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ABSTRACT
The present study aimed to investigate language learning strategies (LLSs) employed by
Yemeni secondary school learners in Ibb governorate. It also explored the significant
differences in the use of LLSs based on gender variable. Three hundred seventy-seven
learners (males =185 and females =192) enrolled in grade (10) were the participants in the
present study who responded to Oxford’s (1990) Strategy Inventory for Language Learning
(SILL) of EFL version of 50 statements which was adopted for the data collection. The data
collected were statistically analyzed by using Statistical Package of Social Sciences (SPSS)
programme to find the most and the least frequently used LLSs by Yemeni secondary school
learners as well as their overall strategy use. Towards achieving such aims, descriptive
analysis (means, standard deviations, frequency accounts, and percentages), and an
independent T-test were employed to identify the difference between secondary school male
and female learners in the means of using LLSs. The results showed that the overall use of
LLSs by Yemeni secondary school learners was at a medium level (M = 3.11, SD = 0.68).
The findings also revealed that metacognitive and social strategies were the most frequently
used by the respondents, followed by affective and cognitive strategies while memory and
compensation strategies were the least frequently used strategies. With regard to the
differences in LLSs use of gender variable, the results revealed that there were statistically
significant differences between secondary school males and females in the overall means of
using LLSs and in the means of using memory, cognitive, compensation, metacognitive, and
affective strategies in favor of females. In addition, the findings showed that there was no
statistically significant difference in the means of using social strategies between males and
females. Besides, the results have significant implications for classroom instruction, materials
design, and teacher preparation. The study concludes by recommending that more training

should be given in using all LLSs by embedding them into regular classroom activities.
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CHAPTER ONE
INTRODUCTION

1.1. Introduction

Over the last few decades, an important emphasis has taken place in the field of
education that has resulted in more focus on learners and learning and less concern on
teachers and teaching (Abu Shmais, 2003; Aljuaid, 2010) with increasing investigation into
how language learners process, store, retrieve, and use target language materials (White,
1993, 2008). Research on language learning strategies (LLSs) begins in 1970s focusing on
how the characteristics of good language learners connect to their language performance.
This focus has resulted in increasing studies conducted to identify LLSs that good language
learners use in acquiring a target language successfully. LLSs play a crucial role in a
successful language learning process. It is widely agreed that LLSs are significant
components in a language learning process and are considered as important factors for a
successful language learning process (Abdul-Ghafour, 2013).

O’Malley, Russo, Chamot, and Stwener-Manzanares (1988) argue that learning
strategies may be effective for learning foreign language (FL) or for learning English as a
second language (ESL). Learning strategies are operations or steps used by the learners to aid
the acquisition, storage, retrieval, and use of information (Oxford, 1990; Oxford & Nyikos,
1989; O’Malley, Chamot, Stewner-Manzanares, Russo, & Kupper, 1985a). Oxford (1990)
also sees LLSs as “steps taken by students to enhance their own learning” (p. 1). According
to Oxford (2008), learning strategies are generally signs of learner autonomy. They are good
indicators of how learners approach tasks or problems encountered during the language
learning process (Hawel, 2015).

For decades, researchers have said that effective learners are typically aware of their

strategies for learning, can judge the effectiveness of these strategies, and can choose



strategies well (O’Malley & Chamot, 1990; Oxford, 1990, 2008). O’Malley and Chamot
(1990) believe that “more effective students used learning strategies more often and had a
wider repertoire of learning strategies than did less effective students” (p. 128). In addition,
O’Malley et al. (1985a) argue that:
The learning strategies of good language learners, once identified and successfully taught
to less competent learners, could have considerable potential for enhancing the
development of second language skills. Second language teachers can play an active and
valuable role by teaching students on how to apply learning strategies to varied language
activities and how to extend the strategies to new tasks both in the language class and in

content areas requiring language skills. (pp. 557-558)

Investigating the learning strategies of effective and ineffective learners, Chamot and
Kupper (1989) also find that “more successful students used learning strategies more often,
more appropriately, with greater variety, and in ways that helped them complete the task
successfully” (p. 17). Ineffective students used fewer strategies and often used strategies “that
were inappropriate to the task” (Chamot & Kiipper, 1989, p. 17). Through an extensive
literature review, it has been suggested that the choice of language learning strategy use has
been influenced considerably by many various factors (e.g., Oxford & Nyikos, 1989; Ehrman
& Oxford, 1990; Peacock & Ho, 2003). Oxford (1990) claims that factors such as gender,
learning styles, motivation, personality, etc. are strongly affecting learners’ choice of learning
strategy use.

Research indicates that language learners at all levels use strategies (Chamot &
Kupper, 1989), but that some or most learners are not fully aware of the strategies they use or
the strategies that might be most beneficial to employ (Oxford, 1989). Based on the
experience of the researcher as an English language teacher and supervisor, it is noticed that

Yemeni secondary school learners may not be always aware of the power of consciously



using LLSs for making learning quicker and more effective. In other words, they do not use
appropriate learning strategies needed to learn the target language and remain unable to
achieve the desired goal of effective English language teaching (ELT). As mentioned above,
the focus on LLSs has been globally emphasized and increased, however, this field has not
been studied adequately in the Arab countries in general (Al-Sohbani, 2018) and there have
been few, if not any studies conducted on the LLSs use namely in Yemeni secondary schools.
Therefore, the present study attempts to fill such a gap. It mainly aims to explore the types of
English LLSs employed by Yemeni secondary school male and female learners in Ibb
governorate, based on the six categories of strategies presented in Oxford’s Strategy
Inventory for Language Learning (SILL), and to investigate if there are any significant
differences between male and female learners regarding the use of LLSs.
1.2. Rationale of the Study

One of the main concerns of English as a foreign language (EFL) research is to
identify what types of strategies students use to comprehend, learn, or retain new information
and how they retrieve and use of such information. Particular emphasis is placed on the need
for effective teaching of learning strategies (Graham, 1997). This is the point at which
teachers can demonstrate some of the learning strategies that students might want to learn
how to use appropriate strategies (Chamot, 1998). It is clear that students can be taught to use
better strategies as research suggests that “better strategies improve language performance”
(Oxford, 1989, p. 4).

Learning strategies assist learners to evaluate and improve their own language
learning process. They aid learners to find out their own deficiencies and abilities towards
learning and, therefore, try to fill in their gaps and ask for help. Besides, they guide learners

to learn and pass their exams successfully. Furthermore, they involve learners in thinking



about themselves as learners as well as help them to make the greatest progress in their own
learning (Oxford, 2008).

Chamot (2004) confirms that the preponderance of research on LLSs has been
descriptive, as researchers have sought to discover what learning strategies are reported by
learners of different languages. Though, there is an obvious dearth of this type of research
within the Arabic EFL context (see e.g., Abumelha, 2008; Abu Shmais, 2003; Al-Buainain,
2010; Aljuaid, 2010; EI-Dib, 2004; Khalil, 2005; Radwan, 2011) that investigates the use of
LLSs by EFL students in Arab countries. In fact, there is an apparent paucity of this kind of
research within the Yemeni EFL context investigating the general patterns of LLSs use, with
only two studies of Al-Sohbani (2013a) and Abdul-Ghafour (2013) in Yemen respectively.
Al-Sohbani investigated the metacognitive reading strategies used by Yemeni EFL
undergraduate university students while Abdul-Ghafour investigated the relationship between
LLSs and achievement among EFL university students.

Yemen is a monolingual country and Arabic is the formal language and the medium
of instruction in all educational institutions. In Yemen, English is taught as a FL and Yemeni
secondary school learners have studied English for six years. Nonetheless, the students’
communicative competence is still very weak and unsatisfying, so they cannot use even
simple statements, orally or in writing, to interact with others (Al-Sohbani, 2016). Macaro
(2001) claims that by learning to maintain communication through various strategies we keep
the conversation going and therefore end up talking more than if we just clammed up.

As an English language teacher and inspector in Ibb education office for many years,
the researcher has wondered why some learners are successful in language learning while
others are unsuccessful, however, no matter how hard the teacher works to make the language

class interesting and enjoyable. Such issue seems worthy to explore. Chamot (1998) argues



that one of the main reasons behind the weakness of learners’ communicative competence is
related to the strategies EFL learners employ to accomplish their needs or the tasks assigned.

To help learners become more effective language learners, it seems worthy to be
investigated. Due to the shortage of research on the patterns of LLSs employed by Yemeni
secondary school learners, further research is needed in this concern. This study presents a
step in this direction. It will investigate LLSs use by such learners and explore the difference
between males and females’ strategy use. This study thus aims to extend the available body
of literature concerning Yemeni students in their learning context and on the employment of
LLSs by secondary school male and female learners in Ibb governorate.
1.3. The Status of English in Yemen

Today, English language is used most widely in the world. Bose (2002) reports that
one of the main reasons that English is taught universally, either as a first language (L1), a
second language (L2), or a FL, is due to its global status it enjoys. Benson and Lor (1999, as
cited in Al-Sohbani, 2016) argue that since English is considered the first language in the
world, it is, therefore, very important to be learned. It is widely agreed that English becomes
the international language to be used all over the world for communicative purposes more
than any other language (Liou, 2010, as cited in Al-Hammadi, 2017). With the progress in
business, science, and technology, English has become very important and the number of
foreign visitors, teachers, and workers in Yemen has kept increasing steadily (Bose, 2002).

Therefore, Yemen desperately needs English for its developments in all aspects of
daily life and the demand for English language has been growing rapidly. Because of the
increasing importance of the English language, there is a growing focus on teaching it
throughout the world (Al-Hammadi & Sidek, 2014). In recent years, there has been a
significant awareness of the importance of English by the Yemeni community. For many

Yemenis, knowledge of English is a way to gain prestige and a key of success. It ensures a



better job, an opportunity for higher education, and access to contemporary information and
communication with the outside world (Hassen, 2009). Due to the importance of English
language for Yemeni society, the Yemeni policy of teaching and learning English
acknowledges that English is an important global language comes from the realization of its
important growth in the world (Bose, 2002). Although the realization of its importance in the
public Yemeni schools’ curriculum is growing greatly, it is seen as merely a subject among
many in the school syllabus (Al-Sohbani, 2016).

In the present time, English enjoys a significant and a privileged status in Yemen. In
general Yemeni people are now more aware of the fact that English has a crucial role in
Yemeni education, political affairs, oil companies, international banking, exports, imports,
and various industrial development (Al-Sohbani, 2015, 2016). It is used enormously in
education and communication as it is the language of science and technology (Bose, 2002).
As English is required for job opportunities, the interest for learning English language in
Yemen is increasing rapidly. This is apparent from the standards of jobs opportunities that
require knowledge of English as an essential qualification. For instance, many foreign
organizations and companies need employees who are qualified and proficient in English to
meet their practical requirements.

Thus, Yemenis, inside or outside Yemen, need to access these English sources of
knowledge to peruse their self-development.

1.4. Teaching of English Language in Yemeni Schools

Teaching of English in Yemeni secondary schools is considered as one of the main
concerns of the Ministry of Education due to the status of English locally and globally (Al-
Sohbani, 2013b). In Yemeni schools, English language is formally taught from grade (7) of
Basic Education Stage. The objectives of ELT in Yemeni schools are stated by Bose (2002, p.

17) as follows:



Enabling EFL Yemeni students to develop their proficiency in basic English
language skills such as listening and speaking.

Encouraging them to communicate in English with people who do not speak
Arabic in daily life situations.

Helping them to develop English writing skills for academic purposes.
Encouraging them to read English books and newspapers for acquiring

information or vocabulary to use outside of the class.

In addition, Communicative Language Teaching (CLT) is based on the premise that

the primary aims of teaching English language is to provide learners with information,

practice, and experience to meet their communication needs (Canale, 1983, as cited in

Bataineh, Bataineh, & Thabet, 2011). There is, therefore, a real need for teaching and

learning English in Yemen for many reasons. Some of these reasons are stated by Bose

(2002, pp. 15-16) as follows:

1.

Yemen with its rich, ancient culture is becoming a major attraction for tourists
from all over the world and hence, English will help boost the country’s tourism
industry.

Higher Education in Yemen is expanding and there is a need for offering
advanced courses in the field of science and technology which entails the
increasing use of English in higher education.

The number of Yemeni students going to countries like UK, USA, and India for
higher studies is increasing and they need proficiency in English.

There is an increasingly need for English in international trade because the

relationships of Yemen with other countries are growing greatly.

With regard to the status of teaching English in Yemeni context, English language is

introduced as a compulsory subject and taught as a FL for five to six periods a week at all



grades (7-12) and the duration of the class session is approximately 45 minutes. According to
Bose (2002), the teaching of English at the Yemeni public schools is based on the CLT.
Although CLT is supposed to be followed, traditional teaching is still practiced (Al-Sohbani,
2013b, 2016). Similarly, Bataineh et al. (2011) claim that “Yemeni teachers are more inclined
towards structure-based principles than those of CLT” (P. 865).

O’Neill, Snow, and Peacock (1999) affirm that the materials and methodology are
essentially pupil-centered, aiming to promote learning through meaningful individual and
interactive tasks. Nevertheless, it can be stated that teaching English in Yemeni schools is
mainly teacher-centered (Al-Sohbani, 2013b) where teacher has a role of complete authority
and controller in the classroom.

In fact, English education of Yemeni school students can be positively or negatively
influenced by many different factors such as teaching process, starting age for learning,
learning styles, learning strategies, classroom environment, and motivation. The current
section has discussed briefly teaching English in Yemeni schools with a focus on the
objectives and reasons of ELT in Yemeni schools. The next section will be devoted to the
secondary school curriculum in Yemen.

1.5. The English Curriculum in Yemeni Secondary School

Different materials are used for teaching English in Yemeni schools. Yemen has
witnessed some changes curricula changes in the 1990s which have emphasized the need of
communication inside classrooms and enhancing Yemeni students with English abilities (Al-
Shamiry, 1991; Bataineh, Thabet, & Bataineh, 2008; Thabet, 2002). These changes have
affected the current situation in Yemen, regarding teaching English as a FL in terms of
introducing textbooks based on communicative approach. In 1990, the Ministry of Education

adopted a new curriculum called the Crescent English Course for Yemen (CECFY) which



was published in cooperation with Oxford Press and is still taught today (Al-Hammadi &
Sidek, 2014).

The CECFY was introduced in schools in 1995/1996 and the last editions, namely
the third grade, of the secondary class was introduced in 1999/2000 as a final step of the new
teaching textbook (Bose, 2002). The CECFY has a variety of activities for English language
use in daily communication replaced the Yemeni structural syllabus (i.e., English for Yemen)
(Bose, 2002; Mahfoodh, 2011). It was written by two British authors in consultation with
some local Yemeni experts in the field of Education in Yemen (Bose, 2002; Mahfoodh,
2011). This course was published after conducting research, conferences, and seminar
discussions over a number of years (O’Neill et al., 1999). It is “pioneered the communicative
approach to language learning and teaching” whereas the syllabus is “a combined functional
structural” one and the recommended methodology is “drawn from a variety of old and new
sources” (O’ Neill et al., 1999, p. 4; Bose, 2002, pp. 53-54). In the CLT approach, students are
engaged in activities that give them the opportunity to think critically and use the target
language in meaningful contexts and in new ways (Al-Hammadi & Sidek, 2014).

This new edition of the course is firmly based on the same theoretical and
pedagogical principles as the original (O’Neill et al., 1999). Definitely, the present material
has many positive features of text types such as an attractive design with colourful
illustrations for language presentation and good practice exercises for all language elements
and skill development.

This textbook is introduced to be taught in Yemeni schools in order to improve the
quality of ELT and learning processes throughout the country. The new material (i.e., the
CECFY) provides a collection of reading passages for the students in order to expand their

knowledge in the field of their choice. In addition, it includes a variety of communicative
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activities based on real-life situations that mainly assist the students to develop their own
communicative ability (Bose, 2002).

The Crescent English Course for secondary levels prescribed by Ministry of
Education in Yemen includes: Pupil’s book and workbook four, five, and six match 10, 11,
and 12 standards, respectively. They are the first, second, and third grades of the secondary
school stage. Both books are presented in two separated books. The pupil’s book contains the
input material whereas the workbook contains language tasks and practice exercises. The
workbooks provide carefully graded and systematic practice and consolidation exercises as
well as communicative language learning tasks. The core material is intended to be used by
all students for developing language skills (O’Neill et al., 1999).

Bose (2002) states that the workbooks pay more attention to reading and writing
skills in addition to vocabulary and grammar exercises. The current textbook designed for the
secondary school level, respectively grade 10, is book 4 which is organised into eight units.
This course creates a negative attitude among the teachers as they find it hard to implement in
real situation in schools because the content is not related to the Yemeni context.

Therefore, it can be said that the English curriculum is uniform throughout the
country and it is mainly based on communicative approach (Al-Sohbani, 2013b, 2015, 2016).
The current section has discussed briefly the English curriculum used in Yemeni secondary
school with a focus on the major positive features and its role in developing students’
communicative ability.

1.6. Statement of the Problem

Research consistently shows that less successful language learners often use the same
strategies over and over again and do not make significant progress in their tasks. They do
not recognize that the strategies they use do not help them to accomplish their goal. The less

successful learners seem to be unaware of the strategies available to them to successfully
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accomplish a language task (Anderson, 2005), and they often use strategies in a desperate
way, not knowing how to identify the needed strategies (Oxford, 2008).

Learners are affected by their teachers during learning and by the settings in which
the language is learned. Therefore, opportunity to learn English through authentic
communication with native speakers is very seldom for Yemeni students who live in small
towns or in rural areas. Al-Sohbani (2015) argues that “the only way to learn English in
Yemen is through formal instruction where the English language teachers are also Yemeni”
(p. 36). As mentioned earlier, English textbooks in Yemeni public schools are, to a large
extent, communicatively oriented and learners in these schools study English for six years,
although most of them are unable to use the language for communicative purposes even after
graduating from secondary schools. According to the expertise of the researcher in the field
of ELT, this low level of the learners could be attributed to the traditional approaches
teachers followed in teaching English which focus on grammar structures, practicing
vocabulary, and using Arabic.

Graham (1997) states that teachers are the main obstacle for the development of
effective learning strategies in students as he states that there are some reasons behind this
such as “lack of time, insufficient training in teaching strategies and low motivation to
implement them” (p. 145). In this respect, Oxford (1990) claims that learners’ performance of
English language learning can be influenced by many factors such as LLSs.

As Oxford (1990) argues that “Once you know how students are currently learning,
you can help them to learn more effectively” (p. 200). However, applied research on LLSs
investigates the feasibility of helping learners become more effective language learners by
teaching them some of the learning strategies (Chamot, 1998), and hence, it has become
increasingly necessary for Yemeni learners to develop the language skills required to learn

English, and to evolve strategies to assist this development.
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Based on the experience of the researcher, it is noticed that a large number of
Yemeni secondary school learners may not be always aware of using appropriate LLSs to
learn the target language and remain unable to achieve the desired goal of effective ELT. In
this regard, exploring what LLSs are employed by Yemeni male and female secondary school
learners in Ibb governorate seems necessary to be investigated, which may lead to a better
understanding of the way Yemeni EFL learners acquire the target language.

Thus, such an issue indeed needs to be explored empirically so that the revealed
findings may enlighten and provoke the Ministry of Education represented by supervisors and
trainers in order to rethink of this problem.

1.7. Objectives of the Study

The present study mainly aims at:

1. ldentifying the types and frequency of LLSs employed by Yemeni secondary
school learners in Ibb governorate based on the six categories of strategies
presented in Oxford’s SILL.

2. Investigating if there are any significant differences between male and female
learners regarding their use of LLSs.

1.8. Questions of the Study

Given the shortage of research on patterns of language learning strategy use among
Yemeni learners at the secondary school in Ibb governorate, the current study tries to fill such
a dearth. The present study attempts to answer the following questions:

1. What are the types and the most/least frequently LLSs do Yemeni secondary

school learners employ?

2. Are there any significant differences between males and females’ LLSs use?
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1.9. Significance of the Study

Research in other contexts has shown that female learners’ use of LLSs is more than
males. However, it is neither known about the LLSs’ awareness of English language learners
in Yemeni secondary school nor about the differences between male and female learners
regarding their use of such strategies.

Therefore, the present study focuses on English LLSs which, as indicated earlier,
have not been thoroughly investigated in the Arab world in general and in Yemen in
particular. The present study is one of the few studies, if not the first one in Yemen that
investigates the use of LLSs by Yemeni secondary school learners in Ibb governorate. This
study particularly aims at finding the level of strategy use in general and in terms of strategy
category. The present study also tries to identify if there are any significant differences in
strategy use per gender.

In a nutshell, the significance of the study lies in the following points:

1. Giving more insight into exploring the Yemeni secondary school male and female

learners’ strategy use, in Ibb governorate, in particular.

