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Abstract

This study investigates vocabulary learning strategies used by AFL learners in Saudi
Arabia. It seeks to explore the relationship between vocabulary strategy use and
success. Further, the study aims to examine the effect of certain individual,
situational and social factors on the use of vocabulary learning strategies. The
methodological approach adopted for this study is a combination of a ‘multiple
cases’ approach and survey. The purpose of the multiple cases 1s to identify
vocabulary learning strategies employed by successful and less successful learners of
Arabic. The survey, on the other hand, has been conducted to examine vanations in
vocabulary strategy use according to the following factors: students’ first language,

proficiency level, level of achievement, course type, the variety of Arabic used out of
class, and religious identity.

The results of the multiple cases demonstrate that there are major differences
between the two groups of students in the seven categories of vocabulary learning
adopted in this study, namely, non-dictionary strategies for discovering the meanings
of new words, dictionary use, note-taking, memorization, practice, metacognitive
strategies, and expanding lexical knowledge. Moreover, the data of the multiple
cases identified three levels of strategies. The first level is termed the ‘main strategy
level’, which includes the seven main categories mentioned above. The second and
third levels are termed the ‘strategy level’ and the ‘substrategy level’ respectively.
The multiple cases data also show that students seem to use vocabulary learning
strategies in particular combinations and certain orders.

The results of the survey indicate that the two situational factors (course type and
variety of Arabic used out of class) investigated in this study seem to have a fairly
strong relationship with vocabulary strategy use. The individual factors (students’
first language, proficiency level and level of achievement) examined in this study, on
the other hand, appear to have a very weak relationship with the use of vocabulary
learning strategies and finally the social factor (religious identity) appears to have
some relationship with vocabulary strategy use.
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Chapter One
INTRODUCTION

1.1 Introduction

This chapter describes the background and the rationale of this study of vocabulary
learning strategies used by Arabic Foreign Language (AFL) learners in Saudi Arabia.
It then states the purpose of the study and the general research questions addressed.

The chapter ends with an overview of the methodology and a description of the

thesis organisation.

1.2 Background to the Study

In recent years, there has been a growing interest among researchers within the field
of second language acquisition in the cognitive strategies students use to learn

languages (Wenden & Rubin 1987; Oxford 1990, 1996¢; O’Malley & Chamot 1990;
McDonough 1995; Cohen 1998). As a consequence, different learning strategies
have been identified and a number of taxonomies of learning strategies have been
proposed. An understanding of students’ learning strategies provides researchers

with insights not only into the processes of second language learning but also into

strategies of successful and unsuccessful learners.

One aspect of language learning that in the past received little attention (Meara
1980), but now has become a focus of much research, is the learning of vocabulary.
The 1nterest in vocabulary learning and teaching has grown rapidly, and works in this
field have proliferated (Allen 1983; Carter 1987a, Carter & McCarthy 1988;
McCarthy 1990; Nation 1990; Taylor 1990, Hatch & Brown 1995; Schmitt &
McCarthy 1997, Schmitt 2000; Read 2000). The significance of vocabulary in
learning a second language is now well-known. Vocabulary is now acknowledged to

be central to language and of critical importance to the language learner.

While there has been a large body of research into language learning strategies and
also vocabulary learning, “the place where they intersect -vocabulary learning

strategies- has attracted a noticeable lack of attention” (Schmitt 1997a: 199). This

study 1s an attempt to investigate vocabulary learning strategies used by a group of

students learning Arabic as a foreign language in Saudi Arabia.



It should be mentioned that the Teaching of Arabic as a Foreign Language (TAFL)
has witnessed some improvements in the last thirty years, particularly in Saudi
Arabia. Much consideration has been given to teaching methods and course design.
However, individual differences and the role of the learner in the learning process
have received very little attention from both teachers and researchers. While there are
numerous studies in the TESOL context examining the use of learning strategies
among leamners, to the best of my knowledge, only one study on language learning
strategies has been carried out in the TAFL context in Saudi Arabia (Al-‘abdan & Al-
duwish 1997). This study, therefore, seeks to contribute to the remedying of this

deficiency by investigating the vocabulary learning strategies of AFL learners in
Saud: Arabia

1.3 Rationale for the Study

1.3.1 The need for such research in the TAFL context

In the TESOL context, there has been a growing interest in changing the focus from
the traditional teacher-centred classroom to a learner-centred one (e.g., Nunan 1988;
Tudor 1996). Related to this, there has been a large body of research into assessing
learners’ strategies. Unfortunately, little or none of this focus on the learner has been
applied in the TAFL context (Mustapha 1990), nor has there been any attempt to
describe vocabulary learning strategies in the TAFL context (cf. Sieny & Kashu
1995). Given the current recognition that more attention should be given to the
learner and the learning process, the TAFL field has for some years been in need of
some research into the learning processes and learning strategies: “professionals in

the field [TAFL] are aware that in this decade, serious and basic research has to be
done on second language acquisition” (Elgibali & Taha 1995: 80). This study will be
the first empirical research of any scale conducted on vocabulary learning strategies

regarding AFL learners in Saudi Arabia (see 1.3.6 for information about some

important features of Arabic).



1.3.2 Implicit and explicit processes in vocabulary acquisition
It is believed that vocabulary acquisition reflects both implicit and explicit learning

processes:

[T]he recognition and production aspects of vocabulary learning rely on implicit learning, but
meaning and mediational aspects of vocabulary heavily involve explicit, conscious leaming
processes (Ellis 1994: 212)

These two aspects (implicit and explicit) of vocabulary acquisition, therefore, appear
to work in complementary ways (Schmitt 2000), yet while the former has been
studied extensively (e.g. Coady & Huckin 1997), the conscious learning process has
been rather neglected. The focus of the literature would seem to suggest that most
vocabulary learning in L2 occurs through incidental learning, such as from reading.
However, while some “vocabulary learning by reading...is possible, ...it must be
regarded as being only one possible method of vocabulary...[learning] alongside
others” (Scherfer 1993: 1148, my emphasis). Furthermore, the notion that reading is
the best way of learmning L2 vocabulary is not supported empirically (Raptis 1997,
Horst, Cobb & Meara 1998). It should not be overlooked, moreover, that L2 learners
do indeed pay attention to new vocabulary and make conscious efforts to learn this
vocabulary and to expand their lexical knowledge, and as Ellis points out, “learners’
acquisition of new vocabulary can be strongly facilitated by the use of a range of
metacognitive strategies” (Ellis 1995: 107). This is a fact which should not be
1ignored, and teachers and researchers alike “should not overemphasise the
incidental/indirect...acquisition of words at the expense of intentional and direct
studying of vocabulary” (Gu & Johnson 1996:646). This study focuses on the field of

explicit vocabulary learning, so 1t is a contribution to this second aspect of

vocabulary acquisition.

