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Abstract

The traditional approach to language teaching has often focused on transmitting knowledge and
teaching skills, without emphasizing the importance of teaching learners how to learn . Learners
are expected to acquire the language through instruction and practice, but they may not be
explicitly taught how to develop their own learning strategies or how to become more self-
directed in their language learning. By the notion of learner-centred approaches , Learner
training in second or foreign language teaching has emerged which involves a variety of
activities, such as teaching learners how to set goals, how to use learning strategies effectively,
and how to monitor their own learning progress . According to the interesting fact of what we
mentioned , we are conducting this study to investigate the effect of metacognitive strategies
awareness on students' writing outcomes . The study involved a group of four (04) English
teachers who actively participate in providing data based on a perceptions’ questionnaire to
know their attitudes toward the concept of our topic , and fourty-four (44) first year students of
Abimezrag Elmokrani secondary school who were randomly assigned to either an experimental
group or a control group. The experimental group received instruction on metacognitive
strategies for writing, while the control group did not. Both groups were then given a pre/post
writing test, and their writing samples were analyzed for quality and effectiveness. The results of
the study indicate that students who received instruction on metacognitive strategies for writing
showed significant improvement in the quality and effectiveness of their writing compared to the
control group. Specifically, the experimental group demonstrated greater awareness of their
writing process, including planning, monitoring, and revising their work. They also demonstrated
greater ability to self-assess their writing and make improvements based on feedback. These

findings suggest that instruction on metacognitive strategies can be an effective approach for

vV



improving students' writing. By increasing students' awareness of their own thinking and
learning processes, instructors can help students become more effective writers. Further research
is needed to explore the long-term effects of metacognitive strategy instruction on writing ability
and to identify the most effective ways to incorporate this approach into writing instruction.

Key words : Learner-centeredness, learners awareness, metacognitive strategies , writing skill,

EFL learners.



List of Abbriviations

CALLA : Cognitive Academic Language Learning Approach
EFL : English as a Foreign Language

ESL : English as a Second Language

EG : Experimental Group

CG : Control Group

MLSs : Metacognitive Learning Strategies Use

VI



List of Tables

Table.1 .Teachers' Demographic Information .............cccoecieviiiiiiniiiiieniecee e 37
Table.2 .Teachers’ views on improving students’ writing performance through teaching
Metacognitive strategies in WIitten EXPreSSION .........ccceeerueereeriueerieenieenieeseeesreeseeeeees 39
Table.3 .Teachers’ views on the ability of making students more independent writers
through teaching Metacognitive strategies in written eXpression . .........cecceeeeereeenen. 41
Table.4 .Teachers responses on The frequency of incorporating metacognitive skills
instruction in wWritten eXpresSion I€SSOMS. ....eiviieciireiiieecieeecreeeiee e eree e 42
Table.5 .Teachers’ responses on the encountered barriers in teaching metacognitive
strategies N WITHEN EXPIESSION c...eeutietieriiietieeiteeteesiteeteesiteebeeseeeebeesabeenbeesneeeseesneeens 43
Table.6 .Teachers’ responses on the instructional practices in teaching metacognitive
strategies N WITHEN EXPIESSION c...eeutietieriiieiieeiteeteesiteeteesiteebeeseeeebeesaeeebeesneeeseesaeeens 44

Table.7 .Teachers’ views on the necessity of Including metacognitive strategies instruction

in written expression in teacher training Programs. ...........ceceereeerieerieenieeneeesieeneeeeens 45
Table.8 .Descriptives of pre-test writing scores in EG. ........ccooccoiviiiiiniiiiiiiiieceeee, 56
Table.9 .Descriptives of post-test writing scores in EG........ccccoooieviiiiiiiiiiiiieceies 56
Table.10 .Descriptives of the two writing scores in EG. .......ccccoceviiniiiiniininiinicccicne 57
Table.11 .Paired difference between the two writing scores in EG. .....cccccceviiniriinicnenee. 57
Table.12 .Descriptives of pre-test SCOTes i CG ....o.ueeiuiiiriiiiiiiiierieeeeee e 58
Table.13 .Descriptives of post-test writing Scores in CG. .......cevveeieeriieniieniieeiiecie e 59
Table.14 .Descriptives of the two writing Scores I CG .......ccceevveriiniineniineenieeicneenieeeene 59
Table.15 .Paired difference between the two writing scores in CG ........cocevvevieeiicnienennnene 60
Table.16 .Descriptives of the pre-test writing scores between EG and CG......................... 61

