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Introduction

In global post-modern society individualism and independence in every as-
pect of our lives are appreciated and reinforced. Thus, metalinguistic and cogni-
tive aspects of learning related to the didactic process will be discussed and
analysed here. The capability of using learning strategies suitable for an individ-
ual learning style and personality of a student are understood by the author as the
crucial factor of learner autonomy.

This article consists of theory and practice. The theoretical background con-
cerns the process of developing learner autonomy as a result of using various
learning strategies. It will provide a series of definitions and the division of strate-
gies as well as the idea of a relatively new ‘movement’ — ‘learner autonomy’ —
which is perceived in terms of reflection, awareness, self- regulation and self-es-
teem of a learner. Nevertheless, in the process of developing learner autonomy
there may appear psychological problems which may be, to some degree, over-
come with the support of a teacher in the conditions of semi-autonomy which is
a sort of suggestive way of teaching aimed at giving the students some informa-
tion ‘how to learn’. At the same time, it is believed that with the help of the teacher,
showing various ways of solving a problem, it is easier for the learner to recog-
nize his own style which will allow them to choose strategies appropriately for
their needs. The problem of linking the strategies with the process of learning “au-
tonomy’ will be analysed from both the teacher and the student’s role in the
process of learning.

In the second part of the article there are some practical problems discussed,
related to teaching in specific conditions while preparing secondary school stu-
dents for ‘matura’ exam. The main objective is to sum up the outcome of the re-
search which was carried out among secondary school students preparing for
‘matura’ exam in terms of independence in strategy use, taking into account stu-
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dents’ interests and needs as well as the environment they come from. The main
questions concerning the research, carried out among a group of ‘matura’ students,
are: if learning English is a short-term goal or a long-term goal, if they are con-
scious of their needs, what proportion is between the learners’ studying in the les-
sons and studying on their own, what strategies they actually use on their own and
if they are conscious of using them, whether and to what extend they are able to
take advantage of the teacher’s strategy instructions, if they are able to monitor
their results and outcomes and decide about the organization of the next stage of

their knowledge.

1. Learning strategies and the process of teaching and learning

1.1. Learning strategies — concepts, terminology and definitions

Learning strategies correspond to learning styles within the language learn-
ing process. In this chain, the process has the vastest range within which learning
styles are often interchanged with learning strategies. Thus, the usage of different
strategies in order to learn a target language successfully depends upon personal
features of a learner.

According to Brown, strategies are “... specific methods of approaching a pro-
blem or task, modes of operation for achieving a particular end, planned designs for
controlling and manipulating certain information” (Brown 1994: 104). Similarly,
Jennifer Ridley associates the term ‘strategy’ with procedures used by a person as
a way of reaching a goal although in her definition Ridley is more interested in
learner’s capability of solving a problem than training strategies.

Within the context of learners using a second language, the notion of problematicity
is often connected with the term strategy because of the difficulties the learners face
in reaching a communicative goal (...) Similarly, within the context of second lan-
guage leamning, the term strategy is often used to denote the difficulty of the learning

tasks (Ridley 1997: 63).

Chamot and O’Malley use the term ‘learner strategies’ for distinguishing
those strategies learners had to overwork themselves from ‘learning strategies’
that can be taught (O’Malley, Chamot 1990). Although Oxford is against distin-
guishing communication strategies from learning strategies as she claims many
scientists relate them only to speaking (Oxford 1990), Tarone and Yule, regard
them as an important element of strategic competence apart from learning ones.
(Tarone, Jule 1989: 17). Oxford maintains that in order to possess communica-
tive competence which, apart from strategic competence, contains grammar com-
petence, social-linguistic competence and discourse competence, a learner has to
use other learning strategies. Cohen, apart from ‘learning strategies’ distinguishes
another type which he calls ‘language use strategies’. The former ones are con-
sciously selected by the learner. The latter ones are defined as “processes which
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may result in action taken to enhance the use of a second or a foreign language,
through the storage, retention, recall, and application of information about the lan-
guage” (Cohen 1998: 4). A distinction is being made between that language ma-
terial which is learned to some extent consciously by using learning strategies and
material which is acquired with little control, and which is more ‘automatized’
language learning, connected with output where language use strategies play the
main role.

Another problem pertains to the absence of consensus as to whether strategies
need to be conscious. Basing her argument on the case of young children who
seem to behave strategically, Bialystok refers to the children’s capability of mak-
ing choices although they are not aware of it (Bialystok 1993). However, Chamot
in her research proved that even young children were capable of describing strate-
gies used by them (O’Malley, Chamot 1990). According to Schmidt conscious be-
havior of a learner, without any difference if he or she performs focally or
peripherally, could be termed as a strategy but if the behaviour is so unconscious
that a learner is not able to identify any strategies, then the behavior would be re-
ferred as a process (Schmidt 1990).

Moreover, William and Burden claim that strategy can be treated as series of
skills, which are used for a particular language learning purpose. In this under-
standing strategies concern planning, choosing particular skills and the sequence
of their application as well as controlling the whole process and possible changes
of the plans (Williams, Burden 1997).

Nisbet and Schucksmith place strategies at a higher level than skills, the former act-
ing as ‘executive processes’ that coordinate and apply skills. Thus, learning strategies
tend to be unobservable mental processes, while study skills are more overt tech-
niques, such as keeping one’s class notes in a logical order. Referring specifically to
language learning, Ellis and Sinclair suggest that study skills are product oriented,
learning strategies are process oriented (Graham 1997: 37).

Thus, learning strategies are defined as activities, behaviours, steps and tech-
niques by Oxford (Oxford 1990) or ‘means’ by Bialystok conducing better inter-
nalizing, storage, performance and application of the target language or developing
language competence while using it (Bialystok 1993).

Some of the strategies are behavioral which can be easily observable, others are men-
talistic and not directly observable. In addition, strategies are sometimes labeled to
*successful learners’ or ‘unsuccessful learners, when, in fact, the effectiveness of
a strategy may depend largely on the characteristics of the given learner, the given lan-
guage structure, the given context, or the interaction of these (Cohen 1998: 12).

Taking into account all the views concerning strategies, being presented in
literature, strategies refer both to the general ways of a learning approach as well
as specific activities, comprise behaviour or mental activities or both of them, sup-
port learning both directly and indirectly, contribute to the main goal which is
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communicative competence, they are problem-oriented and allow learners to be-
come more self-directed, they also expand the role of teachers as they can be
taught, they are often conscious but flexible, influenced by a variety of factors

(Oxford 1993).

