positive effect on students’ grade averages if they receive proper strategies-based instruction. Nevertheless, it is necessary that other language teachers investigate the above-mentioned, in order to collect substantial data on the matter and expand on this approach. 

Finally, It was my intention with the elaboration of this thesis to provide other language teachers and students with reliable information supporting the use of newer SLA theories within classroom context, more specifically the learner-centered approach, in order to persuade them to incorporate this approach into their teaching or learning methods. At the very least, I hope to have inspired them to look into other theories and investigate whether they are practicable or not in real classroom situations.

Future perspectives

During the production of this thesis, I have had the opportunity to teach a foreign language at a Danish high school (Spanish), and another in adult education courses (English). I myself experienced the difficulty of including explicit strategy instruction in the curriculum, because of the amount of text to be covered during the school year. For English students it can be considered a language task (understanding and translating the statements of the SILL, receiving the instruction in English, etc.), but for Spanish students it was less related to the subject itself. However, I managed to make the students aware of the strategies, especially during language tasks. I also experienced that this form of instruction was suitable for some of the students but not all of them. For instance, one class was able to acquire an overview of the strategies and their use faster than another class.

Taking into account the information I know posses after having acquired a foreign language and a second language myself, providing foreign language and strategy instruction, and elaborating this thesis, I have acquired the following perspectives for the future:

· Researchers should make their results more feasible by reaching out to teachers through lectures and texts in a language not too scientific or characterized by technical terms.

· Teachers should search for opportunities to learn about SLA research, and experiment with research results in order to find more suitable and thus more efficient methods.

· Teachers interested in the learner-centered approach should take into consideration the variables which influence the effect of the strategies.

· Students should become more independent, thereby becoming more responsible, aware and in control of their own learning process. 

Generally, acquiring knowledge of SLA theory and research helps the teacher focus on other aspects of learning and teaching than the ones that seem obvious to him/her. Therefore, it is necessary for teachers to become consumers and producers of SLA research. The research obtained by language teachers may not include highly scientific evidence, but experimenting with theories and putting them into practice helps document whether they work, and opens the eyes of the teachers with regards to teaching methods and habits.

Since I have dealt with the learner-centered approach, particularly the use and instruction of language learning strategies, I will now provide a list summarizing some of the variables to be taken into account by researches investigating this subject in the future. These variables may also be considered as problems to be faced by the teachers interested in acquiring this approach. I supplement the list with suggestions to deal with these variables/problems which are based on my own experiences conducting case studies and on the background literature.

Variable
Suggestions

Teacher’s role
As mentioned before, the role of the teacher within language learning is extremely relevant, as it influences the students’ attitude towards the language and its elements, the input they receive, the methods applied for learning, etc.

If the promotion of LLS is desired, the teacher needs to make a conceptual shift if his/her original approach is not learner-centered. He/she needs to understand the need for such an approach, and acquire the knowledge necessary for providing strategies-based instruction. Furthermore, it is my suggestion that teacher education courses include this aspect, making teachers able to design and perform language tasks including LLS.

Level
Based on my results dealing with the Danish high school system, I believe that students should be introduced to the strategies at the beginning of their secondary education. It is my suggestion that an introductory course is given to all students dealing with language at the beginning of their 1st year, where they become familiar with LLS, some basic grammatical terms and simple syntax analysis.

Methods
It is very important that the instruction given in LLS does not become too theoretical or detailed. It must be both explicit and implicit (through embedded strategies tasks). The administration of the SILL is very useful to acquire an idea of the students’ need, and to provide them with a general overview of the LLS. An awareness-raising approach is also necessary, focusing on the importance of learning a language, and the role of the strategies in that process. Print material (descriptive and with exercises) may also be used, and it is important to discuss the results achieved by the students in class.

Motivation
It is important to assess the students’ motivation to learning the language through questionnaires or interviews. Knowing which aspects of the language and the LLS the students are interested in or not will help teachers give the subject the perspective needed for motivating the students in a positive directions. For instance, if the teacher knows that the students are not very interested in the cultural aspects of the target language, he/she should make an effort to make these aspects more appealing to the students.

Also, describing the learning experience through the LLS motivates the students further, as it helps convincing them that they are all able to become a successful learner and improve their proficiency if they are willing to use the strategies.

Time
The variable of time within this type of research is very important. Students need to be introduced to the strategies explicitly during a session or two, and then apply the strategies during language tasks in their regular class. This needs to be done under the supervision of a trained teacher who can call attention to the strategies used and propose the use of new ones (when necessary). The LLS need to be applied over a longer period (during the entire course/school year) in order to have an effect on the learners’ proficiency level.