VII



Table 17 T-test of the pre-writing scores between EG and CG. ......c..ccoceeviiviinincicnicncnnene. 61
Table. 18 .Descriptives of post-writing scores between EG and CG. .........ccccoevvevveeniiennnnnn. 62

Table. 19 .T-test of post-test writing scores between EG and CG. ........ccccccvvevvvenveenieennnnnne. 62

VIII



List of Figures

Figure.1.Teachers' Gender ...............coccooiiiiiiiiiiiiiii et 38
Figure.2. Teachers' Ae...........cooooiiiiiiiiiiie e 38
Figure.3.Teachers’ Teaching EXperience................cccccooviiiiiiiiiiiiieniieeeie e 38

Figure.4.Teachers’ views on improving students’ writing performance through
teaching Metacognitive strategies in written expression ...............cccccocceevvieennnenn. 40
Figure.5.Teachers’ views on the ability of making students more independent writers
through teaching Metacognitive strategies in written expression ........................ 41
Figure.6.Teachers responses on The frequency of incorporating metacognitive skills
instruction in written expression 1eSSons. ..............cccccoeeviiiiiiiiinniiieniieeeeeee e 42
Figure.7.Teachers’ responses on the encountered barriers in teaching metacognitive
strategies in Written eXPresSion. ............cccccoeviiiiiiiieiiiie e 43
Figure.8.Teachers’ responses on the instructional practices in teaching metacognitive
strategies in Written eXPression. ............cocccoeeiiiiiiiieriiieeriee e 44

Figure.9.Teachers’ views on the necessity of Including metacognitive strategies

instruction in written expression in teacher training programs. ............................ 45
Figure.10.Histrogram of experimental group pre-test.................ccccooevevrriieniieeniveennnen. 56
Figure.11.Histrogram of experimental group post-test .................ccoccevviiiiniieenineennnnn. 57
Figure.12.Histrogram of paired differences in EG ..................c.ccoociiinininnn, 58
Figure.13.Histrogram of control group pre-test................cccoooviiviiiiniieeniieenee e, 59
Figure.14.Histrogram of control group post-test................ccccooeiiiviiiiniiiiniieciie e 59
Figure.15.Histrogram of paired differences in CG ...............cccccooiiniiniiininniinice 60
Figure.16.Individual value plot of EG pre-test ; CG pre-test..............c.cccccvveviiernnennnne. 62

IX



Figure.17.Individual value plot of EG post-test ; CG post-test .............ccocceevvierneennnnn. 63



Table of Contents

ACKNOWICAGEIMENLS .........oooiiiiiiiiiiiiiie ittt e e sttt e e st e e s sttt e e ssaabeeeesnabbeeeseasaaeeeanns I
DIICATIONS ..ottt ettt sttt et et st e saae e b e eaees I
ADSEFACE ...ttt ettt et ettt et st e v
List of ADDIIVIQTIONS .........ooiiiiiiii ettt VI
LAST Of TaDIES ...ttt ettt st VII
LSt OF FRGUI@S ...ttt e ettt e et e e et e e et e e enaaeesnneeennseees IX
General INtroduCtion ...............ccooiiiiiiiiii e 1
1. Background of STUAY .........cccooiiiiiiiiiieie ettt et e e ea 2
2.Problem SEatement ..........cocooiiiiiiiiiiii ettt ettt ea 3
3URESEATCH AIMIS ..ottt ettt ettt 3
4. ReSearch QUESTIOMS ..........cooouvviieiiiiiiiieeee e e e e e et e e e e e e e ee st eeeaeeeeas 3
S5.Research HYPOTRESES ...........ooooiiiiiiiiiiiiii et e st e e e saaeeeeas 4
6.Research SignifiCance ..............oooiiiiiiiiiiii e 4
7.Research Tools and Method ...t 4
8LRESEATCH STIUCTUIE ..ottt ettt e 5
Chapter One : Literature ReVIEW ...........ccccoiiiiiiiiiiiiiiee et 8
INErOAUCHION ...ttt ettt ettt et e e 8
SeCtion ONe : WIEIIE.........c.ooiiiiiiiecee ettt ettt 9
1.1.Definition of WItinG ..........cccooiiiiiiii ettt e s 9
1.2. Approaches to Teaching Writing................cccoooiiiiiiiiiiii e 9

