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Abstract:
							                           
This reflective paper aims at disseminating a proposal for instruction to promote learning strategies in the foreign language classroom. The proposal was constructed based on the results of two action-research projects conducted at the Foreign Language Teacher Education Program (English – French) at Universidad del Valle, in Cali, Colombia. The results of these projects suggest that the implementation of learning strategies requires a specific sequence to develop learner autonomy and that finding the right dosage of strategies to cover in a course is paramount for their successful acquisition and implementation. Thus, the authors propose an adaptable instruction model that considers the findings of their research experiences. In this paper, the authors claim that while some strategies can be developed spontaneously throughout the learning process, some other strategies are more difficult to grasp, and therefore they require explicit instruction in just the right amount.
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Resumen:
						                           
Este artículo de reflexión se propone socializar una propuesta de instrucción para promover estrategias de aprendizaje en el aula de lengua extranjera. La propuesta se construyó sobre la base de los resultados de dos proyectos de investigación, los cuales se llevaron a cabo en el programa de Licenciatura de Lenguas Extranjeras (Inglés–Francés) de la Universidad del Valle, en Cali, Colombia. Los resultados de estos proyectos sugieren que, por un lado, la implementación de estrategias de aprendizaje necesita una secuencia específica para que el aprendiz desarrolle autonomía; y, por otro lado, que para adquirir e implementar exitosamente las estrategias de aprendizaje es indispensable encontrar la dosis justa en el número de estrategias a trabajar. Así, los autores proponen un modelo adaptable de instrucción que toma en cuenta los hallazgos de sus experiencias investigativas. En este artículo, los autores argumentan que, si bien algunas estrategias pueden desarrollarse de manera espontánea, otras son más difíciles de adquirir y requieren, por lo tanto, una instrucción explícita en la medida justa.



Palabras clave: autonomía del aprendiz, enseñanza de lenguas extranjeras, estrategias de aprendizaje, instrucción.
                                








Introduction


The development of language learning strategies (LLS) is a recurring research topic in the field of Applied Linguistics. In Colombia, for instance, a glance at national academic journals from the past four years reveals a wealth of research on strategies, confirming a consistent and growing concern among teachers in fostering students’ abilities to plan, monitor, and evaluate their progress in foreign language acquisition. Taking a more active role in monitoring their own progress is an ability expected of autonomous learners, rendering language learning strategies a crucial necessity at early stages of the learning process. Under the model that Oxford (2011) has called Strategic Self-Regulation (2R), “learners actively and constructively use strategies to manage their own learning” (Oxford, 2011, p. 7).

With this in mind and convinced that instructing students in strategies and autonomy helps them learn and use the language more effectively, two researchers at the School of Language Sciences, Universidad del Valle, carried out two independent action-research cycles with pre-service language teachers. The first study, reported in Hernández (2016), involved an action-research cycle in an English class for beginners. The participants were first-semester students from the Foreign Language Teaching Program at Universidad del Valle. The objective was to assess the impact of teaching learning strategies on student’s development of self-regulation in language learning. One of the most important results from this study suggests that a specific sequence is necessary in implementing learning strategies to foster autonomy. Furthermore, the study suggests that for instruction on strategies to have a positive impact, it should take into consideration a small number of strategies, ideally no more than three strategies at a time. A similar conclusion was drawn by Guapacha and Benavidez (2017), who suggest that working with a small set of strategies over extended periods enables better monitoring of progress and prevents overwhelming students.

Similarly, Ramírez (2017) implemented an action-research project, which sought to design and evaluate two syllabi for the development of student autonomy. This project involved a different group of first-semester students from the same bachelor program. The results suggest that a short-term intervention is needed to challenge a prevalent cultural tendency toward a lack of autonomy among Colombian students. Additionally, the results underscore the importance of substantial changes in syllabus design for these initiatives to succeed (Ramírez, 2017).

The outcomes of both projects have been integrated into an instructional proposal for language learning strategies aiming at promoting learner autonomy. The proposal has been conceived as an adaptable intervention suitable for any institution, curriculum, or syllabus. Likewise, the fundamental principles for the design of this proposal are applicable across any level of instruction and to groups varying levels of foreign language proficiency, whether low, intermediate, or advanced. The proposal is structured in three stages, each with distinct goals. The first stage is aimed explicitly at raising awareness among the participants about the strategies they are already using for learning the foreign language; the proposal understands these strategies to be of a spontaneous nature. This means that they are developed by the learner with no instruction, and they are closely related to learning styles or common pedagogical classroom interactions. The second stage of the proposal is envisioned as the cornerstone of the instructional process, as it comprises a set of strategies designed to foster the development of learning strategies, objective setting, progress monitoring, and the evaluation of outcomes. This second group of strategies requires intense instruction and direct promotion within the language course for a conscious acquisition, as the learner is expected to develop essential skills fundamental to the development of an autonomous human being. The third stage aims to consolidate the acquisition of the strategies in a way that allows the learner to apply them in settings and aspects of their life. The goal of this proposal is to facilitate the transfer of strategic knowledge developed within the context of the foreign language to other areas of the participants’ academic and personal lives. The authors of this paper share our proposal in the hope that the academic community of English teachers in Colombia might scrutinize, adapt, and comment upon it, with reference to their own respective contexts and experiences.





