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As shown in Table 4, there are no significant mean differences between the male and female 
participants’ scores. The results of an independent samples t-test also signify the same finding. 
The results are shown in table 5.  

Table 5. Independent Samples T-test Results for Cognitive Strategy Use across Gender 

  Levene’s 
Test for 
Equality of 
Variances t-test for Equality of Means 

  

  

95% 
Confidence 
Interval of the 
Difference 

  

F Sig. t df 

Sig. 
(2-

tailed)

Mean 
Differe

nce 

Std. 
Error 

Differen
ce Lower Upper

scores 

 

 

  

Equal 
variances 
assumed 

.323 .572 -.197 58 .844 -.504 2.554 -5.616 4.608

Equal 
variances not 
assumed 

  
-.198 58.000 .844 -.504 2.548 -5.604 4.596

 

The results show that the significance level of Levene’s test is p=.572, which means that the 
variances for the two groups (males and females) are the same. The results of t-test show that 
there is not a significant difference in the use of strategies by the male and female participants 
and the second null hypothesis is accepted (t (58)=-0.197, p=0.844). Therefore, the different 
pattern of strategy use for the three groups does not apply in relation to their gender, with each 
gender group showing preference in the same order. This finding is supported by the results 
obtained from descriptive analysis. The descriptive means show that there is not a difference 
between males and females in their use of strategies regarding the mean scores.  

Students’ Perceptions and Self-Assessment 

The findings from the questionnaire buttress the statistical analysis results. Although both of the 
experimental groups reported positive attitudes toward their better understanding of the reading 
texts, the experimental group participants who were required to verbalize the strategies, reported 
greater motivation and progress in their reading achievements. For those learners with the 
opportunity to engage in verbalization, appropriately implemented training program may be 
perfectly corrective, combining comprehension with a focus on ‘pushed output’ which 
encourages them to process material syntactically, ‘stretch’ their interlanguage, and thus gain a 
genuine command of previously learned strategies. The following sample entry from one of the 
participants signifies this conclusion: 

“The thing I liked most about my teacher’s correction of my mistakes in 
reading is that I felt like I was able to read the texts more rapidly and 
that the end result was not disappointing… contrary to my previous 
experiences, I managed to answer most of the questions correctly. This 
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was especially motivating because I have had the chance to practice 
many ways of reading a text in more effective ways.” 

Although the participants in the experimental group with no verbalization requirement also 
asserted their progress compared with their previous reading comprehension abilities, they 
appeared to be slightly less satisfied with the training because they were not given an 
opportunity to practice the strategies by themselves. This means that learning the strategies does 
not matter so much if one does not have the opportunity to put them into practice and receive 
corrective feedback and help, as it is suggested by the Output Hypothesis (Swain, 2000).  

Participants of the control group reported that their reading ability was the same as before. 
This finding was expectable, however, since these subjects were deprived from the opportunity 
to learn the strategies and to put them into practice. 

Conclusion 

This study had the purpose of examining the effect of teacher’s explicit training on learners’ 
cognitive strategy use and their improvement in the strategy employment. It has been found that 
the training provided by the teacher contributes to the FLL process, and learners’ awareness of 
the accurate use of the cognitive strategy increases. The results suggest that teachers’ explicit 
instruction and assistance of learners’ strategy use during a particular activity are linked with the 
learners’ overall achievement and effective use of strategies. Although instruction is accompanied 
with positive effects of increasing learner awareness about strategy application, the results are 
more promising if the learners are asked to provide explicit verbalizations of the strategies 
which they have learned. In this sense, the results of the present study are in line with Swain’s 
(2000) research on collaborative dialoguing. It suggests that if strategy instruction involves ver-
balizing the strategies employed, it can be effective. Swain (2000) defined collaborative dialo-
guing as a “dialogue in which speakers are engaged in problem solving and knowledge buil-
ding” (102). Knowledge building is the epiphenomena of the learners’ saying and responding to 
what is said. This knowledge building, then, can be achieved by the teacher’s explicit training of 
the learners and requiring them to verbalize the strategies. In the present case, the more the tea-
cher provided explicit training on learners’ strategy use and required their verbalization, the 
more the learners were motivated to use them effectively. The reason can be explained as be-
cause learners may not be aware of the strategies in how they can help them achieve success in 
the process of language learning, explicit instruction and training on how to use the strategies 
more effectively in an explicit format promoted their learning.  