1.2 1 Fre@ WG .....ooooiiiiiiiiece ettt et et e e et e e snaaeeeeaaeeeanes 9



1.2.2. The Communicative Approach ..................ccoooiiiiiiiiiiie e 11

1.2.3. The Product Based APProach ................ccooovviviiiiniiiiiiiiecieeeeeeee e 12
1.2.4. Process APProach..........cccooiiiiiiiiiiiiie e 14
Section Two : Metacognitive strategies in Writing...................ccoooveiiiiniiinniiicne e 17
2.1. Definition of Metacognition: ................ccooviiiiiiiiiiiiie e 17

2.2. Cognition and Metacognition .................ccceiiiiiiiiiiiieiiie e 17

2.3. The Development of Metacog@nition ..................ccooovvieiiiieniiiieiiiieneeee e 19

2.4. Components of Metacognition: .................ooooiieiiiiiiiiiiiiniie e 21

2.5. Metacognitive STrALEZIES ...................occueeeceieeeieieeiieeeieeeeieeesiteeseteesiaeesbeeesseeennseesnne 23
2.5.1.Memory-related Strategies...............ccocovveriiiiiiiiieeniieeieeeeee e 24
2.5.2.Compensatory Strate@ies ............ccceevuiiiiiiieniiieerieeeriee et e e sieeeeire e e 25

2.5.3. Affective Methods .............cooiiiiiiiiiiiie e 25
2.5.4.50CHal Strate@Ies ..........cc.ooviiiiiiiiiiiieceece e e 25

2.6. Metacognitive Strategies in Academic Writing................c.cccoviiiniiiiniiiniieeee e, 25

2.7. The Impact of Metacognition on Writing skKill....................ccococoniiiiniiinniin e, 27
COMCIUSION ...ttt ettt et e s bttt e sbte e e e saee e 29
Chapter Two : Research Methodology ...............c.oooiiiiiiiiiiiiiieeeecee e 30
INErOAUCHION ..ottt et ettt e e s e 32
LLRES@Arch DIESGIM .........ooiiiiiiiiiiiie et e et e et e e et e e et e e e e e eneeeennee s 32
I.1.Methodology of Research.............coccoooiiiiiiiiiiie e e 32
L.2.ReSearch Settings ............coocuiiiiiiiiiiiiiiieceece et 33
1.3.The Sample and Sampling DeSgin ................coooiiiiiiiiiiiieieeeeeeee e 33
I.4.Data Collection Instruments and Procedure....................c...coocoiiiiiiniinninee 33