Conceptual Framework




LLS as a path for the development of learner autonomy


In the early 70s, in the heyday of the communicative approach, the new focus on language as communication brought a burgeoning demand to explore novel concepts and methodologies for the instruction of foreign languages in the classroom. As a result of this new movement in language teaching, the concept of strategy appears in conjunction with the concept of autonomy. Some authors like Rubin (1987) state the need to adopt strategies as an objective in foreign language teaching. In Rubin’s (1987) view, explicit instruction regarding strategies should benefit learners in terms of their efficiency and degree of independence in their learning process, both of which are paramount in the development of future autonomous professionals (O’Malley & Chamot, 1990. Chamot, 1999, Oxford, 1990, Nunan et al., 2000. Cohen, 1987).

This interest in providing explicit instruction on learning strategies originates from a desire to raise awareness among students about the importance of taking an active role in the learning process and eventually assuming full responsibility for their learning. Some studies demonstrate that successful learners make efficient use of learning strategies (O’Malley & Chamot, 1990. Green & Oxford, 1995. Anderson, 2005. Hernández, 2008). When a learner understands their learning process as an active and constructive process, they constantly strive to develop skills that enable them to establish learning goals, monitor their actions, regulate and control cognition, motivate themself, etc. All these actions contribute to shaping an autonomous learner, and eventually an autonomous human being. In a similar vein, Pintrich and de Groot (1990) argue that actively participating in the learning process means looking for opportunities to understand, practice, and learn. In this sense, Oxford (1990; 2011) states that developing cognitive, metacognitive, affective, and social strategies contributes to developing communicative skills and stimulates active participation in communicative situations both in and outside the classroom. In other words, learner autonomy represents a destination that is reached through the development and implementation of effective learning strategies.





LLS and curriculum design 


Thus far in this article, the importance of LLS has been extensively demonstrated. Its relevance is also recognized within the educational sphere when educational reforms integrate conceptual and behavioral components into their proposed curricula. Educational professionals have traditionally focused on conceptual content, but there is now an evident need to integrate this conceptual and behavioral content. This is crucial for empowering students to effectively navigate their academic journey. Students are entrusted with a great responsibility, but institutions and academic programs are also responsible for providing students with the appropriate setting to build their knowledge and to develop robust tools for self-directed learning. To address this requirement, curriculum design needs to signal the use of strategies within the context of general education, enhance content delivery, and promote independent thinking and autonomy in students.

According to Deng (2010), curriculum planning must progress through three levels of development: the institutional level, the programmatic level, and the enacted level. At each level, the curriculum must be designed to cater to students’ needs in terms of both conceptual and behavioral content. When seeking to integrate these two types of content, both the institutional and the programmatic levels of the curriculum need to be addressed, as they collectively determine the national perspective in education. The institutional level formulates national goals in education, whereas the programmatic level provides standards and criteria aimed at establishing a relationship between the broader national educational framework and the design of institutional documents, such as school activity plans, curriculum planning for specific subject areas, among others. Deng’s (2010) curriculum model directs the enacted level to the classroom: it gathers all documents and materials circulating in the classroom which are the product of interaction between the teacher and the students.

Within this perspective, instruction on learning strategies can be formulated and developed at the enacted level when planning classroom workshops, activities, tasks, or projects. Regardless of the class’s methodological orientation, each piece of work might designate a space for developing learning strategies that promote the integration of behavioral content into the learning process. However, it would be desirable for this work to be conceived at a previous level that includes specific, formal institutional documents, such as those previously mentioned: the institution’s general plan for specific academic periods, institutional academic projects, or differentiated curriculum for specific subject areas. These documents should undoubtedly be fully informed by and aligned with institutional perspectives, values, principles, and goals. This ensures that the proposal for instruction becomes institutionalized, preventing it from remaining solely a “one-man” endeavor.

