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ABSTRACT

AN INVESTIGATION INTO RELATIONS BETWEEN AUTONOMY AND
LANGUAGE LEARNING STRATEGY USE

Karaslan, Ahmet
Master’s Thesis, Master’s Program in English Language Education

Supervisor: Asst. Prof. Kenan Dikilitag

May 2016 99 pages

This study aimed to explore the relationship between learner autonomy and language
learning strategy use of a group of students taking English lessons at a healthcare
university. To determine the relationship between these two concepts, 190 students
responded a questionnaire consisting of two parts: 1) a questionnaire that identified
participants' strategy preferences and 2) a questionnaire that measured participants’
learner autonomy scores. After collecting the data, quantitative analysis method was
performed via SPSS by conducting ANOVA test and some descriptive statistics. It is
revealed that; a) high-proficient learners had greater autonomy and strategy use
compared to their low-proficient counterparts, however there was no significant
difference in terms of gender and age b) learning strategies are truly efficient in terms
of promoting learner autonomy due to the fact they lead the students to direct and take
control of their own learning in a more aware, efficient and effective sense. Based on
the findings, it is recommended that autonomy should be promoted at universities to
lead learners to become masters of their autonomous learning. In addition, strategy
training could be provided for the students to use strategies effectively and extensive

strategy training can be implemented into English course curriculum and materials.

Keywords: Autonomy, Language Learning Strategies
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OGRENME OZERKLIGIi VE DIL OGRENME STRATEJi KULLANIMI
ARASINDAKI ILISKILER UZERINE BiR INCELEME

Karaslan, Ahmet
Yiiksek Lisans, Ingiliz Dili Egitimi Yiiksek Lisans Programi
Tez Yoneticisi: Yrd. Dog. Dr. Kenan Dikilitag

Mayis 2016, 99 sayfa

Bu ¢alisma bir saglik iiniversitesinde Ingilizce dersleri alan bir grup 6grencinin dgrenen
ozerkligi ve dil 6grenme stratejisi kullanimi arasindaki iligkiyi aragtirmak amaci ile
yapilmustir. Bu iki kavram arasindaki iligkiyi belirlemek i¢in 190 6grenciye iki parcadan
olusan bir anket dagitildi: 1) strateji tercihlerini tespit eden bir anket ve 2) dgrenen
ozerkligi puanlarini 6lgen bir anket. SPSS, ANOVA ve bir takim tanimlayici istatistikler
ile nicel analiz yontemleri uygulandi. Yapilan analizlere gore; a) dil yeterliligi yiiksek
ogrenciler diisiik dil yeterliligine sahip muadillerine gore daha yiiksek o6grenen
ozerkligine ve yiiksek oranda strateji kullanimina sahiplerdir, ancak cinsiyet ve yas
bakimindan ciddi bir farklilik tespit edilmemistir b) 6grenme stratejileri genellikle
ogrenme siirecini daha verimli, etkili ve farkindalikla yonlendirmeye ve kontrol etmeye
yardimci olmasi bakimindan 6grenen 6zerkligini arttirmada son derece faydalidir. Bu
aragtirmanin bulgularina dayanarak, 6grencilerin 6zerklik seviyelerinin artmasi igin
iiniversitelerde 0grenen ozerkliginin desteklenmesi tavsiye edilir. Buna ek olarak,
tiniversite Ogrencilerine uygun stratejileri etkin kullanmalar1 i¢in strateji egitimi
saglanabilir ve akademik yil boyunca Ingilizce dersi miifredatina ve ders gereglerine

yogun bir strateji egitimi programi yerlestirilip uygulanabilir.

Anahtar Sézciikler: Ogrenen otonomisi, Dil Ogrenme Stratejileri
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Chapter 1

Introduction

Over the past decades, the dynamic field of learning and teaching has taken many
steps forward in accordance with the progressions in technology, economy and
political situations in the world. In the field of second language teaching and learning,
research during 1970s and 1980s largely focused on pedagogy rather than on learning
processes. In the 1990s, the research focus shifted to take into account the interaction
between teacher and learner from the perspective of the learner (Brown, 2000). Parallel
to this new approach of interest, theories, strategies and practices of language teaching
and learning, the focus was more directed at the communicative, functional and
individual aspect of language. Similarly, innovative theoretical approaches and
exploratory classroom practices began to emerge across educational disciplines. In the
areas of foreign language teaching, the developing frameworks focused on how
learners process new information and what kinds of strategies they employ to

understand, to learn or to remember the information.

One consequence of the EFL shift is the increased awareness of language
learning strategies (LLS). Oxford (1990) and O'Malley and Chamot (1990), as well as
other, point out that effective learners use a range of different strategies and techniques
to solve difficulties they encounter while acquiring or producing a language. In order
to better comprehend the learning process, it is important for teachers to study the
strategies used by learners in more detail. Wenden (1985) suggests that teachers should
be familiar with their students’ learning strategies, how they approach language
learning and their beliefs and attitudes towards it. Additionally, Cagatay (2000) asserts
if students are conscious of their learning preferences and strategies, there is a better
chance for them to be successful at the assignments. With this in mind, teachers will
be able to give more opportunities for learners to be successful by enabling them to
learn according to their LLS, thus facilitating continuous and effective learning
through the language learning process. In order to accomplish this goal, the meaning

of LLS should be well understood and internalized by language teachers.



Learner autonomy is a fairly recent and complex concept that has challenged
educational specialists in their research studies. Holec (1981) claims autonomy is the
ability to take charge of one's own learning; in other words, to have and hold the
responsibility for all the decision-making processes in terms of learning. Consistent
with Holec, Little (1995) argues that autonomy motivates students to set goals, decide
on the content and process of their own learning, and evaluate their improvement and
achievement. Both Holec’s and Little’s interpretation of autonomy falls into the new
approaches on language learning, the responsibility has shifted from teacher to the
student. In doing so, the learner becomes more involved in his/her own learning
process. In short, an efficient and effective language learning experience involves both

autonomy and strategies.

Thompson (2001) claims that English language instruction in Turkey has been
traditionally authoritarian, meaning the learners expect teaching to be prescriptive
rather than descriptive. Besides students are simply expected to memorize language
and structure. Turkish learners are very familiar with these traditional teaching styles;
however, even more troubling, these less enthusiastic and non-spontaneous practices
have de-motivated students to learn. Further, students tend to rely more on textbooks
and teachers as the sole source of their learning experience. Meanwhile, teachers place
more emphasis on teaching and disregard the dynamic part of the learners. Notions
pertaining to how learners learn, what specific LLS the learners use in their language
learning and their autonomy competency is all but neglected by teachers. This is the
main premise of my research study is to investigate the LLS of learners and their
autonomy in a Turkish context so that teachers will be able to better understand and
help their learners’ achieve their goals. Moreover, this study will contribute to both the
literature and transformation of the current situation of English teaching in Turkey and
further enhance the understanding of the relationship between a student’s learner

autonomy and his/her language learning strategy preferences.

1.1 Statement of the Problem
Today, the significance of teaching and learning a foreign language is increasing

since the global world is becoming more interconnected. Accordingly, as people make



an effort to learn more than one language to communicate with other people around
the world, the number of bilingual people is soaring. Already, it is estimated that more
than half of the world's population speaks two or more languages (or dialects) in daily
life and the numbers are rising day by day. Aligned with this, according to a report
produced in cooperation with the European Commission titled Key Data on Teaching
Languages at School in Europe (2012), the percentage of students enrolled in primary
education in a European school and learning a foreign language rose from 67.5% to
79.2% from 2010 and 2015. Considering the importance of bilingualism, there is a
common belief that the field of language teaching and learning does not pay enough

attention to these growing international trends in Turkey.

Students learning English as a Foreign Language (EFL) in universities and
preparatory classes across Turkey frequently experience difficulties in obtaining
appropriate degrees of English language proficiency. Also, it is commonly observed
that as some students adjust to the learning environment quickly and make progress
effortlessly, the majority face difficulties in language learning. It is the teacher’s
obligation to constantly follow developments to enhance his/her classroom teaching

and strive to learn more about the learning process.

In Turkey, when learners fail to reach adequate levels of language proficiency
in second and higher educational institutions, the “blame game” starts. Educators and
administrators criticize the learners citing their overall lack of discipline, work ethic
and responsibility. On the other hand, parents and learners target the teachers; the
commoditization of learning is very apparent in the arguments from the parents; a
service has been paid for and the outcome (language proficiency) is not working
efficiently. One reason why students are unable to reach a desired level of language
proficiency may be due to the fact that researchers have given little attention to the
relationship between learner autonomy and LLS in language learning. Furthermore,
Yumuk (2002) suggests another reason could be that a teacher’s role in Turkey does

not allow learners to be autonomous in class.



There have been just a handful of studies carried out in Turkish university’s
preparatory classes that examine the teachers understanding of the learners’ LLS use
and its relationship with their autonomy level. In order to expand upon the current
research, my research investigates learning strategies used by students and

demonstrates the correlation between LLS and autonomy.

1.2 Purpose of the Study

This research explores the relationship between learner autonomy and strategy
use of medical university students that are taking English lessons. Two different
questionnaires were administered: 1) a survey that identified participants' strategy
preferences and 2) a survey that measured participants’ learner autonomy scores in
their language learning process. The two different measurements highlight the
importance of the relationship between these two concepts in ELT. This study seeks
to enlighten the often-overlooked importance of the relationship between LLS and

learner autonomy and academic success in language learning.

1.3 Research Questions

This study investigates the following research questions:

1. To what extent is autonomy and LLS related to a) gender, b) age and c)

language proficiency?

2. Does the frequency of direct LLS use increase if autonomy increases?
a. Does the frequency of memory strategy use increase if autonomy
increases?
b. Does the frequency of cognitive strategy use increase if autonomy
increases?
c. Does the frequency of compensation strategy use increase if autonomy

increases?



3. Does the frequency of indirect LLS use increase if autonomy increases?
a. Does the frequency of meta-cognitive Strategy use increase if autonomy
increases?
b. Does the frequency of affective strategy use increase if autonomy
increases?

c. Does the frequency of social strategy use increase if autonomy increases?

4. Does the frequency of indirect LLS use increase if direct LLS use increases?

5. Do indirect LLS play a mediatory role between autonomy and direct LLS?

1.4 Significance of the study

A number of studies have identified and categorized autonomy and LLS using a
variety of techniques, such as classroom observations, interviews, language learning
diaries, detailed questionnaires, etc. Nevertheless, not many studies have examined the
relationship between autonomy and LLS to this extent in Turkey. The results of the
study may offer new insights to students in that they become more aware of their own
language learning. For teachers, it may provide them with clearer ideas on the concepts
of autonomy and LLS. Lastly, for scholars, it will shed some light on the given aspects
of the ELT environment in Turkey as well as proving a modest starting point for further

research.

1.5 Operational Definitions of Terms

Learner Autonomy: To define the learner autonomy, perhaps the most often quoted
definition is Holec’s, who states autonomy as “the ability to take charge of one’s

own learning” (Holec, 1981, p. 3).

Autonomous Learner: Autonomous learner is the one who has acquired the
strategies and knowledge to take some responsibility for his/her language learning

and is willing and self-confident enough to do so (Wenden, 1991:163).



Language Learning Strategies: Oxford (1990:8), is regarded to represent the most
comprehensive definition of learning strategies by stating “They are specific actions
and transferable to new situations that are used by the learners to do easy, faster,

enjoyable, self-directed, effective learning.”

Strategy Inventory for Language Learning (SILL): An inventory investigating
the strategy use of the respondents during learning languages. (Oxford, 1990).

Foreign language achievement: having a degree of proficiency in foreign language

learning by EFL learners.

Curriculum: The curriculum is plan or program of all experiences which the learner

encounters under the direction of a school (Tanner and Tanner, 1995: 158).



Chapter 2

Literature Review

Give a man a fish and he eats for a day. Teach him how to fish and he eats for a
lifetime.
An ancient proverb

(Ozseven 1993: 5)
2.1 Historical Background of Autonomy

Since the dawn of the 18" century, the idea of individual autonomy was central
in European liberal-humanist and liberal-democratic thought and recognized by Kant
as the basis of human dignity (Lindley, 1986). Benson (2001) states that Galileo,
supported the idea of autonomous learning throughout the ages. Galileo proclaimed
that “you cannot teach a man anything; you can only help him find it within himself.”
Likewise, Benson (2001) agrees with Jean Jacques Rousseau’s model learning in terms
of autonomy. He claims a teacher is a permissive person that supports learners, but
also learns with them. Moreover, he firmly believes learners are accountable for their
actions and learn by feeling joy or suffer from their consequences. Citing Dewey,
Benson (2001) asserts, the basis of activities has to be a learner’s own felt needs so
that learning objectives are those of the learners, not the teachers. Benson (2001) draws
a comparison to Carl Rogers, a remarkable psychologist and founder of “client-
centered” therapy, because the teacher is the center in classroom-based approaches

that foster autonomy.

Educator William Kilpatrick contributed to learner autonomy offering “project
method;” an approach where the learners are anticipated to organize, perform and
construct their own learning. Kilpatrick developed four distinctive ways: specific
learning, problem projects, enjoyment projects and construction projects. Benson
(2001) also highlights Freire and Iliich with regard to their perspectives related to
autonomy. Published in the 1881 Yale Faculty Report, President Jeremiah Day (1817-



1846) emphasized every student was responsibility for his/her own education
(Lanham, 1993). Furthermore, Schneewind (1998) discusses the history of autonomy
in terms of numerous aspects throughout history. As it turns out, the term autonomy is

historically much more rooted in students’ learning processes than previously thought.
2.2 Definition of Learner Autonomy

Over the past 30 years, learner autonomy has been a major area of research in
ESL (Borg, 2012). Throughout the literature, it is defined in a variety of ways. The
general viewpoint regarding learner autonomy is that it occurs as a consequence of
learners’ approval of responsibility for their own learning (Benson & Voller, 1997;
Little, 1991). In other words, autonomy needs the learner to take control on his or her
own learning and his or her own role in the process. This control may take various
forms for different learners and even different forms for the same person along with
the contexts or time (Benson, 2001). For example, a learner who exhibits a high degree
of autonomy in one area may be non-autonomous in another. Holec (1981) defines
autonomy as “the ability to take charge of one’s own directed learning.” More recent
definitions have contributed further dimensions to learner autonomy. For example,
Little (2003) proposed learner autonomy as “the practice that autonomy requires
insight, a positive attitude, a capacity for reflection, and a readiness to be proactive in

self- management and in interaction with others.”

Dickinson (1987) states that autonomy is a situation where the learner is
completely responsible for all of the decisions about his or her learning and the
implementation of those decisions. This norm of personal responsibility in monitoring
one’s own development needs, the use of self-assessment as one of the instruments to
control one’s level of knowledge and skills (Gardner, 1999). Thornbury (2006)
believes that learner autonomy is learners’ capability to take responsibility for, and
control of, their own learning, whether in an educational context, or entirely

independent of a teacher or school.

Little (1991) defines autonomy as a capacity for, critical reflection, detachment,

independent action, and decision-making. He points out,



In formal educational contexts, the basis of learner autonomy is acceptance
of responsibility for one’s own learning; the development of learner
autonomy depends on the exercise of that responsibility in a never-ending
effort to understand what one is learning, why one is learning, how one is
learning, and with what degree of success and the effect of learner
autonomy is to remove the barriers that so easily erect themselves between
formal learning and the wider environment in which the learner lives. In
this definition, autonomy is a capacity for a certain range of highly explicit
behavior that embraces both the process and the content of learning (1991,

p. 4).

Benson and Voller (1997) suggest five ways the term autonomy is used for:
a. situations in which learners study completely on their own;

b. a set of skills that can be learned and applied in self-directed learning;

c. an inborn capacity that is suppressed by institutional education;

d. the act of learners’ responsibility for their own learning;

e. for the right of learners to decide the direction of their own learning.

Table 1

Definitions of Autonomy

Cotterall and Crabbe It is the capacity for a certain range of highly explicit behavior

(1999:11) that embraces both the process and the content of learning

Trim (1976:33) Autonomy is an adaptive ability, allowing learners to develop
supportive structures within themselves rather than to have

them erected around them.