XII



LA T INSTIUIMICIIES ..o e e e e e e e e e e e e e e e e e e e eaaeeeeanns 33

I.4.1.1.Teachers QUestioNNaAIre..............cccccuvvviiiiiiiiiiiiieee e 33
1.4.1.2.Classroom ODbServation ...........c..ccocceeiiiiiiiiiiiiiiniceceeee e 34
1.4.1.3.Students’ pre-test / POSt-test............ccoeviiiiiiiiiieriiieeiie e 34
II.Data Analysis and Interpretation of Results...................ccoccooiiiiiiniiiiiiieceee e 35
I1.1.Analysis and Interpretation of Teachers’ Questionnaire...................cccccoooiinincnn. 35
I1.1.1.Description of Teachers’ Questionnaire.................ccccceeviiiiriienniieniieeees 35
I1.1.2.Analysis and Interpretation of Results ....................ccccoooiiiniiiiniiiniis 36
I1.2. Discussion of Teachers’ Questionnaire Results........................ccoevvviiiiiiiiniiinnnnn. 48
I1.3.Analysis and Inerpretation of Students’ Tests................coccevrviiiiniiiiniieiie e 50
I1.3.1.Description of Students’ Pre/Post Test.............cccccveveviiiiiiiiniiieeeeeeeeeees 50
TL3.2.PartiCIPANES .....cocoviiiiiiiiiieeeee ettt et et eeebee e e e eanee s 50
TL.3.3.Procedure.......co..oooiiiiiiiiiecee e 51
TI.3.3 0. PIe-teSt ...t e 51
I1.3.3.2.The Metacognitive Training Phases.................cc.cccooiiiiniiiniiinnieeeeeee, 52
TI.3.3.3.POSE-TeST ...ttt s 55
I1.3.3.4. Analysis of Students Pre/Post Test.............c..coooviiiiiiiiiiiiniiiie e 55
11.3.3.4.1.Description of the Experimental Group results: ...................cccceeenene. 55
11.3.3.4.2.Findings and Interpretation of Paired t-test of Experimental Group ....58
11.3.3.4.3.Descriptions of the Control Group results: ..................cccooeiiiniiieninennnne. 58
I1.3.3.4.4.Findings and Interpretation of paired t-test of Control group............... 60
I1.3.3.4.5.Findings and Interpretation of pre-test means difference between EG
ANA CG....oo 62

XIII



I1.4.Discussion of Students’ Tests ReSULLS .........coiiimmoiiiiiee e e 64

ITL.General DISCUSSION .........coc.oiiiiiiiiiiiiiiiiieee ettt ettt saee e esaneens 66
IV.Limitations of the Study : ..o s 68
COMCIUSION ...ttt ettt ettt e s et esate s beesaee e 68
General COMCIUSION ..........c.cooiiiiiiiii et 70
Pedagogical Implications for Teachers .................cccoooiiiiiiiiiiiiiceeeee e 71
Suggestions for STUAENLS .................oooiiiiiiiiei et ee e eenabeeens 71
REFEIEIICES ...ttt sttt et e sate e b eaee

FaN 0] 053816 1o P

UBALA ettt ettt
RESUIME ...ttt ettt ettt et e sat e et esbe e et e sateebeesaees

X1V



General Introduction




General Introduction

1. Background of Study:

Dating back to the early 20th century. In 1910, John Dewey, an American philosopher and
educator, introduced the concept of metacognition in his book "How We Think." He argued that
the ability to reflect on one's own thinking process is essential for effective learning and
problem-solving. This idea laid the foundation for the study of metacognition in various fields,
including writing. In the 1970s, researchers began to explore the role of metacognition in
writing. The work of Hayes and Flower (1980) was particularly influential in this regard. They
proposed a model of the writing process that included three main stages: planning, generating,
and revising. They argued that metacognition played a critical role in each of these stages, with
writers using their knowledge of the writing process to regulate their thinking and adapt their

strategies as needed.

According to Alkharusi and Al-Mekhlafi (2016) who investigated the effect of
metacognitive strategy awareness on EFL students' writing , found that students who were taught
metacognitive strategies and made aware of their importance in the writing process showed
significant improvements in their writing performance. The authors concluded that
metacognitive strategy instruction can enhance EFL students' writing skills and recommended

that it be integrated into EFL writing instruction.

In the context of writing , Several studies have shown that LLSs can be taught explicitly
to EFL learners as part of writing instruction , learners can use cognitive strategies like
brainstorming and outlining to plan their writing, metacognitive strategies like setting goals and

self-evaluation to monitor their progress, affective strategies like self-motivation and reducing
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anxiety to manage their emotions towards writing, and social strategies like peer feedback and
collaboration to enhance their writing. By integrating LLSs instruction and training into language
learning programs, teachers can help learners become more effective and efficient language

learners.