1.3.3 The importance of explicit learning strategies in vocabulary learning

Within the relatively fast growing field of research into learner strategies in second

language learning, the study of vocabulary learning strategies deserves particular

attention for a number of reasons. First, much of the theoretical and pedagogical
literature on second language education has stressed the importance of lexis for the

development of second language learning (Richards 1976; Gass 1989). Second,
learner knowledge of and ability to use vocabulary is believed to be partially



conditioned by the way the learner has been taught, and partially by the way new
words are learnt (Faerch, Haastrup & Phillipson 1984), and the learning strategies
adopted may “radically affect the way in which [learners] learn new words” (Parry
1991: 649). Third, vocabulary knowledge is one of the main aspects of second
language learning that can be learnt and expanded by the individual independently; it
“is incremental, potentially limitless, and heavily constrained by the individual’s

experience” (Swain & Carrol 1987: 193). This individual nature of vocabulary

learning highlights the importance of learners’ strategies.

Fourth, another aspect of vocabulary learning which may set it apart from other
aspects of language is that the amount of vocabulary a foreign student needs will
often be very large, and teachers cannot teach students all the vocabulary they will
need, so each student is expected to be responsible for much of his/her own learning,
and this responsibility will entail employing various conscious strategies. Fifth, the
identification of strategies adopted by learners for vocabulary learning might be
crucial in understanding the acquisition of lexis because these strategies “are an
important aspect of lexical learning...[and can] contnibute to a better understanding
of how [second language learners] come to learn the lexis of the target language”
(Sanaoui 1995: 25). Thus, a full picture of vocabulary skill development should
include consideration of learning strategies. The following quotations illustrate

clearly the importance of leamning strategies in vocabulary learning;

If we know more about leamner strategies and what works and what does not work well, we
can help learners acquire more profitable strategies. (Hatch & Brown 1995: 37)

Strategies which learners can use independently of a teacher are the most important of all
ways of learning vocabulary. (Nation 1990:174)

[R]egardless of how much mstruction we do in schools, students will actually do most of
their word leamning independently...Thus, information on the approaches students will and
will not use would be helpful. (Graves 1987: 177)

Despite the recognised significance of vocabulary learning strategies, the empirical

research that has been conducted to investigate learners’ use of such strategies is
limited, and is not commensurate with their importance in the language learning
process (Meara 1983, 1987, 1992; and Qian 1993).




1.3.4 Current strategy research

Obviously, the amount of research that has focused on the identification, description,
and classification of learning strategies in general is much greater than the amount
that has been done to train students in using strategies (Cohen 1998), and the limited
success of some training programmes (O’Malley & Chamot 1990) highlights the
need to conduct more research to assess students’ learning strategies (McDonough
1995). Rees-Miller (1993) states that teachers need to proceed with caution in the use

of strategy training in the classroom until more research has been conducted.

The situation with vocabulary is the reverse. While there has been considerable
training research on some vocabulary learning techniques (e.g., the keyword
method), studies directed toward identifying students’ strategies in dealing with
foreign vocabulary are comparatively very few in number (Lessard-Clouston 1994,
1996). According to Oxford and Crookall (1990: 26), a training programme on
vocabulary learning (or any language learning skill) should be commenced by
exploring the “expectations and current vocabulary leaming techniques” used by
students. So, research in order to assess learners’ strategies may be more useful and
revealing in the area of vocabulary learning than any other aspect of second language

learning. The present situation, thus, calls for more research on vocabulary learning

strategies.

In addition, a number of studies on language learning strategies (O’Malley et al.
1985a; Oxford et al 1996) revealed that vocabulary learning enjoyed a wider use of
strategies than other learning activities such as grammar learning or listening
comprehension. These findings call for more research into vocabulary learning

strategies specifically in order to get a clearer picture of the nature of learning

behaviour associated with vocabulary learning.

1.3.5 Students may behave differently in different environments
To my knowledge, no research has been carried out on vocabulary learning strategies

with regard to AFL learners in Saudi Arabia. It is generally recommended that

research on learning strategies be conducted in a variety of different contexts under

different learning conditions (Politzer & McGroarty 1985; Green & Oxford 1995;



Oxford & Burry-stock 1995). The significance of doing research in different
educational contexts lies in the fact that the way learners behave in one learning
environment i1s not necessarily the same as or similar to what leammers do in other
environments (Kauraogo 1993; LoCastro 1994). The use of learning strategies is
heavily influenced by the whole context of the learning situation, including the

classroom culture and ethos (Williams & Burden 1997). Consequently, learners of

Arabic at the Institute of Teaching Arabic to Non-Arabs (ITANA) in Saudi Arabia

may display some patterns of strategy use in vocabulary learning different from those

which have been reported in the contemporary literature.

1.3.6 Learning some languages may be different from learning others
It may be the language distance between L1 and L2 that has an impact on the type of

strategies used. However, the nature ofthe language being learnt will also have an

effect on strategy use, and this 1s what examined in this section.

There 1s evidence to suggest that the learning of some languages results 1n greater
strategy use than others: “different target languages...might have major influences in
language learning strategy selection™ (Oxford 1996b: 249). Chamot, O’Maley,
Kupper & Impink-Hernandez (1987), for example, found that students of Russian
reported greater strategy use than students of Spanish. Politzer (1983) also found that
learners of Spanish used fewer strategies than those of French and German. In the
field of vocabulary learning strategies, the results of Stoffer’s (1995) study (see
3.3.14 for more details about this study) also confirm this conclusion. Stoffer found
that learners of Japanese and Russian reported using more strategies than students of

Spanish, French and German. Meara (1984) also suggests that different languages

may have different techniques for word storage and handling, and “present quite
different learning problems to individual learners” (Meara 1996: 33). As a result,
Meara (1996) calls for research into vocabulary acquisition outside the Indo-
European languages, and he complains that “most of the current research still looks
at a very restricted range of languages...[t]o my knowledge, there is, for example, no
work on the acquisition of Chinese or Arabic vocabularies by English speakers” (p.
37, my emphasis). Arabic words are very different from words in Indo-European

languages. In Indo-European languages, words tend to be made up of a relatively



stable root, and a system of affixes that are added on to this stem. Arabic words are
based instead on a root that normally consists of three consonants, and these three
consonants can be combined with different patterns of vowels to produce a whole
family of words that share an associated meaning. In addition, diglossia (that is the
existence of two different sets of words which often have the same referent, one for
formal use and the other for informal use) i1s an extremely important feature of
Arabic (section 2.3.1). Another key feature of Arabic is the short vowels. Short
vowels which are written above or below the consonant they follow (they are not
written in most modern Arabic texts) play an important role in determining the
meaning of words (A detailed description of the Arabic language is presented in
section 2.3 in Chapter Two, and language distance is discussed in4.4.1.1). The

present study, by examining vocabulary learning strategies used by AFL learners in

Saudi Arabia can, therefore, contribute significantly to the existing body of
knowledge on the topic.