It is clear, however, that merely issuing institutional documents is not enough: if the design of a curriculum based on the development of learning strategies is to work, it is necessary to introduce the idea, ensure comprehension among teachers and students, create an environment conducive to promoting their active participation, demonstrate various methods of implementation, and encourage continuous practice until the use of the strategy becomes habit. When this happens, students are empowered to experiment with new approaches and explore diverse applications in different contexts to successfully construct their own strategic style for learning and living.





Context and participants that inspired the proposal 


The instruction proposal was conceived within the Foreign Languages (English-French) program at a public University, specifically targeting newly admitted students at the introductory English level. The research conducted by Hernández (2016) and Ramírez (2017) involved 50 students in total (25 students in each research project) aged between 16 and 18 years old. Around 90% of these participants had graduated from public schools, and their English level was A1 at the time of admission. The English course adopted an integrated skills approach and was taught in two-hour sessions, three times per week.

It is worth noting that this proposal emerged from collaborative reflection between the researchers who, while sharing similar research interests individually and independently, had not previously coordinated joint interventions. Additionally, a preceding study from the same institution, as reported by Guapacha and Benavidez (2017), informed the design of the proposal. This underscores the importance of establishing bridges, dialogues, and connections between research projects, colleagues, and studies that are carried out within the same, or at least in similar, academic contexts. It is precisely through this dialogue that complementary findings were identified in the results of the separate investigations, consequently giving rise to this proposal. This dialogue allowed for, on the one hand, the identification of conclusions in relation to the instruction of the strategies themselves, and on the other hand, the recognition of the need to conceptualize the instruction of strategies within a curricular framework.







Strategies Instruction Proposal


A key feature of this proposal is that it can be adapted to any context, any language level, or any curriculum. The proposal comprises three stages, following the pre-while-post sequence with which most teachers are familiar. An overview of the proposal is provided in Figure 1.
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Figure 1



Proposal for the instruction of strategies in brief















The first stage, or pre-instruction, is designed to help students get to know themselves as learners and understand what the institution expects from them. The second stage, the core of instruction, focuses on the development of six strategies, divided in two sets. Lastly, the third stage, or post-instruction, centers on reflecting upon the acquired strategies and exploring other contexts for their potential application. We now move on to scrutinizing the inner structure of each stage.



Stage 1: Pre-Instruction 


The initial stage comprises two phases: self-recognition and context recognition, as shown in Figure 2. First, the phase of self-recognition implies raising awareness among students regarding their identity as learners, which involves identifying a). their learning styles, and b). the strategies developed and adopted naturally throughout their lives, including those from non-academic settings. Figure 2 shows the inner structure of this stage:
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Figure 2



Inner structure of stage 1
















Andreou et al. (2008) define learning styles as “a student’s preferred mode for perceiving, organizing, and retaining information” (p. 665). Together with learning strategies, learning styles “appear to be among the most important variables influencing performance in second language” (Moenika & Zahed-Babelan, 2010, p. 1170) because they offer a glimpse into learners’ individuality: their likes, needs, and personal objectives. Equipped with this understanding, learners can choose and refine learning strategies that are “appropriate to the material, to the task, and to their own goals, needs, and stage of learning according to individual differences” (p. 1169). Indeed, the study conducted by Moenika and Zahed-Babelan (2010) reveals that learners perform differently in the four main language skills depending on their personal learning styles, indicating that identifying their individual traits may help them enhance their innate abilities while pinpointing weaker areas from the outset.

Similarly, learners need to be made aware of the learning strategies they have acquired naturally outside the classroom. Moenikia and Zahed-Babelan (2010), building on Oxford (1990), remind us that learning strategies are the often-conscious steps or behaviors used by learners, implying a set of strategies and skills that may not be fully understood by the learner. For instance, Ramírez (2017) reports that the students who participated in his research demonstrated behaviors of strategic and autonomous learners in many aspects of their personal, non-academic lives. Some students were self-taught instrument players, while others had developed skills in arts and crafts by watching videos or following tutorials. Some had even achieved financial independence by applying strategies to their budgets. All these life skills required the development of learning strategies and a high degree of autonomy triggered by the students’ unique, intrinsic needs. Nonetheless, the same students who had successfully overcome different obstacles in their lives seemed to struggle when it came time to apply their learning strategies and autonomy to an academic context. It was only when they were made aware that their background knowledge relied heavily on a set of organically acquired strategies that they were able to bring those strategies into the classroom.

Secondly, the phase of context recognition involves informing students of what the institution and program expect from them and the pedagogical principles that underpin institutional practices. These expectations are often summarized in the graduate profile and general objectives. It is vital that learners identify these expectations and contrast them with their own expectations for there to be harmony between the institution’s vision for its students and learners’ personal objectives. For instance, Hernández (2016) reports that, at the beginning, the students in her study expressed astonishment at how much responsibility and independent work was expected of them, as their own expectations of their role might have differed. In the same vein, Ramírez (2017) reports that, in a course which promoted learner autonomy, students were initially reluctant to participate in designing course objectives or learning materials because such activities had never been part of their role as students in their previous experiences.