2. Problem Statement:

Writing skills are crucial for learning a foreign language, and their development is
emphasize in both the Algerian educational framework and the global educational context.
Recent research has suggested that metacognitive strategies awareness can be a potential solution
to the challenges of EFL writing. Saito and Fujita (2014) found that explicit instruction in
metacognitive strategies improved EFL students' writing quality, Similarly, a study by Wang and
Zhang (2021) showed that metacognitive strategy training significantly enhanced EFL students'
writing performance. However, these studies have limited scope and do not provide a complete
comprehensive understanding of the effectiveness of metacognitive strategies in EFL writing
instruction. This research gap highlights the need for further empirical research to investigate the

effectiveness of metacognitive strategies in improving EFL students' writing performance.

3. Research Aims :

The current study seeks to address the research gap in the literature regarding the
effectiveness of metacognitive strategies in improving EFL writing performance, by identifying
the most effective strategies for promoting meaningful learning and improving writing

proficiency.

4. Research Questions:
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In the pursuit of the above mentionned aims, it is necessary to answer the following
questions :
Do EFL students possess the necessary metacognitive skills to create compositions of a high
quality ?
Does raising learners’ metacognitive knowledge and skills improve their writing abilities ?
To what extent are the EFL teachers aware of the importance of metacognitive strategies for the
writing skills ?
5.Research Hypotheses :

In this piece of research , we have hypothesize that

- students’ high metacognitive awareness and skills can lead to better writing outcomes.
6. Research Significance :

The importance of this study refers to the fact that there has been a poor integration of
metacognitive strategies to promote written expression learning and teaching in the secondary
school classroom . The results of the current research will be of great help for teachers to adopt
these strategies as effective instructional materials as well as to enable them control their
classrooms and create an atmosphere full of motivation and positive concurrence between
students’ writing performances . In addition , students will be extremly aware of the significance
of metacognitive knoweledge and understanding in developing their personal growth and
educational career .

7. Research Tools and Method
To reach the objectives set for this research , a mixed-method was adopted due to its

crucial importance in research . (William, 2007) praises on its importance saying that it allows

the researcher to ‘‘answer the research questions about both the complex nature of phenomenon
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from the participants’ point of view and the relationship between measurable variables’ (p.70).
Accordingly , this study is descriptive experimental in nature aims at exploring the of EFL
learners’ metacognitive strategies awareness on their writing abilities and performance ;
therefore , in order to investigate our research hypothesis , data were collected via three
instruments . The first is a questionnaire designed and administered for English teachers of Abi
Mezrag El Morkani secondary school , Bousaada , m’sila ; the second is descriptive observation
of classroom during the training phases ; and the third is a pre/post test designed for students to

determine the effectiveness of the intervention .
8. Research Structure

The structure of this paper contains of a general introduction , two main chapthers and
general conclusion . The general introduction provides the guidelines of this work , it identifies
the problem and present the questions , hypothesis , and methodology used . Concerning the first
chapter , it represents the theoritical study on the topic . It introduces the literature review
tackling the main ideas and theories about metacognitive strategies and their relation with
writing . While the second chapter is practical . It is devoted to the explanation of the research
design , the presentation of data collected from the three instruments , and interpretation of the
findings . In the general conclusion , a recaptulation of results is provided along with some

pedagogical implications for teachers , and suggestions for students .
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Introduction

Learning a foreign language requires the development of various skills, including listening,
speaking, reading, and writing. Of these, writing is often considered one of the most challenging
skills to develop, particularly for English as a foreign language (EFL) learners. The ability to
write effectively in English is essential for academic success and real-world communication
contexts. However, various instructional philosophies, resources, and methodologies has been
explored for improving writing instruction in EFL contexts. In recent years, there has been a
growing interest in the use of metacognitive strategies as a means of improving students' writing
outcomes. This chapter is a theoretical exploration that consists of two sections. The first section
offers an in-depth overview of the concept of writing, drawing on various definitions and
perspectives from experts in the field. The aim of this section is to provide a clear understanding
of the nature of writing and its significance in language learning. The second section of the
chapter focuses on metacognitive strategy awareness as a powerful tool for developing students'
writing outcomes. This section explores the concept of metacognition and its theoretical
foundations, as well as the role of metacognitive strategies in promoting effective writing
instruction. The section also highlights the empirical evidence supporting the effectiveness of
metacognitive strategy instruction in improving EFL writing performance. This chapter aims to
provide a theoretical foundation for the use of metacognitive strategies in promoting effective

writing instruction and supporting students' writing development.
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Section One : Writing