Little (1990:7) It is a matter of the learner's psychological reaction to the

process and content of learning

Esch (1996:37) It is an adaptive ability, allowing learners to develop supportive
structures within themselves rather than to have them erected

around them




By examining the definitions above, it is obvious that educators and linguists do
not agree conceptually on the term of learner autonomy. Nevertheless, the
commonality shared in the different interpretations is that learners develop knowledge
on their own and every learner brings his or her own experience and world knowledge
to bear on the target language of the task at hand (Candy, 1991). It is possible to say
that learners are the authors of their own education world. While there are many
different definitions of learner autonomy, it cannot be concluded that the concept of

learner autonomy has been fully understood (Oxford, 2003).
2.3 Importance of Learner Autonomy in Language Learning

The concept of “autonomy” has been the center of attention because it promotes
situations where the learners’ ability to learn is improved. Learning how to learn is a
critical aspect that teachers must bear in mind to keep up with the conditions of the
changing world. Since scholars have different perspectives on this matter, it is not easy
to provide a simple answer to the question, “Why promote learner autonomy in

language classes?”

Benson (2006) argues the need of learner autonomy in terms of the innovations
that have become significant over the last thirty years. In the past three decades, a
rising attention to learner autonomy, self-directed learning, learner centeredness, self-
access systems and individualized learning is observed in SLA literature, which puts

learner autonomy into a critical point in language learning settings.

Crabbe (1993) believes that autonomy has been recognized as a desired aim for
three main reasons: the psychological, the practical, and the philosophical - 1) The
psychological reason is that individuals can learn better when they are in charge of
their own learning; learning is more purposeful and permanent when people take the
responsibility. Besides, learners that are involved in decision making regarding their
education would feel more motivated in their learning and would become effective
learners; 2) Practicality. When the recent conditions and facilities of institutions are
taken into consideration, it would be realistic to expect that a teacher may not
continuously be available to help because of the number of students in classes and

additionally, in the long run, learners will have several teachers in their lives. That is
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why, learners should be able to learn and follow their studies on their own; or learners
might not have enough free time or finance to be a part of educational institutions; and
last, Crabbe (1993) adds, a society might not provide the required facilities to every
member in the area of learning and learners. Under these circumstances, learners
should provide their own learning needs to obtain the knowledge and skills that they
want; and 3) Philosophical. Crabbe (1993) states, people have the right to make their

own choices freely not just in learning a language but also in all other areas.

According to Little (2000), there are two essential ideas behind making learners
autonomous. Firstly, if individuals are occupied with their own learning, there is a
greater possibility they will be more efficient and effective. Moreover, if an individual
is more focused and individualized, what is given in educational contexts is possible
to serve learners' wider agendas. Secondly, if learners are actively dedicated to their
learning, issues surrounding motivation are strengthened. While one might not
constantly feel completely positive regarding all features of their learning, he/she will
have established the attitudinal and reflective resources to tackle short-term

motivational setbacks.

Furthermore, Ellis and Sinclair (1989) highlight the importance and inspiration
of learner autonomy in language classes. They claim that assisting learners who take
on more responsibility for their own learning is helpful because they take charge of
their own learning as they learn the things they are ready to learn. Further, the learners

who are accountable for their own learning can continue learning outside the classes.

To conclude, individuals who are reflectively involved in planning, monitoring
and evaluating their own learning should be highly successful since they are involved
in their learning processes. Thus, individuals should use this “reflective engagement”
(Little, 2000) in implementing the skills and knowledge of the language studied in and

outside of the classes.
2.4 Fostering Autonomy
It is obvious that teachers have an important role in the students’ learning in

several ways. They are usually involved in pedagogical planning, establishing goals
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and objectives, and selecting materials. They may also have some managerial and
organizational duties, such as determining a program of work, material selection that
will be used in the program, and/or determining the pacing and location, etc.
(Dickinson, 1987). As discussed previously, the promotion of learner autonomy
should be an important explicit aim of the language program. As Cotteral (1995) states,
a learner does not become autonomous suddenly, but he or she adopts it out of the
learner’s interaction with the world to which he or she belongs. That is why, educators

have to be patient and aware that it is not possible to acquire autonomy overnight.

According to Nunan (1997) completely autonomous learners are very rare;
however, supporting them to lead autonomy can be done inside a class. To achieve it,
there are two sets of complementary aims required for any language program. The first
set of aims is combined with language content and the second set is combined with the
learning process. Both sets have to be integrated into the curriculum harmoniously,

not alone.

In “Approaches to the Development of Learner Autonomy,” Benson (2001) lists
six approaches that foster learner autonomy; it is widely acknowledged by many

scholars as the most comprehensive one to date.

RESOURCE- BASED
APPROACHES

Independent use of learning
Iesources

CURRICULUM-BASED TECHNOLOGY- BASED
APPROACHES APPROACHES

. Independent use of learning
Control over curriculum P g

decisions technologies

AUTONOMY
CLASSROOM-BASED e LEARNER-BASED
APPROACHES APPROACHES
Control over classroomm Development of autonomous
decisions » . learning skills

TEACHER-BASED
APPROACHES

Focus on teacher roles and
teacher education

Figure 1. Autonomy in language learning and related areas of practice. (Benson 2001,

p. 112)
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The figure above presents the practices linked with the progress of autonomy in

language classes.

2.4.1 Resource-based approaches. In resource-based learning, the
development of autonomy depends on the interaction between learners and their
resources. According to Benson (2001), in self-access centers, learners have the
opportunity to organize their studies, pick the right learning materials, to assess their
own learning and they are free to develop skills of choice by experimenting and
discovering. They operate in a variety of cultural and educational settings and they can
be seen in various forms as facilities in schools, parts of libraries, or language or

computer labs.

Sheerin (1997) believes self-access centers are primarily set up for two main
reasons - pragmatic and ideological. Pragmatic involves individualization; individual
learners have special learning styles, preferences, and certain flaws. Time restraints
and other factors can also restrict learning. In self-access centers there are chances for
affective individualization of learning, and with no scheduled organization, learners

may profit from these places as they wish.

Self-access centers, distance learning and self-instruction offer students the
opportunity for independent studying, but a question surfaces at this point, “Whether
they are adequate in practice to promote autonomy?” Gardner and Miller (1999)
suggest that self-access learning, self-instruction and distance learning might be
autonomous learning systems but they are making little progress in terms of autonomy
and language learning (Benson, 2001). This is partly due to the lack of adequate

support or direction for the utilization of resources.

2.4.2 Technology-based approaches. Technology-based approaches in the
development of autonomy are parallel in many ways to other resource-based
approaches; nevertheless, they differentiate in their emphasis on the technologies
utilized to access resources (Benson, 2001). In the last three decades, various studies
have examined new technologies and the aim of fostering autonomy. Technology
based approaches in the mentioned research are student-produced video, computer-

enhanced interactive video, electronic writing environments, concordance, informal
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CD-ROMs, E-mail language advising, and computer simulations. Computer assisted

language learning (CALL) and the Internet are the widespread technology-based ones.

Warchauer and Healey (1998) state that technology-based approaches are
designed to provide learners individual control over the pace of learning, which is
important in terms of fostering autonomy. Furthermore, internet usage can be worthy
to foster learner autonomy. E-mail messages, online discussions, and web authoring
help learners to promote learner autonomy. According to Benson (2001), the
significance of internet increases significantly, especially in situations where there are

difficulties to achieve a direct communication in class or self-access center.

In summation, because learners are given various chances and the freedom to
develop control and direct their own learning, technology-based approaches are

beneficial in terms of developing learner autonomy (Schwienhorst, 2003).

2.4.3 Learner-based approaches. As discussed above, resource-based and
technology-based approaches to autonomy concentrate on providing opportunities for
learner control. In contrast, learner-based approaches concentrate directly on the
production of behavioral and psychological changes that should allow learners to take
better control over their own learning (Benson, 2001). The principal aim of all
approaches to learner development is to assist learners in becoming “better” language
learners. Benson (2001, p. 143) categorizes the approaches to learner development

under six major headings.

1. Direct advice on LLS, often in the form of self-study books, textbooks
or manuals for independent learners.

2. Training based on “good language learner” research that purposes to
convey insights from observation of strategies used by “successful”
language learners.

3. Training with methods and materials, where learners are expected to
experiment with strategies and find out which one would be best for
them.

4. “Synthetic” approaches drawing on a range of sources.

5. “Integrated” approaches that treat learner as a by-product of language
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learning.

6. Self-directed approaches in which a learner would willingly train
himself through reflection on self-directed learning activities.

In learner-based approaches, LLS are essential skills that a learner needs to have.
It plays an important role in the development of autonomy because it encourages
learners to use their own ways to be successful. It may assist learners in reaching their
language learning goals while at the same time, promoting learner autonomy and self-

direction.

In short, learner-based approaches are effective in developing learner autonomy
because they allow learners to control their own learning (Oxford, 1990; Dickinson,

1995).

2.4.4 Curriculum-based approaches. In curriculum - based approaches,
learners are more actively involved in the decision-making processes that pay close
attention to content and what they are studying. Because the learning process is more
focused and purposeful for learners, their active role in the development supports
effective learning. Parallel to this, Benson (2001) states that learners are expected to
take part in big decisions regarding the content and methods in cooperation with their
teachers. Moreover, because learners develop the control on both cognitive and content
features of learning, they can also modify the content of their learning through the
curriculum guidelines, which is further discussed and supported by the literature on

curriculum - based approaches.

Dam (1995) suggests the structure of curriculum-based approaches entails the
following: course content, selection and use of materials, position of desks and seating
of students, discipline matters, place and pace of the lesson, time, homework tasks
methodology and types of activities, and assessment. On the other hand, Brown (1995)
suggests that learners can be involved in curriculum development if their preferences

are taken into consideration. For example, their;

1. Learning approaches
2. Attitudes toward learning
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. Learning styles

. Strategies used in learning

. Learning Activities

. Patterns of interaction

. Degree of learner control over their own learning
. What constitutes effective teaching

. The nature of effective learning (p. 187)

Neliie JBEN o) SN0, I SR OS]

To wrap up, a learner’s involvement in the decision-making process is
commonly considered to promote learning as it becomes more meaningful and
beneficial for them. Furthermore, because learner involvement provides learners the
sense of ownership of their own learning, they better take charge of it and have the

sense of responsibility for it (Benson, 2001; Little, 1991; Nunan, 2004).

2.4.5 Teacher-based approaches. Teacher-based approaches concentrate on
the role of the teacher and their education in fostering autonomy. These approaches
mostly focus on the teacher’s role on giving more control to language learners.
According to Benson (2001), teacher-based approaches should be discussed under two
properties: 1) the teacher’s role in the practice of promoting learner autonomy; and 2)
the role of teacher education in the practice of promoting learner autonomy. According
to this perspective, the terms that define the roles of the teacher are coordinator, helper,
counselor, consultant, resource, advisor, knower, and facilitator (Benson, 2001).
Voller (1997) highlights only three of the above - facilitator, counselor and resource.
In addition, he thoroughly discusses specific qualities of the roles related with

autonomy in regard to technical and psycho-social support.

Scharle and Szabo (2000) propose three phases that teachers need to consider
while promoting learner autonomy: 1) raising awareness; 2) changing attitudes; and 3)
transferring roles. In the first phase, teachers introduce new perspectives and
experiences to the learners in order to raise their awareness to entice them to govern
their own language learning. In the next phase, teachers encourage learners to practice
skills presented during the first phase, and in doing so, teacher assists students in
getting used to taking more responsibility. In the third and final transferring phase, the

goal is that a significant amount of differences can be observed between the roles of
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teacher and learner due to distinctive exchanges.

Lastly, because teachers are cornerstone of the teaching and learning process,
they are required to focus and receive training on how to encourage fostering

autonomy in learners and to involve learners more actively in learning process.

2.4.6 Classroom-based approaches. Classroom-based approaches essentially
focus on learner control in the planning and evaluation of classroom learning; in
addition, it predicts what is occurring inside the classroom. Classroom based-
approaches to learner autonomy focus on the changes in the interactions between
learners and teachers in the class (Benson, 2001). Students can experience a
collaborative and supportive environment if the teacher practices these approaches
accordingly. So, it is obvious that learner autonomy is promoted in such classes where
students are a part of the decision-making process regarding the learning.
Overwhelmingly, the research presented in which there is learner control over the
planning of class activities have reported positive results in terms of both autonomy
and language learning (Littlejohn, 1983; Fitz- Gibbon & Reay, 1982; McNamara &
Deane, 1995)

After reviewing all proposed approaches that foster learner autonomy in
practice, it can be concluded that no one particular method should be considered best.
On the other hand, if autonomy institutes numerous different aspects of language
learning, it appears to be a culmination of all the stated approaches. Benson (2001)
supports this idea by stating “there is no unique technique or method to promote

autonomy.”

The concept of learner autonomy is discussed to this point. In the following

section, the term of language learning strategies will be elaborated broadly.

2.5 Historical Background of Language Learning Strategies

Educational researchers have studied language learning strategies since the
1960s. Initially, the field of cognitive psychology heavily influenced research in LLS.

In the majority of the research, the main focus was “identifying what good language
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learners report they do to learn a second or foreign language, or, in some cases, are
observed doing while learning a second or foreign language” (Rubin and Wenden
1987:19). In 1966, Aaron Carton published “The Method of Inference in Foreign
Language Study,” an analysis which was the first attempt to explore learner strategies
in which he connected learner variation in language learning to the ability to make

sound and reasonable inferences (Wenden, 1987).

Following Carton, Rubin carried out several empirical studies in the mid-1970s.
She primarily concentrated on observing the learning behaviors of successful learners.
Further, she claimed that by examining what strategies students utilize in the
classroom, teachers will be more enabled to help their less successful learners improve
their performance by adopting learner strategies already recognized as productive.

According to her data, the findings indicated seven characteristics of good language

learners.
1. They are willing and accurate guessers.
2. They have a strong drive to communicate.
3. They are willing to make mistakes in order to learn and communicate.
4. They are willing to make practice.
5. They spend time monitoring own speech and of others.
6. They are attentive to form.
7. They attend to meaning.

Further, Rubin (1981) suggested a classification scheme that divides all LLS into
two forms: strategies that directly affect learning (clarification, practice, inductive and
deductive reasoning and memorization) and others that indirectly contribute to
learning (creating practice opportunities and making use of production tricks like

communication strategies).

In the 1970s, Rubin’s (1975) and Stern’s (1975) studies brought awareness of
the significance of the strategies used by learners in the language learning process.
Since then, the interest in this topic has gradually increased due to the fact that even
with good teachers and methods, learners are the only ones who could truly do the

learning. As Nyikos and Oxford (1993, p.11) declared, “learning begins with the
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learner.” This rise in awareness in the field of language learning strategy research
began to blossom. However, still, defining and classifying language learning strategies
remained a problematic issue. As Ellis O’Malley (1985, p.22) suggested, “There is no
consensus on what constitutes a learning strategy in second language learning or how

these differ from other types of learner activities.”

Stern (1975) created a list of 10 language learning strategies that identified
characteristic of a good learner. He listed “personal learning style” (p.311) as the head.
Moreover, he defined “strategies” as “broadly conceived intentional directions” (1992,
p.261); similar to Nunan’s (1991) definition of style. This varying usage of basic
terminology as accepted by key writers and researchers in the field resulted in

problems regarding classification and definition that still remains.

In 1978, Naiman (1978) conducted a large-scale study based on Rubin’s
speculations examining the strategies that good language learners use. Compared with
other studies in the field, Naiman’s (1978) work proved to be invaluable to the study
of LLS. Naiman’s (1978) most significant contribution is that they developed
descriptions and classifications of five comprehensive categories of LLS; moreover,
they published their findings in “The Good Language Learner.” The majority of the
researchers in the area were involved in making lists of strategies and other features
considered to be essential, that proved a valuable method of exploring how strategies

affect language learning.

In the 1980s, the combination of cognitive psychology and language learning
strategies resulted in great changes in the area of language learning strategies research.
Especially, advances in cognitive psychology inspired much of the research performed
on language learning strategies (Williams and Burden, 1997). Wenden (1982, 1986)
was the first academic who worked on this new dimension - the metacognitive

understanding of LLS. She drew up five areas of metacognitive knowledge:

1. The language

2. Student proficiency

3. Outcome of students’ learning endeavors

4. The student’s role in the language learning process

5. How to best approach the task of language learning. (Rubin, 1987, p.22).
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In the 1980s, O’Malley (1985) investigated LLS usage of beginner and
intermediate students who took English as their L2 (Skehan, 1989). The distinctive
feature of this study was that the greater attention was paid to 9 unique metacognitive
strategies. O’Malley and Chamot suggests “Students without metacognitive
approaches are essentially learners without direction or opportunity to review their

progress, accomplishments, and future directions’” (O’Malley and Chamot, 1990: 8).