With regards to teaching LLS, I have experienced that it is time consuming. However, the problem of time can be solved by using the approach or method described above for LLS instruction. Only one or two sessions should be spared for explicit instruction, and implicit instruction will be given the rest of the time through tasks.

Students’ role
Finally, it is important to emphasize the role of the students. It is the core of the theory to make students more responsible for their learning both in and outside the classroom. It is necessary to make them understand that being in control of their learning processes will make them more proficient language users. Teachers should teach students how to learn, so that the latter can do so more efficiently.

When conducting an investigation, it is important to document students’ attitudes and opinions of the language and the strategies as these elements will determine whether they will apply the strategies, and thus whether the latter will have an effect on the students’ grades or linguistic achievements.

I hope that the conclusion reached in this thesis and my proposals will serve as sources of inspiration and help to language students, teachers and researches, so that SLA theory and research and language pedagogy will supplement each other and continue to develop in favor of language learners. 
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Appendix A: Print material

Strategy Inventory for Language Learning

(SILL)

Version 7.0 (ESL/EFL)

© R. Oxford, 1989

Part A

1. I think of relationships between what I already know and new things I learn in English

2. I use new English words in a sentence so I can remember them.

3. I connect the sound of a new English word and an image or picture of the word to help me remember.

4. I remember a new English word by making a mental picture of a situation in which the word might be used.

5. I use rhymes to remember new English words.

6. I use flashcards to remember new English words.

7. I physically act out new English words.

8. I review English lessons often

9. I remember new English words or phrases by remembering their location on the page, the board, or on a street sign.

Part B

10. I say or write new English words several times.

11. I try to talk like native English speakers.

12. I practice the sounds of English.

13. I use the English words I know in different ways.

14. I start conversations in English.

15. I watch TV shows or go to movies spoken in English and try not to read the subtitles.

16. I read for pleasure in English.

17. I write notes, messages, letters, or reports in English.

18. I first skim an English passage (read over the passage quickly) then go back and read carefully.

19. I look for words in my own language that are similar to new words in English.

20. I try to find patterns in English.

21. I find the meaning of an English word by dividing it into parts that I understand.

22. I try not to translate word-for-word.

23. I make summaries of information that I hear or read in English.

Part C

24. To understand unfamiliar English words, I make guesses.

25. When I can’t think of a word during a conversation in English, I use gestures.

26. I make up new words if I do not know the right ones in English.

27. I read English without looking up every new word.

28. I try to guess what the other person will say next in English.

29. If I can’t think of an English word, I use a word or phrase that means the same things.

Part D

30. I try to find as many ways as I can to use my English.

31. I notice my English mistakes and use that information to help me do better.

32. I pay attention when someone is speaking English.

33. I try to find out how to be a better learner of English.

34. I plan my schedule so I will have enough time to study English.

35. I look for people I can talk to in English.

36. I look for opportunities to read as much as possible in English.

37. I have clear goals for improving my English skills.

38. I think about my progress in learning English.

Part E

39. I try to relax whenever I feel afraid of using English.

40. I encourage myself to speak English even when I am afraid of making a mistake.

41. I give myself a reward or treat when I do well in English.

42. I notice if I am tense or nervous when I am studying or using English.

43. I write down my feelings in a language learning diary.

44. I talk to someone else about how I feel when I am learning English.

Part F

45. If I do not understand something in English, I ask the other person to slow down or say it again.

46. I ask English speakers to correct me when I talk.

47. I practice English with other students.

48. I ask for help from English speakers.

49. I ask questions in English.

50. I try to learn about the culture of English speakers.

Understanding Your Profile Results

Each part of the SILL refers to a group of strategies. The averages you scored on each part will tell you which strategies you need to work more on. Here is a description of each part, and some activities that could help you improve the use of each strategy:

Part A
Memory strategies

Remembering more effectively: Grouping; making associations; placing new words into a context to remember them; using imagery, sounds, sound-and-image combinations, actions, etc. in order to remember new expressions; reviewing in a structured way; going back to review earlier material.

Part B
Cognitive strategies

Using your mental processes: Repeating; practicing with sounds and writing systems; using formulas and patterns; recombining familiar items in new ways; practicing the new language in a variety of authentic situations involving the four skills (listening, reading, speaking, and writing); skimming and scanning to get the idea quickly; using reference resources; taking notes; summarizing; reasoning deductively (applying general rules); analyzing contrastively via comparisons with another language; being cautious about word-for-word translating and direct transfers from another language; looking for language patterns; adjusting your understanding according to new information.