This discussion on roles leads us to the second aspect involved in recognizing context, which entails understanding the pedagogical concepts that underpin institutional practices. Both the teacher and the students need to reflect on the pedagogical interactions they establish, as well as on the institutional definitions of teaching and learning, the conception of language, and the particular methodological approaches that take place within the classroom. Students are often excluded from methodological decisions made by teachers, depriving them of valuable information for a successful performance and the establishment of clear and strong pedagogical commitments (Cotterall, 1995. Ramírez, 2015). Being aware of the pedagogical principles of a course, along with acknowledging the roles of students and teachers within their pedagogical relationship, promotes commitment to the institution, the program, and the learner’s personal life project. It also facilitates establishing and adjusting goals, both as a professional and as a human being.

Recognition in this stage can be consolidated through dialogue sessions between the institution and the learner (Ramírez, 2015), enabling the establishment of academic agreements. Building on Cotterall (1995; 2000), learner/teacher dialogue “implies constant communication between the teacher and the learners, which allows for constant assessment. Therefore, constant communication results in confidence, as constant assessment involves a continuous monitoring of the learning process by both the teacher and the learners” (Ramírez, 2015, p. 116). Regular communication can be guaranteed through the implementation of questionnaires that target the selfrecognition of previous (and perhaps unconscious) strategies, as well as polls focused on personal learning styles. Additionally, the use of guided reflection logs on strengths and challenges of the learning process is encouraged (Hernández, 2016), as well as the use of journals. Journals have proven to be highly beneficial and rewarding in fostering the development of learner autonomy (Brown, 1994. Fulwiler, 1991. Nunan et al., 1999. Viáfara, 2005).





Stage 2: Instruction


The second stage of the proposal corresponds to the core instruction, or “the While” phase. This stage unfolded in two phases: The first comprised the enhancement of three strategies, chosen from the memory, cognitive, and social categories established by Oxford (1990; 2011). The second phase comprised a new set of three metacognitive strategies aimed at fostering learners’ continuous reflection on their learning process: planning, monitoring and evaluating. It is worth noting that the number of strategies we recommend for each moment is not arbitrary. Drawing from our experience in previous research projects, we encountered a challenge in monitoring more than three strategies simultaneously, as each strategy requires in-depth development. Moreover, having more than three strategies tends to overwhelm students and, ultimately, the lack of constant accompaniment in the development of every strategy individually might demotivate them, increasing the risk of not using any of the strategies. Figure 3 shows the two set of strategies proposed for the second stage:

The first set of strategies has been thought out as preparation for the second set, as the strategies in the latter require greater effort to be acquired. We will now proceed to explain each strategy in detail. Firstly, the strategy “Vocabulary”, categorized under “Memory Strategies”, has been chosen as a starting point due to its practicality for assessing development. Learning vocabulary allows learners to set simple and quantifiable goals. Upon achieving these goals, students experience a sense of continuous progress, which in turn motivates them to continue learning. Similarly, vocabulary serves as one of the fundamental building blocks of communication, providing learners with essential elements for oral and written interaction in the foreign language from the outset. Finally, learning vocabulary is closely linked to the exercise of memory. This connection entails the exploration and recognition of learners’ memory types (whether visual, auditory, or kinesthetic), as well as their learning styles and preferences; in other words, the strategy of learning vocabulary strengthens the process of self-recognition proposed in stage 1.
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Figure 3



Inner structure in stage 2















The second strategy categorized under “Cognitive strategies” is called “Input and Output”. According to Oxford (1990; 2011), the purpose of this strategy is to make the most of the input received to produce some basic output. One way to leverage class input is asking students to provide a brief account, either orally or in written form, of what they have accomplished in class. This approach places special emphasis on the objective behind each activity; by doing so, students are encouraged to comprehend the activity, summarize it, and analyze the learning objective that underlies the instruction. At this level, the priority is to identify main ideas of texts in comprehension and to make summaries. Through this strategy, emphasis is placed on the recognition of the objectives behind each activity. This is particularly important because, as noted by Hernández (2016), despite their commitment and willingness to participate in class and comply with what they are asked, students are not always aware of ¾or do not analyze on their own¾ the educational purpose of the activities they perform in class.