Furthermore, they discovered that the use of LLS was correlated to students’
proficiency levels. Further studies were carried out by Huang and Van Naerssen
(1985), Politzer and McGroarty (1985), and Wenden and Rubin (1987). Amongst
these, Wenden’s and Rubin’s comprehensive study on LLS is the most practical and

theoretical.

Much of the LLS research conducted in the 1980s were compiled into two
comprehensive works published in 1990. The first is “Language Learning Strategies”
by Oxford (1990) and the second is “Learning Strategies in Second Language
Acquisition” by O’Malley and Chamot. For language teachers currently working in
the classroom, Oxford’s “Language Learning Strategies” is perhaps the most valuable
guide to learner strategy training because it offers the most thorough and
comprehensive framework of LLS. In addition, it offers a host of learning and
communication strategies utilized by good language learners and practices in
progression of strategy and awareness. Also, Oxford established a questionnaire
strategy inventory for language learning (S.I.L.L). The questionnaire consists of six
parts and combines six language learning strategies classified by Oxford. These
strategies are not openly apparent in the questionnaire, instead they are represented in
50 statements. Researchers in this area have widely used S.I.L.L as a tool to measure
the frequency level of strategy use of learners. Oxford’s studies still provide teachers
with valuable insights into what language learners are required to know and should do

to organize their learning process.
2.6 Definitions of Language Learning Strategies

To date, language learning strategies have been the subject of countless studies

and defined in many different ways. Not surprisingly, no consensus on the definition
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of LLS has been reached. Ellis (1994) addresses this issue by stating LLS as “a

somewhat fuzzy one and not easy to tie down” (Ellis, 1994, p. 529).

Even though defining LLS has not been an easy matter to pinpoint because of

all the different interpretations, all researchers agree on the point that LLS aid learners

in making their language learning process better and helping them to acquire language

more successfully. Definitions taken from the relevant literature is presented in table

2 below.

Table 2

Definitions of Language Learning Strategies

Researcher(s) Definition of LLS

Chamot (1987) “techniques, approaches, or deliberate actions that students
take in order to facilitate the learning and recall of both
linguistic and content area information” (p. 71).

Rubin (1987) “strategies which contribute to the development of the
language system which the learner constructs and affects
learning directly” (p. 22).

Wenden & Rubin  “... any sets of operations, steps, plans, routines used by the

(1987) learner to facilitate the obtaining, storage, retrieval, and use of
information” (p. 19).

Oxford (1989) “behaviors or actions which learners use to make language
learning more successful, self-directed and enjoyable” (p.
235).

Oxford “specific actions, behaviors, steps, or techniques that students

(1992/1993) (often intentionally) use to improve their progress in

developing L2 skills. These strategies can facilitate the
internalization, storage, retrieval, or use of the new language.
Strategies are tools for the self- directed involvement
necessary for developing communicative ability” (p. 18).
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Table 2 (cont’d)

Oxford (1990) “specific actions taken by the learner to make learning easier,
faster, more enjoyable, more self-directed, more effective, and
more transferable to new situations” (p. 8).

O’Malley & “the special thoughts or behaviors that individuals use to help
Chamot (1990) them comprehend, learn, or retain new information” (p. 1)
Stern (1992) “broadly conceived intentional directions and learning

techniques” (p. 261).

Green & Oxford “specific actions or techniques that (learners) use, often
(1995) intentionally, to improve their progress in developing L2
skills” (p. 262).

Cohen (2002) “learners’ conscious and semi-conscious thoughts and
behaviors, having the explicit goal of improving the learner’s
knowledge and understanding of the second language (i.e.
language learning strategies), as well as strategies for using the
language that has been learned or for getting around gaps in
language proficiency (i.e., language use strategies)” (p. 51)

2.7 The Characteristics of Language Learning Strategies

While there is no uniform terminology in defining LLS, when we examine the
learning strategies, it is evident researchers use different terminology when referring
to the strategies. For instance, O’Malley and Chamot (1990) prefer the term “learning
strategies,” whereas Wenden and Rubin (1987) prefer “learner strategies.” Oxford
(1990) uses the term “language learning strategies.” There are a number of basic
characteristics accepted for language learning strategies. According to Oxford (1990),
the aim of LLS is primarily concerned with the development of communicative

competence. Twelve key features of LLS are presented below.

1. LLS contribute to the main goal. The main goal of the strategies is to
contribute to communicative competence. Learning strategies can foster particular
aspects of learners’ communicative competence that are competence; grammatical,

sociolinguistic, strategic competence (Williams, Burden, 1997, p. 151).
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2. LLS allow learners to become more self-directed. Learning is an individual
task and they do not require a teacher to be around at all times to guide and direct

learners what to do outside the formal context of the classroom.

3. LLS expand the role of teachers. Traditionally language teachers are expected
to be an authority, a director, and/or manager etc. LLS suggest teachers to take
initiative as advisers, helpers, guides, facilitators, and/or consultants. Teachers need to
be prepared to diagnose a learner’s issues, recognize their LLS and keep training on
LLS as a critical part of teaching. According to Harmer (1983), “The teacher instructs.
This is where he or she explains exactly what the students should do” (p. 203).

4. LLS are problem oriented. LLS are tools used to tackle problems faced during
the course of language learning, or to meet specific needs of some learners. For
instance, memory strategies are employed to recall lexical information and reasoning

or planning and arranging strategies are employed to control the learning process.

5. LLS are specific actions taken by the learner. They are specific actions taken
by the learners to enhance their learning. These are, for instance, listening to
broadcasts, news and podcasts, asking for directions, taking notes, guessing the

meaning of the word, etc.

6. LLS include many aspects of the learner. Learning strategies are not limited
to cognitive functions that the learner encounters with while studying a foreign
language. Besides cognitive processes like mental processing and manipulation of the
foreign language, strategies also involve metacognitive processes (such as planning,
evaluating, arranging one’s own learning and emotional and social functions like

lowering anxiety, raising self-confidence etc.)

7. Learning strategies support learning both directly and indirectly, involves
direct learning and use of the mental processing and are referred to as direct strategies;
if they support and manage language learning indirectly, such as metacognitive,

affective and social strategies, they are indirect strategies.

8. Learning strategies are not always observable to the human eye. For instance,
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while most properties of co-operating with a learner to accomplish a learning goal are
observable, it would not to be easy to observe a student demonstrating mental
associations. Oxford (1990) claims that teachers often find it difficult to identify

learning strategies their learners use.

9. LLS are often conscious. The majority of strategies are conscious efforts of
students to control their learning but after some amount of use and practice, LLS, just
like any other behavior or skill, may become automatic. At this point, Ellis (1994) puts
forward that if learning strategies become so automatic for the learners that they are
not able to identify them while employing them, learning strategies lose their
significance as strategies and they may be simply referred to as processes. However,
automatic learning that becomes unconscious is usually the most desirable act in

strategy training.

10. LLS can be taught. In comparison to learning styles or personality traits,
learning strategies can be taught. So, strategy training can easily be done and is
considered an essential part of language education. The aim here is to assist learners
to be conscious of the strategies usage in order to distinguish between appropriate and

inappropriate ones.

11. LLS are flexible; that is they are not always found in predictable order or
accurate patterns. According to Williams and Burden (1997), learners exercise the way
they use, combine and sequence strategies. On the other hand, Oxford (1990) suggests
combining strategies in a predictable way occasionally by learners. For instance, in
reading a text, students skim or scan to preview the passage and later they read it

closely by guessing to fill in any gaps, etc.

12. LLS are influenced by different factors. As stated by Oxford (1990), students
who are more conscious, advanced and motivated seem to use a greater range of
appropriate strategies. With regard to the motivated learners, motivation is related to
the way learning strategies are used by learners. Some of these factors may be degree
of awareness, task requirements, learning stage, expectations of teachers, age, sex,
nationality/ethnicity, learning style, personality traits, motivation level, purpose for

learning and the language itself.
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LLS’ list of key features provides us an important view while at the same time,
discussing their characteristics that involve challenging features, like consciousness,
for example. The following section of this thesis addresses the classification of
language learning strategies. Developing communicative competence of language

learners has been the main goal of language learning.

Many scholars in the field of language learning and teaching have classified LLS
in several categories. As described previously, Rubin, the pioneer in the field of LLS
divided it into two parts - cognitive and metacognitive, communication and social
strategies. O’Malley classified LLS into three main categories - metacognitive,
cognitive and socio-affective strategies. Oxford’s model of LLS, which is the most
extensive classification by far today, divided language learning strategies into two
categories — direct and indirect strategies. She assigned memory, cognitive and
compensation strategies as direct strategies and metacognitive, affective and social
strategies as indirect strategies. Ozseven (1993) asserts that when you compare
Rubin’s and Wenden’s inventory on language learning strategies with Oxford’s, the
latter strategies are more contemporary. Tiiz (1995) adds that Oxford’s inventory has
proven to be consistent due to its many applications in different countries around the
world. Most of these efforts to classify LLS reflect more or less the same
categorization without any drastic changes.

As a final note, over the course of my research, I came to a conclusion that
Oxford’s inventory is the most appropriate, convenient and comprehensive for the
purpose of the current study. In the following section, the categorization of various

researchers in LLS will be briefly summarized.

2.8.1 Rubin’s classification of LLS. Rubin, who is one of earliest pioneers in
the field of LLS, divided language learning strategies into two primary categories: 1)
strategies which directly affect learning; and 2) strategies which indirectly affect
learning. The first category includes clarification, verification, monitoring,
memorization, guessing, practice, and inductive and deductive reasoning. For

example, learners repeat sentences, guess the meaning from key words, take notes and
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write them repeatedly, make evaluation between the native and the target language,

and ask questions to check whether they understood properly or not.

The second category involves two subcategories: a) making practice
opportunities; and b) using production tricks, ie., communication strategies. For
example, learners create situations to speak with native speakers and set aside
sufficient time to watch shows and/or listen to podcasts. Thus, learners improve their
English competence. Besides, they produce a variety of circumstances to clarify and
comprehend the meaning. Finally, Rubin’s studies established a foundation for the
evolution of the comprehensive LLS organizations made by Oxford (1990), and later

O’Malley and Chamot.

Table 3

Rubin (1981)’s Classification of LLS

Primary strategy =~ Representative Representative examples

classification secondary strategies

Clarification/verification Asks for an example of how to use
a word or expression, repeats

words to confirm understanding

Strategies that  Monitoring Corrects errors in own /other’s
directly affect pronunciation, vocabulary,
learning spelling, grammar, style.
Memorization Takes notes of new items,

pronounces out loud, finds a
mnemonic, writes items repeatedly
Guessing/inductive Guesses meaning from key words,

inference structures, pictures, context, etc.
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Table 3 (cont’d)

Deductive reasoning Compares native/other language to
target language/Groups words
Looks for rules of co-occurrence

Practice Experiments with new sounds,
Repeats sentences until
pronounced easily,

Listens carefully and imitates

Processes that ~ Creates opportunities Creates situation with native
contribute for practice speaker,
indirectly to Initiates conversation with fellow
learning students,

Spend time in language lab,
listening to TV, etc.

Production tricks Uses circumlocutions, synonyms,
or cognates,
Uses formulaic interaction,

Contextualizes to clarify meaning.

2.8.2 O’Malley and Chamot’s classification of LLS. O’Malley and Chamot
(1990) suggested a more comprehensive schema by dividing previous studies
conducted in the area of LLS into three main categories: metacognitive strategies,

cognitive strategies and social/affective strategies.

Metacognitive strategy is a term that refers to executive skills or strategies that
specifically plan and think about the learning process that is taking place. In addition,
observing a learner’s production and/or comprehension, and evaluating learning after
an activity is finished complete this strategy. Strategies associated with self-
monitoring, self-evaluation, advance organizers, self-management and selective

attention are placed under the metacognitive strategies.
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On the other hand, cognitive Strategies are not just more inadequate to fulfill
specific learning tasks but they are also open to more direct manipulation of the
learning material itself. The most critical cognitive strategies to be considered are
transfer, contextualization, substitution, deduction/induction, elaboration, auditory

representation and repetition.

Social/affective strategies include techniques where learners interact with others
and control themselves to enhance their learning. They are commonly considered to
be applicable to many tasks. Questioning for clarification, rephrasing, self-talk and
cooperation with others to overcome a problem exemplify models of socio-affective

strategies.

This classification of LLS is widely accepted by scholars and researchers. It is
theoretically believed to be supportive for learners to better understand learning

procedures.

Table 4

O'Malley and Chamot’s Taxonomy of LLS
LEARNER STRATEGY DESCRIPTION

1) METACOGNITIVE STRATEGIES

Planning Previewing the organization of a learning task, proposing

strategies for handling and upcoming task

Directed attention Deciding in advance to attend to a learning task

Selective attention Deciding in advance to attend to specific aspects of a learning
task

Self-management Understanding and arranging the conditions enabling one to
learn

Self-monitoring Checking, verifying, and correcting one‘s

performance/comprehension
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Table 4 (cont.d)

Problem identification Explicitly identifying the central point needing resolution in a
task or identifying an aspect of the task.

Self-evaluation Checking outcomes of one‘s own performance

2) COGNITIVE STRATEGIES

Repetition Repeating a word or phrase while performing a language task
Resourcing Using reference sources about the target language
Groupings Ordering, classifying, or labeling materials used in a task
Note taking Writing down key words in abbreviated form
Deduction/Induction Consciously using rules to produce or understand the
language
Substitution Selecting alternative approaches to accomplish a task
Elaboration Relating new information to prior knowledge
Summarization Summarizing information mentally or by writing
Translation Rendering ideas from one language to another
Transfer Using previously acquired linguistic knowledge to

accomplish a task
Inferencing Using information to guess the meanings or usages of

language items

3) SOCIAL AND AFFECTIVE STRATEGIES

Questioning for Asking for clarification, explanation, or verification about the

clarification task or material, asking questions to the self.

Cooperation Working together with peers to solve a problem

Self-talk Reducing anxiety by using mental techniques

Self-reinforcement Providing personal motivation when a task has been
accomplished

Taken from taken from O’Malley and Chamot, 1990:137-139

2.8.3 Oxford's classification of language learning strategies. Among all
existing language learning taxonomies, Oxford (1990) is generally believed to provide
the most comprehensive, extensive, and systematic framework that arranges specific

strategies into a hierarchy of levels. Oxford (1990) sees the aim of language learning
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strategies as being oriented towards the broad goal of communicative competence. She
firmly believes the development of communicative competence is developed through
strategies. Oxford's taxonomy involves two main LLS categories - the direct and
indirect strategies (Figures 2 and 3). Direct strategies are behaviors that directly
facilitate the learning of a language. Oxford (1990) states that they are similar in ways
that actors perform on a stage in a play, while she associates the indirect strategies to
the director of the play. When the performers deal with the language, they also deal
with the director who is responsible for supporting, planning, assisting, improving and

encouraging the actors.

Direct strategies are separated into three subcategories: Memory, Cognitive and

Compensation Strategies.

Memory Strategies: In early historical periods, people used memory strategies
to remember practical information such as weather, farming techniques or the date of
their birth. In more recent history, “the mind is such a powerful mechanism that it can
store trillions of bits of information; however, only part of it is used when memory

strategies help the learner” (Saltuk 2001: 30-31).

According to Oxford, (1990, p.39, 40) memory strategies are generally used to

link the verbal with the visual and this is beneficial for four reasons:

1. The mind’s capacity for storage of visual information exceeds its capacity
for verbal material.

2. The most efficiently packaged chunks of information are transferred to long-
term memory through visual images

3. Visual images might be the most effective means to aid recall of verbal
material.

4. Visual learning is preferred by a large proportion of learners.

Compensation Strategies: These strategies help learners to tackle knowledge
gaps and difficulties to stay in communication. Their purpose is to make up for a
limited range of grammar and vocabulary. When learners are faced with unknown

expressions, they utilize guessing strategies, in other words, they make inferences.
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When they do not know the meanings of all words, they use a variety of linguistic or
non-linguistic clues to guess the meaning. Ten strategies are arranged into strategies

of guessing intelligently and tackling limitations in speaking and writing.