Part C
Compensation strategies

Compensating for missing knowledge: using all possible clues to guess the meaning of what is heard or read in the new language; trying to understand the overall meaning and not necessarily every single word; finding ways to get the message across in speaking or writing despite limited knowledge of the new language; for instance, using gestures, switching to your own language momentarily, using a synonym or description, coining new words.

Part D
Metacognitive strategies

Organizing and evaluating your learning: Overviewing and linking with material you already know; deciding in general to pay attention; deciding to pay attention to specific details; finding out how language learning works; arranging to learn (schedule, environment, notebook); setting goals and objectives; identifying the purpose of a language task; planning for a language task; finding practice opportunities; noticing and learning from your errors; evaluating your progress.

Part E
Affective strategies

Managing your emotions: Lowering your anxiety; encouraging yourself through positive statements; taking risks wisely; rewarding yourself; noting physical stress; keeping a language learning diary; talking with someone about your feelings/attitudes.

Part F
Social strategies

Learning with others: Asking questions for clarification or verification; asking for correction; cooperating with peers; cooperating with proficient users of the new language; developing cultural awareness; becoming aware of other’s thoughts and feelings.

Appendix B: Questionnaire results

Results from questionnaires in Study 1 (9 participants)

About yourself:

1. How long have you been studying English?_______varies 6 –8 years_______________

2. Why do you want to learn English? (You may check more than one option)

__7___ interested in the language
__9___ required by school program

__2___ interested in the culture
__8___ need it for my future career

__5___ have friends who speak it
__8___ need it for travel

__2___ other: “it’s important to be able to speak it”, “I like to watch movies in English”
3. How important is it for you to be able to communicate well in English? (Check one) 

__8__ Very important
__1__ Important
_____ Not so important

4. How would you evaluate your level in English as compared with the proficiency of other students in your class? (Check one)

__1__Excellent
__4__Good

__3__Fair

_____Poor

5. How would you evaluate your level in English as compared with the proficiency of native speakers of the language? (Check one)

_____Excellent
__3__Good

__6__Fair

_____Poor

6. How would you evaluate the proficiency of the entire class as compared with the proficiency of native speakers of the language? (Check one)

_____Excellent
__3__Good

__6__Fair

_____Poor

7. What other languages have you studied? German (8), French (6), Latin (8), Spanish (2)
8. Do you enjoy language learning? (Check one)__5___Yes__3___ More or less _____No

About the language learning strategies:

9. How would you evaluate your knowledge of the strategies at this point? (Check one)

_____Excellent
__3___Good

__2___Fair

__4___Poor

10. Which strategies have you learned now that you did not know before? 

(
Strategies
Specifically… (use letters and numbers from figure 1.4)

3
Memory
For example: placing new words into context, semantic mapping, representing sounds in memory.

3
Cognitive
Formally practicing with sounds and writing systems, recognizing and using formulas and patterns.

4
Compensation


3
Metacognitive


3
Affective
Using music, rewarding yourself

1
Social


11. How often have you been using the strategies in the past month? (explain shortly in which situations / for what purpose you have been using them)

Strategies
Always
Often
Never
Situation

Memory

7

For example in school, work, studying and writing emails.

Cognitive

3
2


Compensation

2
3


Metacognitive

3
2


Affective

4
2


Social

6
1


12. Rate the strategies from 1-6, where 1 is for the strategy which will be most difficult to incorporate in your study plan, and 6 for the strategy you think you would use the most.

Rate
Strategies
Specifically… (use letters and numbers from figure 1.4)

5
Memory


1
Cognitive


3
Compensation


2
Metacognitive


4
Affective


6
Social


13. If the strategies were taught in your English course do you think:


Yes
Maybe
No

…learning would be easier
4
5


…there would be more work for the student
4
3
2

…It would not be possible to cover the entire program
2
5
1

…the strategies would also help in other subjects
7
2


14. Would you like your teacher to include the language learning strategies in the English program next year?

__6___ Yes

__3___No

15. What is your opinion on the learning strategies as tools for teaching and learning?

Positive:

·  “They are good if you learn them from the beginning”

· If you are not already using them, if they don’t come automatically, it would be a great help to learn them, because it makes learning much easier..”.

· “A very good way of structuring your learning” (2).

· “Once you get used to them, they are effective”

· They are good, because you learn faster when (language) is being taught in an exciting rather than a boring way”.

Negative:

·  “Some of it could work, but some of it is much too difficult and takes a long time”.