Finally, the first set is completed with the strategy “Asking for clarification or confirmation”, categorized under “Social Strategies”. This approach encourages learners to pose questions that arise within the pedagogical dynamics of the teaching-learning process. For Hernández (2016), asking for clarification or confirmation should be taken as evidence that the learners have understood the greater part of an issue. Doubts, observations, confusion, or sheer curiosity are capitalized upon though this strategy to articulate questions that foster interaction with the teacher and other peers. Asking for clarification and confirmation provides learners with an opportunity to solidify the information they receive from classroom input and produce genuine output for the scrutiny of an audience.

Once learners have received training and experience in the first set of strategies, they are expected to be able to analyze teacher’s pedagogical decisions. Moreover, it is likely that they begin to make some decisions independently in favor of their learning process. Against this background, the second phase of this stage focuses on a new set of three strategies, ¾all of them chosen from the “Metacognitive strategies” category¾which establish the grounds for the learners to constantly assess their learning process. The first strategy is “Planning”, which goes hand in hand with designing and setting objectives. The reason why learners need to be instructed in how to plan and set learning objectives is because these are not easy tasks, nor have they been in the domain of the learners. In Ramírez’s study (2017), for instance, participants would usually feel reluctant to set their own objectives as they cast this responsibility on the teachers’ role. In Hernández’s (2016), on the contrary, participants did want to set their own objectives, but they would often design and write goals that had nothing to do with their contexts or the needs they had previously expressed. Thus, “Planning” is intended to help learners to design learning goals in consonance with the pedagogical context that surrounds them: the institution, the class, the specific didactic unit they are in, the particular class activity they are expected to comply with, etc. Similarly, we recommend that learners be instructed in the basics of composing in written form the goals that they express orally.

The second strategy, “Monitoring”, focuses on tracking the process, the progression of the activities, and the assessment of students’ own learning process. Monitoring helps learners to seize their strengths and weaknesses, allowing for the establishment of new objectives in a cyclical process. It also enables the student to calibrate their initial objectives: if progress is either too difficult or too easy to measure, the learner realizes the objective has been designed incorrectly. In monitoring, students also develop the capacity to provide feedback to their own learning, and in the ongoing assessment action, they become critics and objective evaluators of their learning process. This strategy requires deep and constant reflection on the part of learners, and when it is fully developed it might take students to assume autonomous behaviors and self-regulation, which foster a better self-esteem and fuels the desire for further learning.

Finally, the third strategy of this set is “Evaluating”. In traditional approaches, various forms of evaluation typically fall within the purview of the teacher. However, in student-centered classrooms seeking to foster autonomous learning, evaluation processes are encouraged as part of the learners’ role. Evaluating implies making a synthesis of the monitoring process. It is a strategy that allows for the closure of process, so that new goals and objectives can be designed in the long term. Ramírez’s study (2017) revealed that students did not initially feel comfortable or confident in evaluating. They tended to either assign themselves very high grades, anticipating that the teacher might deduct points, or assign themselves very low grades, hoping for praise and extra points from the teacher. This type of behavior revealed that students needed to be trained in taking a critical and objective stance vis-à-vis their learning process. Learners have been deprived of evaluation processes for so long that they feel evaluation has to do with pleasing the teacher or with doing well on metric scales, rather than with assessing what they have learned and what they lack. Therefore, we recommend that training for this strategy includes various types of evaluations: self-evaluation, peer evaluation, teacher evaluation, and syllabus evaluation. Furthermore, we encourage teachers and learners to engage in sharing their evaluation with their peers. When evaluation is openly discussed among peers, learners establish comparison standards, can compare their learning process with that of others, and may recognize the diversity of learning styles, preferences, pacing, and backgrounds within learning. In other words, evaluation should be a process that allows students to acknowledge who they are as learners, and to see themselves as part of a diverse collective.





Stage 3: Post-Instruction 


The third phase, called “post-instruction,” aims at reflecting and transferring the acquired knowledge to other settings of the students’ lives, including both academic and non-academic settings. Figure 4 shows the inner structure of this stage:
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Figure 4



Inner structure in stage 3















In the same vein as the previous stages, this one is also divided into two phases: a period of reflection on the effectiveness of the instruction, and a second phase of envisioning possibilities for transferring it to other contexts. Reflecting on the entire instruction allows students and teachers to assess the endeavor and adjust for future implementations. At the same time, students are reminded of their journey guided through and can identify aspects of their learning process where the instruction on strategies made an impact or not. This is what Navaneedhan (2011) calls “reflective teaching and learning”, that is the process of “looking at what you do in the classroom, thinking about why you do it, and thinking about if it works–a process of self-observation and self-evaluation” (p. 331). The experience of Ramírez (2017) suggests that a good tool for this type of reflection is found in the constant dialogue sessions between the teacher and the learners, as well as in the use of “KWL Charts” (see an example in the Appendix). Students need to be guided through other categories of strategies that they might find useful, and that this instruction may have not included.