1.1.Definition of Writing

Undoutedly, writing is a complex notion to define , it is not captured from a single
perspective , however it lands itself to a diversified standpoints that vary from broad premises
into narrow descriptions . Notouriously , writing is definied as the ability to put down graphic
symbols , letters and words to form meaningful and well structured sentences , however , the act
of writing can exhibit beyond the fact of putting down graphic symbols all together as ( Viegele,
2002: 32) illustrated this point by stating “not only putting ones thoughts to paper as they occur,
but actually using writing to create new knowledge” . Along with , Hayland probed the dynamics
of writing by prioritising these elements : audience and context in this process .He regards
writing as “composing skills and knowledge about texts, context “. Moreover, writing can be
regarded as means of means of communication through which we communicate our ideas ,
thoughts and emotions .

To go further , writing has a social dimension since it fulfills many communicative
functions as Viegle has elaborated this point : “writing is also social because it is a social artefact
and is carried out in a social setting “ Consicely , one can stress that there is no agreed upon
definition of writing . Some researchers has described this skill from communicative dimension,

and others from social and pedagogical standpoints.

1.2. Approaches to Teaching Writing

1.2 .1 Free Writing

The free writing method is primarily premised on the idea that practicing writing

creatively improves one’s ability to produce top-quality writings. Free writing refers to the
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process in which pupils write without the teacher’s input. By doing this, they are driven to
prioritize fluency and content first. After students have written down their thoughts on papers,

the teacher steps in to provide criticism to improve grammatical accuracy.

There are two types of free writing: concentrated and unfocused. Students write about a
topic they choose themselves in focused free-writing. Due to the fact that the instructor delivers
comments at the very beginning of the exercise and allows students the chance to write freely,
his intervention is quite limited. Due to the lack of importance placed on grammar and spelling

during that phase, the teacher prioritizes the flexibility of writing instead.

Unfocused free writing views the latter as a personal hobby that entails recording any
thought that enters one’s head on paper. Short, cohesive passages may occasionally be produced
in this style of writing, but in many instances, pupils instead write unrelated, incoherent blocks.
However, the proponents of this strategy contend that despite the potential for non-coherent and
disjointed passages, this approach has the advantage of adding more spontaneity to the writing

process (Raimes, 1983).

In an experiment, Song and Minjong (1998) compared compositions that were controlled
with ones that were free. Students from two sections of the freshman reading course wrote a
practice conversation diary in which they were told to stress significance without receiving any
comments from the teacher. As a practice for controlled writing, students in other sections were
asked to respond to comprehension questions. They were expected to take into consideration
linguistic aspects and were given direction and comments from their teachers. The findings

showed that students who practiced controlled writing and received assessing feedback did not

10
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improve their composition quality as much as students who wrote discussion diaries and received

communicative feedback.

1.2.2. The Communicative Approach

A new approach to teaching languages appeared in the late 1960s and quickly gained
popularity because it meets the demands of the students and the teacher’ expectations, experts
strongly suggested that this method be used.According to the communicative perspective,
languge is Primarily used as a social communication tool.
Therefore , the goal and target audience are seen as important aspects of this method.
Students interact with circumstances from everyday life where they must negotiate meaning and
use writing for social as welStudents are expected to negotiate meaning in everyday setting .

Adding to that, the communicative approach lends a lot of emphasis to the writing’s
context. Writing and context are inextricably linked. The latter aids students in placing clear
limitations on what should be written and how the concepts might be better expressed.
According to Raimes (1983), the context is crucial to communicative writing exercises because
they give students the chance to become more aware of formality features and use content
appropriately depending on the audience and type of writing they are working with (3). As a
result, under this method, students are given assignments that prepare them for writing behavior.

Despite the rise of the communicative method, writing is still undervalued in educational
institutions. This omission of writing is largely attributable to the widely held misconception that
the communicative method places a narrow focus on speaking and listening. Takahashi (1995)
asserts that many people at the time shared the view that communication is only possible orally.