1.4 The Purpose of the Study

The purpose of the present investigation into vocabulary learning strategies is
twofold: first, to explore the relationship between the use of vocabulary learning
strategies and success in language learning by identifying and comparing the
strategies that are used by both “successful” and “less successful” learners of Arabic
in Saudi Arabia; and second, to examine the effect of certain individual, situational
and social factors, which are relevant to the TAFL context in Saudi Arabia, on the

use of vocabulary learning strategies by AFL learners.

1.5 Research Questions

This study 1s an attempt to answer the following three main questions:

RQI: What are the vocabulary learning strategies employed by the successful and
less successful learners of Arabic as a Foreign Language (AFL) in the study?

RQ2: Does the use of vocabulary learning strategies vary significantly according to

certain individual, situational and social factors?

RQ3: Do students adopt specific strategies to cope with the problem of diglossia?



1.6 Overview of the Methodology

As explained in detail in Chapter Five, the methodological approach adopted for this
study is a combination of a ‘multiple cases’ approach (qualitative) and survey
(quantitative). The purpose of the multiple cases is to identify vocabulary learning
strategies used by some successful and less successful learners of Arabic. The survey
has been conducted to examine variations in vocabulary strategy use according to the
following factors: students’ first language, proficiency level, level of achievement,
course type, the variety of Arabic used outside class, and religious identity. The data
collection instruments of the study include:

e Diary-keeping followed by interview.

e Semi-structured interview following classroom observation.

e Structured questionnaire.

e Unstructured interview.

e Two background questionnaires.

1.7 Organisation of the Thesis

This thesis is comprised of eight chapters. Chapter One presents the background,
rationale, purpose, research questions and overview of the methodology pursued. It

also describes the organisation of the thesis. Chapter Two provides background

information about the TAFL context in Saudi Arabia and Arabic language.

Chapter Three is a literature review. This chapter discusses issues relating to the
definition of language learning strategies. It also reviews empirical studies on

vocabulary leamning strategies. Finally, it examines some taxonomies of language

learning strategies and of vocabulary learning strategies.

Chapter Four discusses the research issues for investigating vocabulary learning
strategies in the TAFL context. It includes a description of a proposed classification
of vocabulary learning strategies to serve as a general framework for this study. This

chapter also discusses issues relating to the relationship between vocabulary strategy

use and success. Finally, it examines the factors associated with vocabulary strategy

use that were investigated in this study.



Chapter Five i1s an explanation of the methodology of the study. It describes the
design of the instruments used in the multiple cases, the implementation of the pilot
study, and the adjustments that needed to be made to the methodology of the multiple

cases in the main data collection phase. It also describes the process of developing

the Vocabulary Strategy Questionnaire (VSQ) and its piloting.

Chapter Six analyses the data and reports the results of the multiple cases. Chapter
Seven analyses the data and reports the findings of the survey. Chapter Eight 1s a
discussion of the major findings of the study. It also discusses the implications of the

research findings for the teaching and learning of Arabic vocabulary, and provides

suggestions for future research.
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Chapter Two
BACKGROUND INFORMATION

2.1 Introduction

This chapter i1s divided into two main sections. The first section provides a detailed
account of the Teaching of Arabic as a Foreign Language (TAFL) in Saudi Arabia,
particularly at the Institute of Teaching Arabic to Non-Arabs (ITANA) where the
present study of vocabulary learning strategies was applied. A background
introduction to the TAFL situation in Saudi Arabia is necessary to understand the
context of this study and to facilitate later discussion of the findings. In the second
section, a linguistic description of Arabic will be given. This chapter, therefore,

serves as a background chapter for the present study of vocabulary learning

strategies.

2.2 Teaching Arabic as a Foreign Language

2.2.1 TAFL in Saudi Arabia

There are three TAFL centres apart from ITANA in Saudi Arabia. The oldest
institute 1in Saudi Arabia which specialises in teaching Arabic as a foreign language
1s the Arabic language division in Madinah. It is part of the Arabic College in the
Islamic University. The institute sets out to prepare Muslim students who have been

granted academic scholarships, by developing their ability to speak Arabic, so that

they will be capable of continuing their studies in the various colleges, particularly

the College of Shari‘ah and Islamic Studies and the College of Da‘wah and the

Principles of Islamic Religion.

The second centre 1s the Arabic Language Institute in Riyadh, which is an affiliate of
the King Sa‘ud University. It was established in 1974 with the following aims: to
teach Arabic to foreign students, to train teachers of Arabic as a foreign language,
and to carry out studies related to TAFL. The last centre is the Arabic Language
Institute 1n Makkah, which is an affiliate of the University of Um Al-Qura. This
centre operates according to the following objectives: to teach Arabic language and
literature to non-Arabic speaking Muslims, to train teachers of Arabic, to carry out

studies 1n the field, and to cooperate with other organisations in this field. ITANA is



1]

very similar to the three institutes interms of its goals and function, and it will be

described in the following sub-section.

2.2.2 TAFL at ITANA
The Institute of Teaching Arabic to Non-Arabs (ITANA), where this study of

vocabulary learning strategies has been conducted, was first established in 1977, as a

centre affiliated to the Arabic Language College within Al-Imam Muhammad Ibn
Sa<id Islamic University in Riyadh. In 1981 the centre was converted into an
independent educational unit under the name of the Institute of Teaching Arabic to
Non-Arabs with the objective of training non-Arabic speaking Muslim learners to a
level at which they can communicate comfortably in Arabic and enrol in the colleges
of Sharicah, Principles of Religion or Arabic Language within the University. It also
accepts non-Muslim students in the evening programme (2.2.2.2). The Institute also
aims to train and prepare teachers in the Arabic language and religious sciences, and
to qualify them linguistically and educationally. The Institute also organises training
seminars and courses for these teachers and assists in developing curricula and
teaching methods in Arabic and Islamic schools. The Institute is comprised of the
following departments: the linguistic preparation department, the Arabic language
and Islamic Sciences department, the department for the training of teachers of
Arabic as a foreign language, and the research unit. ITANA provides two

programmes (courses) in TAFL within the department of linguistic preparation.

These two programmes are described below.

2.2.2.1 The morning programme

The Core Programme (intensive) aims at qualifying and preparing the students from
the linguistic point of view, so that they are capable of continuing their studies in one
of the University colleges. The duration of study is two academic years and the
programme 1s divided into four levels, each spanning one academic term of sixteen
weeks. This course is held in the moming, five hours a day, five daysa week.
Examinations are taken on completion of each level in order to see whether students
are ready to proceed to the next level. A graduate from this programme is awarded a

Diploma in Language Preparation.
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Students who join this course come to Saudi Arabia primarily to study Arabic, and
the curriculum is designed to meet these students’ objectives. All the students are
Muslims and their reason for learning Arabic is to acquire the ability to read and
understand Standard Arabic.” Many of them are also interested in going on to higher
education in Arab universities, particularly in Saudi Arabia. The majorty of these
students live free of charge in the students’ accommodation on the University
Campus. As will be shown later (5.5.3), the participants in the multiple cases of this

study of vocabulary learning strategies have been selected from learners studying 1n

this programme. Table 2.1 below illustrates the study plan for this programme.