2. Raising learners’ awareness of the strategies that are already present in their

textbooks to allow them to fully utilize them.

3. Encouraging English language teachers to incorporate LLSs during teaching tasks

in the courses.

4. Invoking/inspiring researchers to conduct more studies on LLSs in general which,

according to Oxford (1990), “is necessarily in its infancy” (p. 16), hoping positive

effect on language learning and teaching.

Furthermore, the findings of the study may help educators mainly teachers and

supervisors to focus, during teaching, on learning strategies which have not been used by the
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participants and at the same time encourage and enhance the strategies already appropriately
used. Moreover, this study might also provide usefulness to the curriculum developers and
material producers, as knowing learners’ general preference tendencies might enable material
developers along with decision makers to integrate LLSs into the syllabus that would help
learners to manipulate beneficial strategies.
1.10. Limitation of the Study

This study has some limitations in terms of the topic, participants, time, and
instruments as follows:
1. This study is limited to investigate English LLSs employed by Yemeni secondary
school learners in Ibb governorate.
2. This study is limited to urban public secondary school learners in Ibb governorate
grade (10). That is, results will be obtained from this study should be cautiously
considered and not be generalized. Nevertheless, certain indications will be gained
can be worth taking into account in similar schools in Ibb governorate and in similar
governorates.
3. This study is conducted in the academic year of 2017-2018.
4. The instrument used in this study for data collection is Oxford’s (1990) SILL
questionnaire.
1.11. Organization of the Study

The present study consists of five chapters. Chapter one introduces the topic, the
aims, and the significance of the study. It also includes the research questions to be answered
and the rationale of the study. Besides, it presents the status of English in Yemen, teaching of
English language in Yemeni schools, and the English curriculum in Yemeni secondary
school. Moreover, it justifies the research problem and the limitation of the present study.

Chapter two presents an overview of the literature review of this study. Chapter three
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presents the methodology that has been used to collect the required data. Chapter four deals
with the presentation and discussion of results. Chapter five contains the summary of
findings, implications of the study, and recommendations for further research.

1.12. Definitions of Key Terms

— Crescent English Course for Yemen (CECFY): The crescent English course for
Yemen is written by two British authors in consultation with local experts which is
based on “communicative approach to language learning and teaching” (O’Neill et al.,
1999, p. 4; Bose, 2002, p. 53). It is prescribed by Ministry of Education in Yemen and
published by Oxford University Press for Arab World.

— English as a Foreign Language (EFL): A language that is studied in a non-native
English speaking country. By this definition, English is taught in Yemen as a FL.
Oxford (1990), states that a FL does not have immediate social and communicative
functions within the community where it is learned; it is employed mostly to
communicate elsewhere.

— English as a Second Language (ESL): A language that is studied in a native English
speaking country. Oxford (1990) explained that a L2 has social and communicative
functions within the community where it is learned (p. 6). For example, in
multilingual countries, like Canada, people need more than one language for social,
economic, and professional reasons (Oxford, 1990).

— Language Learning Strategies (LLSs): are defined differently by several authors and
researchers. Oxford (1990) defined them as “operations employed by the learner to
aid the acquisition, storage, retrieval, and use of information” (p. 8).

— Strategy Inventory for Language Learning (SILL), wversion 7.0: a 50 item

questionnaire designed by (Oxford, 1990) to assess the frequency of language
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learning strategies use by EFL/ESL learners. It is divided into six categories as
follows:
— Memory strategies (9 items): help learners to store and retrieve new information by
using function such as grouping, using imagery, rhyming, and structured reviewing.
— Cognitive strategies (14 items): enable learners to understand and produce new
language by different means such as reasoning deductively or summarizing.
— Compensation strategies (6 items): are the strategies that allow learners to use the
language despite their large gaps in knowledge by using function such as guessing
meanings from the context in reading and listening, using synonyms, or gestures to
convey the meaning of unknown expression.
— Metacognitive strategies (9 items): are actions that go beyond cognitive devices
which allow learners to coordinate their learning process by using functions such as
centering, arranging, paying attention, planning, and evaluating
— Affective strategies (6 items): help learners to regulate their own emotions,
motivations, and attitudes through using function such as anxiety reduction, self-
encouragement, and self-reward.
— Social strategies (6 items): help learners to learn through interaction with others
through asking questions, cooperating with native speakers of the language, and
becoming culturally aware (Oxford, 1990, 1996).
1.13. Chapter Summary

This chapter introduced the topic of this study which aims to explore and investigate
the general English LLSs employed by Yemeni male and female secondary school learners
learning English as a FL. The chapter introduced the study through exploring existing
literature with the aim of identifying LLSs employed by such learners. In addition, it

introduced the rationale for this study to justify its importance, presented the statement of the
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problem and the objectives of the study. Moreover, the chapter addressed the posted
questions as well as the significance and the limitation of the study. The status of English in
Yemen, teaching of English language in Yemeni schools, and the English curriculum in
Yemeni secondary school were provided as well. Finally, the chapter provided the

organization of the study and the definitions of key terms.
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CHAPTER TWO
LITERATURE REVIEW

2.1. Introduction

This chapter provides an overview of LLSs. It summarizes the background and
definition of LLSs. This chapter also provides an overview of the problem related to the
classification systems of LLSs and presents Oxford’s classification system of LLSs. It also
lists the features of LLSs and takes into account the role of learning strategies in learning and
teaching. In addition, it takes into consideration the previous studies of LLSs involving “good
language learner” and other studies of LLSs conducted in Arab countries and non-Arab
ESL/EFL settings followed by the factors that influence the choice of LLSs. Therefore, it
takes into account the relationship between LLSs and gender.
2.2. Language Learning Strategies
2.2.1. Background of LLSs

The history of the language learning strategy concept goes back quite a long way
(Griffiths & Oxford, 2014). Oxford (1990) explains the root of the strategy term by stating
that the word comes from the ancient Greek term strategia meaning general relationship or
the art of war. Oxford points out specifically that strategy involves the optimal management
of troops, ships, or aircraft in a planned campaign. Therefore, the strategy concept has
become influential in education, where it has taken on a new meaning and has been
transformed into learning strategies (Oxford, 1990). Furthermore, Oxford (1990) suggests
that the strategy concept implies consciousness and intentionality as she claims that “the
strategy concept has been applied to...situations, where it has come to mean a plan, step, or
conscious action toward achievement of an objective” (p. 8). Griffiths and Oxford (2014)
affirm that the strategy concept is first brought to wide attention in the 1970s, continued

engendered interest into the 1980s and 1990s by different researchers (e.g., Rubin, 1975;
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O’Malley et al., 1985; O’Malley & Chamot, 1990; Oxford, 1990). Nevertheless, over the
years the strategy concept has been far from uncontroversial. Therefore, it can be stated that
learning strategies, as the term applies to language learning, have been hotly debated since
1970s and they remain controversial (Griffiths, 2004). It is observed that studies on LLSs
started by the seminal article of Rubin (1975) which was particularly influenced by
developments in cognitive psychology. In most of the studies on LLSs, the main focus has
been on investigating what good language learners do to acquire knowledge and learn a
second or foreign language. Early researchers tended to make lists of strategies and other
features presumed to be essential for all good language learners (Oxford, 1994).

Lessard-Clouston (1997) states that from the educational literature, the early
definition of Mayer (1988) reflects “the roots of LS in cognitive science, with its essential
assumptions that human beings process information and that learning involves such
information processing” (p. 2). However, learning strategies are used increasingly in learning
and teaching different subjects such as math, science, history, and languages, both in
classroom settings and more informal learning environments (Lessard-Clouston, 1997). The
next section is devoted to the definition of LLSs.
2.2.2. Definition of LLSs

In the field of LLSs, one of the main problems that has been and may still be of much
concern for many researchers is the problem of defining LLSs. In fact, the definition of LLSs
is really difficult to confirm as it is so ambiguous and “elusive” (Wenden & Rubin, 1987, as
cited in Griffiths, 2004, p. 2). Therefore, this problematic nature of the term and the lack of
accord of what a strategy really is makes the concept “fuzzy” as described by Ellis (1994, as
cited in Griffiths, 2004, p. 2) and, hence, the literature in defining and classifying LLSs
remains no easy task. There is no consensus on what constitutes a learning strategy in

language acquisition or how these differ from other types of learner activities (Bialystok,
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1983; O'Malley et al., 1983, as cited in O’Malley, Russo, Chamot, Stewner-Manzanares, &
Kupper, 1985b). O’Malley et al. (1985b) further support this argument of the crucial problem
about the definition of LLSs as follows:
Learning, teaching, and communication strategies are often interlaced in discussions
of language acquisition and are often applied to the same behavior. Further, even
within the group of activities most often referred to as learning strategies, there is
considerable confusion about definitions of specific strategies and about the

hierarchic relationship among strategies. (p. 3)

There have been numerous attempts to define strategies and the following excerpts of
definitions provided by different experts reflect the problematic nature of LLSs. The earliest
definition is provided by Rubin (1975) as “techniques or devices which a learner may use to
acquire knowledge” (p. 43). In the same line, other researchers define LLSs as techniques,
methods, or procedures, for example, Chamot (2008) considers learning strategies as
“techniques for understanding, remembering, and using information and skills” (p. 1).
Weinstein and Mayer (1986, as cited in Chamot & El-Dinary, 2000) define learning strategies
as “methods or techniques that individuals use to improve their comprehension, learning, and
retention of information.”

In a similar vein, Chamot and Kupper (1989) also acknowledge that LLSs are
“techniques which students use to comprehend, store, and remember new information and
skills” (p. 13). According to Chamot (2005), learning strategies are “procedures that facilitate
a learning task” (p. 112). O’Malley and Chamot (1990) view learning strategies as “the
special thoughts or behaviors that individuals use to help them comprehend, learn, or retain
new information” (p. 1). Other scholars have provided identical definitions of LLSs as

behaviors and thought processes, for example, Weinstein and Mayer (1983) consider learning



21

strategies as “behaviors and thoughts in which a learner engages and which are intended to
influence the learner’s encoding process” (p. 3). More specifically, according to Anderson
(1985), and Weinstein and Mayer (1985, as cited in Weinstein, 1988), these thoughts and
behaviors constitute organized plans of action designed to achieve a goal. These definitions
capture the features and the purposes of LLSs. Mayer (1988) defines LLSs as “behaviors of a
learner that are intended to influence how the learner processes information” (p. 11).

The optimal definition of LLSs is developed by Oxford (1990) as “steps taken by
students to enhance their own learning” (p. 1). Although researchers have dealt with the
concept of learning strategies from different perspectives, Oxford (1990) has developed a
more comprehensive definition of LLSs as she claims that they are “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). Oxford states that learners make conscious
efforts to manage their learning and these are reflected in the learning strategies used. Oxford
(2003) also argues that when the learner consciously chooses strategies that fit his or her
learning style and the L2 task at hand, these strategies become “a useful toolkit for active,
conscious, and purposeful self- regulation of learning” (p. 2). Moreover, Stern (1992, as cited
in Griffiths, 2004; Enciso, 2010; Abumelha, 2008; Chuin & Kaur, 2015; Hawel, 2015)
believes that the concept of language strategy is dependent on the assumption that learners
consciously engage in activities to achieve certain goals and learning strategies that can be
regarded as broadly conceived intentional directions.

Oxford (1994, p. 1, 2008, p. 41), in addition, claims that L2 learning strategies are
“the goal-oriented actions or steps (e.g., plan, evaluate, analyse) that learners take, with some
degree of consciousness, to enhance their L2 learning.” Similarly, Chamot (2004) suggests
that learning strategies are “the conscious thoughts and actions that learners take in order to

achieve a learning goal” (p. 14). Nevertheless, it is rather difficult to generalise all the
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definitions provided by different scholars. As one can see, the concept of a learning strategy
plays a central place in educational research in second and foreign language acquisition
research in particular. LLSs language learners use during the act of processing the new
information, knowledge, and performing tasks have been described by many researchers and
linguists. The following section is devoted to present the features related to LLSs.
2.2.3. Main Features of LLSs

There are acceptable number of basic characteristics in the view of LLSs. Oxford
(1990) summarizes her view of LLSs by listing twelve key features as follows:

1. All appropriate LLSs are oriented toward the main goal of communicative
competence. In order to develop communicative competence, learners should
interact in real life situations with language using meaningful, contextualized
language. Learning strategies encourage the learners to participate in such
authentic communication.

2. Learning strategies encourage learners for greater overall self-direction. Since it is
impossible for teachers to teach learners everything they need to know and cannot
be with them constantly, it is very important for learners to become more
responsible, confident, and independent. Self-direction is essential for the active
development of ability in a new language.

3. Learning Strategies set new roles for teachers. Teachers dispose of their
traditional roles as the authority figures and controllers in the classroom and have
new roles such as identifying students’ learning strategies, conducting training on
learning strategies, and helping learners become more independent. These
changes strengthen teachers’ roles making them more varied and more creative.

4. Learning strategies are problem-oriented. They are tools used because there is a

problem to solve, a task to accomplish, an objective to meet, or a goal to achieve.
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Learning strategies have an action basis. They are specific actions or behaviors
accomplished by the students to enhance their learning.

Learning strategies are not restricted to cognitive functions, such as those dealing
with mental processing and manipulation of the new language. They also include
metacognitive functions like planning, evaluating, and arranging one’s own
learning; and emotional, social, and other functions as well.

Learning strategies provide direct and indirect support of learning. Direct
strategies involve direct learning and use of the subject matter. Indirect strategies,
include metacognitive, affective, and social strategies, contribute indirectly but
powerfully to learning.

Learning strategies have some degree of observability. They are not always
readily observable because some strategies are mental processes. For example, the
act of making mental associations, which is an important memory strategy, cannot
be observed. However, cooperating, a strategy in which the learner works with
someone else to achieve a learning goal, can be observed.

Learning strategies have some levels of consciousness. They are always
conscious actions and they reflect conscious efforts by the learners to take control
of their learning. However, after amount of practice and use, learning strategies
can become automatic. In fact, making appropriate learning strategies automatic
is a desirable thing for language learning.

Learning strategies are teachable and learnable. They are easier to teach and
modify. This can be done through strategy training, which is an essential part of
language education. Strategy training helps learners to become more conscious of

strategy use and more skilled at employing appropriate strategies.
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11. Learning strategies are flexible; that is, they are not always found in predictable
sequences or in certain patterns. There is a great deal of individuality in the way
that learners choose, combine, and use strategies.

12. Learning strategies choice can be influenced by a variety of factors like age, sex,
motivation, etc. For example, more highly motivated learners use a significantly
greater range of appropriate strategies than do less motivated learners.

2.3. Problem in Classification Systems of LLSs

In the field of LLSs, it is widely apparent that not only the definition of LLSs
remains challengeable, but also the classification is evidently of great regard and contention.
Oxford (1990) clarifies this crucial point about the classification of LLSs, who puts that:

There is no complete agreement on exactly what strategies are; how many strategies

exist; how they should be defined, demarcated, and categorized; and whether it is—

or ever will be—possible to create a real, scientifically validated hierarchy of

strategies...Classification conflicts are inevitable. (P. 17)

Therefore, the contentious issue of defining LLSs and using various systems in
describing them causes classification problem, contradictions, and disconformity across
agreed-upon taxonomies. Griffiths (2004) explains this crucial issue by stating that:

In the face of the lack of consensus which is a feature of the language learning

strategy field, whatever term may be used, and however it may be defined or

classified, it is inevitably going to come into conflict with one or other of the

competing terms, definitions and classification systems. (p. 4)

According to Ellis (1994, as cited in Prakongchati, 2007), the underscores that LLSs
have been classified variously according to researchers’ own experiences. That is to say,
classification systems of LLSs have been resulted from the scholars’ particular concerns, the

surroundings, or the targeted sample that the researchers worked with.
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For better understanding the classification of strategies, some main strategy
taxonomies are compared below. O’Malley and Chamot’s (1990) strategy system, which has
received considerable attention since its appearance, distinguishes three broad types of
strategies: cognitive, metacognitive, and social/affective.

Rubin (1981, as cited in Chamot, Barnhardt, El-Dinary, Carbonaro, & Robbins,
1993) suggests a classification scheme consisting of strategies that directly affect learning
(e.g., monitoring, memorizing, deductive reasoning, and practice) and processes that
contribute indirectly to learning (creating opportunities for practice and production tricks).
Oxford (1990) classifies LLSs into two major classes: direct strategies (memory, cognitive,
and compensation) and indirect strategies (metacognitive, affective, and social).

More recently, others have analyzed the types of strategies used with different
second language tasks based on interviews, observations, and questionnaires. For example,
Oxford (1990) uses the SILL questionnaire to analyze the types of LLSs used by learners.

To conclude, as there have been problems in classifying LLSs, a various number of
strategy classification systems have been resulted and classified into different groups by
different researchers (e.g., O’Malley & Chamot, 1990; Oxford, 1990; etc.). Reporting on
several studies, Oxford (1994) indicates that almost all L2 strategy classifications have been
classified into the following groups: 1) systems related to successful language learners
(Rubin, 1975); 2) systems based on psychological functions (O’Malley & Chamot, 1990); 3)
linguistically based systems dealing with guessing, language monitoring, formal and
functional practice (Bialystok, 1981); 4) systems related to separate language skills (Cohen,
1990); and 5) systems based on different styles or types of learners (Sutter, 1989). The
existence of these distinct strategy taxonomies is a major problem in research on L2 learning
strategies as there is “lack of a coherent, well accepted system for describing these strategies”

(Oxford, 1994, p. 4). Nonetheless, most of the strategy classification systems have been
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relatively come to the same classifications without any major changes (Zare, 2012). Despite
of the problems in classification of LLSs, research constantly proves that learning strategies
help learners to control their own learning and become more proficient (Oxford, 1990).
However, the classification of LLSs in the present study is based on Oxford’s (1990)
classification system and further details about Oxford’s (1990) taxonomy will be illustrated in
the next section titled Oxford’s (1990) taxonomy and classification of LLSs.

2.4. Oxford’s (1990) Taxonomy and Classification of LLSs

Similar to Rubin (1981, as cited in Prakongchati, 2007), Oxford (1990) also classifies
LLSs on the basis of strategy functions. Oxford (1990) assumes that the main aim of LLSs is
oriented towards the “development of communicative competence” (p. 8). Oxford (1990)
presents the classification of LLSs through questionnaire data. According to Ellis (1994, as
cited in Prakongchati (2007) and Griffiths (2004), Oxford’s taxonomy is “perhaps the most
comprehensive classification of learning strategies to date”.

Oxford (1990) argues that her classification system differs in several ways from
earlier attempts to classify strategies because “it is more comprehensive and detailed; it is
more systematic in linking individual strategies, as well as strategy groups, with each of the
four language skills (listening, reading, speaking, and writing); and it uses less technical
terminology” (p. 14). She claims that this classification system is a very useful way to
examine such strategies. Furthermore, she describes the system and puts it this way:

This system provides...a comprehensive structure for understanding strategies. It

includes a wide variety of affective and social strategies which are not often enough

considered by strategy researchers, teachers, or students. It unites the whole range of
compensation strategies, so confusingly separated in other strategy classification
schemes. Finally, it organizes well-known metacognitive, cognitive, and memory

strategies so that you can access them easily. (p. 22)
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Oxford’s taxonomy is basically simple and distinguished from other strategy
taxonomies in which it contains only two main categories of strategies. It covers the whole
range of LLSs within the two-part classification and clearly defines the strategies contained
in each category. It also applies every strategy to each relevant language skill. Besides, it
provides some clarifying examples of strategy use. It is based on an extensive review of
empirical research and is designed for practical use (Oxford, 1986b).

In addition, this taxonomy helps students to develop each of the four language skills
as well as it is useful to the development of a particular skill (Oxford, 1990). On the other
hand, the strategies included in it are descriptive and applicable to all types of learners.
Therefore, it can be said that Oxford’s classification system is the most complete system
currently now available for classifying L2 learning strategies (Oxford, 1968a).

Oxford (1990) also admits that there is a large overlap exists among the strategy
categories, and gives as an example the metacognitive strategy of self-assessment and
planning which often require reasoning, might also be considered a cognitive strategy.
Likewise, Oxford deals with the difficulty of whether the compensation strategy of guessing,
which also requires reasoning as well as involves sociocultural sensitivity, is a cognitive
strategy or a social strategy.