Thus, writing was seen as having less significance than speaking and listening. With little

11
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attention paid to compositional skills, EFL teachers were only interested in improving their

pupils’ oral communication abilities.
1.2.3. The Product Based Approach

The product-oriented paradigm is a method of writing instruction that emphasizes surface
sentence form and views writings as ‘‘contextually autonomous object’” (Hyland, 2002: 6). The
mechanical belief that human communication occurs when ideas are transferred from one mind
to another through the use of language is represented by the assumption that texts can exist
independently of one another. According to Hyland (2002), meaning is seen to be encoded
within phrases and texts and can only be decoded by individuals who possess the necessary
decoding abilities. Because the aim of instruction is to increase students’correctness, this
approach emphasizes the formal elements of sentences and texts. The product-based method
places an emphasis on language form, such as grammar, syntax, and mechanics, while focusing
on the learners’ ultimate output and ensuring error-free performance at the sentence level.
According to academics (e.g. Briere, 1966), this strategy places more emphasis on writing
quality than on writing quantity and fluency. This point of view has its roots in structuralism and
the bottom-up theory of processing. These developments are founded on the tenet that “’the
primary medium of language is oral: speech is language... speech has a priority in language
teaching °” according to Richards & Rogers (1986: 49). Thus, writing is viewed as inferior to and
merely a reinforcement of oral practices. The behaviorist characteristics of the product-oriented
approach are psychological.

According to the product approach, writing is the capacity to respond to a specific stimulus
in accordance with the definition of the appropriate response provided by a given authority. In

other words, writing is thought of as the capacity to follow the rules laid forth in a style manual
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for syntax, punctuation, and sentence structure without consideration of the reader, the goal of
the writing, or the context (Hyland, 2002). Because of this, the emphasis is mostly on the written
work as a whole rather than the steps that go into writing. Pincas offered an explanation of the
product approach in 1984; she believed that writing was essentially about linguistic knowledge
with special regard to the effective use of appropriate language, syntax, and coherent devices.
Pincas splits down the product approach into four stages, including familiarization, controlled
writing, guided writing, and free writing. She believed that a teacher should first provide a topic
that will spark conversation in the classroom, then explain the writing process and ask pupils to
compose a composition. The instructor may offer advice and comments as the pupils are writing,
with an emphasis on form rather than content. Such a strategy was deemed to be teacher-centered
by Pincas (10). Students are given a standard sample of text in typical product approach-oriented
classroom, and they are expected to follow the standard to create a new piece of writing. The
Product Approach Model has four key phases :

Stage one: After students have studied sample texts, the genre’s characteristics are
emphasized. When studying a formal letter, for instance, the significance of paragraphing and the
language used to make formal demands might be brought to the students’ attention. When a
student reads a narrative, they could concentrate on the devices the author uses to keep the story

interesting and where and how they are used.
Stage two: In this stage, the highlighted traits are deliberately practiced, typically alone.

Therefore, if students are studying a formal letter, they can be requested to practice using the
language that is used to make formal requests, such as by practicing the « I would be grateful if

you would » structure.
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Stage three: when the concepts are structured, is the most crucial. Those who support this

strategy contend that the control of language is equally, if not more, important than the
organizing of ideas.
Stage four: represents the culmination of the learning process. Students select from a

variety of writing assignments that are similar. Students use the language independently in order
to demonstrate their proficiency with it. The product process has also been thought to have a
number of drawbacks. One Such critique results from the fact that writing was assessed based on
the finished product with little consideration for grammatical accuracy, regardless of the overall
processes that, whenever present, should be taken into consideration when writing. In actuality,
neither educators nor students were interested in the challenging process of idea generation.
Scholars started to challenge the usefulness and efficiency of the product strategy as a result of
this insight. The latter has been accused of overemphasizing the form while completely ignoring
the substance, which has been blamed for destroying the students’ fluency in the name of
precision. Content refers to process abilities and textual knowledge. The emphasis, according to
White (1988), is on grammatical accuracy and conformity to established models or norms; yet,
copying models stifles rather than frees writers. There is little to no chance for the pupils to
contribute ideas or own concepts (Raimes, 1983). The inescapable result is that student writing’s
ideas and meaning—what it conveys to the reader, the purpose, and the audience—get little
consideration (Raimes, 1983, p. 75). An excessive focus on precision and form can result in
major “’writing blocks’’ (Halsted 1975, p. 82) as well as sterile and unimaginative works (Mahon

1992, p. 75).