Direct Strategies: Memory, Cognitive, and Compensation Strategies

1. Grouping
A. Creating mental <2. Associating/elaborating

linkages 3. Placing new words into a context
o 1. Using imagery
I. Memory B. Applying images 2. Semantic mapping
strategies and sounds 3. Using keywords

4. Representing sounds in memory

C. Reviewing well 1. Structured viewing

. . 1. Using physical response or sensation
D. Employing action—=—"_ 2. Using mechanical techniques

Coining words
Using a circumlocution or synonym

1. Repeating
A. Practicing 2. Formally practicing with sounds and writing systems
3. Recognizing and using formulas and patterns
Il. Cognitive 4. Recombining
strategies 5. Practicing naturalistically
B. Receiving and 1. Getting the idea quickly
sending messages 2. Using resources for receiving and sending messages
1. Reasoning deductively
C. Analyzing and 2. Analyz!ng expressions
. 3. Analyzing contrastively (across languages)
reasoning .
4. Translating
5. Transferring
D. Creating structure ; ;akmg notes
for input and output - Summarizing
3. Highlighting
A. Guessing 1. Using linguisitic clues
1. Compensation intelligently 2. Using other clues
strategies 1. Switching to the mother tongue
2. Getting help
. 3. Using mime or gesture
B. Qv?rcpmlng 4. Avoiding communication partially or totally
!‘"‘"a"of‘s 5. Selecting the topic
n ?Peak'“g and 6. Adjusting or approximating the message
writing 7.
8.

Figure 2. Oxford's classification system of direct strategies.

Cognitive Strategies: These strategies are some of the most popular strategies
utilized by learners. In particular, “practicing, receiving, sending messages, analyzing

and reasoning, and creating structure for input and output” (Saltuk 2001: 28-29). They

31



are not only utilized for mentally processing the language to receive and send
messages, but also for reasoning and analyzing. They are structured for both input and
output. On the other hand, the excessive use of these cognitive strategies may result in
making mistakes when learners generalize the rules they have learned with no
questioning, or when learners transfer expressions between languages, mostly from L1

to the target language (Oxford 1990).

Indirect strategies are also separated into three subcategories: Metacognitive,

Affective and Social Strategies. According to Oxford,

...indirect strategies work best when used in combination with direct
strategies. By definition, direct strategies involve the new language
directly, whereas indirect strategies provide indirect support for
language learning through focusing, planning, evaluating, seeking
opportunities, controlling anxiety, increasing cooperation and
empathy, and other means (1990, p.151)

Metacognitive Strategies: They are described as behaviors used for centering,
arranging, planning, and evaluating one’s learning. “Beyond the cognitive” strategies
are implemented to give “executive control over the learning process” (Oxford and
Crookall, 1989, p. 404). These strategies provide guidance for the learners that are
generally “overwhelmed by too much unfamiliar vocabulary, confusing rules,

different writing systems, seemingly inexplicable social customs, and non-traditional

instructional approaches” (Oxford, 1990, p.136).

Affective Strategies: These strategies are associated with emotions, motivations
and values. Since people experience positive and negative emotions and attitudes in
all aspects of their lives, affective factors play a key role in language learning. Oxford
and Crookall (1989) describe these strategies as techniques like self-reinforcement and
positive self-talk that help learners gain better control over their emotions, motivations

and attitudes related to the language learning process.

Social Strategies: They are critical in the process of language learning as
language is used between people to communicate. Therefore, practice is made possible
by having learners interact in diverse environments. Co-operating with others, asking

questions, and empathizing with other people are the three subcategories involved in
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social strategies.

Indirect Strategies: Metacognitive, Affective, and Social Strategies
8 8 8
1. Overview and linking with already known material
A. Centering YO% 2. Paying attention
I. Metacognitive learning 3. Delaying speech production to focus on listening
strategies . 1. Finding out about language learning
B. Arranging and 2. Organizing
planning ) 3. Setting goals and objectives
your learning 4. Identifying the purpose of a language task (purposeful
listening/reading/speaking/writing)
5. Planning for a language task
6. Seeking practice opportunities
C. Evaluating 1. Self-monitoring
your learning< 2. Self-evaluating
) 1. Using progressive relaxation, deep breathing, or
A. Lowering meditation
yaus 2. Using music
Anxiety 3. Using laughter
I 3::‘:2";; . 1. Making positive statements
8 B. Encouraging é 2. Taking risks wisely
yourself 3. Rewarding yourself
) 1. Listening to your body
C. Taking your 2. Using a checklist
emotional 3. Writing a language learning diary
temperature 4. Discussing your feelings with someone else
A. Asking 1. Asking for clarification or verification
WL Socisl questions < 2. Asking for correction
strategies B. Cooperating 1. Cooperating with others
with others 4 2. Cooperating with proficient users of the new language
C. Empathizing 1. Developing cultural understanding
with others _ 2. Becoming aware of others' thoughts and feelings

Figure 3. Oxford’s classification system of indirect strategies.

Based on the framework explained above, Oxford (1990) established an
inventory termed as the Strategy Inventory for Language Learning (SILL) to collect

data about language learning strategies. More information regarding the inventory is
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given in chapter 3.

Oxford’s classification scheme is detailed, elaborate and systematic. Her
classification is more functional compared with others and has provided language
teachers with valuable insights in what language learners require to know and should
do to organize and control their learning. Learners might have a better understanding
in the learning stages and learning strategies more directly and may be more likely to
choose the strategies they require with better self-assurance. Hence, this classification

is embraced to serve as the basis for the current study.
2.9 Learner Autonomy and Language Learning Strategies

Learner strategies are undoubtedly central elements in the realization of learner
autonomy and research on autonomy should include the study on learning strategies
due to the fact that they are mainly linked with learners’ selection. Many scholars in
the area of language learner autonomy label learning strategies as relevant or even
crucial (Cotterall, 1995; Little, 2000; Littlewood, 1996; Wenden, 1991). In meaning,
LLS use includes consciousness, awareness, and intentionality to some extent (Cohen,

2003).

Because the conscious or semi-conscious and purposeful use of strategies
includes control over learning to some extent, research on the behavior of autonomous
learner allures insights from research on learning strategies. To control one’s own
learning learners require understanding their own learning processes, require being
able to make informed choices regarding their learning paths, and require to be
proactive in organizing and addressing their own learning. All mentioned properties
of control needs students to be able to use effective LLS. Wenden (1991) highlights
the connection between autonomy and learning strategies by underlining the necessity
to include strategy training into plans to develop learner autonomy. She calls the
autonomous learner as the ‘‘one who has acquired the strategies and knowledge to take
some responsibility for his/her language learning and is willing and self-confident

enough to do so’” (Wenden, 1991, p. 163).
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According to Vygotsky, the aim of learning is to progress an individual to an
independent, self- regulated (autonomous), and a problem-solving one. This may
happen only by the assistance of “more capable others” who help the learner. This help
is metaphorically acknowledged as scaffolding. When the time is right and the
structure requires less and less external support or scaffolding, then, it is slowly
disconnected. The idea of scaffolding is meant to remember the significance of the

“social” part of “social cognition.”

Consistent with the mentioned scholars above, Chamot (2001) states the reason
why learning strategies are critical during the course of fostering learner autonomy

under the two main reasons.

First one is that language learning process involving cognitive, social and
affective processes can be better comprehended if the current strategies of learners are
revealed. The second reason is that classifying the strategy profile of L2 students can
offer valuable insight for training less successful students who are believed to lack the
awareness of strategy use in the learning process. Wenden (1987) discusses that
learning strategies can assist students in comprehending the nature of a language and
then fundamentals of the language learning process. Learning strategies can assist
students in organizing the content of their own learning, in shaping the techniques and
methods that will be used and in self-evaluating the learning process and learning

experiences.

To assist students to adopt better control on their own learning, it is important to
support them to become aware of and recognize the strategies that they already practice
or would possibly use (Holmes and Ramos, 1991). Learning strategies are one group
of learner training content that should involve planning to help students become more
autonomous (Wenden, 1991). Learning strategies can assist students to observe and
self-evaluate their L2 learning performance and transfer effective learning strategies

to new learning contexts, too (Cohen, 1998).
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To conclude from what is stated above to this point, learning strategies are truly
efficient in terms of promoting learner autonomy owing to the fact they usually lead
the students to direct and take control of their own learning process in a more aware,

efficient and effective sense.

2.10 Summary of Literature Review

In this chapter, the literature on the theory of learner autonomy and language
learning strategies were reviewed. The definitions of learner autonomy along with LLS
and various perspectives on the understanding of the concepts with the applicability of
them were discussed. In short, the use of autonomy and strategy are considered as

highly crucial for foreign language achievement.
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Chapter 3

Methodology

This chapter details the methodological approach with regards to the design of
this study. Participants, universe, data collection procedure, and data analysis are

explained in this part of the paper.

3.1 Research Design

The purpose of the study is to investigate the correlation between students’
learner autonomy and their language learning strategy preferences. The researcher did
not implement any experiments or manipulate data in any way; data were only
collected using the questionnaires. Moreover, this study is descriptive and inferential;
the findings are based on survey research that predict important factors on considerable
variables and assertions about the participants. Descriptive statistics were analyzed to

investigate the relationship between learner autonomy and LLS.

Furthermore, this research is a quantitative study; data were collected using two
questionnaires. The questionnaire is designed to find out students’ preferences of
language learning strategies and their level of learner autonomy. The participants are
EFL students from a private university, thus taking young adult learners into focus.
Lastly, there is a descriptive aspect to the research; from the data collected, specific
variables will be ranked and correlated with demographic data to discover any

significant relationships, if any.

3.2 Universe and Participants

The study consists of 190 students enrolled in a medical school in Izmir. The
majority of the students represented in the study are from the Department of
Physiotherapy (30.5 %), followed by Nursing (26.8%), Medicine (24.7%) and
Dentistry (8.9%). The participants’ English proficiency levels vary; they were selected
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by using a convenience sampling technique. The majority of the participants
represented in the sample are from IELTS 3-4 level (36.3%) followed by KET levels
at 28.9%. PET level students represent 20.5% of the sample population while IELTS
4-5 level are the least represented at 14.2%. The mother tongue of the learners is

Turkish; their social and economic backgrounds are similarly represented.

The range of the participants’ ages are from 18 to 23. The average age of
participants is 19.8; the median age is 19. In addition, 26.8% of the population are aged
18 and 24.2% are aged between 19 and 20. These figures assist in evaluating the results
of the questionnaire as the range amongst age groups is not that great since the

university students are in their first three years of education.

As table 7 illustrates, there is not an equal distribution among the respondents in
terms of gender. While 22.6% of the respondents are male, the remaining 77.4% are
female participants. A homogenous sample regarding gender is not attained but it is

expected not to create any limitations in the results in terms of gender.

The institution where the current study is carried out is a “branch university” of
a larger institution that mainly offers degrees in the areas of medicine; for example,
the Faculty of Medicine, the Faculty of Dentistry and the Faculty of Health Sciences.
During the admission process, students must take an English proficiency exam. This
exam is carried out to assess the students’ existing competence in English. Students
who do not achieve a certain score are required to attend a 4-year English Language
Training Program (800 hours in total) in addition to their curriculum courses for at
least one semester or until they have scored satisfactory on the proficiency exam. Here,
one of the main aims is to prepare the students for international examinations they

might take following graduation (PLAB, USMLE, TOEFL, etc.).

The English Language Training Program is composed of four components -
integrated skills, listening, speaking and an extensive reading course. Among these,
one of the most critical is Integrated Skills, a course students attend four hours a week.
The next important course is a Listening and Speaking course that students take one

hour each week. In Extensive Reading, students study previously assigned reading
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passages, next, the assigned teachers spend 5 minutes with each student asking direct
questions from the reading passages to assess student comprehension and score their
performances.

Table 5

Sample distribution according to the students’ departments

Departments Frequency Percent  Valid Cumulative
Percent Percent
Dentistry 17 8.9 8.9 8.9
Physiothr. 58 30.5 30.5 39.5
Nursing 51 26.8 26.8 66.3
Medicine 47 24.7 24.7 91.1
Nutrition 17 8.9 8.9
Table 6
Sample distribution according to the students’ levels
Level Frequency Percent  Valid Cumulative
Percent Percent
KET 55 28.9 28.9 28.9
PET 39 20.5 20.5 49.5
IELTS 3-4 69 36.3 36.3 85.8
IELTS 4-5 27 14.2 14.2 100.0
Total 190 100.0 100.0
Table 7
Sample distribution according to gender of the students
Gender  Frequency Percent Valid Cumulative
Percent Percent
Male 43 22.6 22.6 22.6
Female 147 77.4 77.4 100.0
Total 190 100.0 100.0

3.3.1 Sampling. The target population of the study included students at a medical

university in Izmir. The population was so large that it would be challenging to access
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all the students at the institution. Therefore, convenience sampling techniques were
used because the participants were chosen according to their convenient accessibility
and proximity to the teachers. The convenience sampling technique is widely regarded
as a fast, inexpensive, and easy method to obtain a representative sample of a

population by many scholars. Gall, Borg, and Gall (1996) declare,

Researchers often need to select a convenience sample or face the
possibility that they will be unable to do the study. Although a sample
randomly drawn from a population is more desirable, it usually is better
to do a study with a convenience sample than to do no study at all --
assuming, of course, that the sample suits the purpose of the study (p.
228).
While sampling, it was essential that the selected sample was representative of
the target population, thus it was made sure there were participants from every
department at the university. There were 190 participants sampled in the study and the

response rate of the questionnaire was 100%.

3.3.2 Sources of data. Two survey instruments were used to collect the data for
this study: a) a questionnaire on Autonomy; and b) a questionnaire on LLS. Before
administering the questionnaire to the students, they were combined into one. In
addition, a demographic section was added. So, the questionnaire included three parts:
a) demographic information such as gender, age, major and their level of English; b)
Autonomy Inventory about language learning (Dafei, 2007; Zhang and Li, 2004); and
c) Strategy Inventory for Language Learning (Oxford, 1990). Below are brief

descriptions of both questionnaires.

1. LLS Questionnaire: In order to measure usage of strategy, Oxford's (1990)
Strategy Inventory for Language Learning (SILL) was utilized in this study. The SILL
was devised by Rebecca Oxford (1990) as an instrument for assessing the frequency
of use of language learning strategies by language learners. There are two versions:
one for native speakers of English (80 items) and the other one is for learners of
English as a second or foreign language (50 items). Excluding personal details
including age, gender, major and level of English, the questionnaire includes six parts,

separately covering six major LLS grouped by Oxford. These strategies were not
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explicitly indicated in the questionnaire but were embodied in 50 statements. Part A
consists of nine items about memory strategies; Part B involves 14 items of cognitive
strategies; Part C contains six items of compensation strategies; Part D covers nine
statements regarding use of metacognitive strategies; Part E involves six items
regarding affective strategies; and Part F includes six items regarding social strategies.

(These strategies are thoroughly examined in the literature review)

Students responded over a five-point Likert scale, selections for responses
included: 1) Never, or almost never true of me; 2) Usually not true of me; 3)
Sometimes true of me; 4) Usually true of me; 5) Always or almost completely true of

me. Consequently, higher score indicates students’ frequency in utilizing the strategy.

In Oxford’s SILL, the total average illustrates how frequently a student tends to
use LLS. The frequency of strategy use is divided into three levels—high, medium and
low. The high level involves two sub-levels. An average ranging from 4.5 to 5.0 shows
that a student always or almost always uses LLS; and an average ranging from 3.5 to
4.4 suggests that a student generally uses LLS. The total average score of the medium
level is from 2.5 to 3.4 reveals that a student sometimes uses strategies. The low level
involves two sub-levels, too. An average ranging from 1.5 to 2.4 shows that a student
generally does not use learning strategies; and an average ranging from 1.0 to 1.4
reveals that a student never or almost never uses learning strategies. The averages for
every part of the questionnaire reveal which groups of strategies the students have a

tendency to use most frequently.
2. Questionnaire to investigate the learner autonomy of the participants;

In order to measure the degree of participants’ autonomy in language learning,
the researcher administered a questionnaire designed by Zhang and Li (2004), a survey
instrument that is highly valid and reliable. The questionnaire is originally composed
of three main parts: 11 close-ended items with Likert scale choices and 5 open-ended
questions for instructors (see Appendix A). Participants were instructed to answer each
item on a five-point Likert scale (1=never, 2=seldom, 3=occasionally, 4=often,
S5=always). For the current study, only the first part of the questionnaire was

administrated since interviewing with two instructors would not significantly benefit
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this paper. In order to turn the participants’ selected choices into scores, the choices

A, B, C, D and E are numbered one, two, three, four and five, respectively.

There are several reasons for selecting this questionnaire for my study. Firstly,
out of all the different types of questionnaires reviewed that measure the current aspect
of the learners concerning their degree of autonomy during language learning, this one
was the most suitable one. Since this questionnaire was administrated during the end
of the school year, there was no time to employ a long-term study. Lastly, and perhaps
most importantly, another preference as to why this questionnaire was the most
suitable was because the statements in the questionnaire “were revised and predicted
on the foundation of the learning strategies classified by Oxford (1990, p. 17), Wenden
(1998, p. 34-52) and O’Malley and Chamot (1990)” (as cited in Dafei, 2007).