In addition, Oxford acknowledges the possibility that some strategy researchers
disagree on the basic definitions of such terms, like direct and indirect, as she provides an
example of whether a particular strategy such as self-monitoring should be called direct or
indirect. Oxford (1990) justifies the inclusion of learning strategies for production that help
learners to keep on using the language and gain more practice. Oxford argues that they “help
learners become more fluent in what they already know....may lead learners to gain new
information about what is appropriate or permissible in the target language” (p. 49). Oxford

(1990) classifies LLSs into two major classes: Direct strategies and indirect strategies.
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These two classes are sub-divided into a total of six groups. These six categories are
used by different researchers for a large number of research in the field of learning strategy.
Memory strategies, cognitive strategies, and compensation strategies are under the direct
strategies while metacognitive strategies, affective strategies, and social strategies are under
the indirect strategies. Table 2.1 shows Oxford’s classification system of LLSs and their
categories and sub-categories.

Table 2.1

Classification of Language Learning Strategies

Direct Strategies Indirect Strategies

1. Memory 1. Metacognitive
A. Creating mental linkages A. Centering your learning
B. Applying images and sounds B. Arranging and planning your learning
C. Reviewing well C. Evaluating your learning
D. Employing action
2. Cognitive 2. Affective
A. Practicing A. Lowering your anxiety
B. Receiving and sending messages strategies B. Encouraging yourself
C. Analyzing and reasoning C. Taking your emotional temperature
D. Creating structure for input and output
3. Compensation 3. Social
A. Guessing intelligently A. Asking questions
B. Overcoming limitations in speaking and B. Cooperating with others

writing C. Empathizing with others

Source: Oxford (1990, p. 17)

As Oxford (1990) states, though existing different groups, all these strategies are
related to each other. Direct and indirect strategies support each other and that each strategy
group is capable of connecting with and help every other strategy group. In other words, all
the sub-groups listed in six categories interact with and help one another. The first major
class, direct strategies (working with the language itself in a variety of specific task and
situation) composed of memory strategies for remembering and retrieving new information,
cognitive strategies for understanding and producing the language, and compensation
strategies for using the language despite knowledge gap. The other major class, indirect

strategies (dealing with the general management of learning) made up of metacognitive
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strategies for coordinating the learning process, affective strategies for regulating emotions,
and social strategies for learning through interaction with others (Oxford, 1990).
2.4.1. Direct Strategies

For Oxford (1990), direct strategies are specific LLSs which directly involve the
target language. The main feature of all direct strategies is that they require mental processing
of the language while each of the three subgroups of direct strategies does this process in its
own way. Direct strategies are further classified into three groups: Memory strategies,
cognitive strategies, and compensation strategies.
2.4.1.1. Memory Strategies

Oxford (2003) defines memory strategies as actions that are used for entering
information into memory and retrieving it later. Oxford (1990) acknowledges that they are
“powerful mental tools” (p. 38). Oxford states that the highly specific function of memory
strategies is that they help learners store and retrieve new information. In other words, they
enable learners to store verbal material and then retrieve it when needed for communication.
Memory-related strategies help learners to link one L2 item or concept with another, but do
not necessarily involve deep understanding (Oxford, 2003).

Oxford also affirms that memory strategies are often used for memorizing
vocabulary and structures in initial stages of language learning. Memory strategies can
contribute powerfully to language learning, nonetheless, some research shows that language
learners rarely report using these strategies (Oxford, 1990). Oxford (1990) classifies memory
strategies in another set of four: creating mental linkages, applying images and sounds,
reviewing well, and employing actions. Figure 2.1 is the diagram that shows the clusters of

the memory strategies.
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A. Creating Mental Linkages
1. Grouping
2. Associating/elaborating
3. Placing new words into a context

B. Applying Images and Sounds
1. Using imagery
2. Semantic mapping
3. Using keywords
4. Representing sounds in memory

C. Reviewing Well
1. Structured reviewing

D. Employing Action
1. Using physical response or sensation
2. Using mechanical techniques

Figure 2.1: Diagram of the Memory Strategies (Oxford, 1990, p. 39)

Table 2.2 shows the memory strategies definitions, as clustered into appropriate strategy sets.

Table 2.2

Memory Strategies Definitions

Strategy

Definition

A. Creating Mental Linka

€s

1. Grouping

Classifying or reclassifying language material into meaningful units, either
mentally or in writing, to make the material easier to remember by reducing the
number of unrelated elements. This can be done, for example, by categorizing
groups grammatically, then labeling them for more specific grouping.

2. Associating/Elaborating

Relating one piece of information to another in order to create associations in
memory between two things (e.g., bread-butter) or in the form of a multipart.

3. Placing new words into
a context

Placing a word or phrase in a meaningful sentence, conversation, or story in order
to remember it by linking with a context.

B. Applying Images and Sounds

1. Using imagery

Relating new language information to concepts that are already in memory by
using meaningful visual imagery either in the mind or in actual drawing.

2. Semantic mapping

Making an arrangement of words into a picture which has a key concept at the
center and the related words linked with the key concept by lines or arrows.

3. Using keywords

Remembering a new word by (a) identifying a familiar L1 word that sounds like
the new word (auditory link) and (b) generating a visual image of the new word
“interacting” with the familiar one in some way (visual link).

4. Representing sounds in
memory

Remembering new language information according to its sounds by linking new
language word with any other word in the first language that sounds like the new
word. Using accent marks, phonetic spelling, or rhymes to memorize the word.

C. Reviewing Well

1. Structured Reviewing

Reviewing the new language material carefully at different intervals. At first,
reviewing close together, and then more widely spaced apart (i.e., Practice can
begin immediately, then after 15 minutes, two days later, four days later, etc.

D. Employing Action

1. Using physical
response or sensation

Physically acting out a new expression (e.g., going to the door) or meaningfully
relating a new expression to a physical feeling or sensation (e.g., warmth).

2. Using mechanical
techniques

Using creative techniques, especially by moving or changing something which is
concrete to remember new target language information. A good example is using
flashcards with new words on one side and the definition on the other.

Source: Oxford (1990, pp. 40-43)
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2.4.1.2. Cognitive Strategies

For Oxford (1990), cognitive strategies, such as summarizing or reasoning
deductively, enable learners to understand and produce new language through many different
means. The common function they all have is that they enable the learner to manipulate or
transform the target language. For this reason, cognitive strategies are seen as essential for
learning a new language.

Oxford (1990) claims that cognitive strategies are the most popular strategies among
language learners and they are practical for language learning. Cognitive strategies are
grouped by Oxford (1990) into four categories: practicing, receiving and sending messages,
analyzing and reasoning, and creating structure for input and output. Figure 2.2 is the

diagram that shows the clusters of these strategies.

A. Practicing
1. Repeating
2. Formally practicing with sounds and writing systems
3. Recognizing and using formulas and patterns
4. Recombining
5. Practicing naturalistically

B. Receiving and Sending Messages
Cognitive Strategies 1. Getting the idea quickly
2. Using resources for receiving and sending messages

C. Analyzing and Reasoning
1. Reasoning deductively
2. Analyzing expressions
3. Analyzing contrastively (across languages)
4. Translating
5. Transferring

D. Creating Structure for Input and Output
1. Taking notes
2. Summarizing
3. Highlighting
Figure 2.2: Diagram of the Cognitive Strategies (Oxford, 1990, p. 44)
Table 2.3 shows the definitions of each cognitive strategy, as clustered into

appropriate strategy sets.
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Table 2.3

Cognitive Strategies Definitions

Strategy | Definition
A. Practicing
1. Repeating Saying or doing something repeatedly, listening to something several times,

rehearsing, and imitating a native speaker.

2. Formally practicing with | Practicing sounds (pronunciation, intonation, and register), however, this is
sounds and writing systems | not a naturalistic communicative practice; it involves practicing the new
written systems of the target language in a variety of ways.

3. Recognizing and using Being aware of and using routine formulas (single, unanalyzed units), such as
formulas and patterns “Hello, how are you”, etc. and unanalyzed patterns, such as “It’s time to ...”.
4. Recombining Constructing a meaningful sentence or longer language sequence by

combining known elements in new ways, as linking one phrase with another
in a whole sentence.

5. Practicing naturalistically | Practicing the new language (L2) in natural realistic settings by conducting a
conversation, listening to lecture, or reading a book in the target language.

B. Receiving and Sending Messages

1. Getting the idea quickly Using skimming to determine the main ideas the speaker wants to get across
or scanning to find specific details of interest of the learner.

2. Using resources for Using a variety of resources for understanding or producing meaning. It
receiving and sending includes using print or non-print resources to understand incoming messages
messages or produce outgoing messages.

C. Analyzing and Reasoning

1. Reasoning deductively Using general rules and apply them to new target language situations. It is a

top-down strategy leading from general to specific.

2. Analyzing expression Determine the meaning of a new expression by breaking it down into parts and

using the meanings of the parts to understand the meaning of the whole.

3. Analyzing contrastively Compare elements (e.g., sounds and vocabulary) of the target language with
elements of one’s own language to determine similarities and differences.

4. Translating Translating word-for-word (verbatim) from one language to another and using
one’s own language as the basis for understanding or producing the new
language in speech or writing.

5. Transferring Directly applying previous knowledge of words, concepts, or structures from
one language to another in order to understand or produce an expression in the
target language.

D. Creating Structure for Input and Output

1. Taking Notes Writing down the main idea or specific points during instructions as small
pieces of disorganized notes or in more systematic form of the shopping list
format, the T-formation, the semantic map, or the standard outline form.

2. Summarizing Making a summary of information presented or abstract of longer passage.

3. Highlighting Using a variety of emphasis techniques, such as underlining or color-coding,
to focus on important information in a passage.

Source: Oxford (1990, pp. 45-47)

2.4.1.3. Compensation Strategies

Oxford (1990) states that compensation strategies are the strategies that enable
learners to use the new language for either comprehension or production in spite of
limitations in knowledge. Oxford (1990) argues that compensation strategies are employed by

learners when facing a temporary breakdown in speaking or writing.



33

Oxford (1990) points out that compensation strategies are intended to make up for an
inadequate repertoire of grammar and vocabulary, they serve as auto fillers in learning a
language where information gaps occur.

Learners use compensation both in comprehension and in production, these strategies
let such learners produce spoken and written expressions in the target language though they
lack of the complete knowledge.

Compensation strategies for production are used to compensate and make up for a
lack of appropriate vocabulary and grammatical knowledge (Oxford, 1990). Besides, some of
these strategies help learners become more fluent in their prior knowledge. Oxford (1990)
states that learners who reported to use more compensation strategies sometimes
communicate better than learners who are not.

There are ten compensation strategies listed by Oxford (1990) under two categories,
the first is guessing intelligently and the latter is overcoming limitations in speaking and

writing. Figure 2.3 is the diagram that shows the clusters of the compensation strategies.

A. Guessing Intelligently

1. Using linguistic clues
2. Using other clues
Compensation Strategies B. Overcoming Limitations in Speaking and Writing

1. Switching to the mother tongue
2. Getting help
3. Using mime or gesture
4. Avoiding communication partially or totally
5. Selecting the topic

6. Adjusting or approximating the message

7. Coining words

8. Using a circumlocution or synonym

Figure 2.3: Diagram of the Compensation Strategies (Oxford, 1990, p. 48)
Table 2.4 shows the definitions of each compensation strategy, as clustered into

appropriate strategy sets.
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Compensation Strategies Definitions

Strategy

| Definition

A. Guessing Intelligently in Listening and Reading

1. Using linguistic clues
and other clues

Seeking and using language based and non-language based clues in order to
guess the meaning of what is read or heard in the target language, in the
absence of the complete knowledge of grammar, vocabulary, and other target
language elements. The nature of other words in the sentence, type of the
word, parts of speech, or previous knowledge of certain words can be used as
linguistic clues, and context, situation, text structure, topic, or personal
relationships are among the non-linguistic clues.

B. Overcoming Limitations in Speaking and Writing

1. Switching to the mother
tongue

Using mother tongue for an expression without translating it. It may include
adding word endings from the target language onto words from the mother
tongue.

2. Getting help

Asking explicitly someone for help to provide the missing expression in the
target language.

3. Using mime or gesture

Using physical motion, such as mime and gesture, in place of an expression to
indicate the meaning.

4. Avoiding communication
partially or totally

Partially or totally avoiding conversation when difficulties are anticipated or
avoidance of certain topics in which the learner does not feel confident.

5. Selecting the topic

Choosing the topic of conversation in which the learner has sufficient
vocabulary and grammar in order to direct communication.

6. Adjusting or
approximating the
message

Altering the message by omitting some items of information to make the
ideas simpler or saying something slightly different which almost means the
same thing.

7. Coining words

Making up new words to communicate the desired idea, such as paper-holder
for notebook.

8. Using a circumlocution
or synonym

Getting the meaning across by describing the concept (circumlocution) or
using a word that means the same thing (synonyms).

Source: Oxford (1990, pp. 49-51)

2.4.2. Indirect Strategies

The second major class of LLSs is called indirect strategies because they support and

manage language learning, in many instances, without directly involving the target language

(Oxford, 1990). However, they are combined with the direct strategies and they are useful in

practically all language learning situations and are applicable to the four language skills

(reading, writing, listening, and speaking) (Oxford, 1990). Oxford (1990) suggests that these

strategies provide indirect support for language learning by employing different strategies,

such as focusing, planning, arranging, evaluating, seeking opportunities, lowering anxiety,

and increasing cooperation and empathy. Indirect strategies are further divided into three

categories: Metacognitive strategies, affective strategies, and social strategies.
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2.4.2.1. Metacognitive Strategies

According to Oxford (1990), metacognitive strategies are actions that go beyond
cognitive devices and enable learners to control their own cognition and to coordinate their
own learning process by using functions such as centering, arranging, planning, and
evaluating. Oxford (1990) believes that metacognitive strategies are very important for
successful language learning.

learners who sometimes get overwhelmed by the novelty of the target language, such
as unfamiliar vocabulary, confusing, and overlapping rules, need these strategies and
consciously using them which can regain their focus through involving skills such as paying
attention, overviewing, and linking with material already known (Oxford, 1990).

Eleven skills are listed under three sets of metacognitive strategies. They are:
Centering your learning, arranging and planning your learning, and evaluating your learning.

Figure 2.4 is the diagram that shows the clusters of the metacognitive strategies.

A. Centering your Learning
1. Overviewing and linking with already known material
2. Paying attention
3. Delaying speech production to focus on listening

B. Arranging and Planning your Learning
Metacognitive Strategies 1. Finding out about language learning

2. Organizing

3. Setting goals and objectives

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 your Learning
1. Self-monitoring
2. Self-evaluating

Figure 2.4: Diagram of the Metacognitive Strategies (Oxford, 1990, p. 137)
Table 2.5 shows the definitions of each metacognitive strategy, as clustered into

appropriate strategy sets.
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Table 2.5

Metacognitive Strategies Definitions

Strategy | Definition
A. Centering Your Learning
1. Overviewing and linking Overviewing comprehensively a key concept, principle, or set of materials
with already known material | in an upcoming activity and associating it with what is already known.
2. Paying attention Deciding in advance to pay attention in general to an L2 learning task and

to ignore irrelevant distractors (direct attention), and deciding in advance
to pay attention to specific aspects of L2 input or to situational details
(selective attention).

3. Delaying speech production Deciding in advance to delay speech production in the target language
to focus on listening either partially or totally until listening comprehension skills are better
developed.

B. Arranging and Planning your Learning

1. Finding out about language Making efforts to find out how language learning works with reading
learning books and talking to other people to improve one’s own language learning.

2. Organizing Understanding and using conditions related to optimal learning of the new
language; organizing one’s own schedule, physical environment (e.g.,
noise, temperature, and amount of space), and language learning notebook.

3. Setting goals and objectives Setting one’s own aims for language learning, including long-term goals
(e.g., being able to use the language for informal conversation by the end
of the year) and short-term goals (e.g., finishing reading a story by Friday).

4. Identifying the purpose of a Deciding the purpose of a particular language task involving any skill.
language task

5. Planning for a language task | Planning for the language components and functions necessary for an
upcoming language task or situation.

6. Seeking practice Consciously seeking out or creating as many opportunities as possible to
opportunities practice the L2 in naturalistic situation; for example, going to movies or
joining an international social clubs.

C. Evaluating Your Learning

1. Self-monitoring Identifying one’s own errors in both understanding and producing the new
language and correcting one’s own mistakes.
2. Self-evaluating Evaluating one’s own progress against short-term or long-term L2 goals in

the target language by checking an internal or external measure of
completeness, quality, or accuracy.

Source: Oxford (1990, pp. 138-140)
2.4.2.2. Affective Strategies

Oxford (1990) refers the term “affective” to emotions, attitudes, motivations, and
values (p. 140). However, affective strategies help learners to regulate their own emotions,
motivations, and attitudes. Affective factors are always deep into language learning, as they
are in all kinds of learning. Positive feelings will result in better performance in language
learning. Thus, while learning a new language, learners can gain control over factors related
to emotions, attitudes, motivations, and values through the use of affective strategies (Oxford,

1990). There are ten skills listed under three sets of affective strategies. They are: lowering
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yourself, and taking your emotional temperature. Figure 2.5 is the

diagram that shows the clusters of the affective strategies.

Affective Strategies

A. Lowering your Anxiety
1. Using progressive relaxation, deep breathing, or meditation
2. Using music
3. Using laughter

B. Encouraging yourself
1. Making positive statements
2. Taking risks wisely
3. Rewarding yourself

C. Taking your Emotional Temperature
1. Listening to your body
2. Using a checklist
3. Writing a language learning diary
4. Discussing your feelings with someone else

Figure 2.5: Diagram of the Affective Strategies (Oxford, 1990, p. 141)

Table 2.6 shows
appropriate strategy sets.
Table 2.6

Affective Strategies Definit

the definitions of each affective strategy, as clustered into

ions

Strategy

Definition

A. Lowering Your Anxiety

1. Using progressive
relaxation, deep breathing,
or meditation

Using techniques of reciprocally tensing and relaxing the muscle groups in the
body, such as breathing deeply from the diaphragm or meditating by focusing
on a mental image or sound.

2. Using music

Listening to soothing music like a classical concert to relax.

3. Using laughter

Using laughter through watching funny films or reading funny books as means
for relaxation while learning a new language.

B. Encouraging Yourself

1. Making positive statements

Saying or writing positive statements to oneself in the L1 or the L2 in order to
feel more confident or capable in learning the new language.

2. Taking risk wisely

Pushing oneself to take risk in language learning situation despite the
possibility of making mistakes that must be tolerated with good judgment.

3. Rewarding yourself

Giving oneself a valuable reward for a particular good performance in the new
language.

C. Taking Your Emotional Te

mperature

1. Listening to your body

Paying attention to negative or positive signals reflection given by the body,
such as stress, worry, fear, and anger or happiness, interest, and pleasure.

2. Using Checklist

Using checklist to discover feelings, attitudes, and motivations concerning
language learning in general and specific language tasks in particular.

3. Writing a language learning
Diary

Writing a diary or journal to keep track of events and feelings in the process of
learning a new language.

4. Discussing your feelings
with someone else

Talking with another person like a friend or a teacher to discover and express
feelings about language learning.

Source: Oxford (1990, pp. 143-144)
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2.4.2.3. Social Strategies

As Oxford (1990) states that “language is a form of social behavior” (p. 144), social
strategies help learners to learn through interaction with others and understand the target
language and the culture as well. It is, therefore, impossible to differentiate language from
social interaction. Oxford (1990) affirms that social strategies are helpful and indeed essential
to all four language skills. There are six strategies listed under three sets of social strategies.
They are: asking questions, cooperating with others, and empathizing with others. Figure 2.6
is the diagram that shows the clusters of the social strategies.

A. Asking Questions
1. Asking for clarification or verification
2. Asking for correction

B. Cooperating with others
Social Strategies 1. Cooperating with peers
2. Cooperating with proficient users of the new language

C. Empathizing with others
1. Developing cultural understanding
2. Becoming aware of others’ thoughts and feelings

Figure 2.6: Diagram of the Social Strategies (Oxford, 1990, p. 145)
Table 2.7 shows the definitions of each social strategy, as clustered into proper strategy sets.
Table 2.7

Social Strategies Definitions

Strategy | Definition

A. Asking questions

1. Asking for clarification or Asking a teacher or native speaker to repeat, clarify, paraphrase, explain, or

verification give examples of a specific L2 item; asking if a specific utterance is correct or
if a rule fits a particular case, paraphrasing or repeating a sentence to get
feedback on whether something is correct.

2. Asking for correction Asking someone for correction in a conversation.
B. Cooperating with others
1. Cooperating with peers Working with other language learners to improve language skills as it involves

controlling motives toward competitiveness and rivalry.

2. Cooperating with proficient | Working with teachers or native speakers of the language outside the class as it
Users of the new language. | provides social interaction and chance of authentic communication.

C. Empathizing with others

1. Developing cultural Trying to empathize with another person through learning about the culture
understanding and to understand the other person’s relation to that culture.