The second phase involves transferring the strategies developed to other areas in learners’ lives. Although there can be an immediate transfer (for instance, students applying some strategies in other courses while receiving the instruction in an English course), we want our students to develop a long-term transfer, meaning that strategies acquired in the academic preparation might become tools for other academic and non-academic settings. As an anecdote, the participants in Ramírez’s (2017) research developed strategies that they used in other courses immediately. However, two years after the research, the teacher asked some of his former students about how the strategies continued to impact their lives; the answer was overwhelming: the strategies had been part of that particular course, but once the learners moved on to other courses with other teachers, the instruction became a part of the past. This anecdote suggests that, after an instruction in strategies, it is desirable for students to have a space for reflection on how new learning tools can become permanent allies, which are available when they, autonomously, decide to use them even in contexts where there is no teacher or authority present.

To this end, Hernández (2016) proposed a series of spaces that she called plenaries. These consisted of group sessions led by the teacher, where students share their perceptions about learning and implementing strategies. They discuss how they are currently applying strategies, as well as brainstorming possibilities for further transfer. Plenaries provide a highly productive context for idea-sharing, as students are exposed to their peers’ insights on learning strategically and transferring their knowledge to other settings, which they might have not considered before. Moreover, these sessions constitute a moment for self-evaluation, in which learners identify the progress they have or have not made vis-à-vis the report of their peers’ progress.

These strategies have been chosen deliberately. The reason behind this sequence has to do with the intention of taking learners from lowest to highest degree of difficulty in acquiring learning strategies. Proposals such as those of Dolmans et al. (2016) Hattie and Donoghue (2016)
, distinguish at least three groups of strategies: surface strategies (easier to acquire), deep learning strategies (understanding and analysis of process), and transfer strategies. Likewise, recent studies show the importance of promoting the gradual exercise of strategies in students based on their learning styles, so that they evolve from surface to deep (metacognitive) learning and transfer strategies, thus guaranteeing lifelong learning (Saqr et al., 2023. Yamaguchi, 2023. Barani et al., 2023).

Although this marks the conclusion of formal instruction, it is necessary for us as teachers to convey to students that this is merely the commencement of their journey toward autonomous learning. This instructional phase must culminate in a collaborative reflection between the teacher and their students. Through this reflection, students become cognizant that the success of their learning now hinges on the level of autonomy they decide to exert in their own process. In this sense, the structure of this instructional proposal matches perfectly the five degrees of autonomy proposed by Nunan (1997).

According to Nunan (1997), the first stage of autonomy development is awareness, which occurs during the pre-instruction phase, where students familiarize themselves with their learning styles, previous experiences, and strategies. The second stage, involvement, also occurs in the pre-instruction, where students are expected to design their own learning objectives. The third and fourth stages in Nunan’s proposal are called intervention and creation respectively, which students participate in adjusting the learning objectives they had initially designed. In our proposal, this corresponds to the instruction phase, where students learn how to plan, monitor and self-evaluate their learning process. Finally, Nunan (1997) explains that the last degree of autonomy development is the stage of transcendence, which matches our post-instruction, where students are expected to be strategic and autonomous learners beyond the classroom setting.







Final Considerations


This paper was an attempt to provide basic guidelines for the instruction of strategies, whose main characteristic is the model’s adaptability. In this sense, the implementation of this instructional model can be extended over the course of a school year, semester, or academic period; it all depends on the educational context in which it is applied, considering factors such as the number of students, their age, academic maturity, exposure to foreign language instruction, institutional policies, curricular objectives, and so on. We consider that this characteristic of adaptability is indispensable in education, since we relate with diverse and unique human beings, which means that what works for some may not work for others; hence the importance of developing proposals that are in constant construction and adjustment.

For such proposals to be effective, it is imperative to formally integrate them into curriculum and syllabi design. Otherwise, there is a risk that the proposal remains confined to the individual initiative of a single teacher, potentially limiting its impact and failing to achieve the desired outcomes. About this institutional backing, Hammond and Collins (1991) assert that

an innovation needs to be incorporated into the structure and functioning of its host institution within a short time if it is to survive: it needs to be institutionalized. If it is not institutionalized but merely tolerated as a minor aberration, it is unlikely to be taken seriously by learners or faculty, and may well fail completely. (Hammond & Collins, 1991, p. 208)

As mentioned at the beginning, the design of this model was motivated by its adaptability to various contexts and populations. Although the population that inspired the proposal was made up of two groups of undergraduates, we consider that the sequence, pre-instruction, strategies instruction, post-instruction, can be applied to any age group and educational level. However, activities and materials for each phase would need to be adapted according to the age and academic level of the population. For example, during the first stage of self-recognition and context recognition, an elementary school teacher might use games and posters to remind students of institutional expectations, while a teacher of an adult group might utilize a multiple-choice test to explore learning styles or discuss the course syllabus to emphasize student expectations. Despite variation in activities, the principle of selfrecognition and context recognition remains consistent across different age groups and educational levels.