3.3.3 Data collection procedures. The data for the study was collected by
means of the answers given to the questions and statements of the questionnaire (See
Appendix A). The statements were translated into Turkish by the researcher himself
and tested by a Turkish linguist and a translator paying attention that the statements

reserved their true meaning and that the translation was clearly understood.

Questionnaires were distributed to 190 students during their regular English
classes. Before the questionnaire was administrated, consent was obtained from the
Director. In addition, the subjects were informed that their participation was entirely
voluntary, that their responses would be confidential, that their participation would
contribute to a Master's Degree Study, and that it would not be used for other purposes

nor affect the students’ grades or anyone’s opinion related to their performances.

Before the questionnaires were handed out to students, a thorough explanation
detailing the aims of the study were stated. Participants were informed that there were
no right or wrong responses to any of the items in the questionnaire and that they
needed to answer each honestly. The participants were able to ask questions and to
request support while they were answering the questions. When needed, the teachers
provided further explanations of the statements. The students were given about 20

minutes to finish the questionnaire in class.
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3.3.4 Data analysis procedures. The data collected using the two questionnaires
was quantitative. Each answer was assigned a numerical value to calculate frequencies,
percentages, and the mean average to analyze the data. “Never, or almost never true
of me” stood for one point, “Usually not true of me” stood for two points, “Sometimes
true of me” stood for three points, “Usually true of me” stood for four points, and

“Always or almost completely true of me” stood for five points.

After gathering the open questionnaire responses, in order to analyze the data,
the Statistical Package for Social Science (SPSS) was used. The relationship between
the two concepts (learner autonomy and LLS) was investigated using Structural
Equation Modeling (SEM). SEM refers to a set of mathematical models, computer
algorithms, and statistical methods that fit networks of constructs to data (Kaplan
2007). Another tool that was used is #-statistic. The two sample t-statistic simply tests
whether or not the mean values of two independent populations are statistically
different. Descriptive and statistical techniques were utilized to demonstrate the data,

draw conclusions and discuss under each research question in the following chapter.

3.3.5 Validity and reliability. The questionnaire on learner autonomy and the
LLS was designed in accordance with the objectives of the present study.
Confirmatory Factor Analysis (CFA) was utilized to check the reliability of the scales
used in the questionnaire. In other words, the validity of the items in the scales was
checked. If the items were not valid, they were removed from the scale. CFA was used
once again and the scale was revised and finalized. Additionally, to test the reliability

of the questionnaire Cronbach-alpha values were calculated.

Each item was checked in accordance to CFA and Corrected Item-Total
Correlation to calculate whether there were any negative values or need for revisions.
After finalizing the scales, none of the items showed signs of negative correlations;
hence there were no items that would result in a significant rise in terms of reliability
if removed from the scale. The average scale of the questions were investigated using
Hotelling's T-Squared to determine whether they were equal to each other. It was
found to be statistically significant in all dimensions. Consequently, each question in

the scale is essential to assess the different characteristics of the participants.
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Reliability calculation of the autonomy questionnaire and some descriptive results are

given in table 8.

The Cronbach-alpha value of the autonomy questionnaire measured 0.766 —
indicating a high level of reliability. Additionally, the average of all items (Grand
Mean) was calculated and found to be 3.308.

Table 8

Reliability calculation of the Autonomy questionnaire

Items Mean Standard Corrected Cronbach's

Deviation Item-Total Alpha if Item

Correlation is Deleted
01 3.57 .887 503 735
03 2.60 .890 505 735
04 3.39 .846 445 745
07 3.23 1.047 325 770
08 3.08 961 465 742
09 3.34 1.010 444 746
010 3.79 .847 582 723
Ol11 3.46 .858 498 137

Autonomy: Cronbach's Alpha=.766 Item Means=3.308 Item

Variances=.848

The reliability of the direct strategies was also investigated by Cronbach's Alpha
statistics. The scale of direct strategies consists of three dimensions. All dimensions
were examined independently and the results are reported in table 9. According to table
9, items related with cognitive strategies had the highest reliability while the lowest
one was 0.765. When calculated as a whole, direct strategies’ reliability coefficient

was calculated as 0.924, and the average was 3.057.

The reliability of indirect strategies was also investigated by Cronbach's Alpha

statistics. Indirect strategies are composed of three sub-dimensions. Each was analyzed
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and the results are given in table 10. In table 10 items related with meta-cognitive
strategies had the highest reliability coefficient of 0.852 while the lowest one was
social strategies with 0.732. Indirect strategy scales were found to be reliable. When
calculated as a whole, indirect strategies’ reliability coefficient was calculated as

0.913, and the average mean was 3.027.

Table 9

Reliability Analysis of Direct strategies and Some Descriptive Results

Items Mean Standard Items Mean Standard
Deviation Deviation
Memory: Alpha=.784 Cognitive: Alpha=.876
Item Means=3.12 Item Means=2.877
Item Var.=1.053 Item Var.=1.24
M1 3.61 907 COGl  2.86 1.148
M2 3.09 1.027 COG2 3.54 1.072
M3 3.05 1.179 CoG3 213 1.152
M4 3.31 .994 CcoG4 274 1.055
M7 2.52 1.167 COGs 251 1.242
M8 2.63 1.003 COG6  3.68 1.077
M9 3.64 .867 COG8  2.53 1.042
Compensation. Alpha=.765 COGY9 348 1,058

Item Means=3.437
Item Var.=1.207

COM1 3.28 1.089 Cogl0  3.06 1.148
COM2 3.77 1.074 Cogll  3.36 1.039
COM3 3.53 1.087 Cogl2  2.67 1.107
COMS5 2.88 1.203 Cogl3 257 1.119
COM6 3.73 1.033 Cogld 227 1.185

Dornyei (2007) states, “just like theatre performances, a research study should

address rehearsal to ensure the high quality (reliability and validity) of the outcomes
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in the specific context” (p. 75). To conclude, it is sufficing to say that the statistical

findings for reliability statistics are at an acceptable level.

Table 10

Reliability Analysis of Indirect Strategies and Some Descriptive Results

Items Mean Standard Items Mean Standard
Deviation Deviation

Meta-Cognitive :Alpha=.852 AF .4 2.95 1.165
Item Means=2.816

Item Var.=1.3

MCGI1 3.00 1.094 AF.5 1.56 1.081
MCG5 2.55 1.198 AF.6 2.81 1.245
MCG6 2.67 1.200 Social. Alpha=.732

Item Means=3.306
Item Var.=1.22

MCG7 2.61 1.087 SOC1  4.03 .866
MCGS8 3.26 1.118 SOC2  3.21 1.206
Affective. Alpha=.795 SOC4  3.28 1.075

Item Means=2.606

Item Var.=1.355
AF.2 2.98 1.173 SOC5  3.12 1.029
AF.3 2.73 1.150 SOC6  2.89 1.297

3.4 Limitations

There are two limitations that need to be addressed about the current study. The
nature of this study is limited to the data collected from 190 students studying at a
medical university in Izmir. Having 190 participants were found to be statistically
relevant for broad generalizations about the relationship between autonomy and
language learning strategies of participants and their language levels, academic
achievement and gender. However, the students were admitted to this university based

upon high scores received on a national entrance exam administered by Turkey’s
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Ministry of Education. Thus, many teachers feel that because of the competitive and
rigorous university admission procedures, the students would already have high levels
of cognitive and metacognitive skills. Because of this, it can be difficult to generalize

the results in different groups of students in other educational settings.

The data was collected from 190 students enrolled at a medical university in
Turkey. So, the results of the research are valid for non-native learners of English in
the context of Turkey. Furthermore, the results reflect the data of mostly female
participants since the study was conducted at a medical university that is female -
dominant. In addition, although the participants report to have autonomy and use of
some strategies, it is hard to identify whether they are really using them or not. Bearing

these issues in mind, findings should still reflect some aspects of the issues in question.
3.5 Delimitations

Delimitations are the characteristics that limit the scope and define the
boundaries of the study. Delimiting factors can include the choice of objectives, the
research questions, variables of interest, theoretical perspectives that the researcher
implemented (as opposed to what would have been implemented), and the population
you choose to study. There is a population of international students at the institution
where the data was collected. In order to better serve its purpose, in this study, the
researcher only sought participants who were Turkish or who has studied K through

12 in Turkey.

Another delimitation is that the researcher chose to include only closed-ended
Likert-scale responses in the questionnaire and chose not to integrate other research
methods like think- aloud protocols or interviews. The reasoning behind this decision
is that including other measures would have made people unwilling to take and
complete the questionnaire. So it can also be said that having additional methods

would have influenced the reliability of the data in a negative way.
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In this chapter the analyses of the results of the two-part questionnaires on
learner autonomy and LLS is presented. The data was interpreted in relation to the

research questions formulated for the research and the aim in this chapter was to

Chapter 4

Results

examine the answers for the research questions.

4.1 Research Question 1: To what extent is autonomy and LLS related to

a. Gender

By using Independent Samples t test, it was investigated to see whether there is
a significant difference between students in terms of gender from a statistical point.

There were no significant differences in all components for statistical purposes. The

results obtained are given in table 11.

Table 11

Differences by Gender

Standard
Components Sex N  Mean o t )4
Deviation
Male 43 34186 .69430
AUTONOMY 1.459 .146
Female 147 3.2755 .52300
Male 43 3.0930 .77490
MEMORY -299 765
Female 147 3.1283 .64924
Male 43  3.0179 .75646
COGNITIVE 1.499 136
Female 147 2.8352 .68725
Male 43  3.4465 80456
COMPENS. .091 .927
Female 147 3.4340 .78666
META- Male 43 3.0279 1.04524
1.759 .080
COGNITIVE Female 147 2.7537 .85209
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Table 11 (cont.d)

Male
AFFECTIVE
Female
Male
SOCIAL
Female
Male
DIRECT STR.
Female
INDIRECT Male
STR. Female

43
147
43
147
43
147
43
147

2.9721
2.9565
3.3907
3.2816
3.1858
3.1325
3.1302
2.9973

1.00530

.100
.86405
94612

701
70837
70996

475
62820
.89902

1.008
71649

920

486

635

315

To what extent is autonomy and LLS related to

b. Age

By utilizing ANOVA (One Way Analysis Variance), the researcher

investigated to see whether there is a significant difference between students’ ages and

their scores from a statistical point. There was no statistically significant difference in

components of Autonomy, Memory, Compensation, Affective, Direct Strategies. The

results obtained are given in table 12.

Table 12
Differences by Age
Components Age N Mean Star‘ldaTrd F p
Deviation
18 54  3.4468 55191 1.902 .112
19 46  3.2609 .50057
AUTONOMY 20 46  3.1766 57105
21 26 3.4087 .61903
22 + 18  3.2014 63179
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Table 12 (cont.d)

Total 190  3.3079 56747
18 54 3.1984 .65578 1.206 310
19 46  3.1460 48139
20 46 2.9565 76004

MEMORY
21 26 3.2582 78456
22 + 18  3.0397 76666
Total 190 3.1203 .67769
18 54 3.5333 .80938 1.636 .167
19 46  3.4696 77656
20 46  3.2565 81613
COMPENSATION
21 26 3.6462 13170
22 + 18 3.2222 69921
Total 190  3.4368 78862
18 54  3.1593 .89221 1.694 153
19 46 29174 81821
20 46  2.7435 96762
AFFECTIVE

21 26 3.1077 .94696
22 + 18 28111 13716
Total 190  2.9600 .89518
18 54 3.2563 .65898 2.231 .067
19 46  3.1478 .54760
20 46 2.9450 .64264
21 26 3.3330 72610
22 + 18  3.0389 .64060
Total 190 3.1446 .64603

DIRECT STRATEGIES

The researcher investigated to see whether there is a significant difference
between students’ ages and their frequency of cognitive strategy use based on their
scores. According to ANOVA, statistically significant difference was found. (F=2.996
p=0,020). In order to see between what age groups these differences are, a multiple

comparison test called Bonferroni was applied. According to results run by Bonferroni
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test, a statistically significant difference was identified between the students aged 18
and 20 in terms of using cognitive strategies. The 18 year olds were found to adopt
cognitive strategies at a higher level than 20 years old did. (p=0,031). The results

obtained are given in table 13.

Table 13
Frequency of Cognitive Strategy Use Based on Age.
Age N Mean Star_ld?rd F p
Deviation
18 54  3.0370 75513 2.996 .020
19 46  2.8278 .59809
20 46  2.6221 .60522
21 26 3.0947 .82743

22 + 18  2.8547 70545
Total 190  2.8765 70562

The researcher investigated to see whether there is a significant difference
between students’ ages and their frequency of meta-cognitive strategy use based on
their scores. According to ANOVA, statistically significant difference was found
(F=4.736 p=0.001). In order to see between what age groups these differences are, a
multiple comparison test called Bonferroni was applied. According to results run by
Bonferroni test, a statistically significant difference was identified between the
students aged 18 and who are 20 in terms of using meta-cognitive strategies. The ones
that are 18 were found to adopt meta-cognitive strategies at a higher level than the
ones who are 20 years old (p=0.002). Another significant finding was that students
that are 21 use meta-cognitive strategies more frequently than 21 year olds did

(p=0.002).
The smallest t statistic of the model was calculated as 4.45. Thus, all relations

between the paths (arrows) were found to be significant. Results obtained with

structural equation model can be seen in table 14.
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Table 14
Frequency of Meta-Cognitive Strategy Use Based on Age
Standard

Age N  Mean o F )4
Deviation

18 54 3.0778 95674 4736 .001

19 46  2.7304 712934
20 46 24174 .83034
21 26 3.1538 97539
22 + 18 2.7778 .86742
Total 190 2.8158 .90382

The researcher investigated to see whether there is a significant difference
between students’ ages and their frequency of social strategy use based on their scores.
According to ANOVA, statistically significant difference was found (F=2.565
p=0.040). In order to see between what age groups these differences are, a multiple
comparison test called LSD (Least Significant Difference) test was applied. According
to results run by LSD test, a statistically significant difference was identified between
the students that are 18 and the ones who are 20 in terms of using social strategies
(p=0.031). The ones that are 18 were found to adopt social strategies at a higher level
than 20 years olds. Another significant finding was that students that are 21 used social
strategies more frequently than 21 year olds did (p=0.008). The results obtained are

given in table 15.

Table 15
Frequency of Social Strategy Use Based on Age
Standard
Age N Mean F P
Deviation

18 54 3.4481 7794 2.565 .040
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Table 15 (cont.d)

19 46  3.2217 70708
20 46  3.0609 77845
21 26 3.5538 .68424
22+ 18  3.3667 .83525
Total 190  3.3063 16723

The researcher investigated to see whether there is a significant difference
between students’ ages and their frequency of indirect strategy use based on their
scores. According to ANOVA, statistically significant difference was found (F=3.539
p=0.008). In order to see between what age groups these differences are, a multiple
comparison test called Bonferroni was applied. According to results run by Bonferroni
test, a statistically significant difference was identified between the students that are
18 and who are 20 in terms of using indirect strategies (p=0.012). The ones that are 18
were found to adopt indirect strategies at a higher level than 20 years olds. Another
significant finding was that students that are 21 use indirect strategies more frequently

than 21 year olds (p=0.039). The results obtained are given in table 16.

Table 16

Frequency of Indirect Strategy Use Based on Age
Standard

Age N Mean o F P
Deviation

18 54 3.2284 76436 3.539 .008
19 46 2.9565 .64379
20 46 2.7406 17354
21 26 3.2718 719172
22+ 18 2.9852 74713
Total 190  3.0274 76111

To what extent is autonomy and LLS related to

c.  Proficiency
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The researcher investigated to see whether there is a significant difference
between students” language proficiency levels and their scores from a statistical point.
There was no statistically significant difference in components of memory,
compensation, affective, social, and direct Strategies. The results obtained are given

in table 17.