First level (16 Second level
weeks) (16 weeks)

Third level
(16 weeks)

Fourth level
(16 weeks)
No. of hours

No. of hours No. of hours

No. of hours

Interpretation
- I I AL B
neolog
i | | Yt
Jurisprudence

~ Hadeeth | - | 2 T 2 | @01
_Histoy | - O\ 000- | -

P L N ML A
comprehension
— Conversation | 7 | -1 - | -
—_ Composiion | - | —s5 1 3 | 2
— Writing | 5 [ 3 T 2 | 2
 Reading | 5 | — 5 | 4 | 3
 Grammar | 2 1 —4 | 4 | 3
~ Literatwre | - | — . | 2 |l 3
~__ Rhetoric_ | - 1 .} 0 0- | 2

teaching

Table 2.1. The study plan of the morning programme

o

W Wit

2.2.2.2 The evening programme

The Language Course Programme (non-intensive) is held during the evenings for
those people who work in Saudi Arabia and who do not speak Arabic, and are unable
to attend daytime courses due to their work commitments. The objectives of the
programme are to enable students to understand spoken and written Arabic, speak
Arabic fluently, read Arabic comfortably, and write in Arabic. In addition, it aims at

providing Muslim students with sufficient Arabic to enable them to increase their
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knowledge of Islam, and enabling non-Muslim students to understand Islam and to
appreciate Islamic civilisation, culture, history, hentage and Arabic literature. This
programme lasts for a period of three years and is divided into six levels: the
Elementary level (a), the Elementary level (b), the Intermediate level (a), the
Intermediate level (b), the Advanced level (a) and the Advanced level (b). Each level

lasts sixteen weeks. Students on this course study only on two days for six hours a

week. As with the morning course, examinations are held when the students finish
each level. Some of the students on this course are Muslims and some are not. Most
of the students learn Arabic in order to be able to communicate well, and to

understand the media. For reasons explained later (5.5.3), learners studying in this

programme have participated only in the survey part of the present study of
vocabulary learning strategies. Table 2.2 below shows the study plan for this

programme.

Elementary | Elementary | Intermediate | Intermediate | Advanced | Advanced
Course (a) | Course (b) | Course (a) | Course (b) | Course (a) | Course (b)
16 weeks 16 weeks 16 weeks 16 weeks 16 weeks 16 weeks

SUBJECT No. of No. of No. of No. of No. of No. of
Hours per | Hoursper | Hoursper | Hoursper | Hoursper | Hours per
week week week week week week

Listening

& 2
speaking
Rawoe | o | 2 | o | a2 | 2 | 2
waie | 1 | o |0 |0 |0 |4
ey DR I R R N
e I P P P

-
of teaching

Table 2.2 The study plan of the evening programme

2.2.2.3 Textbooks
At ITANA, the Teaching Arabic Series, which consists of thirty-seven textbooks, is

the core syllabus. It is a complete curriculum, comprising TAFL and the principles of

Islamic Sciences. The general aims of this series are 1) to qualify learners to study at

university level, 2) to enable learners to speak, read and write fluently, 3) to enable
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learners to understand the media, and 4) to provide learners with satisfactory
religious instruction. This series is written in Standard Arabic (2.3.1), and it is used

for both the moming and evening programmes.

2.2.2.4 TAFL classes
The teaching style followed at ITANA i1s generally a teacher-centred one. The

teaching method is a traditional one which is based on rote learning rather than
improving language skills through communication. The teacher-learner relationship
is relatively formal. The role of the learner as active agent in his/her own learning is

still ignored. Teachers rarely take into account different learning styles and

strategies, even though some teachers might attempt to deal with individual

differences on an ad hoc basis.

All teachers are native speakers of Arabic. They all hold a degree in Arabic
Language or Islamic Studies, plus an MA or diploma in TAFL obtained from an

Arab university. One notable advantage is the fact that the size of the classes is

relatively small, ranging from ten to twenty students per class.

2.3 The Arabic Language

Arabic belongs to the Semitic group of languages. It is the official language in all
Arabic countries. Arabic is a synthetic, or inflectional, language rather than an
analytic language, so there are major differences between the structure of Arabic and
that of English or other Indo-European languages. In simple terms, the syntactic
relationship of nouns in Arabic is indicated by case endings and verbs are inflected
by means of prefixes, infixes, and suffixes to indicate the various persons, numbers,
genders, derived forms, moods, and tenses, in contrast to English where, for
example, a separate word (noun or pronoun) is required to indicate the person. In the
following sections, the diglossic nature of Arabic, Arabic orthography, the
morphological system and lexicon of Arabic are described. Finally, the complexity of

vocabulary knowledge in Arabic is discussed (see Wright 1951and Holes 1995 for
more details about Arabic language).
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2.3.1 The phenomenon of diglossia
Diglossia has been defined as “a relatively stable language situation in which, 1n

addition to the primary dialects of the language (which may include a standard or
regional standards), there is a very divergent, highly codified (often grammatically
more complex) superposed variety, the vehicle of a large and respected body of

written literature, either of an earlier period or in another speech community, which

is learned largely by formal education and is used for most written and formal

spoken purposes but is not used by any sector of the community for ordinary

conversation.” (Ferguson 1959: 336).

Consistent with the above definition, there are two levels of Arabic found in all parts
of the Arabic-speaking world. On the one hand, there is Modern Standard Arabic
(MSA) which is used in formal situations, e.g. formal speeches, public lectures,
broadcasting, books and newspapers, and is understood throughout the Arab world.
All school materials in all subjects are also written in MSA. It should be noted that
MSA is based on and inspired by Classical Arabic — the language of the Quran, pre-
Islamic poetry, and the medieval classics of Arabic literature - and although 1t has

developed and acquired new vocabulary, it has kept in line with the characteristic

morphological, grammatical and syntactic properties of Classical Arabic. MSA 1s the

variety taught at ITANA and the term Standard Arabic is used in this study of
vocabulary learning strategies to refer to MSA.

On the other hand, each region has its own particular colloquial form of the language
that is used in informal conversations. This Colloquial Arabic 1s the actual language
of everyday activities, mainly spoken, and varies not only from one country to
another, but also from one area to another within each country. However, there is in
each case a standard or semi-standard colloquial form based on the dialect of the

capital city. In Saudi Arabia, for example, Riyadh dialect can be considered the

standard colloquial (see Prochazka 1988 for a survey and a description of the dialects
of Saudi ‘Arabia, and Aboheimed 1991 for a comparison between Standard Arabic
and Riyadh or Najdi dialect). These dialects are often dramatically different from
Standard Arabic in structure and vocabulary (Ryding 1995).