1.2. The classification of learning strategies

Many language learning strategy classification systems have been divided
into various groups, for example systems related to successful learners by Rubin,
systems based on psychological functions by O’Malley and Chamot, linguisti-
cally based systems dealing with guessing, language monitoring, formal and func-
tional practice by Bialystok or systems related to separate language skills by
Cohen as well as systems based on different styles or types of learners by Sutter
(http://www.cal.org/resources/digest/oxford01.html). Nevertheless the most de-
tailed and vastest classification, based on the analysis of strategies used by suc-
cessful learners, was elaborated by Oxford (Brown 1994: 132-133).

In this typology the strategies are divided into classes , groups and sets of
strategies. There are two classes of strategies: direct, which involve the subject
matter directly and indirect, which do not directly involve the subject matter itself,
but are necessary in language learning.

The direct strategies include memory, cognitive and compensation strategies.
Memory strategies help enter information into long-term memory and retrieve in-
formation for communication. Cognitive strategies are “used for forming and re-
vising internal mental models and receiving and producing messages in the target
language” (Oxford 1990: 71). Compensation strategies are needed to overcome any
gaps in knowledge, for example overcoming limitations in speaking and writing. In
the case of speaking there are: getting help, using mime or gesture, adjusting or ap-
proximating the message, coining words, using a circumlocution or synonyms.

The following groups of strategies: metacognitive, social and affective be-
long to the indirect strategy class. The first group helps learners to exercise con-
trol over their own learning through planning, arranging, focusing, monitoring
and evaluating. Social strategies are “those activities learners engage in which af-
ford them opportunities to be exposed to and practice their knowledge ... [the
strategies] put the student in an environment where practice is possible” (Ellis,
Sinclair 1989: 27).

Taking into account communication strategies, it is necessary to distinguish
them from learning strategies as they pertain to the employment of verbal or non-
verbal mechanisms for the productive communication or information while the
previous ones deal more with receptive domain of intake, memory, storage, and
recall. Although many scientists claim that “(...) it is sometimes difficult to dis-
tinguish between them two, since comprehension and production can occur al-
most simultaneously...” (Brown 1994: 127), researchers associate communication
strategies both with their compensatory nature and strategic competence.
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Strategic competence illustrates the usage of various strategies on a higher
level of a learning process, and is used by Canale and Swain in terms of commu-
nicative language (Canale, Swain 1980: 29-30). However Bachman and Palmer
seemed to solve the problem providing a broader theoretical model for viewing
strategic competence. The authors conceive it as “a set of metacognitive compo-
nents, or strategies, which can be thought of as higher order executive processes that
provide a cognitive management function in language use” (Cohen 1998: 14). Thus,
metacognitive strategies are used for determining the language needed to perform
the given task, but cognitive strategies — for selecting appropriate language struc-
tures. In the process, mentioned above, a learner deals with strategies for planning
how to accomplish the task, and finally post-task assessment strategies.

1.3. The influence of personality on the choice of strategies

Personality has a great influence on a student’s motivation and learning tech-
niques used by him. It is also, apart from emotions and attitudes toward learning
a language, an affective factor conditioning learner success. On the basis of per-
sonality, also taking into account intelligence and language capabilities, it is pos-
sible to distinguish cognitive and learning styles which refer to preferences within
an individual. The former ones are a sort of a link between cognition and person-
ality whereas the latter refer to physiological and affective factors.

Styles are defined by Brown as

(...) general characteristics of intellectual functioning and personality type that es-
pecially pertain to you as an individual, that differentiate you from someone else. For
example you might be more visually oriented, more tolerant of ambiguity or more re-
flective than anyone else- these would be styles that characterize the general pattern
in your thinking or feeling (Brown 1994: 113).

There are various classifications of styles elaborated by different scientists:
Bachmayer, while discussing factors influencing quality and time in which stu-
dents are able to acquire a foreign language as well as their individual language
capabilities, motivation, psychological stability, emotions and language empathy,
presents a very simple typology: reflective versus active students, field dependent
versus field independent learners, students storing versus students processing lan-
guage data (Pfeiffer 2001: 101). Brown adds some more categories: left- and right-
brain functioning, ambiguity tolerance and visual versus auditory styles (Brown
2000: 118-121). In her analysis of the learners’ styles Hanna Komorowska dis-
tinguishes visual, auditory and kinesthetic types of learners (according to modal-
ity), and also extraverts and introverts as well as risk-takers versus non risk-takers,
taking into account their personal features (Pfeiffer 2001: 102-103).

Reflective learners tend to think more about ‘how to do it” before starting
solving a problem whereas active students prefer to ‘try it out and see how it
works’. A balance of the two is desirable. If you always act before reflecting you
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can jump into things prematurely and get into trouble, while if you spend too much
time reflecting you may never get anything done. Field dependent learners, ac-
cording to Pfeiffer, have troubles with recognizing structures as well as using au-
diovisual aids and concentration whereas field independent learners can think
analytically, are more concentrated in the learning process and easily recognize
structures (Pfeiffer 2001: 104). At the same time students storing given language
material are field dependent but those who process the given material are more in-
dependent and active.
Abraham found that second language learners who were field independent performed
better in deductive lessons while those with field dependent styles were more suc-
cessful in inductive lesson designs. The second of the conflicting hypotheses leads us
to conclude that primary field dependent persons will, by virtue of their empathy, so-
cial outreach , and perception of other people, be successful in learning the commu-

nicative aspects of a second language (Brown 1994: 107).

As far as left or right brain dominance is taken into consideration, there is
a need to remind that the left hemisphere is responsible for logical analytical
thought whereas the right one remembers auditory, visual and tactile images so,
at the same time, is efficient in processing holistic information.

Visual learners tend to prefer studying diagrams, charts and drawings while
an auditory style is characterized by a preference for listening to lectures and cas-
settes. The techniques that help visual types in learning are mainly highlighting,
noting, key words. Auditory types need more participation in discussions, prefer
working within a group during classes. The tactile or kinesthetic type best learns
when physically involved in a ‘hands on’ activity. In the classroom he benefits
from a lab setting where he can manipulate materials to learn new information.
Apart from learning preferences scientists claim that this style category depends
to some extend on cultural and linguistic background.

Learning style often determines the choice of learning strategies. For example,
analytic-style students prefer such strategies like contrastive analysis, rule-learning,
and dissecting words and phrases, while global students use strategies to find mean-
ing (guessing, scanning, predicting) and to converse without knowing all the words
(paraphrasing, gesturing). Other factors that decide about the choice of strategies
are: motivation — highly motivated students tend to use more strategies than less
motivated students, gender — in many studies females show greater overall strategy
use than males, cultural background, attitudes and beliefs as well as age — the more
advanced or older students the more strategies often being employed by them.