2. Becoming aware of others’ | Observing the behaviors of others by asking about their thoughts and feelings.
thoughts and feelings

Source: Oxford (1990, p. 147)
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2.5. The Role of LLSs in Language Learning and Teaching

Since the role of LLSs has played a major shift in the educational process (i.e.,
learning and teaching process), in which the learner has become the center, has had an
influence on learning strategies. One of the major and increasingly important role of LLSs is
to help learners develop their own awareness of thinking processes (i.e., metacognition or
metacognitive) and develop effective ways to retain the amount of information coming from
the learning environment. Research has shown that LLSs are used by good language learners.
This evidence is supported by Chamot (1998) who stated that “although good language
learners are better users of strategies than less effective students in their approach to
developing proficiency in a new language, less effective students can learn how to improve
their performance by using appropriate learning strategies” (p. 2).

In Weinstein and Mayer (1983), it is stated that the goal of any particular learning
strategy may be to affect the learner’s motivational or affective state--or the way in which the
learner selects, acquires, organizes, or integrates new knowledge. Accordingly, effective use
of LLSs helps learners to learn the new language more effectively and efficiently, remember
a considerable body of material, think of ways to solve problem and increase their motivation
to become better, and more successful language learners. Lessard-Clouston (1997) states that
communicative competence is one of the main positive aspects of a good use of LLSs. In this
respect, Oxford (1990) believes that LLSs contribute to the development of the
communicative competence of the learners.

This means that learners who use LLSs appropriately and apply them to other subject
area become proficient in the target language. It is widely agreed that research shows us that
learners who receive strategy training generally learn better than those who do not (Oxford,
1990). This means that teachers who train learners to use LLSs can help them become

successful language learners.
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In this regard, Oxford (1990) states that the general goals of strategy training are “to
help make language learning more meaningful, to encourage a collaborative spirit between
learner and teacher, to learn about options for language learning, and to learn and practice
strategies that facilitate self-reliance” (p. 200). Besides, Chamot et al. (1993) argue that one
of a principal goal of teaching LLSs is to “develop the ability of students to control their own
language learning” (p. 47). Furthermore, Chamot et al. (1993) suggest that “strategies are
valuable learning tools” (p. 47). However, LLSs are particularly important for learners
because they assist them to become more responsible, independent, and confident learners. In
this regard, Oxford (1990) claims that LLSs are especially important for language learning
because they are “tools for active, self-directed involvement, which is essential for
developing communicative competence” (p. 1).

Moreover, Oxford (1986a) states that L2 learning strategies are important because
they improve language performance, encourage learner autonomy, are teachable and expand
the role of the teacher in significant ways. She also argues that if students and teachers know
how learning strategies are most appropriately used, both groups can benefit greatly. On the
other hand, Oxford and Nyikos (1989) claim that using learning strategies appropriately
enables learners to take responsibility for their own learning through reinforcing learner
autonomy, independence, and self-direction. Oxford (1994) adds the idea that LLSs improve
proficiency, either in general or in specific skill areas. Chamot (1998) claims that when
learners start to understand their own learning processes and exert some control over these
processes, they become more responsible for their own learning.

Therefore, it is easy to see how LLSs activate the development of communicative
competence. For instance, metacognitive strategies help learners to control their own
cognition, coordinate the learning process through using function such as planning, arranging,

centering, and evaluating their own learning process, social strategies help learning through
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interacting with others and managing, and affective strategies help to regulate emotions,
motivations, and attitudes related to learning. Memory strategies help learners to store and
retrieve new information through grouping or using imagery, cognitive strategies enable
learners to understand and produce new language by different means through summarizing or
reasoning deductively, and compensation strategies allow learners to use language despite
their gaps in knowledge of the language by guessing or using synonyms (Oxford, 1990).

Thus, LLSs are good signs of how learners process tasks or solve problems faced
them during language learning process. A good language teacher characteristic is to help
learners to understand better LLSs and train them to develop, and use such effective LLSs
appropriately to learn the target language. Previous studies of LLSs will be the topic of the
next section.
2.6. Previous Studies on LLSs

Griffiths (2004) claims that one of the challenges with examining LLSs is that they
cannot usually be seen directly; they can only be derived from language learner conduct.
Studies in the field of LLSs have emerged from a concern for identifying the characteristics
of good language learners and the strategies they reported in learning the target language.
Therefore, studies on learning strategies have evolved from simple lists of strategies to more
highly sophisticated investigations using various forms of data gathering (Oxford, 1986a)
about what good language learners do that makes them more successful than slower language
learners (Griffiths, 2004). The researchers have demonstrated that students do apply learning
strategies while learning a new language and that these strategies can be described and
classified (O’Malley & Chamot, 1990). Therefore, this section provides information about the
previous studies related to the topic and objectives being investigated in the current study.

The existing literature is divided into three parts: Studies involving good language learner,
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studies of LLSs conducted in Arab countries, and related studies of LLSs conducted in non-

Arab ESL/EFL settings.

2.6.1. Studies Involving Good Language Learner

Early researchers tended to make lists of strategies and other characteristics supposed

to be essential for all good language learners. The research in the field of LLSs started in the

1970s with the seminal article by Rubin (1975) ‘What the good language learner can teach

us’. She suggested that good language learner could be identified by looking at special

strategies used by more successful students. Rubin describes the good language learner as

follows:

1.

He/She is a willing and accurate guesser, who is able to gather and store
information and uses all the clues (both linguistic and social) efficiently.

He/She has a strong drive to communicate or learn from communication and is
willing to do many things to get his/her message across.

He/She is often not inhibited and willing to appear foolish and make mistakes in
order to learn or communicate.

He/She focuses on form by looking for language patterns and constantly
classifying, analyzing, and synthesizing information in a particular way.

He/She practices pronunciation and seeks opportunities to use the language inside
or outside the classroom.

He/She monitors his/her own speech as well as the speech of others and actively
participates in the learning process whether or not he/she is called upon to
perform and can learn from his/her own mistakes.

He/She pays attention to meaning and not just to the language grammar or surface

form of speech (Rubin, 1975).
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At the same time, Stern (1975, as cited in Oxford, 1986a) made a list of strategies
used by good language learner, adding that he/she is identified by a number of characteristics
and strategic techniques through an active approach to the learning task, a tolerant and
outgoing approach to the target language and empathy with its speakers, technical know-how
about how to tackle a language, and strategies of experimentation and planning with the aim
of developing the new language into an ordered system.

A number of these characteristics have been validated by subsequent research of
Naiman, Frohlich, and Todesco (1975, as cited in Oxford, 1994) who also made a list of
strategies used by successful L2 learner, adding that he/she learns to think in the language
and addresses the affective aspects of language acquisition. Research suggested that effective
learners use a variety of learning strategies appropriate to the nature of the task, the learning
material, and the person’s goals and stage of learning (Oxford, 1992).

Research and theory in L2 learning strongly suggested that good language learners
use a variety of strategies to assist them in gaining command over new language skills
(O’Malley et al.,1985a). Therefore, these studies have produced some impressive visions
about the strategies used by good language learners and the features they naturally displayed
during their learning a new language.

2.6.2. Related Studies of LLSs Conducted in Arab EFL Countries

With regard to the studies related to LLSs used by Arabic speakers of EFL students,
there are numerous studies conducted in this field. Some studies have been selected from
different Arab countries such as Yemen, Saudi Arabia, Oman, Jordan, Palestinian, Morocco,
and Kuwait. The selected studies include (e.g., Abdul-Ghafour, 2013; Abu-Shmais, 2003;
Aljuaid, 2010, 2015; Al-Sohbani, 2013a; EI-Aouri, 2013; ElI-Dib, 2004; Khalil, 2005; Javid,

Al-thubaiti, & Uthman, 2013; Radwan, 2011).
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Green and Oxford (1995, as cited in Kiram, Suliaman, Swanto, & Din, 2014) argue
that most studies have tended to pay more attention to the overall strategy use rather than to
the differences in the use of individual strategies. However, this review of the literature is
limited to studies conducted in Arab countries which have involved EFL students regardless
of the level or stage of the targeted sample because most of the studies are conducted within
university students. These studies are in line with the current study in terms of using SILL to
measure strategy use in general and explore the effect of gender variable on strategy use in
particular.

Though, extensive studies have been conducted in LLSs till date, there is still
inadequate research in this field, particularly in Yemen. To the best of the researcher’s
knowledge, only two studies in Yemeni context have been reported in the literature. The first
one is a study conducted by Al-Sohbani (2013a) which aimed at exploring the metacognitive
reading strategies used by (100) Yemeni university EFL students (females = 70; males = 30).
The results of this study showed that: (a) the majority of both male and female students were
active strategy users; they used all the three types of reading strategies, though, problem-
solving strategies were more slightly used than global and support strategies, (b) there were
no significant differences between females and males’ use of reading strategies, and (c) the
learners’ use of problem-solving and global strategies significantly correlated with their
marks in reading skills.

The second one is a study conducted by Abdul-Ghafour (2013) which aimed at
investigating the relationship between LLSs and achievement among (70) Yemeni EFL
university students. The results showed that metacognitive, compensation, and cognitive
strategies were used most frequently by high and low achievers while memory and social
strategies were the least frequently used by both the sample groups. The findings also

revealed that there was a statistically significant difference between high and low achievers in
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the overall use of LLSs in favor of high achievers. It was also found that the metacognitive
and compensation strategies positively correlated with the students’ academic achievement.

With regard to research in the Arab world context, specifically in Omani context,
Radwan (2011) studied the LLSs use of (128) students majoring in English at the Sultan
Qaboos university and examined the relationship between learning strategies, gender, and
proficiency, using SILL. The results showed that the metacognitive strategies were used more
significantly while memory strategies were the least used among students. Moreover, results
revealed that more proficient students used more cognitive, metacognitive, and affective
strategies than less proficient students. Radwan (2011) concluded that there was no
significant difference on the use of LLSs between male and female students, although male
students used significantly more social strategies than female students did.

Kahlil (2005) surveyed (194) Palestinian EFL learners at the secondary school grade
(10), using Oxford’s (1990) SILL, to assess the LLSs use and to investigate the effect of
language proficiency and gender on frequency of strategy use. The findings revealed that the
overall mean score of the six categories of strategies fell in the medium frequency of use. The
findings also showed that metacognitive and social strategies were used most frequently by
the participants, followed by affective and cognitive strategies while compensation and
memory strategies were the least used strategies. With regard to the effect of gender on the
use of the six categories of strategies, it was found that female students reported significantly
higher frequency of strategy use than male students did.

Abu-Shmais (2003) conducted a similar study with (98) Palestinian students (18
males and 80 females) at An-Najah national university. The findings of this study showed
that An-Najah university English major students used learning strategies with high to medium
frequency, and metacognitive strategies were the highest rank (M = 3.98) and used most

frequently while compensation strategies were the lowest rank (M = 3.15). In addition, the
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results revealed that male students were more frequent users of learning strategies and they
surpassed females in the use of almost all LLSs, except memory and metacognitive strategies
where females marked higher mean.

El-Aouri (2013) conducted a study to examine the use of LLSs by (60) Moroccan
university EFL science students (30 males and 30 females) in relation to gender and
motivation, adopted Oxford’s (1989) SILL. The findings of this study showed that Moroccan
university EFL science students used LLSs at a medium level with a mean score of 3.09. The
T-test results of the overall use of LLSs indicated that metacognitive strategies were the most
frequently used, followed by compensation, cognitive, and memory strategies while the least
used strategies were social and affective strategies. Moreover, the results revealed that there
were no significant differences between male and female students in both overall use of LLSs
and in the means of the six categories of strategies.

EI-Dib (2004) conducted a study aimed at investigating the relationship between both
culture, gender, and language level and the underlying factors of the SILL by (750) college
students in Kuwait. A relationship between gender and active naturalistic language use,
cognitive—compensatory strategies, and repetition—revision strategies were revealed. In
addition, it was found that there were no differences between males and females in their use
of the six categories of strategies, yet there were differences at the level of individual
strategies.

More descriptive studies were conducted to investigate LLSs in the Saudi context as
the one by Aljuaid (2010) who investigated the frequency of strategy use among a group of
(111) female Saudi Arabian English major university students, using Oxford’s (1990) SILL.
The results of this study showed that this group of students used learning strategies with high
to medium frequency and that the highest rank was for metacognitive strategies while the

lowest was for memory strategies.
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Taking one step further, Aljuaid (2015) surveyed (437) Saudi Arabian EFL learners
(301 males and 136 females), using Oxford’s (1990) SILL, to investigate the general pattern
of LLSs use in term of their overall strategy use and to examine the relationship between
learning strategies, language proficiency, gender, and cultural background. The findings
revealed that the students were, on average, medium strategy users with respect to the six
categories of strategies. The results also showed that the most highly used strategies were
metacognitive strategies, followed by social and cognitive strategies while the least used
strategies were memory strategies. It was also found that Saudi female EFL students used
LLSs more frequently than male students did.

Another similar study that used Oxford’s (1990) SILL was conducted by Javid et al.
(2013) who investigated LLSs used by (240) Saudi English-major undergraduates (low GPA,
106 and high GPA, 134). The results showed that the participants with high English language
proficiency use LLSs more frequently. The participants ranked the metacognitive strategies
the highest as compared to other LLSs, followed by social and cognitive strategies,
respectively. It was also found that compensation and affective strategies showed mixed
preferences, but memory strategies were the least used strategies by both sample groups.
2.6.3. Related Studies of LLSs Conducted in Non-Arab ESL/EFL Settings

There are numerous studies that have been focused on investigating LLSs employed
by ESL/EFL secondary school learners, mainly in non-Arab settings. Among these studies a
study conducted by Mohite (2014) aimed at investigating the English language writing
strategies used by (102) Polish first and second year of secondary school students (females =
48 and males = 54). The results indicated that the participants used a wide range of the
English writing strategies across all three strategy groups and revealed that the average usage
for the cognitive strategies was the same as for the social strategies (390; 77%) whereas the

usage of metacognitive strategies was only slightly lower (388; 76%). Interestingly, the
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results also showed that there was highest usage of revision strategies among the students,
followed by the execution strategies and the planning strategies.

Another study in the same context conducted by Mystkowska-Wiertelak (2008)
aimed at exploring the use of grammar learning strategies by (160) Polish secondary school
students (58 males and 102 females) at the lower intermediate level, using Oxford’s (1990)
SILL. The findings of this study showed that the strategy use was quite common among the
participants. Moreover, the findings of the overall strategy use revealed that metacognitive
strategies predominated and preferred to be used by the majority of the participants (70.62%),
followed by compensation strategies (69%) and social strategies (67.2%), and relatively few
preferred to use memory strategies (51.12%) and cognitive strategies (49.23%). The least
frequently used category of strategies was affective strategies (40.6%) of all the types
presented.

In Tse’s (2011) study that investigated LLSs used by (628) Hong Kong secondary
school students; namely, grades 12-13 (males = 356 and females = 272) and the background
variables influencing their use of LLS. The findings revealed that grades 12-13 of secondary
school students used LLSs at a low to medium use (M = 2.43), with no high use. The findings
also showed that the first and the most frequently used LLSs by the participants were
association strategies, followed by the constructive (i.e., affective) and the social strategies
whereas the least used strategies were assistance (i.e., memory) strategies, and compensation
and cognitive strategies were used less than the other strategies.

Another similar study in the same setting conducted by Leung and Hui (2011)
investigated the general pattern of LLSs use by (501) Hong Kong Putonghua secondary
school learners (282 males and 219 females). The findings showed that the overall use of
LLSs by Hong Kong PTH learners fell in the medium range of use (M = 2.79). The results

also revealed that the most frequently used strategies were compensation strategies, followed



49

by metacognitive and affective strategies while the least used strategies were cognitive
strategies.

Kazi and Igbal (2011) investigated the use of LLSs by (2409) Pakistani students at
the higher secondary level (11 and 12 grade) in Lahore city. The selected participants were
(438) boys and (1130) girls from the public sector colleges, and (312) boys and (529) girls
from the private sector colleges. The results showed that the whole participants demonstrated
high to medium strategy use, and none of the strategies fell in the low range. It was also
found that metacognitive strategies were the most preferred, followed by cognitive strategies
while social and affective strategies were not preferred much by the students.

In the Malaysian context, Razak and Babikkoi (2014) investigated the use of English
LLSs among (180) ESL Malaysian secondary schools students in Johor with regards to inter-
cultural communication, using Oxford’s SILL questionnaire. The results revealed that there
was high use of learning strategies at a minimum of 3.5398 mean score. Regarding overall
strategy use, the findings so far revealed that the affective strategies were ranked the highest
and the most popular strategies in use, followed by social and metacognitive strategies while
compensation strategies were the least used strategies by secondary school students in Johor.

Sani (2016) conducted a study aimed at exploring the most often used LLSs among
(375) Malaysian secondary school students of international Islamic school in Gombak from
grades of (7 to 11), based on gender, age, and grades. The findings of this study revealed that
the social strategies were the most frequently used learning strategies, followed by
metacognitive and cognitive strategies.

Msuya (2016) conducted a study to explore the account of English as a foreign LLSs
used by (70) EFL Tanzanian secondary school students, using Oxford’s (1990) SILL. The

findings of this study showed that social strategies were used most frequently, followed by
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metacognitive and affective strategies whereas compensation strategies were the least used
category of strategies.

In the Iranian context, Sepasdar and Soori (2014) investigated the impact of age on
using LLSs by (94) Iranian EFL students from four educational levels and different age
groups as, primary (10-12), guidance (13-15), high school (1618), and university students
(19-23). The results revealed that high school students used compensation strategies most
frequently, followed by metacognitive and social strategies whereas the least used strategies
were affective strategies.

An overall picture of the related literature and research on LLSs carried out in Arab
and non-Arab countries, as discussed above, appears to investigate LLSs use in general and
indicate that gender variable has been found to be related to students’ language learning
strategy use, which the present study attempts to investigate, (i.e., gender).

Given the importance of English globally and in Yemen specifically, research on the
use of LLSs in Yemen is not worthy of notice. However, in Yemeni context there is no
empirical research in this field that has been carried out to investigate students’ LLSs use in
general or in relation to the gender variable. More specifically, the purpose of the present
study is: (a) to investigate LLSs’ use of the six categories of strategies by Yemeni secondary
school learners and (b) to explore if there is any significant difference between males and
females in LLSs’ use.

2.7. Factors Influencing the Choice of LLSs

Learning strategies preference can be influenced by a variety of factors like degree of
awareness, level of language learning, task requirements, teacher expectations, age, Sex,
nationality/ethnicity, general learning style, personality traits, motivation level, and purpose
of learning the language (Oxford, 1990). Therefore, there is no explicit evidence of the main

reasons about the difference between strategy uses and choices among different students.
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Many researchers have studied various factors affected the choice of learning

strategies, as shown in Oxford (1990). Such factors have been summarized in Oxford (1994)

who synthesized existing research on how the following factors influence the choice of

strategies used among students learning a second language. These factors are as follows:

1.

Motivation: More motivated students tended to use more strategies than less
motivated students, and the particular reason for studying the language
(motivational orientation, especially as related to career field) was important in
the choice of strategies.

Gender: Females reported greater overall use than males in many studies
(although sometimes males surpassed females in the use of a particular strategy).
Cultural background: Rote memorization and other forms of memorization were
more prevalent among some Asian students than among students from other
cultural backgrounds. Certain other cultures also appeared to encourage this
strategy among learners.

Attitudes and beliefs: These were reported to have a profound effect on the
strategies learners choose, with negative attitudes and beliefs often causing poor
strategy use or lack of orchestration of strategies.

Type of task: The nature of the task helped determine the strategies naturally
employed to carry out the task.

Age and L2 stage: Students of different ages and stages of L2 learning used
different strategies, with certain strategies often being employed by older or more
advanced students.

Learning style: Learning style (general approach to language learning) often
determined the choice of L2 learning strategies. For example, analytic-style

students preferred strategies such as contrastive analysis, rule-learning, and
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dissecting words and phrases, while global students used strategies to find
meaning (guessing, scanning, predicting) and to converse without knowing all the
words (paraphrasing, gesturing).

8. Tolerance of ambiguity: Students who were more tolerant of ambiguity used
significantly different learning strategies in some instances than did students who

were less tolerant of ambiguity.

Since this study intends to examine gender differences with respect to LLSs, the
review of previous studies on individual differences and LLSs is limited to the gender
variable. Thus, the following section is devoted to LLSs and gender.

2.7.1. LLSs and Gender

The results of research into gender differences in the strategy choice have a
profoundly significant effects on the reported use of LLSs. Reporting on several ESL/EFL
studies, Oxford (1996) indicates that the findings of these studies have shown that females
are generally more frequent strategy users than males in a language learning situation (e.g.,
Dreyer, 1992; Ehrman & Oxford, 1989; Green, 1991, 1992; Green & Oxford, 1993, 1995;
Noguchi, 1991; Oxford, 1993a, 1993b; Oxford, Ehrman, & Nyikos, 1988; Oxford, Park-Oh,
Ito, & Sumrall, 1993a, 1993b; Yang, 1992b, 1993, as cited in Oxford, 1996).