Similarly, during the strategy instruction stage, adaptations can be made to accommodate different educational settings. For instance, when considering in the first set of strategies, specifically in the memory category, a primary school teacher might employ various techniques to help students remember family vocabulary: drawings to cater to visual learners, a song for auditory learners, and charades for kinesthetic learners. Likewise, a university professor could use the same resources and materials for his students to memorize the conjugation of irregular verbs in French. In this case, neither the activity nor the target strategy have changed, but rather the degree of difficulty, depending on the cognitive development of each population.

One aspect to take into account when implementing this proposal is the amount of time it requires. As teachers, we must open room in our syllabi for the development of this type of endeavor, which can generate in us a certain reluctance to surrender control and part of the traditional teaching pacing. However, any initiative aimed at developing learning strategies leads students to gradually develop new autonomous behaviors and acquire learning that may even exceed the planning of traditional pacing. This implies challenging traditional conceptions of the roles of students and teachers. This is not an easy task, especially for teachers (Ramírez, 2017). For instance, Cárdenas et al. (2001) illustrate how English teachers at six Colombian universities expressed a strong interest in their students’ autonomy development. Yet, they encountered significant challenges in negotiating syllabus design, class participation, and class procedures. As a result, their role as teachers often took on an authoritarian and paternalist nature.

Finally, it is important to mention that many strategy categories have not been considered in this proposal, though this should not be interpreted as a lack of importance. The strategies and sequence outlined here intend to boost learner autonomy to the extent that students can eventually acquire other strategies on their own This implies that while the proposal focuses on specific sets of strategies, students should still be informed about the full range of strategies and categories available. If implemented correctly, the proposal enables students to autonomously plan, monitor, and evaluate the acquisition of other strategies without requiring constant teacher guidance.








References 


Anderson, N. J. (2005). L2 learning strategies. In E. Hinkel. (Ed), Handbook of research in second language teaching and learning (757-771). Lawrence Erlbaum.

Andreou, E., Andreou, G., & Vlachos, P. (2008). Learning styles and performance in second language tasks. TESOL Quarterly, 42(4). 665-674. https://doi.org/10.1002/j.1545-7249.2008.tb00156.x


Barani, F., Roohani, A., & Naderi, M. (2023). An investigation into predictive role of learning styles, language learning strategies, and motivational learning strategies in learners’ L2 achievement. International Journal of Education and Psychology in the Community 13(1-2), 126-150.

Brown, H. D. (1994). Teaching by principles: An interactive approach to language pedagogy. Prentice Hall Regents.

Cárdenas, R., Cardona, G., Frodden, C., Luna, M., & Villamizar, C. (2001). La autonomía en el proceso de aprendizaje del inglés como lengua extranjera: un estudio de perfiles y prácticas de estudiantes y profesores [Autonomy in the process of learning English as a foreign language: A study on students’ and teachers’ practices and profiles], (Unpublished research report). Universidad del Valle, Colombia.

Cohen, A. D. (1987). Studying Learner Strategies: How We Get the Information. In A. Wenden and J. Rubin (eds) Learner Strategies in Language Learning. Prentice-Hall International.

Cotterall, S. (1995). Developing a Course Strategy for Learner Autonomy. ELT Journal, 49(3), 219-227. https://doi.org/10.1093/elt/49.3.219


Cotterall, S. (2000). Promoting Learner Autonomy through the Curriculum: Principles for Designing Languages Courses. ELT Journal, 54(2), 109-117. https://doi.org/10.1093/elt/54.2.109


Deng, Z. (2010). Curriculum planning and systems change. In B. McGaw, E. Baker, & P. Peterson (Eds.), International Encyclopaedia of Education (3rd ed.), 384-389. Elsevier.

Fulwiler, T. (1991). Students’ journals. In B. Miller & R. Hubbard (Eds.) Literacy in process: The Heinemann reader (pp. 205-229). Heinemann.

Guapacha, M. E, & Benavidez, L. H., (2017). Improving Language Learning Strategies and Performance of Pre-Service Language Teachers through a CALLA-TBLT Model. PROFILE, 19(2), 101-120. https://doi.org/10.15446/profile.v19n2.57581


Green, J. M., & Oxford, R. L. (1995). A Closer Look at Learning Strategies, L2 Proficiency, and Gender. TESOL Quarterly, 29, 261-297. https://doi.org/10.2307/3587625


Hammond, M., & Collins, R. (1991). Self-directed learning: Critical practice. Kogan Page.