2. Learner autonomy

2.1. The idea of learner autonomy

Autonomy and independence have become a priority in language learning in
the last two decades as a result of changes in curricula and methods of teaching
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towards a more learner-centred kind of learning. It is a dynamic process in which
a learner is expected to become mature, reflective and aware of the choice of
strategies he uses preferably with the help of a teacher who should be an initiator,
a trainer and a controller in the process. At the same time, at any stage, learners
differ in their interests, attitudes, beliefs, motivation and needs, and develop vary-
ing degrees of independence throughout their lives.

Nowadays learners are expected to assume greater responsibility for their
own learning. Autonomy of a learner is regarded as:

(...) a capacity for detachment, critical reflection, decision-making, and independent
action. It presupposes, but also entails, that the learner will develop a particular kind
of psychological relation to the process and content of his learning. The capacity for
autonomy will be displayed both in the ways the learner learns and in the way he or
she transfers what has been learned to wider contexts (Little 1991: 4).

There are some aspects of learner autonomy appearing in the above definition
by Little in Ridley’s comment on it. First of all, learners develop their own ap-
proach to learning, secondly, “learners’ capacity for reflective decision-making is
relevant to how they approach task performance and (...) how they seek to re-
solve actual problems which may arise” (Ridley 1997: 19), and finally the term
‘learner autonomy’ is also associated with metacognitive skills — planning, eval-
uating and monitoring. Thus,

the basis of learner autonomy is acceptance of responsibility for one’s own leaming.
The development of learner autonomy depends on the exercise of that responsibility
in a never-ending effort to understand what one is learning, why one is learning, how
one is learning , and with what degree of success and the effect of learner autonomy
is to remove the barriers that so easy erect themselves between formal learning and
the wider environment in which the learner lives (Cotterall, Crabbe 1999: 11).

Besides, the term ‘autonomy’ is ‘a flag for the change’ which is being
achieved in the process of learning by those who are actively engaged in its pro-
motion. The above statement introduces a sort of politics into the term. Holec
claims that autonomy is concerned with adult learners and the purpose of their
education is to prepare the individual to participate in democratic processes. Ac-
cording to Janne, adult education should be “an instrument for arousing the in-
creasing sense of awareness and liberation in man and (...) an instrument for
changing the environment itself” (Holec 1981: 3). Both these definitions men-
tioned above suggest that learner autonomy is ‘Western cultural construct’. Nev-
ertheless, there are some contradictory responds to these suggestions, for example
Strawson’s claim of ‘sense of the self” which he defines as “the sense that people
have of themselves as being, specifically, a mental presence, a mental someone,
a conscious subject that has a certain character or personality, and is distinct from
all its particular experiences, thoughts, hopes, wishes, feelings and so on” (Straw-
son 1996: 21). Goody confirms that individualism is a human inborn feature as
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“effective social living requires anticipation of the actions of others” (Goody 1995:
2). Vygotsky adds that “(...) higher cognitive functions develop in the child as in-
ternalizations of social functions” (Vygotsky 1981: 163). Thus, anticipatory plan-
ning sets challenges that the child faces in the process of socialization. In this way
his autonomy as well as intelligence increases. Following these arguments, David
Little calls learner autonomy ‘a universal human capacity’(Little 1991). It means
that the most successful learners are autonomous. Autonomy has always existed
and it can develop independently of teachers. It suggests that learner autonomy
could state for a special set of capacities available through developmental learn-
ing. The process of acquiring a language begins in a mind with implicit knowledge
which gradually becomes explicit.

Besides, learning is called ‘the product of social interaction’ by Vygotsky (Vy-
gotsky 1981: 163). The way we talk to children-as-learners determines the kind of
learners they will become. The effect of learner autonomy is simply removing the
barriers between formal learning and the environment in which the learner func-
tions. ‘Pedagogy for autonomy’ at school demands shifting interrelationship be-
tween teacher and learner roles. If students are to learn to ‘take control’, the teacher
needs to learn to ‘let go’ even if he provides structures and vocabulary
(http://www.euro-pal.net/GetResource?id=34). The promotion of learner auton-
omy is hidden under the term ‘teacher autonomy’. There are different types of
learning and teaching, at first it is formal, then developmental, finally — experi-
ential and reflective. In order to be able to understand and advise the students
teachers should be involved in different investigative activities, stating problems
which raise pupils’ attention and awareness of learning. At the same time teach-
ers need to reflect on their own role in the classroom while monitoring students’
behaviour. In this way teachers and students can learn together and together be-
come more empowered in the course of pedagogy for autonomy.

2.2. Problems with learner autonomy — semi-autonomy

The degree to which learners understand and manage learning determines the
level of autonomy and success. Here, the social context is a key factor. Nature
versus nurture determines the styles of our learning. Our explicit knowledge de-
pends both on environmental and genetic factors provided there are no psycho-
logical or affective factors which may also enable us to take up control over
learning. Autonomy offers readiness for taking up responsibility for the process of
learning which should not be an alternative or a privilege, but the right of a unit
to learn. On one hand, it serves freedom but, on the other one, requires self con-
fidence and emotional maturity which respectively enable adequate self-esteem.

In spite of inevitable advantages of autonomous learning in psychological un-
derstanding many people, particularly adults, do not willingly take up the control
of learning a foreign language. They expect the full control of the process from the
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teacher. There appear particular ego-defensive processes preventing foreign lan-
guage learners from taking responsibility for their learning outcomes. Two areas
are related to the ways in which individuals perceive themselves; attribution the-
ory within which external and internal locus of control and their motivational and
affective consequences are taken into account. A locus of control orientation is
a belief that the outcomes of our actions are dependent on what we do which is in-
ternal control orientation or on events outside our personal control called external
control orientation. Thus, people with an internal locus of control believe that in
order to get a reward they have to do their best, these individuals fully control the
process of their educational ‘career’, and are often observed to excel in vocational
realms, while those with an external locus of control believe that their own be-
haviour does not matter much and that rewards in life are generally outside of
their control. They would rather see luck than effort as a factor determining
whether they succeed or fail. In a situation of defeat they are more likely to view
themselves as the victim.

Self-defence mechanisms are aimed at maintaining self-esteem. That is why
we tend to associate success with internal factors but at the same time we per-
ceive a defeat as a consequence of external events. There are also individual dif-
ferences in the amount of control we decide to take over. Optimists tend to take
more control and have an ability not to blame themselves if something goes wrong.
Instead, they look for other solutions and never withdraw. Nevertheless, there are
also many examples of learners who in spite of their effort will never succeed as
they lose their control because of insufficient competence. This notion is called
‘learned helplessness’ (http://www.noogenesis.com/malama/discouragement/help-
lessness.html). There are different syndromes connected with this psychological
state; motivational deficit which leads to apathy, emotional deficit or depression
as well as low esteem.