Table 17
Frequency of LLS Use Based on Proficiency Levels

Standard
Components  Proficiency N Mean Deviation F P

KET 55 3.0753 .70085 2213 .088
PET 39 3.0000 .65874
Memory IELTS 3-4 69 3.1097 .64966
Strategies IELTS 4-5 27 3.4127 .68206
Total 190 3.1203 .67769

KET 55 3.3091 .83871 1.859 .138
PET 39 3.2974 79983
Compensation IELTS 3-4 69 3.5913 72146
Strategies IELTS 4-5 27 3.5037 .79493
Total 190 3.4368 78862

KET 55 2.9200 .89740 1.326 .267
PET 39 2.8462 .81106
Affective IELTS 3-4 69 2.9362 91619
Strategies IELTS 4-5 27 3.2667 .93480
Total 190  2.9600 .89518

KET 55 3.2000 73937 1.975 .119

Social

Strategics PET 39 3.1846 70395
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Table 17 (cont.d)

IELTS 3-4 69 3.3507 .82134
IELTS 4-5 27 3.5852 72308
Total 190 3.3063 76723
KET 55 3.0428 .67485 2.566 .056
PET 39 3.0275 .62814
Direct
. IELTS 3-4 69 3.1880 58287
Strategies
IELTS 4-5 27 3.4099 70864
Total 190 3.1446 .64603

The researcher investigated to see whether there is a significant difference
between students’ autonomy and their proficiency levels. According to ANOVA,
statistically significant difference was found (F=3,509 p=0,016). In order to see
between what proficiency level these differences are, a multiple comparison test called
Bonferroni was applied. According to results run by Bonferroni test, a statistically
significant difference was identified between the students that are studying at PET and
IELTS 4-5 in terms of autonomy. The ones that are at IELTS 4-5 level were found to
be more autonomous compared to the ones are studying at PET level. (p=0.031). The

results obtained are given in table 18.

Table 18

Autonomy and Proficiency Levels

Standard
Component Level N Mean o F P
Deviation
KET 55 3.3909 .50407 3.509 .0I6
PET 39 3.1571 56175

AUTONOMY IELTS 3-4 69 3.2319 57012
IELTS 4-5 27 3.5509 61361
Total 190 3.3079 56747
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The researcher investigated to see whether there is a significant difference
between students’ cognitive Strategy use and their proficiency levels. According to
ANOVA, statistically significant difference was found (F=4.568 p=0.004). In order to
see between what proficiency level these differences are, a multiple comparison test

called Bonferroni was applied.

According to results run by Bonferroni test, a statistically significant difference
was identified between the students that are studying at IELTS 4-5 and all other levels
in terms of using cognitive strategies. The ones that are at IELTS 4-5 level were found
to be using cognitive skills more frequently than all the other levels did. (p=0.015).

The results obtained are given in table 19.

Table 19
Frequency of cognitive strategy use based on proficiency levels
Proficiency Standard
N Mean F P
Level Deviation
KET 55 2.7441 72585 4.568 004
PET 39 2.7850 61594

IELTS 3-4 69 2.8629 65296
IELTS 4-5 27 3.3134 77920
Total 190 2.8765 70562

The researcher investigated to see whether there is a significant difference
between students’ meta-cognitive strategy use and their proficiency levels. According
to ANOVA, statistically significant difference was found. (F=3.846 p=0.011). In order
to see between what proficiency level these differences are, a multiple comparison test
called Bonferroni was applied. According to results run by Bonferroni test, a
statistically significant difference was identified between the students that are studying
at IELTS 4-5 and all other levels in terms of using meta-cognitive strategies. The ones
that are at [ELTS 4-5 level were found to be using meta-cognitive skills more

frequently than all the other levels. (p=0.021). The results obtained are given in table
20.
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Table 20

Frequency of Meta-Cognitive Strategy Use Based on Proficiency Levels

Proficiency Standard
N Mean F P
Level Deviation
KET 55 2.7927 .88608 3.846 011
PET 39 2.6872 74663
IELTS 3-4 69 2.7014 91884
IELTS 4-5 27 3.3407 96845
Total 190 2.8158 190382

The researcher investigated to see whether there is a significant difference
between students’ meta-cognitive strategy use and their proficiency levels. According
to ANOVA, statistically significant difference was found (F=2.668 p=0.049). In order
to see between what proficiency levels these differences are, a multiple comparison
test called LSD (Least Significant Difference) test was applied. According to results
run by LSD test, a statistically significant difference was identified between the
students that are studying at IELTS 4-5 and all other levels in terms of using indirect
strategies. The ones that are at IELTS 4-5 level were found to be using indirect

Strategies more frequently than all the other levels (p=0.017). The results obtained are

given in table 21.

Table 21

Frequency of Direct Strategy Use Based on Proficiency Levels

Proficiency Standard
N Mean F P
Level Deviation
KET 55 2.9709 73128 2,668  .049
PET 39 2.9060 67116
IELTS 3-4 69 2.9961 79590
IELTS 4-5 27 3.3975 78195
Total 190 3.0274 76111
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4.2 Research Question 2: Does the frequency of direct LLS use increase if

autonomy increases?

In structural equation modeling (SEM), autonomy is linked with direct
strategies and compliance measurements of the model were obtained as y2=129.31
df.=75; ¥*/df=1.72 RMSEA=0.062, NNFI=0.95 CFI=0.96, IFI=0.96 RMR=0.065 and
GFI=0.91. Obtained compliance measurements show that the structural models are at

an acceptable level.

In order to have a meaningful relationship, the t statistics must be no less than at
a level of 1.96. Paths between latent variables and observed variables represent their
relationship. A unit of 0.79 was noted between students’ frequency of direct LLS use
and autonomy.

According to the relation above, a one unit increase in students’ autonomy brings
0.79 unit increase in frequency of direct LLS use. Consequently, if autonomy

increases, the frequencies of direct LLS use increases proportionally.

4.2.1 Does the frequency of memory strategy use increase if autonomy
increases? In structural equation modeling, autonomy is linked with the frequency of
memory strategy use and compliance measurements of the model were obtained as
v2=158.95 df=89; y’/df=1.78, RMSEA=0.064, NNFI=0.95 CFI=0.96, IFI=0.96
RMR=0.059 and GFI=0.90. Obtained compliance measurements shows that the
structural models are at the least acceptable level. Results obtained with SEM can be

seen in figure 4.

According to figure 4, a unit of 8.1 was noted between students’ frequency of
memory LLS use and autonomy. According to the relationship above, a one unit
increase in students’ autonomy brings a 0.81 unit increase in frequency of memory
LLS use. (t=8,15 p<0,01). Consequently, if autonomy increases, the frequencies of

memory LLS use increase.
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Autonomous latent variable is found as the observed variables associated with
the highest correlation of 0.65 units O10 variable. Autonomous hidden variables are
associated with 0.43 unit variance in O10 variable (t=9,25 p<0,01). The least
correlation of observed variables associated with O7 was noted as a unit of 0.39.
Autonomous hidden variable of O7 the observed variables explain a variance of 0.15
units (t=5,13 p<0,01). All observed variables that are associated with autonomy hidden

variables were significant.
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Figure 4. Relations between autonomy and frequency of memory strategy use

4.2.2 Does the frequency of cognitive strategy use increase if autonomy
increases? In the structural equation modeling, autonomy was linked with cognitive
strategies and compliance measurements of the model were obtained as ¥2=340.36
df.=188; ¥*/df=1.81, RMSEA=0.065, NNFI=0.95 CFI=0.96, IFI=0.96 RMR=0.064
and GFI=0,85. The compliance measurements indicate that the structural models are
at the least acceptable level. The smallest t statistic of the model is calculated as 4.73.
Thus, all relations between the paths (arrows) were found to be significant. Results

obtained with SEM can be seen in figure 5. According to figure 5,

A unit of 0.80 was noted between students’ frequency of direct LLS use and
autonomy. According to the relationship above, a one unit increase in students’
autonomy brings 0.81 unit increase in frequency of cognitive LLS use. (t=7,65
p<0,01). Consequently, if autonomy increases, the frequencies of cognitive LLS use

also increase.

59



0.66 o11

Figure 5. Relations between autonomy and frequency of cognitive LLS usage

4.2.3 Does the frequency of compensation strategy use increases if
autonomy increases? In the structural equation modeling, autonomy was linked with
compensation strategies and compliance measurements of the model were obtained as
v2=75.72 df=62; y’/df=1.22, RMSEA=0.034, NNFI=0.99 CFI=0.99, IFI=0.99
RMR=0.048 GFI=0.94. Compliance measurements demonstrated that the structural
models are at an acceptable level. The smallest t statistic of the model is calculated as

4.16. Thus, all relations between the paths (arrows) were found to be significant.

The results obtained with structural equation modeling can be seen in figure 6.
According to the figure 6, a unit of 0.76 was noted between students’ frequency of
compensation strategy use and autonomy. According to the relationship above, a one-
unit increase in students’ autonomy brings 0.76 unit increase in frequency of cognitive
LLS use (t=7,91 p<0,01). Consequently, if autonomy increases, the frequency of
compensation strategy use also increases.

0.&

COM1 |=s0.s0

Chi-Square=75.72, df=62, P-value=0.11307, RMSEA=0.034

Figure 6. Relations between autonomy and frequency of compensation strategy use
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4.3 Research Question 3: Does the frequency of indirect LLS use increase if

autonomy increases?

A unit of 0.50 was noted between students’ frequency of indirect LLS use and
autonomy. According to the relationship above, a one unit increase in students’
autonomy brings 0.79 unit increase in frequency of direct LLS use (t=5,14 p<0,01).

Consequently, if autonomy increases, the indirect LLS frequency use also increases.

4.3.1 Does the frequency of meta-cognitive strategy use increase if
autonomy increases? In the structural equation modeling, autonomy was linked to
compensation strategies and compliance measurements of the model were obtained as
v2=127.21 df=64; y’/df=1.98, RMSEA=0.072, NNFI=0.96 CFI=0.97, IFI=0.97
RMR=0.061 GFI=0.91. Obtained compliance measurements show that the structural
models are at an acceptable level. The smallest t statistic of the model is calculated as
5.01. Thus, all relations between the paths (arrows) were found to be significant. The
results obtained with SEM can be seen in figure 7. According to the figure 7, a unit of
0.80 was noted between students’ frequency of meta-cognitive strategy use and
autonomy. According to the relationship above, a one unit increase in students’
autonomy brings 0.80 unit increase in frequency of cognitive LLS use (t=9,33 p<0,01).
Consequently, if autonomy increases, the frequency of meta-cognitive strategy use

increases.
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Figure 7. Relations between autonomy and frequency of meta-cognitive strategy use
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4.3.2 Does the frequency of affective strategy use increase if autonomy
increases? In structural equation modeling, autonomy was linked with affective
strategies and compliance measurements of the model were obtained as y2=121,23
df.=64; y*/df=1.89, RMSEA=0.069, NNFI=0.95 CFI=0.96, IFI=0.96 RMR=0.067
GFI=0.91. Obtained compliance measurements show that the structural models are
at an acceptable level. The smallest t statistic of the model is calculated as 5.53. Thus,
all relations between the paths (arrows) were found to be significant. Results obtained
with SEM can be seen in figure 8. According to the figure 8, a unit of 0.71 was noted
between students’ frequency of affective strategy use and autonomy. According to
the relationship above, a one unit increase in students’ autonomy brings 0.71 unit
increase in frequency of affective LLS use (t=8,28 p<0,01). Consequently, if

autonomy increases, the frequency of affective strategy use increases.

AFEC6 |=+0.74

0.62 o11 Chi-Square=121.23, df=64, P-value=0.00002, RMSEA=0.069

Figure 8. Relations between autonomy and frequency of affective strategy use

4.3.3 Does the frequency of social strategy use increases if autonomy
increases? In structural equation modeling, autonomy was linked with social
strategies and compliance measurements of the model were obtained as ¥2=122,14
df.=63; y*/df=1.93 RMSEA=0.070, NNFI=0.95 CFI=0.96, IFI=0.96 RMR=0.060
GFI=0.91. The obtained compliance measurements reveal that the structural models
are at an acceptable level. The smallest t statistic of the model is calculated as 4.58.
Thus, all relations between the paths (arrows) were found to be significant. Results
obtained with SEM can be seen in figure 9. According to figure 9, a unit of 0.84 was

noted between students’ frequency of social strategy use and autonomy. According to
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the relationship above, one unit increase in students’ autonomy brings 0.84 unit
increase in frequency of social LLS use (t=5,06 p<0,01). Consequently, if autonomy

increases, the frequency of social strategy use increases.

&5 010

~70 ol11

Chi-Square=122.14, df=63, P-value=0.00001, RMSEA=0.070

Figure 9. Relations between Autonomy and frequency of Social strategy use

4.4 Research Question 4: Does the frequency of indirect LLS use increase if direct

LLS use increases?

In structural equation modeling, direct strategies were linked with indirect
strategies and compliance measurements of the model were obtained as y2=15,26
df.=8; y*/df=1.90 RMSEA=0.069, NNFI=0.96 CFI=0.98, IFI=0.98 RMR=0.050
GFI=0.97. Obtained compliance measurements show that the structural models are at
an acceptable level. The smallest t statistic of the model is calculated as 4.81. Thus, all
relations between the paths (arrows) were found to be significant. Results obtained
with SEM can be seen in figure 10. According to figure 10, a unit of 0.57 was noted
between students’ frequency of direct strategy use and indirect strategy use. According
to the relationship above, one unit increase in students’ direct strategy use brings 0.57
unit increase in frequency of indirect strategy use (t=5,41 p<0,01). Consequently, if

indirect strategy use increases, the frequency of direct strategy use increases.
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Figure 10. Relations regarding frequency of direct and indirect strategy use

4.5 Research Question 5: Do indirect LLS play a mediatory role between

autonomy and direct LLS?

In the research, possible impact of indirect strategies to direct strategies were
also investigated to obtain full model. Compliance measurements of the model were
obtained as y2=121.73 df.=74; y*/df=1.64 RMSEA=0.058, NNFI=0.95 CFI=0.96,
IFI=0.96 RMR=0.060 GFI=0.92. Obtained compliance measurements show that the
structural models are at an acceptable level. The smallest t statistic of the model is
calculated as 2.57. Thus, all relations between the paths (arrows) were found to be
significant. Results obtained with SEM can be seen in figure 11. According to figure
11, in full model, a unit of 0.65 was noted between students’ frequency of direct LLS
use and autonomy. According to the relationship above, one unit increase in students’
autonomy brings 0.65 unit increase in frequency of direct LLS use. (t=6.30 p<0.01).

Consequently, if autonomy increases, the frequency of direct LLS use increases.
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Figure 11. Relations regarding frequency of autonomy and direct and indirect

strategy use
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In full model, a unit of 0.45 was noted between students’ frequency of indirect
LLS use and autonomy. According to the relationship above, one unit increase in
students’ autonomy brings 0.45 unit increase in frequency of indirect LLS use (t=4.63
p<0.01). Consequently, if autonomy increases, the frequency of indirect LLS use

increases.

*O. =

Chi-Square=121.73, df=74, P-value=0.00040, RMSEA=0.058

Figure 12. Paths (arrows) and relationships for the full model

With full model, a statistically significant correlation of 0.25 units in the same
direction was found between students' direct and indirect LLS use. According to the
relationship above, one unit increase in students’ indirect strategy use brings 0.25 unit
increase in frequency of direct strategy use. Just like before, we can see at the full
mode that the frequency of indirect strategy use increases if direct strategy use
increases. According to full model, as it can be seen in figure 12, indirect strategies

play a mediatory role between direct strategies and autonomy.
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Chapter 5

Discussion and Conclusion

In the present study, the researcher has investigated the correlation between
autonomy and LLS of students in a university setting in an EFL context. Herein, the
results of the data analysis given in the previous chapter are discussed in detail in
relation to the research questions. In this chapter, we discuss the main findings
regarding the research questions. At the end of the discussion, the researcher will come
up with conclusions, suggestions and recommendations for further studies in foreign

language learning.

5.1 Discussion and Findings for Research Questions

In this section, the discussions of the results are provided in the same order as

the results were given.

Discussion of the research question 1. To what extent is autonomy and LLS

related to gender, age and language proficiency?

By using independent sample t-tests, the researcher investigated to see whether
there is a significant difference between students in terms of gender from a statistical
point. According to the interactional effects the variables, there were no significant
differences in all components for statistical purposes. The current findings were
largely inconsistent with those of many past studies that reported females exhibited
greater strategy use and autonomy than males (Green & Oxford, 1995; Lan & Oxford,
2003). On the other hand, Green and Oxford (1995) and Peacock and Ho (2003) stated
significant gender differences in the use of metacognitive and social categories. On the
contrary, researchers such as Griffiths (2003), Lee and Oxford (2008) and Nisbet,
Tindall, and Arroyo (2005) reported there were no significant differences when
controlling for gender. This finding differs on various social and cultural factors,

which would entail further studies to be carried out in detail.
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Even though females are usually assumed to be better language learners than
males, the evidence in this study does not support the assumption. This can be partially
explained because “gender, as one of the many essential facets of social identity, act
together with race, age, class, ethnicity, sexuality, (dis)ability, and social status in
framing students’ language learning experiences, trajectories, and outcomes” (Norton
& Pavlenko, 2004, p. 504). However, after examining the findings, it is a good
assumption to generalize that both female and male students could be good language
learners. In academia, the continuing challenge is to find out how learners can learn
most effectively regardless of gender. Besides, teachers should try to realize how both
their female and male learners can be supported to succeed at maximum levels as

language learners.