Gender has been shown to be a significant variable in strategy use, both in the case of
learning and in communication strategies (Brown, 2000). According to Graham (1997), the
relationship between gender and strategy use has received the greatest attention in the work
of Rebecca Oxford. Oxford (1994) claims that “females reported greater overall strategy use
than males in many studies (although sometimes males surpassed females in the use of a

particular strategy” (p. 2).
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Oxford and Nyikos (1989) investigated the learning strategies of more than (1200)
university students of French, Spanish, Italian, German, and Russian, discovered that sex had
“a profound effect on strategy choice” (p. 294). They found that female students significantly
reported using three out of five learning strategy factors more frequently than males who
reported no more frequent strategy use on any factors. These three strategy factors were
conversational input elicitation strategies, general study strategies, and formal rule-based
practice strategies.

The study by Ehrman and Oxford (1990) revealed that there were no significant
differences in language learning strategy use between females and males.

Al-Sohbani (2018) investigated the LLSs use by (78) Yemeni secondary school
students studying at the Turkish international school in Sana’a, using Oxford’s (1990)
ESL/EFL SILL. The findings of this study revealed that there was no significant difference
between male and female students regarding their use of the six categories of LLSs.

Boggu and Sundarsingh (2014) found that age and gender had no significant effect
on the frequency of strategy use. The results of the t-test indicated that there was no
difference in the mean scores between males and females in strategy use, however, males
seemed to have better strategies than females.

Zeynali (2012) examined whether or not differences exist between female and male
(149) Iranian learners in the use of LLSs. The findings showed that there was a significant
difference between males and females in the overall use of LLSs and in the use of social/
affective strategies with females used them more often than males. It was also found that
there was no significant difference in the use of cognitive strategy between male and female
Iranian learners.

Furthermore, Yabukoshi and Takeuchi (2009) examined variables affecting learners’

strategy use of (315) Japanese lower secondary school learners of English in relation to
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gender and proficiency. The results indicated that females reported more use of strategies
than males and interestingly enough, that no positive relationship was found between English
proficiency and strategy use.

The study by Peacock and Ho (2003) revealed that females reported significantly
higher use of all six strategy categories than did males.

The purpose of the present study is to examine if there is any significant difference
between Yemeni secondary school male and female learners’ use of LLSs.
2.8. Chapter Summary

The main aim of the present chapter is to review the literature related to the concept
of learning strategies. This chapter consists of seven main sections. The first section is the
introduction which outlines the scope of the component sections related to the literature
review of this chapter. The second section consists of three sub-sections. The first sub-section
focuses on the background of LLSs, the second one presents the definition of the strategy
term, and the third one provides an explanation and description of the features of LLSs. The
third section deals with the problem in classification systems of LLSs whereas the fourth
section presents Oxford’s (1990) classification of LLSs. The fifth section examines the role
of LLSs in learning and teaching processes. The sixth section consists of three sub-sections.
The first one deals with the early studies on LLSs which put more emphasis on identifying
strategic behaviors and characteristics of the good language learner. The second one outlines
the findings of the numerous related studies conducted in Arab EFL context. The last sub-
section of the sixth section concerns with the studies which investigate the LLSs in non-Arab
ESL/EFL settings regarding secondary school students. The seventh section, consists of one
sub-section, deals with factors affecting the choice of LLSs while its sub-section presents
studies related to LLSs and their relationship with gender. The next chapter deals with the

methodology of the present study.
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CHAPTER THREE
METHODOLOGY

3.1. Introduction

This chapter describes the procedures that the researcher followed to conduct the
current study. It describes the research design suggested for the study and provides a detailed
description of the participants who have taken part in the present study as well as an overview
of the research instrument of the study. Administration of the questionnaire for the data
collection and the data analysis are also given.
3.2. Research Design

This is a descriptive study conducted for the purpose of making descriptive
information about Yemeni secondary school male and female learners. The purpose of this
study is to find out the English LLSs employed by Yemeni secondary school male and female
learners and to investigate the significant difference between males and females in the
strategy use based on gender. The study basically depends on a quantitative data collection
method. An Arabic translated version of Oxford’s (1990) SILL was used as the data
collection instrument. The data obtained were analyzed using Statistical Package of Social
Sciences (SPSS) and interpreted using descriptive and inferential statistics. The participants
of this study were Yemeni secondary school male and female learners in Ibb governorate.
3.3. Instrument

As this study aimed to determine the English LLSs employed by Yemeni secondary
school learners, a suitable exploration instrument for examining and exploring the strategies
employed by the targeted sample was chosen. Two questionnaires were used for data
collection. The first one was a background questionnaire which was used to document

information about the participants (refer to Appendix A: Background Questionnaire).
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The second one was the SILL version 7.0 developed by (Oxford, 1990) as an
instrument for assessing the frequency of LLSs use by learners to find answers to the research
questions, (refer to Appendix B: SILL Questionnaire). Detailed discussion of the above tools
will be presented in the following sections.

3.3.1. Background Questionnaire

The first tool in the present study was a background questionnaire used to collect
data from the participants (refer to Appendix A: Background questionnaire). According to
Oxford (1990), background questionnaire provides additional information on students’
characteristics which helps teachers and students to understand the SILL results in context
better. It is included as an optional feature. For the purpose of the present study, participants’
demographic background information need to be identified through a background
questionnaire that may help in interpreting the study findings mainly in relation to overall
strategy use and gender. Therefore, a background questionnaire was designed by the
researcher to obtain information about the participants’ age, sex, school, and grade.

3.3.2. Strategy Inventory for Language Learning (SILL)

The SILL (Oxford, 1986-1990) was among the most efficient and comprehensive
instrument for assessing the frequency of LLSs use by ESL/EFL learners. Oxford (1990)
designed a language learning system and strategy classification based on earlier research in
the field of LLSs. The SILL (version 7.0) comprises of 50 items classified into two main
categories which are further subdivided into six strategy groups. The categories are based on
Oxford’s (1990) classification of LLSs which has been discussed earlier in detail in chapter
two. A summary of the two categories is presented previously in the second chapter (see
Table 2.1). The SILL is a self-scoring survey in which students are asked to indicate the

extent to which each statement reflects or describes what they themselves do.
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Students respond on a 5-point Likert scale, with 1 (Never or almost never true of
me), 2 (Usually not true of me), 3 (Somewhat true of me), 4 (Usually true of me), and 5
(Always or almost always true of me).

There are many reasons behind using the SILL by the researcher for data collection.
First, it is an important instrument in the field of language learning strategy for assessing the
frequency of use of LLSs by students. Second, it is one of the most useful manuals of learner
strategy assessment tools currently available. In addition, it is estimated that 40 to 50 major
studies, including a dozen dissertations and theses, have been done using the SILL. These
studies have, by late 1995, involved approximately 10,000 language learners. According to
research reports and articles published in the English language within the last ten to fifteen
years, the SILL appears to be the only language learning strategy questionnaire that has been
extensively checked for reliability and validated in multiple ways (Oxford & Burry-Stock,
1995; Oxford, 1996). The ESL/EFL SILL has been translated into different languages around
the world (Oxford, 1996). Oxford (1990) has provided criteria for judging the degree of
strategy use as shown in Table 3.1.
Table 3.1

Guidelines for Understanding Average Scores on the SILL

Always or almost always used 451t05.0

High Usually used 35t04.4
Medium Sometimes used 251034
Generally not used 15t02.4

Low Never or almost never used 10to1.4

Source: Oxford (1990, p. 300)

An Arabic translation of Oxford’s (1990) SILL version 7.0 for ESL/EFL students
was used in this study. The SILL is 50-item instrument covers six broad categories based on

Oxford’s (1990) taxonomy, each represented by a number of individual strategies (items).
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The first three categories include memory strategies (items 1-9), cognitive strategies
(items 10-23), and compensation strategies (items 24-29) that Oxford (1990) classified as
direct strategies. The other three categories that are under indirect strategies include
metacognitive strategies (items 30-38), affective strategies (items 39-44), and social
strategies (items 45-50). However, the SILL becomes an effective instrument to assess
ESL/EFL in language learning strategy use.
3.3.2.1. Advantages of SILL

The SILL is “the strategy questionnaire most often used around the world”
(Oxford,1996, p. 28). It was the most efficient and comprehensive instrument to assess the
frequency of language learning strategy use. One of the most prevalent ways to assess the use
of LLSs is to use a summative rating scale, (otherwise known as a questionnaire, an
inventory, or a survey) (Oxford & Burry-Stock, 1995). In addition, it is well known in the use
of self-report surveys.

There are many advantages linked with the SILL as presented in this research
methodology. This tool is used for its simplicity (of comprehension) with respect to the
subjects and also because it takes a very short time to answer. As a result, it provides a
general assessment of each student’s typical strategies across a variety of possible tasks
(Oxford & Burry-Stock, 1995) and for the whole sample of the study. According to Oxford
(1986a), self-report surveys are more statistically reliable and produce more comparable
information across individuals, and have been successfully used in a number of studies. They
are quick and easy to give and administer, may be the most cost-effective mode of strategy
assessment, and are almost completely nonthreatening when administered using paper and
pencil (or computer) under conditions of confidentiality (Oxford & Burry-Stock, 1995).
Moreover, many students discover a great deal about themselves from taking a strategy

questionnaire, especially one like the SILL that is “self-scoring and that provides immediate
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learner feedback” (Oxford & Burry-Stock, 1995, p. 2). Another advantage specifically
accruing to the SILL is that this questionnaire is “free of social desirability response bias”
(Oxford, 1996, pp. 39-40).

In addition, validity of the SILL “rests on its link with language performance (course
grades, standardized test scores, ratings of proficiency), as well as its relationship to learning
styles” (Oxford, 1996, p. 28). Furthermore, the reliability of the SILL questionnaire is “high
across many cultural groups” (Oxford & Burry-Stock, 1995, p. 1).
3.3.2.2. Psychometric Qualities of the ESL/EFL SILL

This section describes the psychometric qualities of the 50-item ESL/EFL SILL.
Normally, such quality is established and presented in terms of utility, reliability, and
validity.

Utility

Utility is defined as “the usefulness of an instrument in real-world settings for
making decisions relevant to people’s lives” (Oxford & Burry-Stock, 1995, p. 6; Oxford,
1996, p. 38). Oxford and Burry-Stock (1995) and Oxford (1996) believe that the SILL has
utility. The most frequent place to apply the usefulness of an instrument is in the classroom,
where the goal has been chiefly to reveal the relationship between strategy use and language
performance. The reason for this goal is important to show the strong relationship between
these two variables, whether language performance can be improved by enhancing strategy
use (Oxford & Burry-Stock, 1995).

Other accompanying objectives include assessing strategy use at a given point. This
determination enhances later comparison on grounds of differences in strategy use based on
gender (male and female) and making the conceptual linkage between strategy use and
learning styles; and individualizing classroom instruction based on the strategy use of

different students (Oxford, 1996).
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Reliability

Reliability refers to the “degree of precision or accuracy of scores on an instrument”
(Oxford & Burry-Stock, 1995, p. 6; Oxford, 1996, p. 32). However, to warranty the reliability
of the study, various reliability indexes can be used with strategy intervene for learning a
language. In the case of the SILL, Cronbach alpha, a measure of internal consistency, is an
example of reliability index. The Cronbach alpha reliability coefficient is used on continuous
data such as the Likert-type scale in the SILL (Oxford & Burry-Stock, 1995; Oxford, 1996).
Validity

Validity refers to the “degree to which an instrument measures what it purports to
measure” (Oxford & Burry-Stock, 1995, p. 7; Oxford, 1996, p. 32). There are several bases
that have existed for justifying validity such as content validity, criterion-related validity, and
construct validity. The first one is the content validity which, according to Oxford and Burry-
Stock (1995), is determined from a professional judgment. The SILL content validity is “very
high” (Oxford & Burry-Stock, 1995, p. 7) because the SILL was based on the comprehensive
and systematic taxonomy of L2 learning strategies developed by Oxford (1990).

The second one is criterion-related validity which is related to language performance
and involves either predictive or concurrent relationships between the key variables; learning
strategy use and language performance. Predictive validity is established with the use of a
criterion and at least one predictive variable in a simple or multiple regression analysis
whereas concurrent validity is demonstrated when data are collected for all variables at one
time (Oxford & Burry-Stock, 1995).

Both concurrent and predictive SILL validity are shown in relationships between the
SILL on one hand and language performance on the other (Oxford & Burry-Stock, 1995).
This evidence supports the assertion of the validity of the SILL by providing psychometric

qualities of the research instrument.
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Language performance is measured in different ways: through proficiency self-
ratings and oral language proficiency tests (Oxford & Nyikos, 1989) while others use grades
related to language training course in occupation status (Ehrman & Oxford, 1990). These
characteristics make the SILL psychometrically distinguished and stronger than most other
self-report learning strategy surveys (Oxford, 1986b).

3.4. The Participants

Taking the aims of the present study into consideration, the choice of the participants
targeted Yemeni secondary school learners. The participants were male and female Yemeni
public secondary school learners from Ibb city who were chosen randomly. All of them were
enrolled in grade (10). The participants consisted of (377) students. Ratio of gender was:
(185) male participants (49%), and (192) female participants (51%). The number of females
was higher than males in the study because there were slightly more female learners in the
public secondary schools in Ibb city and the questionnaire was distributed to the whole class
with consideration of the male/female ratio. They were mostly young adults and their ages
ranged between 16 and 19. The learners were informed that their responses to the
questionnaire will be kept confidential and are used only for a research purpose. Table 3.2
shows the distribution of the participants of the present study.

Table 3.2

Distribution of the Participants by Gender

Gender Number Percentage (%0)
Male 185 49 %

Female 192 51 %
Total 377 100 %
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3.5. Administration of the Questionnaire

The questionnaire data were collected from male and female of secondary school
learners in Ibb city in Yemen. Permission was readily granted to conduct the study. As a first
step in the process of data collection, the researcher contacted the teachers of English
language in the targeted schools, explaining the nature and the purpose of the study. He then
made copies of the questionnaire to be given to these teachers in the targeted schools. The
teachers then took the questionnaire to class and administered them immediately during the
classroom time which took about 30 minutes. To increase the credibility of the responses
before answering this questionnaire, the teachers reminded the learners to answer the
questionnaire sincerely and that they should not hesitate or change their responses.

The questionnaire was administered to the participants by their English teachers with
the researcher during a regular classroom period. Before administering the questionnaire, the
teachers were given guidelines and instructions. All participants received the same
instructions on how to fill out the questionnaire. The learners were informed and assured by
the teachers that: (1) there were no right or wrong answers to any questions; (2) their
responses did not affect their grades; (3) their anonymity were assured; and (4) their
responses were used only for research purposes. The participants were informed that their
participation was entirely voluntary and that they were not under any obligation to consent to
participate. The questionnaire was administered anonymously. The participants did not give
their names; only their ages, gender, and level of learning were required.

The original version of the SILL was not used as the participants were not proficient
enough in English to understand the statements and an attempt to use the SILL in English
would have generated invalid data and, hence, jeopardized the results of the study. For this
reason, the SILL was translated into Arabic because learners would feel more comfortable

responding to the questionnaire in Arabic.
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The questionnaire was given in English with Arabic translation of each statement to
prevent the participants from misunderstanding some items because of their insufficiency in
English. Then the questionnaire was explained to the learners by their teachers so as to ensure
that the questionnaire will be answered accurately. Learners were encouraged to ask the
researcher to explain sentences that they did not understand. The learners were asked to
complete the SILL together with the background questionnaire. The questionnaire that was
not answered properly (e.g., containing too many missing values) was discarded. The
researcher received around (377) questionnaire and the responses were analyzed, as will be
discussed in the next chapter.

3.6. Data Analysis

SPSS version 20.0 programme was used to analyze the collected data. Descriptive
statistics that included (means, ranges, and standard deviations) was used to identify the
overall frequency use of LLSs. The average of these strategies was also cumulated. Oxford’s
(1990) scales were followed to interpret the SILL mean scores, (Refer to Table 3.1).
Inferential statistics (T-test) was used to determine if there was any significant difference
between males and females regarding strategies use.

3.7. Chapter Summary

The aim of this chapter was to describe the design and methodology adopted. This
chapter consisted of six sections. The first section of the methodology chapter started by
introducing the framework adopted in implementing the study. The second one introduced
the research design and the method adopted for the whole study. The third section was
divided into two sub-sections. The first one provided an overview about the purpose of the
background questionnaire. In the second one, the SILL was discussed as the preferred survey
instrument which was synthesized through the advantages and psychometric qualities of the

strategy that was adopted for the study. The fourth section provided information about the
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participants who had taken part in the current study. The fifth section dealt with the
administration of the questionnaire. The last section described the data analysis used in the
present study. Thus, having established the methodological framework, the next chapter

presents and discusses the results of the study.



CHAPTER FOUR

RESULTS AND DISCUSSION
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CHAPTER FOUR
RESULTS AND DISCUSSION

4.1. Introduction

The aim of the current study is to explore the types and frequency of the LLSs
employed by Yemeni secondary school male and female learners in Ibb city and to identify
any statistically significant differences in LLSs use based on the variable of gender. The
purpose of this chapter is to present and discuss the results of the present study. The
researcher tries to answer the research questions set in the first chapter systematically by
analyzing the quantitative data of the SILL questionnaire which are used to obtain
information about the use of LLSs by Yemeni secondary school male and female learners.
Results obtained from descriptive statistics are discussed in this chapter with the aid of tables
and figures. Descriptive statistics including means, standard deviations, degrees, and
percentages provide measures of frequency of the learning strategies used (i.e., overall
strategy use) and for both male and female learners. The Independent T-test is used to find
out the statistical differences between male and female learners regarding their use of LLSs.
The discussion is made to explain the nature of the learning strategies used accompanied with
examples and quotations from the actual data. In brief, through such analysis, an attempt is
made to answer the two research questions, mentioned in the first chapter.
4.2. Presentation and Discussion of Results

The presentation and discussion of results are reported in the light of the questions of
the study. Further, it is worth noting that the highest and lowest frequency of each individual
strategy use of the six categories of LLSs are discussed on the bases of the overall mean

scores for male and female participants.



66

4.2.1. The First Question
What are the types and the most/least frequently LLSs do Yemeni secondary school
male and female learners employ?

This question seeks to answer the general pattern of LLSs use among Yemeni
secondary school male and female learners in terms of their overall strategy use as well as the
most and the least frequently reported strategies as presented in Oxford’s SILL questionnaire.
To answer this question, it is worth pointing out that the researcher interprets the mean scores
for each individual strategy as well as overall mean scores of the six sub-scales of LLSs in
accordance with what Oxford (1990) suggested in her rating of the use of LLSs. Oxford
suggested that means of 3.5-5.0 can be considered as high strategy use; 2.5-3.4 as medium
strategy use; and 1.0-2.4 as low strategy use. In addition, the researcher calculated the means,
the standard deviations, and the estimated degrees for each sub-strategy and the main
category of the sub-strategies as a whole. Moreover, the reported use of the sub-strategies of
each category of LLSs are displayed separately in order to show how male and female
students have used each one.
4.2.1.1. Memory Strategies

Memory strategies, which enable learners to store verbal material and then retrieve it
later when needed for communication (Oxford, 1990), are the first category of LLSs in the
SILL questionnaire. However, this category of strategies was the fifth category that less
frequently used by Yemeni male and female secondary school learners.

These strategies were differently used by the participants in the current study as
shown in Table (4.1) which presents the means, overall mean, standard deviations, and the
degrees of frequency for each individual strategy items employed of this category and for the

category as a whole.
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Means, Standard Deviations, and Degrees of the Use of Memory Strategies

No

Items

Male

Female

Overall Mean

SD Degree

SD Degree

M SD Degree

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

2.94

1.23 | Medium

3.04

1.28 | Medium

2.99 | 1.26 | Medium

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

2.96

1.23 | Medium

2.90

1.43 | Medium

2.93 | 1.33 | Medium

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

2.97

1.25 | Medium

3.26

1.32 | Medium

3.11 | 1.29 | Medium

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

2.71

1.32 | Medium

3.28

1.37 | Medium

3.00 | 1.37 | Medium

I use rhymes to
remember new English
words.

2.45

1.36 Low

2.95

1.49 | Medium

2.71 | 1.45 | Medium

I use flashcards to
remember new English
words.

2.30

1.28 Low

2.33

1.29 Low

231 | 1.29 Low

| physically act out new
English words.