Another hypothesis — self-worth theory, elaborated by Covington and
Omelich, is more popular among adolescents and adults. Here, effort is a risk as
learner does not want to admit his lack of intellectual abilities. This kind of be-
haviour is aimed at maintaining high self-esteem. According to this theory people
being afraid of taking over the responsibility for their own process of learning
blame it on their age, lack of time or simply repeat still functioning stereotypes
claiming that one can learn a language only abroad. They often regard teachers as
incompetent making them fully responsible for the process of learning of their
students (Covington 1992).

Here, motivation is a very important factor, which is defined by Brown as
“commonly thought of as inner drive, impulse, emotion, or desire that moves one
to a particular action” (Brown 1994: 152). In this understanding, although
a teacher has a great influence on maintaining or enhancing motivation, he can-
not be the only source of motivation. Nevertheless, in order to motivate a learner
the needs of a learner should be respected: a need for exploration, manipulation,
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activity, stimulation, knowledge and ego enhancement. For the better under-
standing of a learner, different types of motivation are distinguished. For example,
integrative motivation which is the desire to identify with the target language, cul-
ture and society contrasted to instrumental one which is the wish to learn the lan-
guage for purposes of study or career promotion. Another distinction is that
between intrinsic and extrinsic motivation, both of these have an important part to
play in the classroom, and to a certain extent are accessible to the teacher influ-
ence. The first one is the urge to engage in the learning activity for its own sake
whereas the second is derived from external incentives. Besides, Brown distin-
guishes global motivation — meaning the overall orientation of the student towards
the learning process, situational, which has to do with the context of learning-
classroom as well as total environment and the latter one, task-oriented, the ap-
proach of the learner to specific tasks (Brown 2000: 162-164).

The real problem appears when a learner is not motivated. Krashen’s Affec-
tive Filter hypothesis explains that a number of ‘affective variables’ play a facili-
tative or depressing, but non-causal, role in second language acquisition. He claims
that

learners with high motivation, self-confidence, a good self-image, and a low level of
anxiety are better equipped for success in second language acquisition. Low motiva-
tion, low self-esteem, and debilitating anxiety can combine to ‘raise’ the affective fil-
ter and form a ‘mental block” that prevents comprehensible input from being used
for acquisition (http://www.sk.com.br/sk-krash.html).

In other words, if the filter is high it disturbs language acquisition. On the
other hand, a positive effect is necessary, but not sufficient on its own, for acqui-
sition to take place.

For emphasizing that language is both affective and cognitive task there is
a must to mention learners’ attitudes towards it. Apart from ‘affective variables’
there are also social variables. Two kinds of attitudes are crucial; learners’ role in
the learning process, and their capability as learners. If learners believe that they
are such personality types that are not able to learn a language they are fighting
a ‘loosing battle’. The next factor determining learner success is self esteem which
is the evaluation the learner makes of himself. Low self esteem leads to negative
attitudes towards language.

All the problems and psychological mechanisms described above may be
changed but they demand special training which should be applied by teachers in
a classroom environment. The key idea of ‘interventionist’ programs is expecting
success as the main factor influencing learner motivation. Thus, the aim of the
teacher is to develop motivation by determining short-termed goals which would
be easy to achieve as well as rewarding progress in learning if gained by heart.
Sometimes it is difficult to change stereotypes concerning learning that still func-
tion among adults. That is why, autonomy should be developed since the very be-
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ginning while discussing school education and should concern every subject. This
is school which should promote individualism and capability of self-study.

A new trend concerning institutional teaching/learning process appeared and
is called ‘semi-autonomy’ or ‘gradual didactics’. It is mainly embedded on the
‘didactic relation’ which is a relation between a learner and a teacher. Didactics in
semi-autonomy is pragmatic which means that all activities taken up are concen-
trated on efficiency. Semi-autonomy is aimed at the development of students’ lin-
guistic competence and also their personal communicative style and positive
attitude. Autonomy is a question of degree and one of its levels is semi-autonomy.
For the comparison of the terms Dickinson presents the stages in such a way:

Self-instruction — generally refers to situations in which learner works without the di-
rect control of the teacher, self-direction- (...) specific attitude facing the learning
assignment, in which the student accepts the responsibility in deciding about his/her
learning but does not necessarily commit himself to the implementation of the deci-
sions, autonomy- this term refers to the situation in which the learner is totally re-
sponsible for all of the decisions made either in regards to his learning or the
implementation of these decisions. In complete autonomy there is no teacher in-
structor involvement. (...) Semi-autonomy- conveniently denominates the stage in
which the students are preparing for autonomy. Self-access learning- means self-in-
struction through the use of varied materials. (...), individualized instruction- in-
struction where a learning process in relation to objectives, content, methodology
and rhythm is adapted to a specific individual... (Dickinson 1987: 11).

In response to the previously described problems in school conditions, espe-
cially in the case of students who do not tend to be autonomous, it is possible to
increase the efficiency of leaming/teaching process by activities aimed at teach-
ing ‘how to learn’. It demands changing the traditional role of a teacher, who can
not be both like a doctor setting diagnosis and prescribing medicines and at the
same time like a pharmacist realizing the prescriptions, because in this situation
a learner would be a passive patient simply consuming the medicines. This is
a classical example of helping the learner in ‘learned helplessness’. Even in guided
teaching the leamer casily gets engaged in the process of learning taking into con-
sideration his own aims and strategies or techniques used by him in order to suc-
ceed. There are two types of autonomy: language autonomy which is free creative
using of language in new situations thanks to positive transfer of the learned con-
tents, and methodological autonomy understood as cognitive independence of the
learner in rational self-directness of his own process of learning which can be
achieved by the learner thanks to the teacher-instructor. Evolution in changing of
the pupils’ attitudes concerns three spheres: language culture-functioning of the
language, learning culture-comprising learning strategies and the notion ‘how to
learn’, learning methodology-techniques of preparing and solving tests and tasks.

Pupils are encouraged to study a target language not only in lessons, but also
by taking advantages of different situations, for example: listening to the radio,
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watching TV, using internet for contacts with internet pals, reading and possibly
talking to foreigners. It is crucial for the teacher to be able to link the institutional
demands to the needs of the students, so there is a necessity to choose subjects the
learners are interested in. Autonomous learner must feel that he takes part in the
decisions. It is worth to allow them to discover styles they represent. On the other
hand, students should be aware of the necessity of flexibility in learning which
means trying new techniques, strategies and methods. The next phase to autonomy
is teaching creativity. Holistic education is based on the thesis that mind and body
make one system, thus a learner is supposed to study both cognitively and emo-
tionally.

Creativity and autonomy lead to self-access study. Factors determining au-
tonomous learner are intellectual interests: reflexivity, creativity, consciousness,
self-access study, cognitive independency-criticism, not being afraid of new chal-
lenges and activities, metacognitive skills; planning and organizing the job, pos-
itive emotional control, capability of cooperation, awareness of his own aims, high
self-esteem, high motivation, low anxiety, capability of self-evaluation.