The researcher investigated to see whether there was a significant difference
between students” ages and their scores from a statistical point. By utilizing ANOVA
(One Way Analysis Variance), no statistically significant difference in components of
autonomy, memory, compensation, affective, and direct Strategies were found.
However, the relationship between frequency of cognitive strategy use and students’
ages were found statistically significant (F=2,996 p=0,020). According to Bonferroni
test, students aged 18 were found to adopt cognitive strategies at a higher level than
students aged 20 years old (p=0,031). Scores of meta-cognitive strategy use were also
found significant (F=4,736 p=0,001). Bonferroni test indicated that 18 year olds were
found to adopt meta-cognitive strategies at a higher level than 20 year olds (p=0,002)
and students aged 21 used meta-cognitive strategies more frequently than 20 year olds

(p=0,002).

Likewise, when social strategy was run using ANOVA, the results indicated
were also significant (F=2,565 p=0,040). In accordance with the LSD (Least
Significant Difference) test, students aged 18 were found to adopt social strategies at
a higher level than 20 year olds (p=0,031). Also, students aged 21 used social strategies
more frequently than 20 year olds (p=0,008). Lastly, ANOVA results noted that
indirect strategy use was also meaningful (F=3,539 p=0,008) as students aged 18 were

found to adopt indirect strategies at a higher level than 20 year olds (p=0,012). The
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Bonferroni also illustrated that 21 year olds used indirect strategies more frequently

than 21 year olds (p=0,039).

The results revealed that the amount of differences between the age groups of
students and their scores was not great. However, it can be seen above that some
younger students have the tendency to adopt cognitive, meta-cognitive, social and
indirect strategies more than the other students and there is no evidence to support that
older students do better than younger students. Even though consensus is remote from
universal, the majority of the studies regarding age-related differences in language

learning appear to show that, in general, the younger is the better.

Griffiths (2008) believes maturational, socio-affective, cognitive, individual and
psychological factors along with learning settings and teaching methods may possibly
explain this phenomenon. When teachers are dealing with learners from different age
groups, they should be flexible with their methods so that learners are able to learn in
a way that they feel comfortable and which brings them success. Despite the broad
belief that younger learners perform better at language development than older
learners, the research conducted by Julie, Hiro, and Kang show that it is likely that
older learners are good language learners, as well. Rubin (1975) incorporated age as
one of the factors that needs further research, and even 40 years later, ongoing research
into age related learner differences in language learning is crucial so that students from

all age groups can get enough amount support from teachers and educators.

To investigate to see if there is a significant difference between students’
language proficiency levels and their scores, ANOVA tests were applied and no
statistically significant difference was found between in memory, compensation,
affective, social, and direct strategies. With autonomy, a significant difference was
detected (F=3.509 p=0.016). According to results run by Bonferroni test; [ELTS 4-5
level students were more autonomous compared to the ones at PET level. (p=0.031).
There was also significant difference regarding cognitive Strategy use (F=4.568
p=0.004). Bonferroni test results showed that IELTS 4-5 level students were using
cognitive skills more than students at all the other levels. (p=0,015). Meta-Cognitive
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strategy use scores of were also meaningful (F=3.846 p=0,011). IELTS 4-5 level
students were using meta-cognitive skills more than students at all the other levels
(p=0.021). Lastly, according to ANOVA, indirect strategies were found to be used by
IELTS 4-5 students (F=2.668 p=0.049) more frequently than students at all the other
levels. (p=0.017).

As to the significant effects of proficiency, the test results showed that high-
proficiency learners had considerable greater autonomy and strategy use compared to
their low-proficiency counterparts. IELTS 4-5 level students received the highest
scores in all seven categories, except for compensation strategies, which were also

meaningful.

Research shows that more proficient language learners have a tendency to adopt
a wider range of strategies and employ them more frequently than less proficient
learners (O’Malley & Chamot, 1990; Oxford, 1990, 1996,). Besides Griffiths (2003)
states that more proficient students orchestrate strategy use more effectively, merging
strategies into strategy clusters for complex tasks and ensure that any selected strategy
is appropriate at the time. Less proficient L2 learners frequently use strategies,

desperately unaware how to utilize the needed strategy.

A probable explanation for the frequently acknowledged effectiveness of
learning strategies is that the students need to be more active than a student who is less
strategically involved. Language learners are perceived as “an active participant in the
learning process, using various mental strategies to sort out the system of the language
to be learned” (Williams & Burden, 1997: 13). More than simple passive receptacles
for knowledge, these learners develop to be thinking individuals that could influence
both the processes and the desired outcome of their own learning; hence, becoming
more language proficient. Adoption of strategies involves taking timely, active,

coordinated responsibility for learning which is both teachable and learnable.

In terms of autonomy, the research also favors the higher proficient learners. For

instance, Dafei (2007) explored the relationship between learner autonomy and
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English proficiency; his findings drew similar conclusion to this present study — that
learners’ English proficiency was significantly and positively related to their learner
autonomy. These findings suggest that the more autonomy a learner has, the more

probable he/she will obtain high language proficiency.

Although the research regarding LLS and autonomy utilized by successful and
unsuccessful language learners and the context of their use may seem unanimous
amongst scholars, it would not be right to say that the results are universal. The
probable reasons for this lack of consensus may involve various contexts of the studies,
differing research methods, or the varying nature of the students themselves. The lack
of significant difference on overall strategy use and autonomy might be explained by
the fact that the participants are from similar educational and cultural backgrounds.
The physical settings of their learning environment and the number of learners in each

classroom should also be very parallel.

Moreover, it is quite possible that lower proficient learners should not be asked
to do what is expected of higher proficient learners, as they may be active strategy
users as well or trying to use similar strategies; nevertheless, it is more likely that there
are other factors that are affecting their success. For this reason, if teachers encourage
their students to use similar strategies, regardless of their levels, the factors affecting

their success should be thoroughly examined.

Discussion of the research question 2 and 3. Does the frequency of LLS use

(direct and indirect) increase if autonomy increases?

Considering the inter-relatedness of questions 1 and 2, they will be discussed
together below. The findings revealed positive correlations between language learning
autonomy and both direct and indirect strategies. According to the results of the t-
statistics, a one unit increase in students’ autonomy equaled a 0.79 unit increase in
frequency of direct LLS use (t=8,11 p<0,01) and 0.50 unit increase in frequency of

indirect LLS use (t=5,14 p<0,01). Consequently, if autonomy increases, the frequency
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of both direct and indirect LLS use also increases. According to the results of Figure

1,2 and 3, 4, 5 and 6, a one unit increase of autonomy resulted in;

0.81 unit increase in frequency of Memory strategy use (t=8,15 p<0,01);
0.81 unit increase in frequency of Cognitive LLS use (t=7,65 p<0,01);
0.76 unit increase in frequency of Compensation LLS use (t=7,91 p<0,01);
0.80 increase in frequency of Meta-Cognitive LLS use (t=9,33 p<0,01);
0.71 unit increase in frequency of Affective LLS use (t=8,28 p<0,01);
0.84 unit increase in frequency of Social LLS use (t=5,06 p<0,01).

The results demonstrate the students who have higher level of autonomy in the
ability and activity sections have a tendency to apply strategies more often. Since there
are minor differences among the six strategies, it is safe to state that learners who are
more autonomous for English learning activities are very likely to use these strategies

more often.

By comparing the analysis of the students’ learner autonomy and strategies

profile, two findings should be highlighted;

Firstly, students who reported high levels of autonomy were found to use social
strategies the most. This finding supports Tiiz’s findings (1995), which reported social
strategy use as the highest among others in another university setting in Turkey. This
might be attributed to the students’ cultural background and the social context of the
institution for language learning in the use of the strategies and autonomy. As
mentioned in the literature review section, social strategies involve interacting with
others to assist learning and the case in Turkey is that the traditional educational
pattern dictates learners to be good listeners and they are not given plenty of chances
of cooperation with their teachers. Thus, there is little opportunity to experience the
target language in and outside the class. Students rarely have the chance to ask
questions for clarification and verification from teachers due to a large number of

learners in one class and other contextual constraints.
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However, the participants in this study were accepted to study at this university
based on receiving very high scores from a university entrance exam administered by
Turkey’s Ministry of Education. Thus, there is a consensus by many of the teachers
that the students may already have high levels of meta-cognitive awareness. Yet,
another factor that may justify the correlation of high frequency of social strategies
and autonomy is that majority of the students studied at private middle schools and
high schools prior to their education at this institution. In Turkey, private schools are
renowned for having small classroom sizes and better opportunities for students to
express themselves in terms of environment and socializing with others. Given this
aspect, it could be assumed that the participants are culturally motivated to use the

language and employ the needed strategies.

Secondly, affective strategies were found to be the least significantly correlated
variable with autonomy. This finding aligned with many other LLS studies (Oxford &
Ehrman, 1995; Yilmaz, 2010; Asadifard & Biria, 2013; Ayirir vd., 2012). Affective
strategies enable learners to be in control of their emotions, motivations and create
positive attitudes in learning the target language (Oxford, 1990). The affective aspect
of the students exemplifies self-esteem, motivation, anxiety, culture shock, attitudes,
inhibition, risk taking, and tolerance for ambiguity. The affective issues possibly affect
language learners’ success or failure among all the factors as Stern (1992) claims that
language learning may be frustrating in some cases. This scenario illustrates that
learners might experience problems associated with high levels of language anxiety
(Oxford, 2003). This low frequency use of affective strategies can also show the
inadequate chance for the students to practice spending time with the target language

in conversations, plays, presentations, or language activities in and outside of class.

Social and affective strategies are the strategies used to describe the ways in that
students collaborate with others and control themselves to improve their learning
(O’Malley & Chamot, 1990). The components of both strategies are: a) social, for
example, asking questions, collaborating with others and empathizing with others; and
b) affective, like lowering anxiety, encouraging oneself and lowering emotional

temperature. Each are quite efficient in terms of promotion of learner autonomy as
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they both encourage students to take actions and make key decisions while learning

the target language.

Finally, if autonomy increases, both direct and indirect strategy use increases
significantly. The findings indicate that the students who recorded high levels of
autonomy were found to use social strategies the most and affective strategies the least.
This phenomenon may simply be interpreted in a way that the students in this study
do not avoid cooperating, questioning etc. but, on the other hand, they experienced

anxiety for producing new language

Discussion of the research question 4. Does the frequency of indirect LLS use

increase if direct LLS use increases?

The findings revealed that there were positive correlations between indirect LLS
use and direct LLS use. A unit of 0.57 was noted between students’ frequency of direct
strategy use and indirect strategy use. According to this relationship, a one unit
increase in students’ direct strategy use resulted in a 0.57 unit increase in frequency of
indirect strategy use (t=5,41 p<0,01). Consequently, if indirect strategy use increases,

the frequency of direct strategy use also increases.

First of all, what does it mean to say that indirect strategies support direct
strategies? To better understand the relation between direct and indirect strategies,
Oxford (1990) presents an example in terms of understanding how direct and indirect
strategies work. Her illustration is an analogy from the theater. Direct strategies for
managing a new language are similar to the performer in a stage play, dealing with the
language itself in a variety of specific tasks and situations. The direct class made up of
memory strategies for recalling and reclaiming new information, cognitive strategies
for comprehending and making the language, and compensation strategies for
producing the language in spite of information gaps. The performer works closely with

the director for the best possible outcome.

On the other hand, indirect strategies for the general management of learning

may be compared to the director of the play. This class contains metacognitive
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strategies to organize the process of learning, affective strategies to regulate emotions,
and social strategies to cooperate with others. The director functions as a hub for tasks,
such as to focus, organize, guide, check, correct, coach, encourage, and to please the
actress, along with making sure that the actress is working compliantly with other
performers in the play. The director acts as a conductor and supports the actress. The
functions of both the director and the actress become part of the learner, as he or she

takes on more responsibility for learning.

She further elaborates regarding the relation of both strategy groups by stating,

...indirect strategies work best when used in combination with direct
strategies. By definition, direct strategies involve the new language
directly, whereas indirect strategies provide indirect support for
language learning through focusing, planning, evaluating, seeking
opportunities, controlling anxiety, increasing cooperation and

empathy, and other means. (Oxford, 1990: 151)

The teachers’ role should also be examined at this point. With traditional
teaching methods, teachers are the ones who correct learner errors and tell the students
what to do and when to do it. However, an increasing number of students are doing
more of this for themselves, meanwhile the teachers’ role has developed to be
somewhat more facilitating and less directive. In this way, it not only promotes the
adoption of indirect strategies, but also may lead students to be more autonomous,
which would ultimately improve the efficiency and effects of learning. The teacher’s

functions concerning this matter will be further examined in the conclusion.

In light of the ideas above, it can be drawn to conclude that the findings in this
paper align with Oxford’s ideas regarding indirect strategies supporting both direct

strategies and autonomy.

Discussion of the research question 5. Do indirect LLS play a mediatory role

between autonomy and direct LLS?
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According to the t-test, a unit of 0.65 was noted between students’ frequency of
direct LLS use and autonomy and a unit of 0.45 was noted between students’ frequency
of indirect LLS use and autonomy. According to the relationship above, while one-
unit increase in students’ autonomy brings 0.65-unit increase in frequency of direct
LLS use (t=6,30 p<0,01), one-unit increase in students’ autonomy brings 0.45-unit
increase in frequency of indirect LLS use (t=4,63 p<0,01). With full model, a
statistically significant correlation of 0.25 units in the same direction was found
between students' direct and indirect LLS use. So, one-unit increase in students’
indirect strategy use brings 0.25-unit increase in frequency of direct strategy use. Just
like the results from the t-test, frequency of indirect strategy uses increases if direct
strategy uses increases. According to full model, as it can be seen in figure 9, indirect

strategies play a mediatory role between direct strategies and autonomy.

As we have seen in the literature review, autonomous learning philosophy and
learning strategy are mutually conditioned and influenced. Diversified English
learning strategy is critically important to improve the learning effects. In the end,
relying on a single learning strategy tends to have many limitations, and its application
is quite limited. The advantages of LLS can only be reflected when students take
initiatives, have enthusiasm towards learning and stick to the learning techniques.
Therefore, to realize autonomous learning requires the assistance of diversified

English learning strategies.

To conclude, many scholars believe that learning strategies are truly efficient in
terms of promoting learner autonomy owing to the fact they usually lead the students
to direct and take control of their own learning process in a more aware, efficient and
effective sense. The findings here support the literature and it is clear that indirect

strategies support both direct strategies and autonomy in this study.
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5.2 Conclusions

The current study is mainly designed to examine the correlation between
autonomy and LLS of non-English majors in a university setting in Turkey. In doing
so, related theories or ideas about both autonomy and LLS were addressed. Two
questionnaires were used as the instrument and the interactional effects of the variables

were calculated. The main findings of the study may be summarized as follows:

Firstly, even though females are usually assumed to be better language learners,
evidence showed that gender was not a significant variable in this study. Age was
another variable that wasn’t statistically significant; however, the younger students did
report higher scores. As to the significance of language proficiency, the test results
showed that high-proficient learners exhibited considerably greater autonomy and
strategy use compared to their low-proficiency counterparts. So except for language
proficiency, gender and age did not seem like very important factors in terms of

autonomy and LLS in the current study.

Secondly, the participants who reported higher levels of autonomy had the
tendency to apply both direct and indirect strategies more often. Since there were only
minor differences among the six strategies, it is safe to state that learners who are more
autonomous for English learning activities were very likely to use the strategies more

often.

Thirdly, the full model showed that indirect strategies play a critical role for
learners as indirect strategies had an agent role between direct strategies and

autonomy.