16

This diglossic situation in Arabic poses a problem to learners of Arabic as a foreign
language in presenting them with two varieties of the language and with double sets
of vocabulary items to learn. It i1s very common in Arabic to find different words in

different dialects (including Standard Arabic) for the same content or thought, for

example, iJ.\b /fawilah/ and s ;. > /tarabayzal/ for table'. Dealing with this diglossic

situation in Arabic classrooms 1s one of the “most formidable challenge[s] that faces
the teaching [of Arabic]” (Al-Batal 1995: 119). Furthermore, foreign students always
need opportunities to use newly acquired vocabulary in natural situations, but in the
TAFL context the opportunities for natural interaction with native Arabic speakers

are very few since most people speak Colloquial Arabic, which 1s different from

Standard Arabic, the variety that students are learning at ITANA.

In addition, between Standard Arabic and Colloquial Arabic there exists a variety of
intermediary Arabic called Educated Spoken Arabic (ESA), described as a result of
standard and colloquial fusion and thus containing elements of both spoken and
written Arabic. The pronunciation of ESA is very closely related to Standard Arabic
and 1t has a highly classical vocabulary, though there are differences in some aspects
of syntax and morphology (cf Ryding 1991). Educated Arabs of most nationalities
use ESA as a medium of spoken communication. It is the current informal language

used among educated Arabs, fulfilling their daily language needs (Abdul Aziz 1978,
see Mitchell 1986 for more details about ESA).

There are varnious approaches for handling diglossia within the teaching of Arabic as

a foreign language (Aboheimed 1991), which reflect different views about the

functions of the language within society. These approaches include:

1) Ignonng Standard Arabic and teaching a selected dialect in order to enable
students to become involved in the activities of daily life;

2) The adoption of Educated Spoken Arabic (ESA) because it is used and
understood by most educated Arabs (Ryding 1990):;

3) Providing two courses, one for Standard Arabic and the second for a chosen

dialect;

4) Teaching both Standard Arabic and a dialect simultaneously (Younes 1990); and

' Note: irregular spacing is because of combining English and Arabic.
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5) The adoption of Standard Arabic only. (For more details about how the diglossic

nature of Arabic has been dealt with in the classroom, see Al-Batal 1992, Younes
1990, 1995).

In ITANA, Standard Arabic is the vanety of Arabic taught. However, some teachers
at ITANA use ESA with their students in or out of class.

In the following sections, a description of orthography, morphology and lexicon of
Standard Arabic 1s provided.

2.3.2 Arabic orthography (script)
The Arabic wnting system, like the English system, is an alphabetic logographic
script where individual letters are assembled in order to create meaningful items

(Mitchell 1953). But, unlike European languages, Arabic 1s written from night to left.

The alphabet consists of twenty-eight letters (twenty-nine if « /hamzah/ is counted as
a separate letter), which are all consonants, although three of themi.e.\/alifl,

/wawl/, and s /yd, are also used as long vowels or diphthongs. Arabic also has three

short vowels (sounds), and there are no capital letters. The script is a cursive one, in
which most of the letters are written in slightly different forms according to whether
they stand alone or are joined to a following or preceding letter. The basic part of the

letter, however, remains unchanged. Some Arabic letters are attachable only to letters

preceding them, and some are attachable to letters preceding and following them.
This feature of Arabic orthography constitutes a major difficulty in Arabic writing
for non-native speakers (Al-Juhany 1990). Moreover, some letters have a similar
shape and are distinguished only by the presence/absence, position or number of

superscript or subscript dots. Every letter has four different forms, viz. isolated,

initial, medial and final. Table 2.3 below illustrates the Arabic letters.

Names of the letters Isolated form Transcription
R B B
;

Al
L
e



Table 2.3 Arabic letters

In Arabic, short vowels are indicated by diacritics and written above or below the

consonant they follow. The signs of these three vowels are respectively:

1. i~s/fathah’, a small diagonal stroke () above a consonant.
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2. iws /dammaly, a small ¢4 /wanw/ (’) above a consonant.

3. 5 /kasral/, a small diagonal stroke (_. ) under a consonant.

In addition to the three vowel signs, there is another sign called ¢ S /sukin/ which

indicates the absence of -a vowel after a consonant. It consists of a small circle
written above the consonant and it never appears at the beginning of a word. When a

consonant occurs twice without a vowel between, 1t is written only once and the sign

(' ), called s> /shaddaly/ is written above it. Letters which have sas above them are
commonly said to be ca—a=ae/mudaafl ‘doubled’. Unfortunately, in most modern

written and printed Arabic, no vowel signs, o5 or sas are given, and the reader has

to deduce them, and this feature of written Arabic causes problems for AFL learners,

particularly low-proficiency students. Regarding s;* /hamzalv, the rules governing

its wrniting are complicated and vary according to its position within the word, and

they cause problems not only for foreign learners, but also for native speakers of
Arabic.

In Arabic, at the ends of nouns and adjectives, when indefinite, the vowel signs are

written double. This means that they are to be pronounced with a final “n”. This is

called . — 45 /tanwin/ or nunation. When the noun is definite, it is indicated by the

definite article Ji /ul/ ‘the’, prefixed to the noun as one word. Although the definite

article has the same written shape, its pronunciation differs according to the

following letter, which causes a problem for foreign learners. Although there is no

indefinite article in Arabic, the presence of .. ,5 indicates that the noun on which it is

used 1s an indefinite noun.

Spelling in Arabic is regular in the sense that words are spelt as they are pronounced.
This does not mean that Arabic learners have no problems with Arabic spelling.

Obviously, spelling difficulties in Arabic do not arise, as is the case in the spelling of
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English, out of irregulanities in the sound-symbol relationship; instead, difficulties

come from learners’ inability to discriminate between certain sounds, e.g. short

vowels and long vowels (Al-Juhany 1990). Moreover, in certain words there are
some redundant letters, which are wrtten but not pronounced. On the other hand,
some words contain letters which are pronounced but should not be written. This

feature is evidence of the difficulty of Arabic writing (Al-Juhany 1990). Generally

speaking, the Arabic writing system is one of the major difficulties encountered by

foreign learners (Burj 1978), particularly students with a low-proficiency level (see

Mitchell 1953 for a detailed description of the Arabic writing system).