3. Learning strategies and the process of developing learner autonomy

Strategies belong to a technical part of language teaching and learning
process. They are used both by a learner and a teacher at every stage of the process.
In spite of the factors ranging from personality to the cultural context in which
learners find themselves and which help them to embrace autonomy, the notion
can also be fostered by systematically incorporating strategy training into the
learning process. Scholars, while talking about autonomy, always point out at
strategies as the main condition for developing independence and efficiency in
learning. They strongly recommend the introduction of strategy instruction train-
ing at schools. There are different options for providing strategy training. It de-
pends on the teacher or the institution which model will be chosen for their
students taking into account their age, the level of English, settings and the type
of school they attend. Each model differs in the level of explicitness of the train-
ing, the level of students’ awareness of the practical applications of the strategies
and the level of integration of strategies into the curriculum.

Two leading models are: a strategy based instruction model by Cohen and an
awareness raising approach by Nunan, Lai and Keobke. The first one is defined
by its author as “(...) a learner-centred approach to teaching that focuses on ex-
plicit and implicit inclusion of language learning and language use strategies in the
L2 classroom. The goal of strategy training is to explicitly teach students how,
when, and why strategies can be used to facilitate their efforts at learning and
using a foreign language” (Cohen 1998: 69). A further goal of strategy training is
to promote learner self-direction by letting students choose their own strategies
more spontaneously. Besides, SBI helps students monitor and evaluate their learn-

140



ing progress and effectiveness, and also develop their problem-solving skills. It is
aimed at teaching strategies in a direct manner embedded in tasks relevant to learn-
ers’ needs. Cohen divided SBI into two stages: strategy instruction — teaching the
learners how, when, and why strategies are used to facilitate language learning
and strategy integration-meaning that “strategies are integrated (...) into everyday
classroom activities to provide for contextualized strategy practice and reinforce-
ment” (Blanche, Merino 1989: 314). Teachers who decided to implement SBI
training for their learners should, at first, determine the students’ needs and avail-
able recourses and elicit students’ goals in order to apply their strategies more ef-
fectively expanding the material in creative ways. Then, they need to make their
own curriculum in which strategy training would be inserted. After that, materials
and activities should be appropriately fitted to this type of curriculum with the al-
lowance of the learners to choose alternative material. After finishing SBI course
it is worth evaluating the results according to the following criteria: students’ per-
formance across language tasks and skills, their reactions to instruction and teacher
feedback.

Nunan, Lai and Keobke in their awareness-raising approach project focused
on the effect of SBI on learner’s sensitivity to learning process and skills, how ef-
fective SBI is in encouraging learners to reflect, monitor, self-organize and self-
direct within a learning process and the effect of guided critical reflection on the
development of particular skills. At the very beginning the students were given
journals in order to force them to reflect on their own learning; develop their
knowledge about strategies used by them and assess their progress. There were
four categories of tasks during this project; those which focused on general as-
pects, those which encouraged students to focus on different modes of learning,
including whole class work, individualized work, pair and group work and learn-
ing beyond the classroom, the next category of tasks concerned the macro skills;
reading, writing, listening and speaking and the last group of tasks focused on lan-
guage systems; pronunciation, vocabulary, grammar and discourse. During the
course students easily shifted from linguistic focus to communicative, they began
to control their own process of learning, they tended to adopt more ‘process-ori-
ented’ than ‘product-oriented’ approach to learning.

Lai wanted to show the impact of guided critical reflection on the capacity for
self-directing students’ own process of learning within a learning skill and con-
cerned listening activities. A guided listening journal was ‘designed’ to direct stu-
dents’ attention around such problems like selecting materials, setting of listening
problems and conducting self-assessment. Learner diary was to help develop stu-
dent reflection through their personal reaction to the learning activity and the out-
come as well as suggestions for future action.

There are also other forms of teaching strategies and classroom activities en-
hancing autonomy, for example peer tutoring or tandem programs. There are both
individual meetings or exchanges within school or university projects. The stu-
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dents have regular meetings on which they alter their roles of both learner and
teacher and the two languages are practiced. Participants of such a form of find-
ing learning/teaching strategies are less stressful than on regular class sessions.
This is also an opportunity for cultural exchange. Another method of organizing
peer sessions for students are regular target language study groups, for example
German-Polish youth practicing English. The teacher here is responsible for or-
ganizing such sessions as well as preparing materials for the students and possi-
bly controlling their progress. The advantages of such a course are that the weaker
students may benefit from the better ones, besides, students are encouraged to dis-
cover strategies to solve particular tasks. There is also a possibility to use lan-
guage textbooks with strategies inserted in them. Thus, a role of a language
instructor is to discuss the ways of solving a particular exercise. The activities are
contextualized with language learning, so learners can develop their learning strat-
egy while learning the target language. The advantages of this way of strategy
training is no need of extracurricular training, in addition, these textbooks reinforce
strategy use across tasks and skills.

4. The analysis of ‘matura’ exam

4.1. The procedures and structure of “nowa matura” exam

‘Nowa Matura’ was introduced in order to assure uniformity of tasks and eval-
uation criteria, objectivity of evaluation and comparison of the results which al-
lows it to be the entrance university exam. The English examination consists of the
internal part — which is an oral exam, conducted in front of the examination board
and the external part — a written part conducted inside the school, but assessed by
the Regional Examination Board (OKE — Okregowa Komisja Egzaminacyjna).
The exam can be taken on one of the two levels: basic or extended. In this paper
the basic level will be a subject of analysis as most of the students chose it. The
oral exam on the basic level lasts 10 minutes. Additionally, there is 5-minute time
for the student to prepare for it. The exam is composed of two tasks. Within the
first task there are three guided conversations: receiving or telling information,
reporting the events and negotiating. The second task contains an illustration
which should be discussed together with two questions asked by the examiner.

The written exam consists of three parts; listening comprehension, reading
comprehension and writing. ‘Listening comprehension’ consists of 2 — 3 recorded
texts together with the tasks printed on the paper, each of them is played twice
with breaks for completing the tasks. The recorded texts are announcements, in-
terviews, pieces of instruction or short narratives. The second part in the first paper
of the exam on the basic level is reading comprehension comprising 1 — 3 texts.
The texts are authentic: newspaper articles, leaflets, adverts, advertisements,
forms, questionnaires, statements, the news, weather reports, interviews, com-
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ments, letters, stories, anecdotes, literary and journalist texts. Writing is the third
part. The students must be capable of writing short every day texts, for example
a party invitation, an advertisement, a postcard, a message or a questionnaire to fill
in. The second task in this part is a longer useful written form (100 — 150 words)
which is most often a letter: formal or informal. The written exam on the basic

level lasts 120 minutes.