2.58

1.22 | Medium

2.73

1.43 | Medium

2.66 | 1.33 | Medium

I review English lessons
often.

3.26

1.28 | Medium

3.34

1.31 | Medium

3.30 | 1.29 | Medium

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

3.26

1.31 | Medium

3.64

1.32 High

3.45 | 1.33 | Medium

Total Average

2.83

0.79 | Medium

3.05

0.87 | Medium

2.94 | 0.84 | Medium

It is clear from Table (4.1) that the overall averages of memory strategies ranged

from (3.45) to (2.31) with corresponding standard deviations ranged from (1.33) to (1.29).

The total average of the overall mean of this category was (2.94) out of (5.0) and its

corresponding standard deviation was (0.84). However, the total average of the individual

overall mean scores of males and females were (2.83) and (3.05) and their corresponding

standard deviations were (0.79) and (0.87), respectively. However, the total average of
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females for this category was higher than males. Table (4.1) shows that female learners
assigned higher mean values to all of the strategy items than male learners except for strategy
item number (No.) 2.
At the level of the overall mean of each individual strategy items of this category of
strategies, Table (4.1) also reveals the following results:
» No strategy item of this category was reported to be used at a high mean value of
(3.5) or above.
» The highest rating was given to strategy item No.9, | remember new English
words or phrases by remembering their location on the page, on the board, or on
a street sign, which received medium mean value by males (M = 3.26) and high
mean value by females (M = 3.64), with an overall mean of (3.45). In the second
rank came strategy item No.8, | review English lessons often, (M = 3.26 for
males and 3.34 for females, with an overall mean of 3.30). In the third rank came
strategy item No.3, | connect the sound of a new English word and an image or
picture of the word to help me remember the word, (M = 2.97 for males and 3.26
for females, with an overall mean of 3.11), followed by strategy item No.4, |
remember a new English word by making a mental picture of a situation in
which the word might be used, (M = 2.71 for males and 3.28 for females, with an
overall mean of 3.00). These strategies reached the minimum standard limit set
for frequent usage. They got moderate estimation level, and they represent
(44.44%) of the total number of strategy items of this category.
» Four individual strategies (44.44% of the total number of strategy items of this
category) got moderate estimation level for both male and female learners, but
they did not reach the minimum standard limit set for frequent usage, namely

strategy items No.1, 2, 5, and 7. The means of these strategies were 2.94, 2.96,
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(2.45), and 2.58, for males and 3.04, 2.90, (2.95), and 2.73 for females, with an
overall mean of 2.99, 2.93, (2.71), and 2.66, respectively. One of these strategies,
namely strategy item No.5, | use rhymes to remember new English words,
received low mean values by males and medium mean values by females. The
corresponding means of this strategy item were shown in parentheses above.

» The lowest rating was given to strategy item No.6, | use flashcards to remember
new English words, (M = 2.30 for males and 2.33 for females, with an overall
mean of 2.31). This strategy item got the lowest estimation level, and it

represents (11.11%) of the total number of strategies of this category.

In the light of the given results, it can be stated that Yemeni secondary school male
and female learners are medium strategy users of the memory strategies because of the
medium ranking values. Yet, the results indicate that female learners use memory strategies
more frequently than male learners. The results also reveal that Yemeni secondary school
male and female learners appear to use mental linkage strategies such as placing new words
into context so they can remember them. This indicates how important vocabulary learning is
for them. They tend to prefer visual and locative strategies in which the word might be used
to help them remember new words. In other words, they try to link what they already know to
what they are learning in English, and this is something which really involves an imaginative
component as well as memory. Oxford (1990) emphasized the effect of this strategy and
argued that “linking the verbal with the visual is very useful to language learning” (p. 40).
Moreover, the results indicate that Yemeni secondary school male and female learners use
mechanical techniques strategy (i.e., flashcards) with a low degree. This low usage can be
attributed to less popularity of this strategy among these learners and it may be preferred by
learners at lower grade levels, and thus not used by the participants of the study as much or at

all. In this, the current study is consistent with Al-Sohbani (2018).
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In comparison with other strategy categories, memory strategies were among the
least frequently used strategies by Yemeni secondary school male and female learners as the
results suggest. Oxford (1990) argued that memory strategies enable students to retrieve
information from memory when they need to use strategies for comprehension or production.
In fact, the low use of memory strategies is initially surprising in which they are largely in
keeping with instructional delivery systems typically employed in many Arab countries
which are frequently didactic and emphasised rote memorisation. One explanation is that the
development of the methodology might have influenced changes in student strategy
preferences (Al-Buainain, 2010).

Another possible reason is that memory strategies are defined differently by different
researchers. For example, Politzer and McGroarty (1985, as cited in Al-Buainain, 2010)
defined memory strategies as the rote memorisation of words, phrases, and sentences.
Needless to say, rote memorising is frequently used by students who learn the language as
isolated fragments (Abu-Shmais, 2003; Al-Buainain, 2010). Strategies No. (4) and (9) are
examples of such memorisation. They are reported as the most frequently used by Yemeni
secondary school male and female learners. In brief, the results of this study related to
memory strategies are, to some extent, in line with Abu Shmais (2003) who found that
Palestinian students used memory strategies infrequently. They are also consistent with the
findings of Al-Tunay (2014) and Msuya (2016) who revealed that memory strategies were
less often used by their participants.
4.2.1.2. Cognitive Strategies

Cognitive strategies, which enable learners to understand, produce, and manipulate
new language by different means (Oxford, 1990), are the second category of LLSs stated in
the SILL. However, this category of strategies was the fourth category that most frequently

used by Yemeni secondary school male and female learners. These strategies were differently
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used by male and female learners in the present study as shown in Table (4.2) which displays

the means, overall mean, standard deviations, and the degrees of frequency for each

individual strategy items employed of this category and for the category as a whole.

Table 4.2

Means, Standard Deviations, and Degrees of the Use of Cognitive Strategies

Male Female Overall Mean
No Items
M SD Degree M SD Degree | M SD Degree
10 | I'say orwrite new English | 57, 14 97| pigh | 4.07|119| High [391 | 1.20] High
words several times.
11 | Iryto talk like native 334 | 1.25 | Medium | 410 | 1.14 | High |373 | 1.26| High
English speakers.
12 Eﬁ;ifemeswmsm 3.11 | 1.25 | Medium | 3.44 | 1.27 | Medium [3.28 | 1.27 | Medium
13 | I use the English words | . . .
know in different ways, 2.80 | 1.27 | Medium | 290 | 1.33 | Medium |2.85 | 1.30 | Medium
14 :Ezté‘lritsﬁ‘_)”"ersa“ons'” 2.66 | 1.27 | Medium | 3.05 | 1.35 | Medium |2.86 | 1.32 | Medium
15 | I watch English language
TV shows spoken in 336 | 1.53 | Medium | 3.22 | 1.50 | Medium [3.29 | 151 | Medium
English or go to movies
spoken in English.
16 'E;‘;"}?S{frp'eas“re'” 303 | 1.20 | Medium | 3.43 | 1.46 | Medium [3.23 | 1.39 | Medium
17 | | write notes, messages,
letters, or reports in 1.92 | 1.05 Low 223 | 1.25 Low ]2.08 | 1.17 Low
English.
18 | I first skim an English
passage (read over the . . .
passage quickly) then go 277 | 1.30 | Medium | 3.14 | 1.40 | Medium |2.96 | 1.37 | Medium
back and read carefully.
19 | I look for words in my own
language that are similarto | 2.96 | 1.27 | Medium | 3.57 | 1.28 High |3.27 | 1.31 | Medium
new words in English.
20 | Itryto find patterns in
English, 265 | 1.23 | Medium | 333 | 1.32 | Medium |3.00 | 1.32 | Medium
21 | I find the meaning of an
English word by dividing it | 2.86 | 1.39 | Medium | 3.43 | 1.43 | Medium |3.15 | 1.45 | Medium
into parts that I understand.
22 | lrynottotranslate word- | 5 45 | 1 55 | Low | 290 | 1.28| Medium |2.68 | 1.28 | Medium
for-word.
23 | 1 make summaries of
information that | hear or 246 | 0.97 Low 2.63 | 1.21 | Medium |2.55 | 1.10 [ Medium
read in English.
Total Average 2.87 | 0.71 | Medium | 3.25 | 0.77 | Medium |3.06 | 0.76 | Medium
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It is clear from Table (4.2) that the overall averages of cognitive strategies ranged
from (3.91) to (2.08) with corresponding standard deviations ranged from (1.20) to (1.17).
The total average of the overall mean of this category was (3.06) out of (5.0) and its
corresponding standard deviation was (0.76). However, the total average of the individual
overall mean scores of males and females were (2.87) and (3.25) and their corresponding
standard deviations were (0.71) and (0.77), respectively.
However, the total average of females for this category was higher than males. This
means that female learners frequently used cognitive strategies more than males. Table (4.2)
also shows that the majority of the strategy items received mean values of medium range by
both the sample groups.
At the level of the overall mean of each individual strategy items of this category of
strategies, Table (4.2) also reveals the following results:
» The highest rating was given to strategy item No.10, | say or write new
English words several times, (M = 3.74 for males and 4.07 for females, with
an overall mean of 3.91), followed by strategy item No.11, I try to talk like
native English speakers, (M = 3.34 for males and 4.10 for females, with an
overall mean of 3.73). Both strategies got high estimation level, and they
represent (14.29%) of the total number of strategy items of this category. In
these strategies, female learners got the highest mean value of more than 3.5
whereas male learners obtained the highest mean value to only one cognitive
strategy, namely strategy item No.10.
» Six individual strategies (42.86% of the total number of strategy items of this
category) got moderate estimation level for both male and female learners,
and they reached the minimum standard limit set for frequent usage, namely

strategy items No.15, 12, 19, 16, 21, and 20. The means of these strategies
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were 3.36, 3.11, (2.96), 3.03, 2.86, and 2.65 for males and 3.22, 3.44, (3.57),
3.43, 3.43, and 3.33 for females, with an overall mean of 3.29, 3.28, (3.27),
3.23, 3.15, and 3.00, respectively. One of these strategies, namely strategy
item No.19, I look for words in my own language that are similar to new
words in English, which got high mean value by females and medium mean
value by males. The corresponding means of this strategy were shown in
parentheses above.

» Five more individual strategies (35.71% of the total number of strategy items
of this category) got moderate estimation level for both male and female
learners, but they did not reach the minimum standard limit set for frequent
usage, namely strategy items No.18, 14, 13, 22, and 23. The means of these
strategies were 2.77, 2.66, 2.80, (2.45, and 2.46) for males and 3.14, 3.05,
2.90, (2.90, and 2.63) for females, with an overall mean of 2.96, 2.86, 2.85,
(2.68, and 2.55), respectively. Two of these strategies, namely strategy item
No.22, | try not to translate word-for-word, and strategy item No.23, | make
summaries of information that | hear or read in English, got low mean
values by males and medium mean values by females. The corresponding
means of these strategies were shown in parentheses above.

» The lowest rating was given to strategy item No.17, | write notes, messages,
letters, or reports in English, (M = 1.92 for males and 2.23 for females, with
an overall mean of 2.08). This strategy item got the lowest estimation level,

and it represents (7.14%) of the total number of strategies of this category.

Given these results, it can be stated that Yemeni secondary school male and female
learners, who participated in this study, are medium strategy users of the cognitive strategies

because of the medium ranking values.
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As the results indicated, it can be claimed that cognitive strategies are well-known
strategies among Yemeni secondary school male and female learners as they used them
frequently which, according to Oxford (1990), are typically found to be the most popular
strategies with language learners and are essential in learning a new language because these
strategies work directly on incoming information and transform the target language by the
learner.

Besides, the results indicate that Yemeni secondary school male and female learners
are more active engaged in their language learning as they focus on using a lot of different
activities. For example, they are more likely to seek out an English speaker to practice with
and watch English television shows to constantly improve their language competency. It
seems that Yemeni secondary school male and female learners use all their mental abilities
like receiving and sending verbal messages to practice speaking the new language, practicing
unfamiliar sounds, and dealing with new grammatical rules. In addition, they practice
unfamiliar sounds, analyze, and reason about new language input. For instance, they use the
strategy of ‘analyzing expressions’ which helps them to break down new long words into
small parts to ease the reading and understanding processes. The high use of ‘repeating’
cognitive strategy can be attributed to the language teaching method that English language
teachers follow in their way of teaching which asks learners to repeat words or expressions
orally for several times. They also report that they try to imitate the native speakers that helps
them to improve their pronunciation and their use of structure, vocabulary, intonation, etc.

Moreover, the results reveal that Yemeni secondary school male and female learners
seem to have higher tendency towards using their mother tongue in translating word for word
in order to understand or produce the new language. Based on the experience of the
researcher, it is noticed that this habit can be attributed to the grammar translation method

teachers follow in English teaching process which focus on rote memorisation and translation
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of words in texts as ways to learn English in Yemeni context. According to Oxford (1990),
this habit can slow learners down considerably and force them to go back constantly between
languages.

In addition, in the light of the given results, it can be claimed that Yemeni secondary
school male and female learners try to avoid the writing skill such as outlining or writing a
summary of passages which is a challengeable skill and requires greater condensation of
thought. This seems to suggest that Yemeni secondary school male and female learners are
not proficient in writing skills. These findings are in line with those of Abu-Shmais (2003),
Khalil (2005), Aljuaid (2010), AlTunay (2014), and Alharbi (2017).

Furthermore, the results indicate that Yemeni secondary school male and female
learners are generally not taught to use the strategy of writing notes well, despite the
importance of this strategy for both listening and reading skills as Oxford (1990) claimed. It
seems that Yemeni secondary school male and female learners are not proficient readers as
this strategy is often used at high levels of proficiency as Oxford (1990) pointed out.
4.2.1.3. Compensation Strategies

Compensation strategies, which enable learners to use the new language for either
comprehension or production despite limitations in knowledge (Oxford, 1990), are the third
category of LLSs in the SILL. However, this category of strategies was the sixth and the least
category that frequently used by Yemeni secondary school male and female learners. These
strategies were differently used by the male and female learners participated in this study as
given in Table (4.3) which shows the means, overall mean, standard deviations, and the
degrees of frequency for each individual strategy items employed of this category and for the

category as a whole.
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Means, Standard Deviations, and Degrees of the Use of Compensation Strategies

Male Female Overall Mean
No Items
M SD Degree M SD Degree| M SD Degree
24 | To understand unfamiliar
English words, | make 2.77 | 1.21 | Medium | 3.44 | 1.32 | Medium|3.11 | 1.31 | Medium
guesses.
25 | When I can’t think of a word
during a conversation in 259 | 1.24 | Medium | 3.17 | 1.51 | Medium|2.89 | 1.41 | Medium
English, I use gestures.
26 | | make up new words if | do
not know the right ones in 254 | 1.39 | Medium | 2.70 | 1.38 | Medium|2.62 | 1.39 | Medium
English.
27 | 1 read English without 259 | 1.48 | Medium | 2.56 | 1.36 | Medium|2.58 | 1.42 | Medium
looking up every new word.
28 | Itryto guess what the other
person will say next in 293 | 1.31 | Medium | 3.00 | 1.31 | Medium|2.97 | 1.31 | Medium
English.
29 | IfI can’ t think of an English
word, | use a word or phrase | 2.97 | 1.33 | Medium | 3.15 | 1.34 | Medium|3.06 | 1.34 | Medium
that means the same thing.
Total Average 2.73 | 0.86 | Medium | 3.00 | 0.87 | Medium] 2.87 | 0.88 | Medium

It is clear from Table (4.3) that the overall averages

of compensation strategies

ranged from (3.11) to (2.58) with corresponding standard deviations ranged from (1.31) to

(1.42). The total average of the overall mean of this category was (2.87) out of (5.0) and its

corresponding standard deviation was (0.88). However, the total average of the individual

overall mean scores of males and females were (2.73) and (3.00) and their corresponding

standard deviations were (0.86) and (0.87), respectively.

Table (4.3) shows that the mean scores of all individual strategy items of the

compensation strategies are generally got medium range values of more than (2.5) by both

male and female learners.

At the level of the overall mean of each individual strategy items of this category of

strategies, Table (4.3) also reveals the following results:

» No strategy item of this category was reported to be used at a high mean

value of (3.5) or above.
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» The highest rating was given to strategy item No.24, To understand
unfamiliar English words, | make guesses, (M = 2.77 for males and 3.44 for
females, with an overall mean of 3.11), followed by strategy item No.29, If |
can'’t think of an English word, I use a word or phrase that means the same
thing, (M = 2.97 for males and 3.15 for females, with an overall mean of
3.06). Both strategies reached the minimum standard limit set for frequent
usage. They got moderate estimation level, and they represent (33.33%) of
the total number of strategy items of this category.

» Four more individual strategies (66.67% of the total number of strategy
items of this category) got moderate estimation level for both male and
female learners, but they did not reach the minimum standard limit set for
frequent usage, namely strategy items No.28, 25, 26, and 27. The means of
these strategies were 2.93, 2.59, 2.54, and 2.59 for males and 3.00, 3.17,
2.70, and 2.65 for females, with an overall mean of 2.97, 2.89, 2.62, and
2.58, respectively.

> None of the strategy items of this category obtained low mean value by

either male or female learners.

Given these results, it can be stated that Yemeni secondary school male and female
learners are medium strategy users of the compensation strategies because of the medium
ranking values. It can also be stated that the students could learn more efficiently when they
guess the meaning of the words or sentences with the help of the linguistic or non-linguistic
context. In addition, the findings indicate that Yemeni secondary school male and female
learners try to learn by overcoming the gaps in their language knowledge. However, female
learners find compensation strategies useful in overcoming their missing knowledge of

English through the use of guessing or synonyms than male learners as the results indicated.
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Besides, the results reveal that Yemeni secondary school male and female learners do
not use the strategy of ‘guessing intelligently’ much while they read English. This can be
attributed to the respondents’ inadequate skill and awareness of using guessing and prediction
for things. The low usage of compensation strategies by such learners can also be attributed
to linguistic weaknesses, lack of complete knowledge of vocabulary and grammar, and a low
level of instructional achievement, which is often a hard truth to be acknowledged by the
learners. According to Oxford (1990), these strategies help to overcome limitations and
language deficiency in speaking and writing.

The findings reveal that Yemeni secondary school male and female learners
employed compensation strategies the least frequently. This finding is not consistent with the
findings of Hong-Nam and Leavell (2007), Lee and Oxford (2008), and Radwan (2011),
which indicated that the compensation category was the highest ranking category.

Although the compensation strategies can provide students with opportunity to get
the essential information to achieve a basic skill of mutual understanding with the English
speakers, Yemeni secondary school male and female learners, who participated in this study,
reported that they use compensation strategies the least frequently. According to Oxford
(1990), compensation strategies occur not just in understanding the new language but also in
producing it. Hence, it is necessary for language learners to learn how to use compensation
strategies to be able to use the new language when needed.

To sum up, the researcher believes that the infrequent use of compensation strategies
by Yemeni secondary school male and female learners can be attributed to the Yemeni
learning environment, culture, and educational system in which students have very limited

chances to use functional practice strategies especially in large classes.
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4.2.1.4. Metacognitive Strategies

Metacognitive strategies, which are actions that go beyond cognitive device and they
provide a way for learners to coordinate their own language learning process (Oxford, 1990),
are the fourth category of LLSs presented in the SILL. However, this category was the first
strategies that the most frequently used by Yemeni secondary school male and female
learners who used it differently in the current study as shown in Table (4.4) which shows the
means, overall mean, standard deviations, and the degrees of frequency for each individual
strategy items employed of this category and for the category as a whole.
Table 4.4

Means, Standard Deviations, and Degrees of the Use of Metacognitive Strategies

Male Female Overall Mean
No Items

M SD Degree M SD Degree | M SD Degree

30 | Itryto find as many ways as

. 3.13 | 1.36 | Medium | 3.37 | 1.35 | Medium|3.25 | 1.36 | Medium
| can to use my English.

31 | I notice my English mistakes
and use that information to 3.15| 1.37 | Medium | 3.68 | 1.36 High |3.42 | 1.39 | Medium
help me do better.

32 | | pay attention when
someone is speaking 3.34 | 1.27 | Medium | 3.93 | 1.18 High |3.64 | 1.26 High
English.

33 | I tryto find out how to be a

better learner of English. 3.64 | 1.27 High 3.95| 1.28 High |3.80 | 1.26 High

34 | | plan my schedule so | will
have enough time to study 2.79 |1 1.30 | Medium | 3.03 | 1.41 | Medium|2.91 | 1.36 | Medium
English.

35 | I look for people I can talk to

in English. 2.74 | 1.36 | Medium | 3.09 | 1.36 | Medium]2.92 | 1.37 | Medium

36 | I look for opportunities to
read as much as possible in 3.08 | 1.23 | Medium | 3.38 | 1.30 | Medium|3.23 | 1.27 | Medium
English.