2.3.3 Arabic morphology
The most charactenistic feature of the Arabic language is that the great majority of its

words are built up from (or can be analysed down into) roots, each of which consists

of three consonants or radicals. A large number of four-radical verbal roots also
exists in Arabic, butthey are far out-numbered by the three-radical verbal roots. By

using these radicals as a base and by varying the vowelling of the simple root, and

adding prefixes, infixes, and suffixes, according to certain patterns, the actual words

are produced. Thus, from the root «1. /SLM/ ‘to be safe’ we derive:
P /sallama/ ‘to deliver’,

ol /aslama’  ‘to submit (also, to turn Muslim)’,

oAl JUstalama/ “to receive’,

oLl SUstaslama’ “to surrender’,

e /salam/  ‘peace’,

o\ /salamat’ “‘safety, well-being’, and

e /muslim/ ‘a Mushlim’.

Word forms derived from the triliteral roots, which retain the three basic consonants,

have associated patterns of meaning. This feature can help a great deal in the
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acquisition of Arabic vocabulary. In Arabic, there are three parts of speech: verbs,

nouns, and particles.

2.3.3.1 Verbs

The concept of verb 1s the same in Arabic as in English. Arabic verbs have only two
tenses. perfect and imperfect. In reality, these are not tenses, as the distinction
between them is not that of time. Rather, they indicate whether an action 1s complete
or not. The perfect denotes completed action, and the imperfect denotes an
incompleted action, irrespective of time. It is usually the case that the Arabic perfect
1s equivalent to the English past and that the Arabic imperfect is equivalent to the
English present or future. In the perfect, the finite verb is formed by means of

suffixes which strongly resemble the personal pronouns. In the imperfect, prefixes

and suffixes are both used.

Each root in Arabic has the potentiality of being expanded, by the systematic

addition of one or more affixes, into many other derived forms. Each of these derived

forms bears a specific semantic relationship to the simple verb. For example, }s
/qatala’ means ‘kill’, but |\ /qartala’ (with doubling of the middle radical) means

‘slaughter’. Similarly, ¥\& /ragatala’ (with prefixed < and a lengthening of the vowel

of the first radical J) means ‘fight one another’, and UL: /qutila/ 1s the passive voice

form of the verb.

All Arabic verbs, theoretically, are subject to a series of possible modifications of
form, some of which are in general use, and which entail corresponding
modifications in meaning, including passivity, transitivity, intransitivity,
intensification, the seeking ofthe fulfilment of an action etc. The devices employed
in the formation of these derived forms include, gemination (doubling) of root

consonants, vowel lengthening, prefixation, infixation and various combinations of

these.
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Regarding prefixes, some of them indicate the tense and the case of the verb attached

to it. Other prefixes determine the features of the subject (person, gender and

number). As for suffixes, some determine the tense, the case of the verb, and the

subject features, whereas other suffixes determine the features of the first object
pronoun (person, gender and number), or of the second object pronoun. It should be

noted that the vowelisation of the different prefixes and suffixes is fixed, but the

vowelisation of the last character of the stem is influenced by the suffix attached to

it. However, there some irregular verbs (e.g. casas /muda®at’ ‘doubled’ [its second

and third letters are identical in the trliteral, and its first and third letters and its

second and fourth letters are identical in the quadriliteral] and }—~ /mutall

‘defective’ [includes one or two defective letters among its radicals]) which need

special treatment after being generated using the morphological rules.

2.3.3.2 Nouns

In Arabic, adjectives, adverbs, and pronouns (in addition to proper nouns) are

classified as nouns. However, nouns -like verbs- are distiguished by the wealth of

derivatives from the root. For instance, from the root =5 /KTB/ ‘write’ are formed,

among others, the following nouns:

S /kaul  ‘wnter’,

w5  /maktal/ ‘something written,
WS /ktabal/ ‘wnting’,

S /kital/  ‘book’, and

S+ /maktaly/ ‘office’.

Regarding the adjective, it is only a noun used to descrnibe and is not considered a

separate pa& of speech. Not every noun pattern lends itself to this dual noun-

adjective usage, but many do. For example, \—a/jamil ‘pretty’ and ¢S /kariny

‘generous’ can be used either as nouns or as adjectives. The adjective in Arabic is

always placed after the noun, and 1t must agree with the noun that it qualifies. As for
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adverbs, the common way of rendering an adverb is to use the corresponding

adjective in the accusative.

Arabic nouns can be divided into two types: denominative nouns and deverbal nouns.
The first type is formed from other nouns, whereas the second one is derived from

verbs. The patterns of denominative nouns can be divided into two classes: primary

and derivative. The majority of the primary patterns are tnliteral such as ¢> /damm/
‘blood’ and 31— /yadd’/ ‘hand’. Those which have fewer or more than three radicals,

such as da—s /fundug’ ‘hotel’, constitute a small portion of Arabic nouns. The

derivative patterns may be formed either by internal change affecting the onginal

consonants and/or vowels, or by adding external phonemes to the onginal root.

These phonemes are usually defined as a5y} &, > “letters of addition’, consists of _y,

\: o (5, ‘.": 3 & < J,"

The deverbal nouns include verbal nouns, participles, the nouns of place, time and
instrument, and nouns of instance and kind. Like verbs, a deverbal noun 1s formed by

adding prefixes and suffixes to the stem. Regarding prefixes, some serve only like

conjunctions, others determine the case of the noun, and different prefixes indicate

whether the deverbal noun 1s declared with J! ‘the’. With respect to suffixes, some

determine whether the noun is feminine with s. Others indicate the case of the noun

and whether 1t 1s dual, masculine sound plural, or feminine sound plural, and
different kinds of suffixes determine the feature of the object pronouns. As in the
case of verbs, there are some irregular deverbal nouns in which their deverbal forms

generated from the morphological rules differ from their orthographical realisations

that appear in written text (Holes 1995).

Number

There are in Arabic three numbers, vis., singular, dual, and plural. As regards plural,
there are two kinds: the regular or sound plural which is formed by the addition of

suffixes to the singular and the irregular or broken plural formed by internal vowel
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change, or by the addition of prefixes, infixes and suffixes, according to one of more

than thirty patterns. Some examples of such plurals include

J, /walad/ ‘boy’, the plural of which is sY )l /°awlad’ “boys’ and
i /gally ‘heart’, the plural of which 1s < ,s /quiub’ ‘hearts’.

The dual category is -like sound plurals- also expressed by adding suffixes.

Gender

All the nouns in Arabic are either masculine or feminine, as there is no neuter

gender. The most common way of making the feminine form of a word 1s to add the

suffix (3) to the masculine form. However, there are exceptions, as some feminine
nouns lack this gender marker such as < /shams’ “sun’, and some masculine nouns

have feminine suffixes such as iils /khalifaly ‘caliph’.

Pronouns

Pronouns consist of personal pronouns, demonstrative pronouns, relative pronouns

and interrogative pronouns. Aside from the compound pronoun ! fiyya/+ “a

pronominal suffix”, the personal pronouns have two forms, “free” and “bound”. The
Arabic system of relative pronouns is relatively complex because of the existence of
a variety of forms depending on the number, gender or case of each pronoun.