4.2. Skills and tasks requiring different learning strategies

Matura students while being tested have to be able to use strategies in order
to approach different skills: listening, reading, writing in the written part and
speaking in the oral part. The listening and reading parts of ‘matura’ paper com-
prise the following types of exercises: matching, sequencing, fill-in, multiple
choice and true-false. The accompanying skill is their knowledge of grammar and
vocabulary at least on the pre-intermediate level. The following problem of test-
ing is the students’ awareness of being assessed. Thus, testing strategies play here
the important role.

According to Cohen “Tests are assessing limited aspects of language, and
in some cases not even that , but rather just the ability to ‘psyche out’ the test”
(Cohen 1998: 215). While analysing the strategies required for solving tests,
Cohen finds two test performance opposing ones called by him ‘test-wiseness
strategies’ and ‘not-so-wise strategies’ which are a sort of tricks how to solve tests.
First of all the students should know the structure of “matura’ test: skills and types
of tasks, then they have to organize, manage and control the process of taking the
test. It means that students should avoid spending too much time on ‘plodding’
through material causing problems and time-consuming. Jumping to these easiest
items and then returning to those more difficult ones is better for them in order to
complete as much as possible. Thus, the language test performance is not only
based on the knowledge of a language they possess but also on their ‘test wise-
ness’. ¢

Taking into account particular test components it is said in many literature
sources that while doing listening tasks students use mainly cognitive strategies
such as summarizing, contextualization and inferencing, but also planning and the
task result evaluation belonging to metacognitve ones. Additionally, it is observed
that the students use guessing, which is a compensation strategy as well as elab-
orating, keywords and associating belonging to memory strategies. Reading re-
quires skimming, using the clues and guessing from the context. Besides, both
cognitive and metacognitive strategies play an important role here as the former
ones are used directly, in order to solve a particular problem and the latter ones are
connected with the management of reading, thus, allow the student to take control
of the process of reading. Writing and speaking are productive skills which re-
quire creativity, knowledge of grammar structures and appropriate reservoir of
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vocabulary depending on the level of English the exam is taken on. Metacognitive
strategies are predominant in both skills as they are based on creating new ideas
and constructing meaning. Each of these skills is a process of solving problems,
thus setting the aim and explaining are present here, but also borrowing, avoiding
and omitting will be apparent. In the case of writing there is a possibility of self-
-correction. In the case of speaking, the process happens faster so self-control and
self-evaluation will be limited here. Additionally, many speaking strategies con-
cern pronunciation.

On the whole, test strategies have compensatory nature, so strategic compe-
tence is very useful as a component of communicative language use together with
its compensatory strategies used to compensate for lack in some language area. At
times, a limited amount of strategies is good as it means that one has control over
a given item provided those strategies are well-chosen and effective. Nevertheless,
it is necessary to possess more strategies in order to do the whole test success-
fully. The more strategies you know the better choice you will make in order to
solve the given task faster and more efficiently. This framework of strategies in-
cludes a goal-setting component — deciding what to do and in what order, an as-
sessment component — assessing what is needed in order to do a task and how
well it has been done, and a planning component — deciding how to use the topic
knowledge and language knowledge that is given.

5. Matura’ students from the Secondary School in Rzepin — learner
autonomy and learning strategies research

5.1. The aims, procedures and methods of the action research

The action research is mainly aimed at checking to what extent the students
are able to take advantage of the strategy instruction training presented both in
their student’s book and introduced by the teacher in the classroom as the element
of the integrated learner training. The assumptions of the learner training are the
development of students’ awareness, reflectivity and ability to solve tests ‘auto-
matically’ by using various strategies having been presented to them.

The data include the students’ sex, age, style of learning, environment they
come from, their needs and attitudes towards learning English, the type of moti-
vation they represent as well as experiences and expectations related to the lan-
guage learning. The factors which influence their success in learning the target
language are their conditions for learning the language; the school or other insti-
tutions, the time they spend on their own language study as well as their own
choice of methods and strategies they use in learning. Of course the inevitable
basis for their successful language learning is an appropriate curriculum, personal
qualities and the competence of the teacher, classroom methods of teaching Eng-
lish and teaching ‘how to learn’. The outcome will include the description of the
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strengths and weaknesses of the students after the ‘learner training” which has
been conducted among them within the action research, as well as the responses
to the questions stated above and also the comparison of the results of ‘sample
matura’ exams, being held in January and in April, 2006.

The techniques and instruments used within the action research method con-
ducted among the secondary school ‘matura’ students are: questionnaires, intro-
spection and observation. Most of the research study is based on the elicitation
method, the instrument of which are the questionnaires distributed among the stu-
dents which include a mixture of closed and open questions with the majority of
closed ones as the responses to them are easier to collate and analyse. Some of the
questions are the combination of a closed question and an open question de-
manding a comment. The questionnaire paper contains 28 questions concerning
personal data, learner autonomy in order to get to know how autonomous the stu-
dents are, autonomy in the classroom — as the source of information collected from
students concerning the atmosphere and their feelings in the classroom as well as
the methods used by the teacher in the lessons, strategies the students use both
during the lessons and on their own, the teacher, the level of students’ dependence
on her, the methods used by her, the emotional feelings in the relations between
the teacher and students and their attitudes towards matura exam. The collected
data were calculated according to quantifying qualitative data technique. In order
to check what strategies the students use, the introspection technique was intro-
duced as the element of the research.

5.2. The target group

The target group consists of 25 students learning at the Stanistaw Staszic Sec-
ondary School in Rzepin, 52% of whom are female and 48% are male. They are
representatives of the class preparing for ‘matura’ exam at the age of 18 — 19.
Most of them come from small towns — 80%. The remaining persons, namely
5 (20%), live in villages. Most of them — 32% — have been learning English for
8 years and 28 % for 7 years. In general they declare that they are interested in
English. However, the biggest number of people are interested a little in the lan-
guage — 56%, another 40% are interested much. Most people decided to take the
English ‘matura’ exam on the basic level.

The level of English the students represented when they entered the school
was elementary which was proved by the placement test conducted among them
at the beginning of the English course. The student’s book they used in the first
class, (chosen by the teacher), was Opportunities — Elementary. In the second
class they continued with the Opportunities — Pre-intermediate course using the
second part of the book. In the third class, the students used Matura z jezyka ang-
ielskiego — Repetytorium, containing all skills and types of tasks necessary for
passing the exam, also including example examination tests and oral examination
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sets. In order to make the course more holistic and the lessons more interesting
I used authentic materials: articles from different magazines, for example:
Newsweek, The Guardian, Reward resourse pack containing puzzles, quizzes, lex-
ical and grammar games and crosswords on the pre-intermediate and intermedi-
ate levels, grammar books, for example: Murphy’s Grammar in Use. Reference
and Practice for Intermediate Students of English, as well as Internet materials.