In light of the findings that have been discussed so far, several implications can
be derived for second or foreign language teaching and learning as well as textbook
writers and curriculum designers. First, as autonomous learning lead learners to
become more competent to have control on their own learning, autonomy should be
promoted at universities. Learners usually start their education at universities with
different experiential backgrounds so little is known about their autonomous positions.
For leading learners to become masters of their autonomous learning is not a really

very difficult goal to fulfill.
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To begin with, teachers should be open to change their roles with learners from
time to time so that a positive learning environment can be created. In addition,
teachers should believe in their students, treat them respectfully while fashioning
appropriate education models and build their classrooms where they can discuss
equally and cooperate friendly. Students usually expect teachers to tell them what to
do and to set learning goals for them (Cotterall 1999). That is why they ought to be
put in the center role, based on the guidance of autonomous learning theory. It will
take some time but once the learners enhance themselves and their knowledge, they
will be able to become higher efficient individuals of autonomous learning. On this
matter Dickinson (1995) states, "autonomy is achieved slowly, through struggling
towards it, through careful training and careful preparation on the teacher's part as well
as on the learner's." Various assessment methods provide for the needs of various
groups of students. However, a viable place to start is introducing students to the
notion of thinking about learning. It provisions various ways of getting students to
become more aware of their learning process. Correspondingly, the existing references
of the European Council for teaching and learning foreign languages stress the
significance of increasing the capacity to guide learning autonomously. This requires
a specific attention that underlines the significance of “learning how to learn” (Bailly,

Gremmo & Riley 2002).

There is a consensus by scholars in the field EFL that many factors must come
together in order for learner autonomy to take place. In Turkey, even though students
are welcoming to active and contemporary methods, official educational policies
influence the change regarding autonomy negatively and educators have a tendency to
be more conservative and hold on to methods they are accustomed with. The primary
change that should be made for learner autonomy to be employed more requires a
change of disposition. Teaching and learning should be reconsidered and reoriented
altogether. Contemporary educators act as a facilitator and students take responsibility
for their own learning and realize it is up to them whether they want to learn and how.
There must not be any educator that makes their learners study by threat or force, as

they are not going to be effective in any way.
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Secondly, strategy training could be provided for the university students to use
appropriate strategies effectively and extensive embedded strategy training over the
academic year can be implemented into English course curriculum and materials
during the first year of their studies. Oxford (1990) says that strategy training

encourages greater responsibility and self-direction in the language learner.

Additionally, Ehrman (2003) points out that the most effective strategy
instruction seems to involve demonstrating when a given strategy may be useful, in
addition to how to use and evaluate it, and how to transfer it to other connected tasks
and situations. LLS are special ways to assist learners to realize, to learn, and to
memorize new knowledge. If learners use these strategies efficiently, they will be able
to learn by themselves and evaluate their own progress. Progressively, this could
increase their self-confidence. That is why, using appropriate learning strategies could

lead students enhance and develop their language skills.

Educators will also need training on how to teach strategy use, which can be
provided as a part of in-service training. Besides, as Griffiths and Parr (2001) state a
difference from learner and teacher point of view of strategy use, strategy inventories
can be provided to both learners and teachers, and be supported by learner interviews

to raise awareness regarding use of strategies.

Detailed guidelines for strategy instruction, can also be considered as part of
learner development, are presented by Chamot (1999), Cohen (2002), Oxford and
Leaver (1996) and many others. An essential argument is that learner development
should not ignore cultural beliefs and values (Holliday, 2003). There is no space for
cultural imperialism in learner development, strategies, or any other sides of
independent L2 learning. Benson (2007) and Palfreyman and Smith (2003) deliver a

range of ideas and sources related to learner development in different cultures.

Thirdly, the findings showed that indirect strategies have an agent role between

direct strategies and autonomy. Indirect ones are meta-cognitive strategies to organize
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process of learning, affective strategies to regulate emotions, and social strategies to
cooperate with others. It is possible to interpret this in a way that the teachers’ role
becomes even more critical as indirect strategies play an important role for the

participants in this study and indirect strategies refer to mental preparation.

As educators, we want to create a setting that promotes thinking awareness. One
way to achieve it is to focus on the learner's study plan and preparation. English
teachers may allow learners to select suitable learning activities they favor and to agree
on how long a task should last. Learners can discuss learning goals and materials with
the educator. These methods can subsequently raise students’ English learning
motivation and stimulate their interests. Students should be aware that learning is a
long-term process, thus should have a long-term attitude concerning English learning.
With cooperation and exchanges, students could not only find their own weaknesses,
but also have better in-depth understanding of the characteristics of English learning.
For example, with a better understanding of their own weak points and strong points,
students could learn from others’ strengths to compensate their weak points and

accomplish a good combination of learning philosophy and learning strategy.

In conclusion, LLS is the embodiment of learner autonomy, and the notion of
learner autonomy is the guidance of learning English. Methods for learner autonomy
may boost to the language students' learning initiative, as diverse LLS could also assist
English learning, that allows the students do less detours and increase the efficiency
of language learning. By putting scientific and rational learning plans into progress
and selecting learning instruments carefully, language learning would be better
definitive. Based on this rationale, the practice of language learning is enhanced, and
both effective and efficient language learning will be accomplished. The researcher
hopes that this paper contributes to promoting learner autonomy in Turkish EFL
context and the findings could maintain support into developing curriculum, designing
syllabus and reviewing classroom materials along with inside and outside classroom
practice concerning the promotion of learner autonomy in English language learning

and teaching.
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5.3 Recommendations for future research

By taking the findings into consideration and as a consequence of the limitations
and delimitations of this study, following suggestions can be considered for further

research.

Further studies can compare other age groups with the findings of this paper. A
longitudinal research can be made to recognize how LLS use of learners advance over
a period of time and how it can be related to language proficiency in the end. Further
research may address a number of factors that can possibly influence learner autonomy
and the use of learning strategies. Ideology of education, culture, settings, teaching
methodologies and the students’ psychological and emotional features are some
variables that form the strategies the learners are using. Additionally, there are learner
based factors such as anxiety, attitude, motivation, students’ beliefs, family
backgrounds and learning styles. Yet it is not possible to discover all these dynamics
in one study. Consequently, further research that would take these factors into account

is required.

This paper can be repeated on a larger sample of participants in other university
settings and questionnaires can be given in pre and post-test method by providing some
tasks on learner’s degree of autonomy together with their LLS. At the end of the
semester, some post tests may be administered to determine whether or not any new

outcomes come to light.

In this study, the data were collected from university students only. Further
studies can be carried out via gathering data from other university students and even
other high school or middle school students to have a better understanding for the
curriculum and material developers when designing new programs to increase learner

autonomy.
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APPENDIX A

Degerli Sifa Universitesi 6grencileri, Bu anket sonuglar1 akademik bir ¢aligma igin
kullanilacaktir. Verdiginiz cevaplar topluca degerlendirileceginden, adinizi

yazmaniz gerekmemektedir.

Anketi ictenlikle yanitlayarak arastirmanin gerceklesmesine yaptiginiz katki i¢in

tesekkiirler.

1. Cinsiyetiniz ?

Bayan [ | Erkek [
2. Yasmz?
3. Hangi boliimde okuyorsunuz?
Dis Hekimligi [ | Fizyoterapi [ | Hemsirelik [ | Tip [] Beslenme ve Diyetetik [

4. Hangi seviyede Ingilizce dersi altyorsunuz?

KET [] PET L[] IELTS 3-4 [] IELTS 4-5 []
5.Ingilizce’yi iyi 6grenebilme yetenegine sahip oldugumu diisiiniiriim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [
6. Ingilizce ¢alisirken zamanimu iyi kullanirim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [
7. Derse gelmeden once o giin isleneceklere bakarim.

Asla [] Nadiren [ Bazen [ Cogu kez [] Her zaman
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8. Sinif i¢inde verilen gorevleri zamanindan dnce bitirebildigimi fark ederim.

Asla [] Nadiren [ Bazen [] Cogu kez [] Her zaman [
9. Glinliik ile veya o giiniin degerlendirmesini yazarak calismalarin kaydini tutarim.

Asla [] Nadiren [ Bazen [] Cogu kez [] Her zaman [
10. Kendi buldugum sinav sorulariyla kendimi sinava tabii tutarim.

Asla [] Nadiren [ Bazen [] Cogu kez [] Her zaman [
11. Tlerleme kaydettigimde kendimi ddiillendiririm.(aligveris, oyun vb.)

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [
12. Pratik yapmak ve dili 6grenmek i¢in sinif dig1 faaliyetlerde bulunurum.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

13. Ders esnasinda, grup ¢alismasi veya rol alip yapilan canlandirma gibi

aktivitelerde yer almaya caligirim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

14. Ingilizce ¢alisirken giiglii oldugum ve zayif oldugum alanlar1 bilirim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

15. Ne seviyemin iistiinde, ne de altinda kendi seviyeme uygun kitaplar1 segerim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

16. Yeni 6grendiklerimle bildiklerim arasinda iliski kurarim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [
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17. Yeni bir kelimeyi hatirlamak i¢in, onu ciimle i¢inde kullanirim.

Asla [] Nadiren [ Bazen [] Cogu kez [] Her zaman [

18. Yeni bir kelime ile bildigim bir kelime arasinda ses iligkisi kurarim.

Asla [] Nadiren [ Bazen [ Cogu kez [] Her zaman [

19. Yeni bir kelimeyi, zihnimde goriintiisiinii canlandirarak veya resmini ¢izerek
hatirlarim.

Asla [] Nadiren [ Bazen [ Cogu kez [] Her zaman [

20. Yeni bir kelimeyi hatirlamak i¢in, i¢inde bu kelimenin gectigi kafiyeler yaparim.

Asla [] Nadiren [ Bazen [] Cogu kez [ Her zaman [

21. Bir tarafina yeni kelimeyi, diger tarafina o kelimenin tanimin1 veya benzeri
bilgileri yazdigim kiiciik kartlar kullanirim.
Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

22. Yeni bir kelimeyi hareketlerle ve davranislarla canlandiririm.

Asla [] Nadiren [ Bazen [] Cogu kez [] Her zaman [

23. Ingilizce derslerimi sik sik gézden gegiririm.

Asla [] Nadiren [ Bazen [] Cogu kez [] Her zaman [

24. Yeni bir Ingilizce kelimeyi veya ifadeyi sayfada, tahtada veya bir sokak
isaretinde gordiiglim zaman hatirlarim.

Asla [] Nadiren [ Bazen [ Cogu kez [] Her zaman [

25. Yeni 6grendigim Ingilizce deyim yada ifadeleri, pratik yapma amaci ile birkag
defa tekrar eder veya yazarim.

Asla [] Nadiren [ Bazen [] Cogu kez [] Her zaman [
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26. Anadili Ingilizce olanlarin konusma seklini (tonlama, vurgu veya telaffuz) taklit
ederim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

27. Ingilizcenin sesleri veya alfabesi ile ilgili arastirmalar yaparmm.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

28. Bildigim Ingilizce kelimeleri degisik kombinasyonlar ile kullanirim.

Asla [] Nadiren [ Bazen [ Cogu kez [] Her zaman [

29. Simif icinde veya disinda Ingilizce konusmalari ben baslatirim.

Asla [] Nadiren [ Bazen [] Cogu kez [ Her zaman [

30. Ingilizce TV programlari veya filmler seyrederim.

Asla [] Nadiren [ Bazen [ Cogu kez [] Her zaman [

31. Eglence amaci ile Ingilizce dergi, kitap, v.s. okurum.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

32. Ingilizce kisisel notlar, mektuplar, mesajlar veya raporlar yazarim.

Asla [] Nadiren [ Bazen [ Cogu kez [] Her zaman [

33. Ingilizce bir seyler okurken, ilk 6nce ana fikrini anlamak i¢in okuma metnini
cabucak gozden geciririm, daha sonra basa doniip daha dikkatli bir sekilde okurum.

Asla [] Nadiren [ Bazen [] Cogu kez [] Her zaman [

34. Tiirkcede, yeni 6grendigim Ingilizce kelimeye benzer kelime var m1 diye dikkat
ederim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [
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35. Ingilizcede duydugum veya okudugum seyleri, kelime kelime aynen Tiirkge'ye
cevirmeden anlamaya caligirim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

36. Ingilizce kaliplar bulmaya caligirim.
Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

37. Bilmedigim Ingilizce bir kelimenin anlamini, kelimeyi bildigim kok ve eklerine
aytrarak bulurum.

Asla [] Nadiren [ Bazen [ Cogu kez [] Her zaman [

38. Ingilizcede duyarak veya okuyarak 6grendigim yeni seylerin 6zetlerini ¢ikaririm.

Asla [] Nadiren [ Bazen [ Cogu kez [ ] Her zaman [

39. Okudugum veya duydugum bazi seyleri anlamazsam, bulabildigim ipuglarini
kullanarak bu kelimenin genel anlamlarini tahmin ederim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

40. Ingilizce konusurken sdylemek istedigim tam ifadeyi hatirlayamazsam, sdylemek
istedigim seyi anlatmak i¢in el kol hareketleri kullanirim.

Asla [] Nadiren [ Bazen [ Cogu kez [] Her zaman [

41. Kullanmam gereken tam kelimeleri bulamiyorsam, ayn1 anlama gelebilecek yeni
kelimeler (6rnegin torch yerine headlight) tiretirim.

Asla [] Nadiren [ Bazen [] Cogu kez [] Her zaman [

42. Karsilastigim her yeni kelimeyi anlamak icin sézliige bakmadan ingilizce kitap,
dergi v.s. okurum.

Asla [] Nadiren [ Bazen [ Cogu kez [] Her zaman [
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43. Ingilizce konusurken karsimdaki kisinin ne sdyleyecegini dnceden tahmin
etmeye caligirim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

44. Soylemem veya yazmam gereken dogru ifadeyi hatirlayamadigimda, ifadeyi
anlatmak i¢in farkli bir yol bulurum; 6rnegin ayn1 anlama gelen baska bir ifade
kullanirim veya ciimlelerle agiklarim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

45. Ingilizcemi kullanmak i¢in miimkiin oldugu kadar fazla firsatlar yaratmaya
caligirim.

Asla [] Nadiren [ Bazen [] Cogu kez [ Her zaman [

46. Ingilizce kullanirken yaptigim hatalardan ders alirim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

47. Birisi Ingilizce konusuyorken, konusan kisinin sdylediklerine dikkat ederim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

48. Nasil daha iyi Ingilizce 6grenebilecegimi bulmaya ¢alisirim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

49. Calisma programimu, Ingilizce ¢alismak igin yeterince zamanim olacak sekilde
ayarlarim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

50. Siirekli olarak ingilizce konusabilecegim insanlar ararim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

51. Miimkiin oldugu kadar fazla Ingilizce (kitap veya makale) okuma firsatlart
yaratmaya g¢aligirim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [
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52. Ingilizce 6grenme hedeflerimi belirlerim. (Ornegin, Ingilizcede ne kadar yeterli
olmak istedigimi veya uzun vadede nerede kullanmak isteyebilecegimi)

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

53. Ingilizce 6grenmede gosterdigim genel gelismeyi degerlendiririm.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

54. Ingilizce kullanirken kendimi endiseli hissettigimde rahatlamaya ¢alisirim.

Asla [] Nadiren [ Bazen [] Cogu kez [ Her zaman [

55. Ingilizce konusurken hata yapmaktan korktugum zaman kendime cesaret verici
seyler soylerim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

56. Ingilizce 6grenirken bir basar1 gosterdigimde, kendimi édiillendiririm.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

57. Ingilizce grenmenmi etkileyebilecek fiziksel stres belirtilerini anlayip onlari
gidermeye ¢aligirim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

58. Ingilizce 6grenirken hissettiklerimi yazdigim kisisel bir giinliik tutarim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

59. Ingilizce 6grenme siireci ile ilgili duygu ve diisiincelerimi giivenebilecegim biri
ile paylagirim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

60. ingilizce konusurken bir seyi anlayamazsam, karsimdaki insandan sdyledigini
tekrar etmesini veya agiklamasini isterim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [
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61. Cevremdeki kisilerden telaffuzumu diizeltmelerini isterim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [

62. Ingilizce 6grenirken bir arkadasimla beraber ¢alisirim.

Asla [] Nadiren [ Bazen [ Cogu kez [ Her zaman [
63. Ana dili Ingilizce olan birileriyle konusurken yardima ihtiya¢ duydugumda,
onlardan yardim isterim.

Asla [] Nadiren [ Bazen [] Cogu kez [ Her zaman [

64. Ingilizce sorular sorarim.

Asla [] Nadiren [ Bazen [] Cogu kez [ Her zaman [

65. Ingilizce konusulan iilkelerin kiiltiirlerini 6grenmeye ¢alisirim.

Asla [] Nadiren [ Bazen [ Cogu kez [] Her zaman [
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