Demonstratives agree in general with the number and gender of the object referred

to.

2.3.3.3 Particles

The particle 1s a word which does not convey any complete meaning until another
word 1s added to it, and does not have true roots or true patterns. Particles include
conjunctions, prepositions, and interjections. Arab grammarians used the term
‘letters’ for particles. Arabic letters or particles are divided into three groups. The

first group 1s used only with nouns, the second group is used only with verbs, and the

third group is used with both nouns and verbs.
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2.3.4 Arabic lexicon

The Arabic lexicon 1s structured by the various patterns for derivation of nouns and
verbs from existing roots, and most dictionaries are organised around these roots.
The historical Arabic Lexicon includes a vast number of words from different areas
and epochs. Thus, the lexicon of Standard Arabic is very rich. This richness is, as
Ferguson (1968) pointed out, the result of the long continued use of Classical Arabic
and its constant enrichment from dialect borrowings and new coinages. In practice,

only a small portion of this vast accumulated vocabulary is used.

At all peniods 1n its history, there have been borrowings into Arabic, primarily from
Indo-European and Semitic Languages, and a number of loanwords have been

recognised in the Holy Quran. In the modem period, the various colloquial dialects

have absorbed foreign vocabulary from the foreign cultures with which they have

been 1n contact. However, the scholarly establishment of the Arab World has always

resisted the absorption ofthis vocabulary into the written language. With the recent
technological and educational developments that have taken place in the Arab World,

a need has ansen for the transfer of technical concepts into Arabic in many fields.

This has been done in various ways:
1) Borrowing of a foreign word.

2) Integration of a foreign word morphologically and /or phonologically.

3) Analogical extension of an existing root.

4) Translation of a foreign word.

5) Semantic extension of an existing word.

Arabic language does not favour word composition (called in Arabic £ /nah?),

though there are some examples in Modern Arabic such as 4 £ /tahturbal/ = 3 5 £

/tata turbaly ‘subway’. In Arabic there is also a certain tendency toward simple

words rather than phrases. Thus for ‘restaurant’, csks /matany/ is used rather than =

SV /mahall ‘al-’akl/ ‘place for eating’. In addition, in the Arabic language, both

metaphor and simile play important parts, especially in Arabic literature.
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It 1s widely held that Arabic 1s extremely rich in synonyms, that it uses a multitude of
synonymous words for denoting the same object or concept. However, some of these
synonymous words are not really identical in meaning; there are differences, but

these differences are sometimes extremely fine. This wealth of near-synonyms may

be of great difficulty for foreign language learners.

Probably no feature of Arabic has attracted more comment, from Islamic Scholars in

the earliest times to Western observers today, than the reported existence of a great

many of words meaning both one thing and its opposite, such as 4= /hajada’ ‘to

sleep; be awake’, and 5 /tariba/ ‘become rich; become poor’. The great majority of

such words are no longer used (Holes 1995).

Now the Arabic orthography, Arabic morphology and Arabic lexicon have been

described, the following section will discuss the complexity of vocabulary
knowledge in Arabic.

2.3.S The complexity of vocabulary knowledge in Arabic

Vocabulary knowledge i1s complex and has been defined in various ways, and a great
deal has been written on the topic of what is meant by “knowing a word” mostly with
relevance to English (Richards 1976; Carter 1987a). According to Nation (1990),
knowing a word means knowing its form (spoken and written), its position
(grammatical péttern, collocations), its function (frequency, appropriateness), and its
meaning (concept, associations). Laufer (1990, 1997a) on the other hand, proposed a
shghtly different taxonomy of components of word-knowledge, consisting of form
(phonological, graphic, morphological), syntactic behaviour, meaning (referential,
associative, pragmatic) and relations with other words (paradigmatic and
syntagmatic). The above two lists of vocabulary knowledge components although
similar, reveal the multifaceted nature of word knowledge (See Hatch & Brown 1995

for a detailed description of the complexities involved in vocabulary knowledge).

In addition to the components of vocabulary knowledge that have been outlined for
English above, there are other features, which may be specific to the Arabic lexicon.

For example, the knowledge of root forms and word patterns is essential in learning
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Arabic words. Nearly all Arabic words can be theoretically reduced to “roots”
consisting of three (or sometimes four) radical consonants. Furthermore, these word
patterns are valid for a virtually unlimited number of other similar roots, so, if KTB
connotes “writing”, and QTL “killing”, and if KaTiB means “writer”, then one 1s not
surprised to learn that QaTilL means “murderer”, as this word pattern is applied to
produce a “doer” of an action. The ability to deduce the root from the pattern, and to
decide which pattern has been imposed on the root, is also an essential skill for the
use of an Arabic dictionary. This is because words are usually arranged in Arabic
dictionaries, not in continuous alphabetical order according to the word pattern, but
in alphabetical order of the roots from which they are derived, so the word KaTiB, for
example would be found under the entry for KTB (4.2.2). Although there 1s a large

number of nouns and particles which are not traceable back to a verbal root, they are

also arranged in the dictionary as if verbal roots existed for them.

Given the fact that Arabic is morphologically a highly structured language, Arabic
morphology is believed to be crucial to the acquisition of Arabic vocabulary, and
consequently for word knowledge. For example, knowing how to turn the past verb
(whether sound, defective, doubled or intact) into the present or the imperative forms
by adding the appropnate affixes, and knowing how to connect different pronouns to
different verb forms, to different nouns, and to prepositions are basic skills for
learning the Arabic lexicon. Familiarity with a wide range of morphological patterns

also leads to increasing success in guessing strategies.

In addition, awareness of the diglossic nature of Arabic, and making a distinction

between spoken words and written words are fundamental requirements for the user
of Arabic vocabulary. If students are not aware of the diglossic situation and of the
fact that some words are only used in formal writing, and other words are employed
only in informal conversations, they would make countless sociolinguistic errors in
using vocabulary (Y;)unes 1995). On the receptive side, students should also be able
to compréhend both standard vocabulary and colloquial vocabulary (ACTFL 1989).

Furthermore, given the fact that short vowels play an important role in Arabic script

in determining the meaning of some words, and taking into account that the symbols

used to represent these short vowels are almost always absent from modern written
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Arabic, the ability to vocalise the consonants by determining the short vowels from
context is a very important skill for recognising Arabic words, and foreign learners

are required to master this skill as early as possible. However, this aspect of learning
Arabic lexical items is found to be one of the major difficulties students face when
reading an Arabic text (Al-Juhany 1990).

So, knowing a word in Arabic means:
e Knowing a word’s root and its pattern;

e Knowing how to apply the morphological rules to a word to generate different
forms;

o Differentiating between spoken words and written words;

e Knowing how to deduce the short vowels from context.

These elements can be combined with other components (which have been listed at

the beginning of this section) to constitute the components of vocabulary knowledge
in Arabic.