37 | I have clear goals for

improving my English skills. 3.25 | 1.40 | Medium | 3.44 | 1.32 | Medium|3.34 | 1.36 | Medium

38 | I think about my progress in
learning English.

Total Average 3.18 | 0.91 | Medium | 3.55 | 0.91 High ]3.37 | 0.92 | Medium

3.48 | 1.39 | Medium | 4.08 | 1.22 High |3.79 | 1.34 High

It is clear from Table (4.4) that the overall averages of metacognitive strategies
ranged from (3.80) to (2.91) with corresponding standard deviations ranged from (1.26) to

(1.36). The total average of the overall mean of this category was (3.37) out of (5.0) and its
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corresponding standard deviation was (0.92). However, the total average of the individual
overall mean scores of males and females were (3.18) and (3.55) and their corresponding
standard deviations were (0.91) and (0.91), respectively. It is also clear from the table that
female learners got high overall average whereas male learners obtained medium overall
average for this category of strategies.

At the level of the overall mean values of each individual strategy items of this

category of strategies, Table (4.4) also reveals the following results:

» The highest rating was given to strategy item No.33, | try to find out how to
be a better learner of English, (M = 3.64 for males and 3.95 for females,
with an overall mean of 3.80), followed by strategy item No0.38, I think about
my progress in learning English, (M = 3.48 for males and 4.08 for females,
with an overall mean of 3.79). In the third rank came strategy item No.32, |
pay attention when someone is speaking English, (M = 3.34 for males and
3.93 for females, with an overall mean of 3.64). These strategies got high
estimation level, and they represent (33.33%) of the total number of strategy
items of this category. In these strategies, female learners got the highest
mean value of more than 3.5 whereas male learners assigned the highest
mean value to only one metacognitive strategy, namely strategy item No.33.

» Four individual strategies (44.44% of the total number of strategy items of
this category) got moderate estimation level for both male and female
students and they reached the minimum standard limit set for frequent usage,
namely strategy items No.31, 37, 30, and 36. The means of these strategies
were (3.15), 3.25, 3.13, and 3.08 for males and (3.68), 3.44, 3.37, and 3.38
for females, with an overall mean of (3.42), 3.34, 3.25, and 3.23,

respectively. One of these strategies, namely strategy item No0.31, | notice
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my English mistakes and use that information to help me do better, received
high mean value by females and medium mean value by males. The
corresponding means of this strategy item were shown in parentheses above.

» Two more individual strategies (22.22% of the total number of the strategy
items of this category) got moderate estimation level for both male and
female learners, but they did not reach the minimum standard limit set for
frequent usage, namely strategy items No.35 and 34. The means of these
strategies were 2.74 and 2.79 for males, and 3.09 and 3.03 for females, with
an overall mean of 2.92 and 2.91, respectively.

> None of the strategy items of this category obtained low mean value by both

male and female learners.

Given these results, it can be stated that Yemeni secondary school male and female
learners are medium strategy users for the metacognitive strategies because of the medium
ranking values of this category. Besides, it can be stated that the frequent usage of
metacognitive strategies indicates that Yemeni secondary school male and female learners
acknowledge the importance to coordinate, reflect on, and analyze their learning process.

Moreover, the results reveal that Yemeni secondary school male and female learners
report efforts to think about their progress in learning English and try to seek out ways to use
their English as possible as they can in order to improve their learning. They have clear goals
for improving their English skills and learning from their mistakes. This indicates that
Yemeni secondary school male and female learners are seriously interested in learning a new
language and have a strong instrumental motivation for learning English. They are
responsible for themselves in seeking practice opportunity to practice their new language
inside and outside of the classroom. That is, they look for people to speak with in English that

can help them to become better language learners. The results also indicate that Yemeni
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secondary school male and female learners are much less likely to organize, manage time, or
plan their schedules to accommodate their study of English. The finding of the high-
frequency use of metacognitive strategies by Yemeni secondary school learners is consistent
with studies conducted in the Arab world, such as Abu Shmais (2003), Al-Buainain (2010),
Alnujaidi (2017), EI-Aouri (2013), Javid et al. (2013), Khalil (2005), and Radwan (2011).
4.2.1.5. Affective Strategies

Affective strategies, which help learners to regulate their emotions, motivations, and
attitudes (Oxford, 1990), are the fifth category of LLSs in the questionnaire of SILL.
However, this category was the third strategies that most frequently used by Yemeni
secondary school male and female learners. These strategies were differently used by the
male and female learners participated in the current study as shown in Table (4.5), which
displays the means, overall mean, standard deviations, and the degrees of frequency for each
individual strategy items employed of this category and for the category as a whole.
Table 4.5

Means, Standard Deviations, and Degrees of the Use of Affective Strategies

No Items Male Female Overall Mean

M SD Degree M SD | Degree| M SD | Degree

39 | Itry to relax whenever | feel

. . - 3.00 | 1.40 | Medium | 3.45| 1.39 | Medium|3.23 | 1.41 | Medium
afraid of using English.

40 | | encourage myself to speak
English even when | am 3.66 | 1.30 High 3.58 | 1.30 High [3.62 | 1.30 High
afraid of making a mistake.

41 | | give myself a reward or
treat when | do well in 3.09 | 1.51 | Medium | 3.10 | 1.57 | Medium|3.10 | 1.54 | Medium
English.

42 | I notice if | am tense or
nervous when | am studying | 2.82 | 1.19 | Medium | 3.47 | 1.28 | Medium|3.15 | 1.28 | Medium
or using English.

43 | | write down my feelings in

a language learning diary. 2.32 | 1.08 Low 2.55 | 1.54 | Medium|2.44 | 1.34 Low

44 | 1 talk to someone else about
how | feel when | am 2.75 | 1.24 | Medium | 3.23 | 1.41 | Medium|2.99 | 1.35 | Medium
learning English.

Total Average 2.94 | 0.75 | Medium | 3.23 | 0.79 | Medium| 3.09 | 0.80 | Medium
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It is clear from Table (4.5) that the overall averages of affective strategies ranged
from (3.62) to (2.44) with corresponding standard deviations ranged from (1.30) to (1.34).
The total average of the overall mean of this category was (3.09) out of (5.0) and its
corresponding standard deviation was (0.80). However, the total average of the individual
mean scores of males and females were (2.94) and (3.23) and their corresponding standard
deviations were (0.75) and (0.79), respectively.

At the level of the overall mean values of each individual strategy items of this

category of strategies, Table (4.5) also reveals the following results:

» The highest rating was given to strategy item No.40, | encourage myself to
speak English even when | am afraid of making a mistake, (M = 3.66 for
males and 3.58 for females, with an overall mean of 3.62). This strategy item
got high estimation level, and it represents (16.67%) of the total number of
strategy items of this category.

» Three individual strategies (50% of the total number of strategy items of this
category) got moderate estimation level for both male and female learners,
and they reached the minimum standard limit set for frequent usage, namely
strategy items N0.39, 42, and 41. The means of these strategies were 3.00,
2.82, and 3.09 for males and 3.45, 3.47, and 3.10 for females, with an overall
mean of 3.23, 3.15, and 3.10, respectively.

» One more individual strategy (16.67% of the total number of strategy items
of this category) got moderate estimation level for both male and female
learners, but it did not reach the minimum standard limit set for frequent
usage, namely strategy item No.44. The means of this strategy were 2.75 for

males and 3.23 for females, with an overall mean of 2.99.
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» The lowest rating was given to strategy item No.43, | write down my feelings
in a language learning diary, which received low mean value by males (M =
2.32) and medium mean value by females (M = 2.55), with an overall mean
of (M = 2.44), respectively. This strategy item got the lowest estimation
level, and it represents (16.67%) of the total number of strategy items of this

category.

Given these results, it can be claimed that Yemeni secondary school male and female
learners are medium users for the affective strategies because of the medium ranking values.
The results show that male and female learners assigned, to some extent, similar mean values
to the majority of the strategies of this category, as shown in Table (4.5).

In the light of the given results, it can be stated that Yemeni secondary school male
and female learners take the initiative to learn even though they make mistakes. They
acknowledge the importance of speaking English inside the classroom as it is the only way to
improve their speaking skills in English.

It also can be stated that Yemeni secondary school male and female learners are
being aware of their tension or nervousness when using or studying English and try to relax
whenever they feel afraid of using English. They are more likely to reward themselves for a
good performance in order to be better language learners in using the new language
successfully.

In addition, the results shown in Table (4.5) indicate that Yemeni secondary school
male and female learners report that they share their feelings with others when they are
studying or using English in order to regain their emotional balance so they can continue
learning effectively. Therefore, the respondents’ general relaxation level combined with the
perception of knowing that mistakes are a natural part of language learning process, may let

them have more control and less anxiety.
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Moreover, the results reveal that the respondents report low range of using writing a
language learning diary. This can be explained as that Yemeni secondary school male and
female learners are not aware of this strategy, although the use of this strategy is of great
significance as it helps learners to keep track of events and feelings in the process of learning
new language as Oxford (1990) indicated. Another possible explanation for the low usage of
this strategy is that writing dairies is unexceptional well known practice in the Arab world in
general and in Yemen in particular, i.e., students’ disdain from this strategy seems justifiable
(Radwan, 2011).

This finding is consistent with the findings of Msuya (2016) who found that affective
strategies were the third most frequently used and showed medium use among 70 EFL
learners in two ordinary level secondary schools in Tanzania which is similar to the finding
of this study. On the contrary, this finding is not consistent with the findings of Alhaisoni
(2012) and Alharbi (2017) which revealed that affective strategies were reported as the least
used strategies among their Saudi university EFL students.
4.2.1.6. Social Strategies

Social strategies, which help learners to learn through interaction with others
(Oxford, 1990), are the sixth category of LLSs in the SILL. However, this category was the
second category that the most frequently used by Yemeni secondary school male and female
learners.

These strategies were differently used by the male and female learners participated in
the current study as seen in Table (4.6) that shows the means, overall mean, standard
deviations, and the degrees of frequency for each individual strategy items employed of this

category and for the category as a whole.
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Table 4.6

Means, Standard Deviations, and Degrees of the Use of Social Strategies

No Items Male Female Overall Mean

M SD Degree M SD Degree| M SD Degree

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

3.41 | 1.31 | Medium | 3.66 | 1.25 High |3.54 | 1.28 High

46 | | ask English speakers to

correct me when | talk. 3.34 | 1.36 | Medium | 3.47 | 1.33 | Medium|3.41 | 1.35 | Medium

47 | | practice English with

3.30 | 1.28 | Medium | 3.16 | 1.27 | Medium|3.23 | 1.28 | Medium
other students.

48 | 1 ask for help from English

3.64 | 132 High 3.69 | 1.32 High |3.66 | 1.32 High
speakers.

49 I ask questions in English. | 3.04 | 1.30 | Medium | 3.07 | 1.29 | Medium|3.06 | 1.29 | Medium

50 | Itryto learn about the

culture of English 3.03 | 1.37 | Medium | 3.27 | 1.46 | Medium|3.15 | 1.42 | Medium
speakers.
Total Average 3.29 | 0.98 | Medium | 3.39 | 0.84 | Medium| 3.34 | 0.91 | Medium

It is clear from Table (4.6) that the overall averages of social strategies ranged from
(3.66) to (3.15) with corresponding standard deviations ranged from (1.32) to (1.42). The
total average of the overall mean of this category was (3.34) out of (5.0) and its
corresponding standard deviation was (0.91). However, the total average of the individual
mean scores of males and females were (3.29) and (3.39) and their corresponding standard
deviations were (0.98) and (0.84), respectively.

At the level of the overall mean values of each individual strategy items of this

category of strategies, Table (4.6) also reveals the following results:

» The highest rating was given to strategy item No0.48, | ask for help from
English speakers, (M = 3.64 for males and 3.69 for females, with an overall
mean of 3.66), followed by strategy item No.45, If I don't understand
something in English, | ask the other person to slow down or say it again, (M

= 3.41 for males and 3.66 for females, with an overall mean of 3.54). Both
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strategies got high estimation level, and they represent (33.33%) of the total
number of strategy items of this category. In these strategies, female learners
got the highest mean value of more than 3.5 whereas male learners got the
highest mean value to only one social strategy; namely, strategy item No.48.

» Four individual strategies (66.67% of the total number of strategy items of
this category) got moderate estimation level for both male and female
learners, and they reached the minimum standard limit set for frequent
usage, namely strategy items No0.46, 47, 50, and 49. The means of these
strategies were 3.34, 3.30, 3.03, and 3.04 for males and 3.47, 3.16, 3.27, and
3.07 for females, with an overall mean of 3.41, 3.23, 3.15, and 3.06,
respectively.

> None of the strategy items of this category obtained low mean value by both

male and female learners.

Given these results, it can be stated that Yemeni secondary school male and female
learners are medium strategy users for the social strategies because of the medium ranking
values of this category. The results shown in Table (4.6) reveal that both male and female
learners got, to some extent, similar mean values to all strategy items of this category.

It is clear from Table (4.6) that the findings seem to suggest that Yemeni secondary
school male and female learners are willing to ask for help when facing language difficulties.
Therefore, they use social strategies, such as asking the other person to slow down, repeat, or
clarify when they do not understand something in English, to compensate for the lack of
meaningful language input. Such social strategies may be used to make up for learners’
deficiencies in listening comprehension. In addition, the findings shown in Table (4.6)
indicate that Yemeni secondary school male and female learners are much more likely to ask

for help or ask English speakers to correct them when they are speaking the target language.
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Besides, Yemeni learners in the EFL classroom tend to build social bonds with others
and they like to participate and talk in class as a step towards learning practice. This shows
their strong preference for learning with others by asking questions and cooperating with
peers which means that teachers should exploit this in involving such learners in group works
and any other co-operating activities of CLT.

Moreover, the results indicate that Yemeni secondary school male and female
learners have a willingness to accept and explore English culture and learn social norms.
Therefore, the use of ‘developing cultural understanding’ strategy is essential for all EFL
learners, if used properly, not only inside but outside the classroom too. Besides, its proper
use promotes the learners’ communicative competence and autonomy in language learning,
(Ungureanu & Georgescu, 2012, as cited in Naif & Saad, 2017). Therefore, the participants
of the present study report social strategies as their second most frequently used strategies.

This finding is in line with the findings of Aljuaid (2015) and Khalil (2005) who
revealed that social strategies were the second most frequently used and showed medium use
among their participants. In contrast, the findings of the present study are not consistent with
the findings of the study conducted by Lee and Oxford in 2008, in which they used the SILL
with more than 1000 Korean learners from different education levels at high school and
university, which showed extremely low usage of social strategies. In a similar vein, Hong-
Nam and Leavell (2007) found that social strategies were reported as the second least used
strategies by Korean bilingual and monolingual learners.

In Table (4.7), the researcher presents a full picture of the sample responses to the six
categories of LLSs. In other words, Table (4.7) shows the overall mean scores of the six
categories of LLSs reported to be used by Yemeni secondary school male and female learners
in descending order according to the mean scores that they received and the standard

deviation, the percentage, and the estimated degree of the six categories of LLSs.



Table 4.7

Means, Standard Deviations, and Percentages of the Overall Use and Ranks of the Six

Categories of LLSs

&9

Rank | No Type of Strategies M SD % Degree
1 4 Metacognitive 3.37 0.92 67.33 Medium

2 6 Social 3.34 0.91 66.82 Medium
3 5 Affective 3.09 0.80 61.77 Medium

4 2 Cognitive 3.06 0.76 61.20 Medium
5 1 Memory 2.94 0.84 58.82 Medium
6 3 Compensation 2.87 0.88 57.41 Medium
Total Average 3.11 0.68 62.16 Medium

The means of the six categories of LLSs listed in Table (4.7), given above, are

graphically presented in Figure (4.1).
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Figure 4.1 Overall Means of the Six Categories of LLSs

It is clear from Table (4.7) and Figure (4.1) that no category of LLSs reported to be

used by Yemeni secondary school male and female learners at a high or low level. It is also

clear from the table and the figure that the mean scores of responses for the six categories of

LLSs of the adopted version of the SILL of Oxford (1990) ranged from (2.87) to (3.37) on a
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scale of 1 to 5, a range which Oxford (1990) regarded as a medium frequency use of
strategies.

The total average of the overall use of the six categories of LLSs by both male and
female secondary school learners, was at medium level (M = 3.11, SD = 0.68) as Table (4.7)
shows. This finding indicates that both male and female learners are, on average, medium
strategy users with respect to the six categories of LLSs suggested by Oxford (1990) and
generally have a medium level of LLSs use which indicates that the LLSs are sometimes used
by the Yemeni secondary school male and female learners.

The medium use of LLSs was also displayed in several other studies conducted in
different countries, such as Alhaisoni (2012), Aljuaid (2015), AlTunay (2014), El-Aouri
(2013), Hong-Nam and Leavell (2007), Khalil (2005), Lee and Oxford (2008), and Leung
and Hui (2011). For example, EI-Aouri (2013) reported that the mean of strategy use among
60 male and female Moroccan university EFL science students used LLSs at a medium level
(M = 3.09).

It is also clear from Table (4.7) and Figure (4.1), that the first and the most frequently
used LLSs by Yemeni secondary school male and female learners were metacognitive
strategies (M = 3.37, SD = 0.92), followed by the social strategies (M = 3.34, SD = 0.91). In
the third rank came the affective strategies (M = 3.09, SD = 0.80), followed by the cognitive
strategies (M = 3.06, SD = 0.76). In the fifth rank came the memory strategies (M = 2.94, SD
= 0.84), followed by the compensation strategies (M = 2.87, SD = 0.88) which were the least
used strategies by the respondents of the study.

These findings are in line, to a large extent, with Khalil (2005) who reported that 194
EFL Palestinian high school learners used metacognitive and social strategies most
frequently, followed by affective and cognitive strategies. Khalil’s study also showed that the

least frequently used LLSs were compensation and memory strategies. The same result was
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revealed by Aljuaid (2015) who stated that the participants of her study showed their high
preference for metacognitive and social strategies to all other LLSs. Similarly, the results of
the current study support the findings of Abu Shmais (2003) and Msuya (2016) who reported
that the less and the least frequently used LLSs, as perceived by the participants of their
studies, were memory and compensation strategies respectively.

The findings of the high-frequency use of metacognitive and social strategies are also
reported in several other Arab studies, such as Alharbi (2017), Aljuaid (2010), and Naif and
Saad (2017). However, the findings of the present study indicate that Yemeni secondary
school male and female learners use somehow a humble range of LLSs. Based on these
findings, the respondents in the current study seem to be relatively somewhat sophisticated
LLSs users of all six categories of strategies, using them at medium levels. One possible
explanation can be offered for this finding is that, Yemeni secondary school male and female
learners study English in an EFL setting and do not use it in their daily life situations and,
thus, they are not familiar with most kinds of strategies.

Moreover, such a result can be taken as a sign of inappropriate, consciously, or
unconsciously using of LLSs which can imply that these learners probably have not received
good strategy instruction in English
4.2.2. The Second Question

Are there any significant differences between males’ and females’ LLSs use?

This question aims at identifying the effect of gender variable regarding the use of
LLSs. In other words, to find whether there are statistically significant differences between
male and female learners in the means of LLSs, as seen in the Table (4.8), the researcher used

independent-samples T-test.
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Table 4.8

Independent Sample T-test Showing Students Differences Regarding their LLSs Use
According to Gender Variable

Strategies Level N M SD Df t (2—?::'1%13 d)
Male 185 2.83 0.79
Memory Female 192 3.05 0.87 375 2.634 0.009
. Male 185 2.87 0.71
Cognitive Fermale 197 305 0.77 375 5.017 0.000
. Male 185 2.73 0.86
Compensation Female 192 3.00 0.88 375 3.048 0.002
o Male 185 3.18 0.91
Metacognitive Female 192 355 0.91 375 3.972 0.000
. Male 185 2.94 0.78
Affective Female 192 303 0.79 375 3.561 0.000
. Male 185 3.29 0.98
Social Female 192 3.39 0.84 362.76 0.985 0.325
Whole Male 185 2.96 0.66
Instrument Female 192 3.25 0.67 875 4.255 0.000

It is clear from Table (4.8) that there is statistically significant difference in the
overall means of using English learning strategies [t (375) = 4.255, p = 0.000] between
secondary school male learners (M = 2.96, SD = 0.66) and female learners (M = 3.25, SD =
0.67) at the (0.05) level of significance in favor of females, which indicates that females
report higher overall strategy use than males and they are significantly superior to male
learners in using LLSs as they use a wider range of strategies.