5.3. The outcome data analysis

Analysing the outcome data on the basis of my own research I observe many
similarities in using strategies by the students with those used by respondents in
literature. The strategies the students from the target group use were checked by
introspection research technique, questionnaire and observation. The introspec-
tion gave me the best image of the students’ strategy usage concerning reading
and writing components. First of all, they analyze the instructions and questions
carefully, then they skim the text and later look the answers up in the text divid-
ing it into fragments, for instance analyzing each paragraph separately. They check
the answers once more if they have time. There is observed a planning component,
a time component and an assessment component which point out at using
metacognitive strategies as well as cognitive strategies concerning certain steps the
students approach while doing the given task. In the case of writing, a longer use-
ful form was analyzed by the students within introspection. They mention read-
ing the information the given task is based on, reminding the structure as well as
expressions, vocabulary and key words suitable for the composition they are sup-
posed to write, planning the number and content of the paragraphs, then they check
what they created. On one hand, some of the structures used by students are prac-
ticed in the lessons so the students are familiar with the suitable expressions, but
on the basis on my observations of the students in the lessons, I conclude that they
also use compensation strategies apart from the memory ones. For example, using
a circumlocution, synonyms, antonyms, paraphrasing, borrowing and avoiding.
Nevertheless the students’ preferences concerning writing point out that they need
more practice as they feel better while writing guided forms, for instance letters
with instructions than compositions on a given topic such as essays.

That is why most of them chose basic level of ‘matura’ exam.

As far as speaking strategies are taken into consideration, I could observe
during the oral matura exam that the students precisely planned their statements.
Besides, they used mainly compensation strategies like avoiding, borrowing and
paraphrasing. While preparing for the oral exam it was visible that most of them
took notes, some students even highlighted the most important things they wanted
to say. The tasks require many cognitive skills apart from the metacognitive ones
such as deduction, grouping, contextualization, elaboration, transfer and infer-

encing.
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The ability to describe the strategies the students use by themselves confirms
that they possess certain strategic competence. The progress in developing their
strategies was observed by the teacher from October till April, 1996 while the
strategy training course was the important element during the lessons. The com-
parison of the results of the tests taken in October and in April show a great im-
provement of the students’ capabilities of the test performance. The average
percent per one student was 56,5 in October while in April it was 71,7. The per-
centage increase of the results was about 15%. At the same time the students’ level
of independence and consciousness went up.

The questionnaire data show that most of the students — over a half — treat
the teacher as an adviser, not organizer of their study, thus they become more and
more responsible for their study. At the same time they perceive the teacher
as an autonomous and helping person. The majority of the students are not afraid
of asking the teacher questions and feel that they have ‘free style’ in the lessons
which means that they are given a choice of what to do. In this way they can
wonder over their withdraws concerning ‘matura’ test taking and improve those
skills they want. Nevertheless about 40% of the students seem not to have long-
term goals connected with the language learning. They are simply interested in
passing the ‘matura’ exam and mainly do ‘matura’ tests and tasks. It seems
that they do not learn holistically, but rather schematically. In fact, I feel that the
‘matura’ exam also forces both the students and the teacher to perform schemas
in the lessons. There is very little creativity in comparison with the previous
‘matura’ test and it does not give the teacher many possibilities to teach cre-
atively as the main aim is to prepare the students for taking the schematic test.
On the other hand there is no time to do many additional activities.

On one hand, the students are able to organize, self-manage and direct their
own study while the ‘matura’ test is practiced as they learned to do many activ-
ities related to test performance automatically, but, on the other one, not all of
them show much interest in other activities which they should discover them-
selves in order to improve their level of English in general. Those people who
try to find other means of having contact with the language itself and the envi-
ronment of the native speaking subjects mainly choose media and internet.
Only two persons have contacts with English-speaking friends and go abroad.
The reason may be the environment the students come from — small towns and
villages, where the access to internet is minimal. Moreover, there are some stu-
dents with very low self-esteem and probably the syndrome of ‘learned help-
lessness’. They do not feel good at communicating in English, because they
believe they have to go abroad in order to be able to communicate in English
fluently. In this way, they use their self-defense mechanisms to maintain their

self-esteem.

147



REFERENCES

Allen, P. and M. Swain (eds). 1984. Language Issues and Education Policies. ELT Doc-
uments 119. London: British Council.
Bialystok, E. 1993. Communication Strategies. A Psychological Analysis of Second Lan-

guage Use. Oxford.
Benson, P. and P. Voller. (eds). 1997. Autonomy and Independence in Language Learning.

London: Longman.

Blanche, P. and B. J. Merino. 1989. Self-assessment of Foreign Language Skills: Impli-
cations for Teachers and Researchers. Language Learning 39. New York: Academic

« Press.

Bogobowicz, A. 2004. Matura 2005 z jezyka angielskiego. Testy. London: Longman —
Pearson Education Ltd.

Berry, R. 2000. The Research Project Study Guide. London: Routledge.

Brown, H. 1994. Principles of Language Learning and Teaching. New Jersey: Prentice
Hall, Inc.

Canale, M. and M. Swain. 1980. Theoretical Bases of Communicative Approaches to Sec-
ond Language Teaching and Testing. Applied Linguistics. Vol. 1, No. 1.

Chamot, A. U. 1987. The Learning Strategies of ESL Students. In: A. Wenden and J. Rubin
(eds). Learner Strategies in Language Learning. New York: Prentice Hall.

Chomsky, N. 1957. Syntactic Structures. Mouton.

Cohen, A. D. 1998. Strategies in Learning and Using a Second Language. London: Long-
man.

Cotterall, S. and D. Crabbe. 1999. Learner Autonomy in Language Learning: Defining
the Field and Effecting Change. Frankfurt am Main: Peter Lang.

Covington, M. V. 1992. Making the Grade: A Self-worth Perspective on Motivation and
School Reform. Cambridge: CUP.

Dakowska, M. 2001. Psycholingwistyczne podstawy dvdaktyki jezvkow obcych. Warsaw:
PWN.

Dam, L. 1995. Autonomy. From Theory to Classroom Practice. Copenhagen, Dublin: Au-
thentic Language Learning Recourses.

Dickinson, L. 1996. Autonomy. Learner Training for Language Learning. Dublin: Au-
thentic Language Learning Recourses.

Dickinson, L. 1987. Self Instruction In Language Learning. Cambridge: Cambridge Uni-

versity Press.

Dworkin, G. 1988. The Theory and Practice of Autonomy. Cambridge: Cambridge Uni-
versity Press.