To most foreign language learners, mastering all these aspects of vocabulary
knowledge may be too much to expect of them (Gu 1994), and “the learner may have
mastered some of the word’s properties but not the others” (Lauter 1997a: 142). It
should be noted that knowledge of a vocabulary item is very often a matter of degree:
second language learners (and even native speakers) have only partial knowledge of
the meaning of many of the words that they know. Moreover, the knowledge of

vocabulary differs greatly from learner to learner, even if they use the same

coursebook or the same strategy.

Vocabulary knowledge also involves two aspects: receptive (passive) knowledge and
productive (active) knowledge. Passive vocabulary refers to lexical items that can be
recognised and understood in the context of reading or listening; active vocabulary
refers to items which the learner can use correctly and appropriately in speaking or
writing. However, the boundaries between receptive and productive vocabulary are
not fixed (Melka 1997), and the relationship between an L2 learner’s passive and

active vocabularies remains rather unexplored (Laufer & Paribakht 1998).
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Vocabulary knowledge, however, should be viewed as “a continuum between ability
to make sense of a word and ability to activate the word automatically for productive
purposes’ (Faerch, Haastrup & Phillipson 1984: 100). These aspects of vocabulary
knowledge may be more complicated in Arabic than in English. This is due to the
diglossic nature of Arabic, where learmners often have two sets of words to deal with.
Receptively, learners of Arabic have to recognise and understand two kinds of lexical
items: one for listening (the informal forms), and the other for reading (the formal
forms). Productively, AFL learners also have to master the ability to use two types of

vocabulary items: one for speaking (in informal conversations) and the other for

writing or for formal conversations.

The relation of the notion of receptive and productive vocabulary to learning

strategies can be found in the fact that different kinds of strategies may be applied to
one or the other of the two aspects of vocabulary knowledge. Thus, some strategies,
such as guessing meaning, may contribute more to the passive side of lexical
knowledge, while strategies involving practice aid the development of the active side

of vocabulary knowledge (Nattinger 1988). In addition, productive learning of

vocabulary may involve more time and more strategies than receptive learning.

2.4 Chapter Summary

In this chapter, information about the situation of Teaching Arabic as a Foreign
Language (TAFL) 1n Saudi Arabia was provided. Four TAFL centres in Saudi Arabia
were described. The Institute of Teaching Arabic to Non-Arabs in Riyadh (ITANA),

where the present study of vocabulary learning strategies was applied, is one of them.

ITANA provides two TAFL courses. The first is an intensive course, held in the

morning, and the second is a non-intensive course, held in the evening.

In the second part of this chapter, a description of Arabic has been given. It was
highlighted that Arabic is diglossic. AFL learners at ITANA study the first variety
(Standard Arabic) in the class, and are exposed to the second variety (Colloquial
Arabic) outside the class. The chapter also provided a description of Arabic
orthography, Arabic morphology and Arabic lexicon. The chapter ended witha

discussion of the complexity of vocabulary knowledge in Arabic.
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Chapter Three
LITERATURE REVIEW

3.1 Introduction

This chapter is organised into three main sections. The first section discusses the
definition of the construct “strategy”. The second section 1s devoted to an
examination of the research that has been done on vocabulary learning strategies.
The third section considers some classification systems of language learning

strategies and also vocabulary learning strategies. The implications of the literature
for the present study will be highlighted in bold.

3.2 The Definition of the Construct “Strategy”

In any discussion of learning strategies, some statements regarding the construct of
‘strategy’ 1itself are needed. This is because a definition of learning strategy is not
universally agreed, and there 1s little consensus as to what actually constitutes a
learning strategy (Ellis 1994). Leaming strategies have been defined in a number of
different ways. Various strategy definitions are presented in Table 3.1 belowto

demonstrate the variation of emphasis among definitions in the literature.

Author Definition of learning strategies

[O)ptional means for exploiting available information to improve

Bialystok (1978:71)
competence in a second lang

Nisbet & Shucksmith (1986:24 - ]

Weinstein & Maver (1986:315)

[Blehaviours and thoughts that a learner engages in during leaming
and that are intended to influence the leamer’s encoding process

[T]echniques, approaches, or deliberate actions that students take in
order to facilitate the learning and recall of both linguistic and
content area information.

Chamot (1987:71)

Rubin (1987:23)

Wenden (1987:6)

Kirby (1988:230-231)
coherent plan to solve a problem.

Schmeck (1988:5) [A] sequence of procedures for accomplishing leamning, and the
pecific procedures within this sequence are called learning tactics.

[A] specific mental procedure for gathering, processing, associating,
categonising, rehearsing and retrieving information or patterned
skills. It 1s, in short, an act of learning viewed at the micro-level. It
is the basic unit of learning

[Alny behaviours or thoughts that facilitate encoding in such a way

Willing (1988:7)
that knowledgc_ Integration and retrieval are enhanced..... [they]
constitute organized plans of action designed to achieve a goal.

Weinstein (1988:291)

O’Malley &Chamot (1990:1) [T]he special thoughts or behaviours that individuals use to help
them comprehend, learn, or retain new information.
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Oxford (1990:8) [They] are specific actions taken by the learner to make leaming

easier, faster, more enjoyable, more self-directed, more effective,
and more transferrable to new situations.

Macintyre (1994:185) [Tlechmques to facilitate language leaming that are deliberately
chosen by the leamer.

Davies (1995: 50) [A] physical or mental action used consciously or unconsciously

with the intention of facilitating.....leamning

Cohen (1998:5) [They] constitute the steps or actions consciously sclected by
leamners either to improve the learing of a second language, the use
of it, or both.

Table 3.1 Selected definitions of learning strategies

It is clear from the definitions provided above that the diversity of definitions of
language learning strategies presents a number of problematic issues. Some of these
issues (terminology, processing and consciousness) will be considered briefly 1n the

following sub-sections, in order to work towards an operationalisation for this study.

3.2.1 Terminology

In the literature, the concept of strategy has been referred to as a technique (Stern
1975; Maclntyre 1994), tactic (Schmeck 1988), approach (Sanaoui 1995), learning
behaviour (Wesche 1979), learning process (Ellis 1985; Nunan 1991), procedure
(Farch & Kasper, 1986), move (Sarig 1987), study skill (Rothkopf 1988), problem-
solving technique (Bamnett 1988) and non-executive skill (Sternberg 1983). Such

diversity of terms causes confusion, and some difficulties i1n relating and

synthesizing the various research findings.

3.2.2 Processing

It is not clear whether strategies should be perceived as behavioural or mental or as
both. The definitions presented in Table 3.1 above can be categorised into three
groups in this respect. The first group sees strategies as essentially behavioural
(Wenden 1987; Oxford 1990). The second group views them as mental processes
(Willing 1988; Schmeck 1988; Kirby 1988). According to the third 