Table (4.8) also shows that there are statistically significant differences between
secondary school male learners and female learners in favor of females in the means of using:

» Memory strategies [t (375) = 2.634, p = 0.009], male learners (M = 2.83, SD

= 0.79) and female learners (M = 3.05, SD = 0.87);
» Cognitive strategies [t (375) = 5.017, p = 0.000], male learners (M = 2.87,

SD = 0.71) and female learners (M = 3.25, SD = 0.77);
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» Compensation strategies [t (375) = 3.048, p = 0.002], male learners (M

2.73, SD = 0.86) and female learners (M = 3.00, SD = 0.88);

» Metacognitive strategies [t (375) = 3.972, p = 0.000], male learners (M
3.18, SD = 0.91) and female learners (M = 3.55, SD = 0.91); and
» Affective strategies [t (375) = 3.561, p = 0.000], male learners (M = 2.94, SD

= 0.78) and female learners (M = 3.23, SD = 0.79).

These results really suggest that Yemeni secondary school female learners surpass
males in the use of almost all LLSs, and that females are generally more efficient language
learners and more frequent strategy users than males. One possible explanation for this result
is that females in general are better at planning and managing their learning than males,
which reflects a tendency towards more global learning (Khalil, 2005). Another possible
reason is that this finding support the general belief that females are more effective and more
successful language learners than males.

However, there is no statistically significant difference in the means of using social
strategies [t (362.760) = 0.985, p = 0.325] between secondary school male learners (M =
3.29, SD = 0.98) and female learners (M = 3.39, SD = 0.84) at the (0.05) level of significance
as shown in Table (4.8). This means that both Yemeni secondary school male and female
learners use social strategies frequently as these strategies help them to communicate using
the language more effectively when interacting with others. Generally, this equality can be
due to the similar learning environments in which both male learners and female learners
learn. That is, teachers may have consciously or unconsciously-during teaching- drawn
learners’ attention to the use of social strategies such as asking questions, either for
clarification or correction, and working in pairs or groups. However, it can also be concluded
that these equalities occur as a result of learners’ awareness of adapting the suitable strategies

to approach a task for effective language learning and having a formal learning in the
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classroom. This result is consistent with the studies of Aljuaid (2015), Aslan (2009), Khalil
(2005), and Oxford and Nyikos (1989) in which females reported more frequent strategy use
than males did. On the contrary, this result does not coincide with the findings of other
studies, such as Ehrman and Oxford (1990), El-Aouri (2013), and Radwan (2011) who found
that there were no significant differences between male and female students in the use of
LLSs. In contrast to the findings of this study and to the significant gender differences, Abu
Shmais (2003) found that male students were more frequent users of strategies than female
students, and males surpassed females in the use of almost all LLSs, except for memory and
metacognitive strategies where females marked higher means.

Interestingly, Oxford (1996, p. 248, as cited in EI-Dib, 2004), considered the
possibility that differences found in some studies might be due to the fact that “males and
females are different in how they report their strategies retrospectively but are not in reality
all that different when they actually use strategies”. Overall, females in this study reported
greater overall strategy use than males and they are more frequent strategy users than males
in the use of all six categories of LLSs. This trend fits in with previous theory and research
that females are better, more efficient learners, and active users of language (native or other)
than males (Oxford, 1994).

4.3. Chapter Summary

This chapter presented and discussed the findings of this study in detail. The first
section of this chapter introduced the aims of the study and described the analysis of data.
The second section included the results of the first question of the study. It presented and
discussed the general pattern of each individual category of LLSs reported by the respondents
of the current study in order as suggested by Oxford (1990). It also dealt with presenting and
discussing the overall average of the sample responses to the six categories of LLSs. More,

the second section of this chapter is related to the results of the second question. It presented
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and discussed the differences between male and female secondary school learners in the
means of LLSs use. The next chapter presents a brief summary of the findings of the study
and its results. It also highlights the implications of the study, gives some suggestions, and

recommendations for further research.
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CHAPTER FIVE
SUMMARY, IMPLICATIONS, AND RECOMMENDATIONS

5.1. Summary of the Findings

This study investigated the use of LLSs among Yemeni male and female secondary
school learners and explored the significant differences in the use of LLSs based on gender.
This study adopted Oxford’s (1990) SILL questionnaire as a data collection instrument. The
SILL was used to answer the two questions of the current study. The results are summarized
as follows:

» Yemeni secondary school learners were medium users of LLSs. That is, the six
categories of LLSs were used by all of the learners at medium levels.

» The most frequently used LLSs by Yemeni secondary school learners were
metacognitive and social, followed by affective and cognitive. Furthermore,
compensation strategies were the least used and memory strategies were used
less often than the other four LLSs.

» Statistically significant difference between male and female secondary school
learners, at the (0.05) level of significance, in the use of LLSs was found
showing that female learners used LLSs more than male learners did.

» However, no statistical significant difference was found between males and
females regarding the use of social strategies.

5.2. Implications of the study

The findings derived from the current study suggest some of pedagogical

implications for teaching, material design, and teacher preparation. They are as follows:

1. The findings have implications for the design and development of instructional
materials. The results about variation in strategy use by Yemeni male and female

secondary school learners can guide materials developers in their selection and
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incorporation of activities and tasks that target certain strategies. Explicit
strategies-based instruction can be incorporated into the English curriculum,
which can be achieved through inserting strategies into the language instructional
materials. Since the Ministry of Education in Yemen has embarked on developing
new English textbooks for government schools, the curriculum designers and
developers can benefit from the findings of this assessment of LLSs used by
secondary school learners (both males and females) in preparing instructional
materials and activities that are skill and task-specific and that target learners’
strategy needs.

The findings of the medium overall mean score in LLSs use in the present study
reflects that Yemeni male and female secondary school learners were not familiar
with the use of strategies in their learning, and hence were not using a wide range
of appropriate strategies. Moreover, these findings suggest that strategy training is
imperative because Yemeni secondary school learners are somehow aware of
their learning strategies as they use them at a medium level. Therefore, training
them in strategy practice can raise their awareness and lead to language
proficiency. However, teachers still need to try help students cultivate and raise
their awareness of LLSs and provide students with further opportunities to use
LLSs more frequently, and to practice a wide range of appropriate strategies that
are applicable to different tasks and classroom activities. Consequently, once
students are aware of benefits of using strategies in their language learning
process, they will be able to and appropriately employ these LLSs to facilitate
their English learning, and, thus, can help them to become more self-confident

and successful language learners.
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3. Animportant finding of this study is that metacognitive and social strategies were
reported as the most frequently used strategies by the participants of this study,
followed by affective and cognitive strategies. Therefore, the pedagogical
implication of this finding is that teachers should train and familiarize the learners
with the effectiveness of using metacognitive strategies, such as planning,
organizing, and evaluating their own learning as well as social strategies, such as
asking for help or working with peers. More precisely, the medium mean of 3.06
and 3.09 for cognitive and affective strategies suggests that the participants may
not perform perfectly in terms of their cognitive or affective skills in their English
classroom. The secondary school learners need to be, therefore, provided with
further opportunities to use such strategies. Activities related to LLSs in general
and metacognitive, social, affective, and cognitive strategies in particular should
be embedded in English classes as a fundamental tool in language learning in
order to improve their learning English proficiency, and, thus, encouraging such
learners to employ these strategies to a greater extent.

4. In addition, the results revealed that memory and compensation strategies were
reported as the least frequently used strategies. Therefore, it is plausible to claim
that the relatively low usage of these two strategies is due to students’ inadequate
knowledge about LLSs. The first consideration of any ESL/EFL teacher who
wants to enhance student learning is the appropriate learning strategies (Oxford,
1996). Therefore, it is imperative for secondary school teachers to train their
learners by familiarizing them with adequate information about each strategy and
encourage them to use LLSs. Moreover, language teachers could assess the
strategy use of their learners on regular classroom activities in order to gain a

better understanding of students’ language learning preferences so that they could
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individualise the learning content. In addition, memory and compensation
strategies can be emphasized more among such learners. Thus, teachers should
encourage them to overcome their learning difficulties and compensate for the
lack of language knowledge through the use of strategies such as guessing
intelligently, using synonyms, and predicting responses. Furthermore, memory
strategies imply that classroom strategy training can particularly emphasize more
memory strategies. Teachers should enhance these strategies by using rhymes and
flash cards to memorize new vocabulary.

The results of the study indicated that there was a statistically significant
difference between male and female secondary school learners in terms of the
overall use of LLSs in general and in the means of using memory, cognitive,
compensation, metacognitive, and affective strategies in favor of female learners
in particular. Therefore, teachers should determine the range of factors affecting
strategy use among their learners. For example, this study showed that females
differ from males in their strategy choices and uses. The illustration of LLSs
based on such factor can provide a useful guidance for learners in order to
become closer to successful language learners. The most important pedagogical
implication of this study is the need to provide students with further opportunities
to use LLSs more frequently. It is a must for a language teacher today to
familiarize the learners with the most common LLSs. The teacher’s role in
strategy training is an important one. The teacher should learn about the learners’
interest, motivations, and learning styles. To do so, the teacher should also learn
what LLSs his/her learners appear to be using by observing their behavior inside

and outside the classroom. In addition to observing their behavior in class, the
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teacher should have adequate knowledge about the learners’ goals, motivations,
LLSs, and their understanding of the course to be taught (Zeynali, 2012).

The findings of the present study highlight the importance of integrating strategy
training into classroom instruction and into curriculum design. Teachers need to
receive training in strategy instruction and assessment showing them how to use
multiple data collection methods (e.g., interviews, self-reports, think-aloud, etc.)
to find, describe, and classify the strategies currently used by their students.
Besides, teachers need training in delivering explicit strategies-based instruction,
which involves teaching students to apply appropriate strategies to their learning
classroom activities.

Moreover, practical actions can be taken by teachers in language classrooms in
terms of their materials they use when teaching. The language teacher should
analyze his/her textbook to find out whether the textbook already includes LLSs
or LLSs training. He/she should look for new texts or other teaching materials if
LLSs are not already included within his/her materials. He/she should also study
his/her own teaching method and design tasks to promote or develop strategies
that would help learners to learn effectively. In addition to facilitate learning
through the various strategies in the classroom teachers should also incorporate
the use of strategies in the materials and the classroom activities. In addition, they
should incorporate LLSs into their teaching methods and approaches, train the
students to apply the appropriate strategy for a specific purpose or a specific skill
area, and encourage them to use the strategies as frequently as possible (Zare,
2012) to enable them to learn the target language in an effective manner. Thus,
the role of a teacher can be modified as a facilitator, which encourages and

motivates learners’ active participation in the teaching and learning process. To
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conclude, the current study provided relevant information about Yemeni
secondary school learners’ use of LLSs and explored the significant difference
between male and female learners” LLSs use. These LLSs profiles can guide the
planning of strategy assessment and instruction training activities for EFL
teachers based on the learners’ strategy needs identified in the study.

5.3. Recommendations for Further Research

1. The literature review presented in the current study revealed that, in the area of
Yemeni EFL context particularly, LLSs have not been investigated enough.
Therefore, it is highly recommended that further researchers should conduct
descriptive, experimental, and cross-sectional studies on Yemeni EFL learners in
different instructional levels. These kinds of studies can be expected to provide a
better understanding of Yemeni EFL learners’ LLSS use.

2. Strategy instruction study is essential in heightening learners’ awareness of their
strengths and weaknesses in language learning and the range of strategies from
which they can choose to help them learn the target language most efficiently
(Metacognitive knowledge); and developing learner autonomy (Cohen 2003, as
cited in Abhakorn, 2008). The current study has shed light and provided a
snapshot on LLSs use in Yemeni EFL settings. Therefore, there is a need for
conducting research that pave the way for building the theory that appears
essential for understanding of how and when the students use specific strategies
through including both explicit and implicit integration of language learning and
language use strategies into a foreign language teaching classroom. Actually, there
is a need for an experimental type of research in the Yemeni EFL context to pin

down exactly what types of LLSs are actually used.
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More comprehensive research is also needed on a variety of factors influencing
LLSs use, such as cultural background, motivation, age, proficiency, etc., to
explore the real factors behind the learners’ preferences of some LLSs.

Since there is a paucity of research in the field of LLSs in Yemeni context, more
efforts should be devoted to the development of Strategies-Based Instruction
(SBI) programs, which is learner-centered approach to teaching that extends
strategies training, and to evaluate the effectiveness of these programs. Therefore,
investigating the effect of training on LLSs use, including the success of use, is a
vital issue to take into consideration.

Since this study is related to secondary school learners’ use of LLSs, other studies
should investigate students’ use of LLSs in university-level students.

Besides to the general patterns of LLSs use, LLSs used for specific language
skills, such as reading strategies, speaking strategies, writing strategies, and
listening strategies, should be a concern of future investigation.

This study used a quantitative approach. Therefore, it is recommended that future
research should employ a qualitative approach through using multiple data
collection procedures by combining the use of SILL questionnaires with the use of
other research techniques, such as interviews, verbal report, think-aloud
techniques, etc. which will be a useful way of gaining more insights into the
strategy use.

This study can be replicated in other educational settings that combine students
from the same background; or compare and contrast the LLSs use of learners of

public and private schools with references to their language performance.
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Appendix A

Background Questionnaire

dgtlal) il

Sex (usall)  Male (LS3) Female (1)

Age (b)) L, School (Awadl) e, Grade (<< .....ccooveveee.
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Appendix B
Strategy Inventory for Language Learning (SILL)
(English with an Arabic Translated Version)
) (¢ a3
s jall el GldUal) g QO (e Aeadiiwl) & julai¥) el alad Cilia) jis) LAY A glae ga ludiul) 12a
O] ) il dBalall elida) 5 dul ol o2a 8 GUS jlia o) ) Alailae (530 J5Y) Caall) dalall 4 53l

Canll 138 (g2 yad a8 a0 g g A s (R o gas il glaa 0 ST e pua s dpanl L]

sCilaales

-

e By s G (1, 2, 3, 4, 5) o el il s Ales S e ol il iy 3ai¥) A4D1 e e o 395 i
Llal a8 Y (s AY) alaiy Lo o ol daaiall laV) Lol il Lo cans and ¥ liaiy il (e Baua
40 sz\ 30 o C}\‘):\"”‘ Alay) 48 i Lﬁﬂ\ Cad gl de o A8l ghan Al sdgd aalla al }i daasa

(Vs Gy Geooaal) g3 e el S 13]) Jlpadly 0355 Y jliad Ladie 5 i) s 35 i 50 ollia dada

) A 3e BB /Eall) iglas o | <&
Statements Y| OB | Ulal | We | Lol
Part A | 30% | 50% | 70 | 95%

|
N
w
SN

I think of relationships between what | already know and new things |
learn in English. )
ARl 3 Lgaladl 3 Bapaadl oLud¥) g ales La gy Jay 53 3 ClEDal) 8 Sl
Al

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

L S S iles 8 saaal) 4 judady) el aadiia)

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

W SY e (S i Al S 515 ) g (g s B A jala) A () ey Ty

I remember a new English word by making a mental picture of a
situation in which the word might be used.
o2 4 aadiulis (o2 a8 pall A3 5 ) gam sy ok e Baa A ula) AaS (g S
A

I use rhymes to remember new English words.
s A jlai) AalS (ol SNl dign Glely) aadind
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Statements Y| OuB | ulball Ule | L
e I B Y
| 30% | 50% 70% | 95%
1 2 3 4 5
6 I use flashcards to remember new English words.
B A ulad) A gl Y iy aadid
7 I physically act out new English words
apaad) g iyl LS LS Jidl
8 I review English often.
A alady) Al e g 50 Wil aa
9 I remember new English words or phrases by remembering their
location on the page, on the board, or on a street sign.
sl Asdiall b Lead) e HSX (33 5k (e Bl Ay Jalaiyl <l Ll o eSS
g ) sl il ) 5l 5 ) gl
Part B
10 | | say or write new English words several times.
0l e 320 Baa 4 i) S (g LS i i ) S)
11 | Itryto talk like native English speakers.
Lo Gl Jie 3, jlasy) Al 2S5 Jslal
12 | | practice the sounds of English.
L) Aalll gl (3l e oyl
13 | 1 use the English words | know in different ways.
Adlide 35k ed ye ) A 4 jalady) LK) i)
14 | | start conversations in English.
Ay ARl ) sally
15 | I watch English language TV shows and movies spoken in English.
A5y L WDy el s L]
16 | I read for pleasure in English.
gl s 42 g A pulasYl 1A
17 | I write notes, messages, letters, or reports.
gyl ARl el o Jsbe g cllaadidl g gaf
18 | | first skim an English passage (read over the passage quickly) then go
back and read carefully. )
SIS a5 dgunds 5 ,SA A jaad A juny 55l prdai] Y gl oAy Salay) Al T Laxie
Al il
19 | 1 look for words in my own language that are similar to new words in
English.
Basaal) 4y Salail) Ll e 4l )5 A ) ARG Lpeadin) i) lalS)) e Cany)
20 | Itryto find patterns in English (e.g. I don’t know how to ...)
A ey 3l 8 Ll e Canl J sl
21 | | find the meaning of an English word by dividing it into parts that |
understand.
1l ) leandi Ga b e 3uaall £ e ALK Jins agdl
22 | |try not to translate word-for-word. ‘ o )
(b oadl A il indl) AWlS JS aa 1Y ) Jslal
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Statements Y| LB | Ukal | Wl | Ll
e Gl e | o
| 30% | 50% 70% | 95%
1 2 3 4 5
23 | | make summaries of information that | hear or read in English.
Part C
24 | To understand unfamiliar English words, | make guesses.

Leegdl A glle g B A lad) S (gl Jima pad]

25

When | can't think of a word during a conversation in English, | use
gestures.
Slelad) andiind 4 5alasYU (5l sn DA A (gl 8 S adaiad Y Levie

26 | 1 make up new words if I do not know the right ones in English.
Led Aalal) AN Ca el ol 1) saas 4 Jalad) A (of il o g8
27 | Iread English without looking up every new word.
Baaa LS IS i ) padal g0 4y ety T8
28 | | try to guess what the other person will say next in English.
Aol dea (o)) sa IS Caaniall 4l s Le (ppad J gl
29 | If I can't think of an English word, | use a word or phrase that means

the same thing.
el i 50538 e ol RS aadial 3 5l AW ol b Sl adaiaf A 13)

Part D

30

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

)l L o Sase Gk slad Jlal

31

I notice my English mistakes and use that information to help me do
better. )
Lebaed 3 ac b Ly dalad) ae ) gall aladia) Jgla) 5 3 5ulasy) 25l & Staal LasY)

32 | | pay attention when someone is speaking English.

Ao alady) ARl Al ol Gadall 4l
33 | Itryto find out how to be a better learner of English.
Ao alady) ARl a alaie Silead ) okl alagl sl
34 | | plan my schedule so | will have enough time to study English.
35 | Ilook for people I can talk to in English.
Ao 5alai YU agal) Caamall bl (3 (alasY) e Canl
36 | | look for opportunities to read as much as possible in English.

gl a8 & Sulai¥1 ARl 36 ] AL (a8 (e i

37 | I have clear goals for improving my English skills.
Aol Al 8 1 e Gl dacal 5 Calaal (g

38 | |think about my progress in learning English.

Al Aall) et b () o8 Ay 8 SHl
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Statements VOOLE | Ulal ] Lle | Ll
e R e | e
Part E i | 30% | 50% | 70% | 95%
1 2 3 4 5
39 | Itrytorelax whenever | feel afraid of using English.
A by Al alasial 8 @YY 5 Casally el Ladie ela i) J sl
40 | | encourage myself to speak English even when | am afraid of making

a mistake
PbaYl i p Sl T S i By ) ARl ol s gt

41 | | give myself a reward or treat when | do well in English.
Ay sl lad s 1) oal Levie usdi 8SH
42 | I notice if | am tense or nervous when | am studying or using English.
Al Al aladii) ol aled vie Gl e sl )5 gie ) sST Lanic Ll
43 | I write down my feelings in a language learning diary.
Lo Auala ) S0 8 Al alety Adleial) a5 1) g (50
44 | 1 talk to someone else about how I feel when I am learning English.
Al Gl alel Uiy el @S Al jadd il
Part F
45 | If I do not understand something in English, | ask the other person to

slow down or say it again.
sale) }i ‘L;k.\j\ aia ) :\ﬂ)...\l;;:}“ Gl Ladld Lﬁi & LﬁJ‘P | ;L;ul ?@\ Y Ladie
A e A e

46 | lask speakersto correct me when I talk.
(aal Ladie Jadl masaay 4 julasY) 6l fasiall (ge calll
47 | | practice English with other students.
48 | | ask for help from the proficient users of English.
A a1 AR ) s ol (g Bac sl il
49 | 1 ask questions in English. Ao sy Al A JL
50 | Itryto learn about the culture of English speakers.