Ellis, R. 1994. The Study of Second Language Acquisition. Oxford: Oxford University

Press.
Ellis, G. and B. Sinclair. 1989. Learning to Learn English. Cambridge: Cambridge Uni-

versity Press.

Gass, S. M. and L. Selinker. 1994. Second Language Acqmsmon An Introductory Course.
New Jersey: Lawrence Erlbaum Associates.

Gathercole, 1. (ed.). 1990. Autonomy in Language Learning, Papers from a Conference
Held in January 1990. London: CiLT.

Goody, E. 1995. Social Intelligence and Interaction. Camridge: Camridge University
Press.

Graham, S. 1997. Effective Language Learning. Positive Strategies for Advanced Level
Language Learning. Clevendon, Philadelphia: Multilingual Matters.

Holec, H. 1981. Autonomy and Foreign Language Learning. Oxford: Pergamon.

148



Informator maturalny. Jezyk angielski. 2003. Warsaw: OKE.

Kaplan, R. 2002. The Oxford Handbook of Applied Linguistics. Oxford: Oxford Univer-
sity Press.

Kohonen, V. 2001. Experimental Learning in Foreign Language Education. London:
Longman — Pearson Education Ltd.

Komorowska, H. 1987. Sukces i niepowodzenie w nauce jezyka obcego. Warsaw: WSIP.

Komorowska, H. (ed.). 2000. Nauczanie jezykow obcych w zreformowanej szkole. Warsaw:
Instytut Badan Edukacyjnych.

Kotlinski, T. and M. Kowalczyk. 2001. Paszport maturzysty. Warsaw: Eremis.

Little, D. 1991. Autonomy. Definitions Issues and Problems. Dublin: Authentic Language
Learning Recourses.

Lore, A. and S. Hurd. 1992. The Adult Language Learner. London: CiLT.

Michonska-Stadnik, A. 1996. Strategie uczenia sie i autonomia ucznia w warunkach szkol-
nych. Wroclaw: Wyd. UWr.

Missler, B. and U. Multhaup. 1999. The Construction of Knowledge. Learner Autonomy
and Related Issues in Foreign Language Learning. Essays of Honour of Dieter Wolf.
Stauffenburg Festschriften.

Mc Donough, S. H. 1999. Learner Strategies. Language Teaching.

Naiman, N. 1995. The Good Language Learner. Philadelphia: Multilingual Matters Ltd —
Clevendon.

Nunan, D. 1995. Research Methods in Language Learning. Cambridge: Cambridge Uni-
versity Press.

Nisbet, J. and J. Shucksmith. 1986. Learning Strategies. London: Routledge & Kegan
Paul.

O’Malley, J. and A. Chamot. 1990. Learning strategies in Second Language Acquisition.
Cambridge: Cambridge University Press.

Oxford, R. 1990. Language Learning Strategies: What Every Teacher Should Know.
New York: Newbury House.

Pfeiffer, W. 2001. Nauka jezykow obcych. Od praktyki do praktyki. Poznan: Wagros.

Prokop, M. 1989. Learning Strategies for Second Language Users: an AnaliticalAppraisal
with Case Studies. Great Britain: Meller Press, Lampeter.

Przysiecka, A. 2004. Anglik pisemny. In: Filipinka — Nowa matura. Jezyk angielski.
Wydanie specjalne.

Ridley, J. 1997. Autonomy. Developing Learners’ Thinking Skills. Dublin: Authentic Lan-
guage Learning Recourses.

Ridley, J. 1997. Reflection and Strategies in Foreign Language Ledrning. Frankfurt am
Main: Peter Lang GmbH.

Schmidt, R. 1990. The role of consciousness in second language learming. Applied Lin-
guistics 11, 129-158.

Siek-Piskozub, T. 2001. Uczy¢ sie bawigc. Warsaw: PWN.

Sikorzynska, A., H. Mrozowska and M. Misztal. 2005. Matura z jezvka angielskiego —
Repetytorium. London: Longman — Pearson Education Ltd.

Sinclair, B., I. McGrath and T. Lamb. 2000. Learner Autonomy. Teacher Autonomy. Fu-
ture Directions. London: Longman in association with the British Council.

Stevick, E. W. 1989. Success with Foreign Languages. London: Prentice Hall International.

Strawson, G. 1996. The Sense of the Self. London: Review of Books.

Studenska, A. 2005. Strategie uczenia sie a opanowanie jezyka niemacierzystego. Warsaw:
Wyd. Akademickie Zak.

Ushioda, E. 1996. Learner Autonomy. The Role of Motivation. Dublin: Authentic Lan-

guage Resources Ltd.
149



Vygotsky, L. S. 1981. The Genesis of higher mental functions. In: J. V. Wertsch (ed.). The
Concept of Activity in Soviet Psychology. New York: Sharpe.
Wenden, A. L. 1991. Learner Strategies for Learner Autonomy. Great Britain: Prentice

Hall.
Wenden, A. 1998. Learner Strategies for Learner Autonomy. Great Britain: Prentice Hall.

Wenden, A. and J. Rubin. 1987. Learner Strategies in Language Learning. Great Britain:
Prentice Hall International.

Wilczynska, W. 1999. Uczy¢é czy by¢ nauczanym. O autonomii w przyswajaniu jezyka ob-
cego. Warsaw, Poznan: PWN.

Wilczynska, W. 2002. Wokot autonomizacji w dydaktyce jezykow obcych. Badania i re-
fleksje. Poznan: UAM.

Wilczyfiska, W. 2002. Autonomizacja w dydaktyce jezykow obcych. Doskonalenie si¢ w ko-
munikacji ustnej. Poznan: UAM.

Williams, M. and R. Burden. 1997. Psychology for Language Teachers: A Social Con-
structivist Approach. Cambridge: Cambridge University Press.

Website addresses:
http://coyote.miyazaki-mu.ac.jp/learnerdev/LLE/7.1/smith_7.1E.html
http://www.funderstanding.com/constructivism.cfm
http://www.montessori.cz/methodology.htm
http://www.sk.com.br/sk-krash.html
http://www3.telus.net/linguisticsissues/
http://www.cal.org/resources/digest/oxford01.html
http://www.euro-pal.net/GetResource?id=34

ABSTRACT

This paper views foreign language learning strategies as constituting those processes
which are consciously selected by autonomous learners and which may result in actions
taken to enhance the learning or use of the target language, through storage, retention, re-
call, and application of information about the language. The strategies are divided ac-
cording to different schools with particular indication of Oxford’s classification. The
practical part of this paper, contains the outcome data based on the action research having
been conducted among the ‘matura’ students from the Staszic Secondary School in Rzepin
in correlation with the literature analysis, the main aim of which was to prove to what de-
gree the strategy instruction training introduced in the lessons influences the development
of the students while preparing for ‘matura’ exam.

150