· “I can’t see the point of using them”

Results from questionnaires in Study 2 (7 participants)

About yourself:

1. How long have you been studying English?_______varies 5 –6 years_______________

2. Why do you want to learn English? (You may check more than one option)

__5___ interested in the language
__3___ required by school program

__3___ interested in the culture
__7___ need it for my future career

__3___ have friends who speak it
__5___ need it for travel

__2___ other: “beautiful language”, “You’re lost without it!”
3. How important is it for you to be able to communicate well in English? (Check one) 

__6__ Very important
__1__ Important
_____ Not so important

4. How would you evaluate your level in English as compared with the proficiency of other students in your class? (Check one)

____Excellent
__7__Good

____Fair

_____Poor

5. How would you evaluate your level in English as compared with the proficiency of native speakers of the language? (Check one)

_____Excellent
__3__Good

__4__Fair

_____Poor

6. How would you evaluate the proficiency of the entire class as compared with the proficiency of native speakers of the language? (Check one)

_____Excellent
__1__Good

__6__Fair

_____Poor

7. What other languages have you studied? German, French, Latin, Spanish, Italian
8. Do you enjoy language learning? (Check one)__6___Yes__1___ More or less _____No

About the language learning strategies:

9. How would you evaluate your knowledge of the strategies at this point? (Check one)

_____Excellent
__2___Good

__5___Fair

_____Poor

10. Which strategies have you learned now that you did not know before? 

(
Strategies
Specifically… 

1
Memory


2
Cognitive
Guessing intelligently, avoiding communication, selecting the topic, adjusting the message, coining words, using a synonym.

3
Compensation


1
Metacognitive


1
Affective
Using music, rewarding yourself

2
Social


11. How often have you been using the strategies in the past month? (explain shortly in which situations / for what purpose you have been using them)

Strategies
Always
Often
Never
Situation

Memory
1
4

For example watching TV, driving lessons, in school, group work, making homework.

Cognitive

3
2


Compensation
1
1
2


Metacognitive

1
3


Affective

4
1


Social
1
4



12. Rate the strategies from 1-6, where 1 is for the strategy which will be most difficult to incorporate in your study plan, and 6 for the strategy you think you would use the most.

Rate
Strategies
Specifically…

2
Memory


6
Cognitive


5
Compensation


3
Metacognitive


4
Affective


1
Social


13. If the strategies were taught in your English course do you think:


Yes
Maybe
No

…learning would be easier
4
2


…there would be more work for the student
3
3


…It would not be possible to cover the entire program
3
2
1

…the strategies would also help in other subjects
4
2


14. Would you like your teacher to include the language learning strategies in the English program next year?

__6___ Yes

__1___No

15. What is your opinion on the learning strategies as tools for teaching and learning?

Positive:

· “Good idea”

· “I have always been doing it this way, ever since primary school, so I like the idea”.

· “Good way of learning English and other languages in secondary school (not primary)”..

· “It is a very good idea, it is motivating and it will make it easier for everybody to speak a language fluidly”.

Negative:

· “Difficult to learn and understand, but very educational”.

· “I think that it takes too long and I would rather continue doing the thing I do now than using the strategies”. 

Theory:


Language learning strategies





Practice:


English at the 


Danish high school





Test:


Can the theory be applied to practice and to what effect?








� In her article “What the ‘good language learner’ can teach us”. TESOL Quarterly (1975) 9(1): 41 - 51


� In his article “What can we learn from the good language learner?” Canadian Modern Language Review (1975) 31(3): 304 - 17


� In their article “The good language learner”. TESL Talk (1975) 6: 58 - 75


� Definition based on the article “The Impact of Strategies-Based Instruction on Speaking a Foreign Language” by Cohen, Andrew D., Susan J. Weaver and Tao-Yuan Li from: Cohen: Strategies in learning and using a second language (1998) 107 - 156. Harlow, Essex: Longman.


� I.e. Oxford (1990), Cohen (1998) and Abraham & Vann (1996). 


� According to  Dr. Joan Rubin in Wenden (1987:15-19)


� “…the degree of precision or accuracy of scores on an instrument (Oxford, 1996: 29)”.


� “…the degree to which an instrument measures what it purports to measure (Oxford, 1996: 30)”.


� See appendix for samples of the print material (the ‘SILL’, ‘Your Profile Results’, and ‘Understanding Your Profile Results’).


� See chapter 2: Background research


� For a sample of the questionnaire, see appendix B, which also includes the students’ answers.


� See Appendix B


� I.e. the Test of English as a Foreign Language (TOEFL), or the English as a Second Language Test (ESLT) for evaluating written proficiency.


� For standardized oral examinations it is possible to use questions and exercises from the Test of Spoken English, or TSE.


� From: Rebecca Oxford Language Learning Strategies. What Every Teacher Should Know, 1990 (p. 290).





10
1. INTRODUCTION

2