Another finding of this study was concerned with the gender of language learners and their 
strategy use. The results indicated that there were no differences between male and female 
participants. The results imply that it is important for instructors to enhance the strategic 
awareness of both genders, because it may lead to more active engagement in language learning 
process. Further research is needed in piloting similar activities with other groups of learners 
and teachers both in Iran and with learners of different first languages studying other target 
languages. At the risk of sounding repetitive, however, one must acknowledge that there has 
been an element of explicitness in the effective instruction programs carried out.  

To sum up, although students seem to rely on naturalistic processes in the acquisition of the 
target language, instruction and social processes also contribute. These findings provide support 
to Wong Fillmore’s (1991) model of child SLA, in which social, linguistic and cognitive 
processes interact with one another. Therefore, it is critical for the teachers to help their students 
become self-directed and effective language learners by integrating language learning strategy 
instruction into regular language lessons. 

The findings offer further implications for the classroom: both naturalistic processes and the 
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teacher instruction play a crucial role in language learning, and this role should be exploited to 
the learners’ benefit. Also, FLL involves more than the acquisition of the target language, as 
learners’ develop cognitively, socially and linguistically at the same time. 

REFERENCES 

Bejarano, Y., Levine, T., Olshtain, E., & Steiner, J. (1997). The skilled use of interaction strategies: Creating 
a framework for improved small-group communicative interaction in the language classroom. System, 
25, 203-214. 

Cook, V. (1993). Linguistics and second language acquisition. London: Macmillan. 
Dörnyei, Z., & Malderez, A. (1997). Group dynamics and foreign language teaching. System, 25, 65-81. 
Hsiao, T-Y., & Oxford, R. L. (2002). Comparing theories of language learning strategies: A confirmatory 

factor analysis. Modern Language Journal, 86(3), 368-383. 
Krashen, S. (1985). The input hypothesis: Issues and implications. London: Longman. 
Lam, W. (2009). Examining the effects of metacognitive strategy instruction on ESL group discussions: 

A synthesis of approaches. Language Teaching Research, 13, 129-150. 
McDonough, S. H. (1999). Learner strategies. Language Teaching, 32, 1-18. 
Naughton, D. (2006). Cooperative strategy training and oral interaction: Enhancing small group 

communication in the language classroom. Modern Language Journal, 90, 169-184. 
Nikolov, M. (1995). Perspectives on child SLA in the classroom. Unpublished PhD. dissertation. Janus 

Pannonius University, Pécs. 
Nikolov, M. (1999a). “Why do you learn English?” “Because the teacher is short.” A study of Hungarian 

children’s foreign language learning motivation. Language Teaching Research, 3, 33-56. 
O’Malley, J. M. & Chamot, A. U. (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 Publishers. 
Richards, J. C., Hull, J. & Proctor, S. (2005). Interchange: Student’s book 3. Cambridge: Cambridge 

University Press. 
Soonthornmanee, R. (2002). The effect of the reciprocal teaching approach on the reading comprehension 

of Efl students. RELC Journal, 33, 125-141. 
Swain, M. (2000). The output hypothesis and beyond: mediating acquisition through collaborative dia-

logue. In J. Lantolf (Ed.), Sociocultural theory and second language learning. Oxford: Oxford 
University Press.  

Wong Fillmore, L. (1991). Second-language learning in children: A model of language learning in social 
context. In E. Bialystok (Ed.), Language processing in bilingual children (pp. 49-63). Cambridge: 
Cambridge University Press. 

 
 


	1-4 pages
	Ali Akbar Khomeijani FARAHANI-Sima KHEZRLOU