Hernández, F. (2008) Aprendizaje Estratégico: Un Camino Al Aprendizaje Autorregulado. Artes Gráficas Facultad de Humanidades - Universidad del Valle

Hernández, F. (2016). Aprendiendo inglés estratégicamente. Unpublished research report. Facultad de Humanidades - Universidad del Valle.

Moenikia, M., & Zahed-Babelan, A. (2010). The role of learning styles in second language learning among distance education students. Procedia Social and Behavioral Sciences, 2, 1169-1173. https://doi.org/10.1016/j.sbspro.2010.03.167


Navaneedhan, C. G., (2011). Reflective teaching pedagogy as innovative approach in teacher education through open and distance learning. Journal of media and Communication. 3(12), 331 – 335. https://doi.org/10.5897/JMCS11.028


Nunan, D. (1997). Designing and adapting materials to encourage learner autonomy. In P. Benson & P. Voller (Eds), Autonomy and independence in language learning (1st Ed). 192-203. Longman.

Nunan, T., George, R., & McCausland, H. (2000). Rethinking the Ways in which Teaching and Learning are Supported: The Flexible Learning Centre at the University of South Australia. Journal of Higher Education Policy and Management, 22(1), 85–98. https://doi.org/10.1080/713678130


Nunan, D., Lai, J., & Keobke, K. (1999). Towards autonomous language learning: Strategies, reflection and navigation. In S. Cotterall & D. Crabbe (Eds.), Learner autonomy in language learning: Defining the field and effecting change. Peter Lang O’Malley, J. M. and Chamot, A. U. (1990). Learning Strategies in Second Language Acquisition. Cambridge University Press.

Chamot, A.U. (1999). How children in language immersion programs use learning strategies. In M.A. Kassen (Ed.), Language learners of tomorrow: Process and Promise! (pp. 29-59). National Textbook Company.

Dolmans, D. H. J. M., Loyens, S. M. M., Marcq, H., & Gijbels, D. (2016). Deep and surface learning in problem-based learning: A review of the literature. Advances in Health Sciences Education, 21(5), 1087–1112. https://doi.org/10.1007/s10459-015-9645-6


Hattie, J. A. C., & Donoghue, G. M. (2016). Learning strategies: A synthesis and conceptual model. Npj Science of Learning, 1(1), Article 16013. https://doi.org/10.1038/npjscilearn.2016.13


Oxford, R. L. (1990). Language learning strategies: What every teacher should know. Newbury House.

Oxford, R. (2011). Teaching & researching: Language learning strategies (Applied linguistics in action). Pearson ESL

Pintrich, P. R., & de Groot, E. V. (1990). Motivational and self-regulated learning components of classroom academic performance. Journal of Educational Psychology, 82(1), 33–40. https://doi.org/10.1037/0022-0663.82.1.33


Ramírez, A. (2015). Fostering autonomy through syllabus design: A step-by-step guide for success. HOW, 22 (2), pp. 114-134. https://doi.org/10.19183/how.22.2.137


Ramírez, A. (2017). Promotion of Learner Autonomy in a Freshmen’s English Course at a Colombian University. Gist Education and Learning Research Journal, 15. 6–28. https://doi.org/10.26817/16925777.387


Rubin, J. (1987). Learner Strategies: Theoretical Assumptions, Research History and Typology. In A. Wenden, and J. Rubin (eds). Learner Strategies in Language Learning. Prentice Hall International.

Saqr, M., Matcha, W., Ahmad Uzir, N., Jovanović, J., Gašević, D., & López-Pernas, S.(2023). Transferring effective learning strategies across learning contexts matters: A study inproblem-based learning. Australasian Journal of Educational Technology, 39(3), 35-57. https://doi.org/10.14742/ajet.8303


Viáfara, J. J. (2005). The design of reflective tasks for the preparation of student teachers. Colombian Applied Linguistics Journal, 7, 53-74. https://doi.org/10.14483/22487085.165


Yamaguchi T (2023) Knowing the learning strategy is not enough to use it: Example in reading strategies for Japanese undergraduates. PLoS ONE 18(11), e0293875. https://doi.org/10.1371/journal.pone.0293875





Notes

[1] This article stems from the intertwining of the results from two research projects carried out at the Foreign Language Teacher Education Program, at Universidad del Valle, Cali-Colombia. Both projects were sponsored by Vicerrectoría de Investigaciones from Universidad del Valle.
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