1.2.4. Process Approach
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From a product-based to a process-based approach, writing instruction underwent a
paradigm shift in the 1980s. According to Hyland(2001), there are two primary causes for the
development of the process approach. The first of them is the scholars’ 55 acknowledgment of
the still- emerging area of ESL composition, and the second is the instructors’ recognition of the
demands of EFL students inside educational institutions. From a divergent viewpoint, Kroll
(1990) argued that the inefficiency and flaws of controlled composition and the product
approach were the driving forces behind the emergence of the process approach. He continues by
arguing that the traditional approaches neither stimulate thought and its expression nor encourage
creative thinking and writing, (15). These factors led a number of ESL academics and teachers to
start using the process writing approach broadly. The recently developed method disregards the
idea of writing as a product and views writing as a recursive process. The problem that arises as
a result is that the processes that make up the writing process are now more important than the
final texts themselves. In contrast to what has usually been held in the product approach, some
scholars think that editing is the final step in composition. The pre-established phases of the
writing process, such as prewriting, writing, and rewriting, as well as editing and publication,
may all be included in the process approach (Murray, 1992). Gocsik (2007) goes one step further
and connects the stages of the writing process to other issues that writers must deal with,
including: As a consequence of a protracted, arduous, and profoundly personal process in which
writers addressed a number of questions, arranging from what do I write, written essays do not,
in fact, “’fall from the sky.”” What audience am I speaking to? How should my essay be ?

Prewriting: the author researches and experiments with various before drafting stage. In

addition to talking, thinking, reading, listening to tapes and recordings, discussion, role-playing,

interviewing, and problem-solving, prewriting activities can also involve painting, chatting,

15



Chapter One : Literature Review

Making decisions, going to the library to do research, and similar things.According to research,
students who are encouraged to participate in a variety of prewriting activities have a higher
likelihood of succeeding in their writing assignments than those who are simply told to “’get to
work’’ on their writing without this kind of preparation (Parson 1985, p. 105).

Drafting: The writer develops the theme on paper during this phase. As a result of tough and

challenging beginnings, the writer may experience frustration and false starts. When using a
process-oriented writing strategy, the content rather than the writing’s mechanics is the main
focus.

Revising : the author modifies whatever they deem necessary. Additions and deletions,

modifications to the grammar, sentence structure, and organization, as well as total rewriting, are
all possible during revision. Researchers Glatthorn (1981), Wesdorp (1983), and others have
found that incorporating feedback from instructors or fellow students during the revision stage

results in better final products.
Editing: The editing stage is where the manuscript is polished. In addition to paying close

attention to mechanics like spelling, punctuation, grammar, and handwriting, the writer may also
make small lexical and syntactic adjustments.

Publishing : Delivering a written work to its target audience is referred to as publishing.
When a Student’s work is published for an audience other than the teacher, researchers Sommers
and Collins (1984) and others have discovered, pupils are more motivated to learn and perform
better. Potential audiences for student writing include classmates, fellow students, parents, and

friends.
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Section Two : Metacognitive strategies in writing

2.1. Definition of Metacognition:

Piaget first described metacognition as “’knowing the knowing and thinking the thinking’
in the formative years of cognitive development (1950) (Akturk & Sahin, 2011). “’the knowledge
and control children have over their own thinking and learning activities’’ in the context of
education and psychology (Baker & Brown, 1984). “’One’s knowledge concerning one’s own
cognitive processes and products or anything related to them’’ according to Flavell, is what is
meant by metacognition (Akturk &amp; Sahin, 2011). A further definition of metacognition by
Brown (1978) is * students’ awareness and organization of thinking processes that they use in
planned learning and problem-solving situations’’ (Akturk &amp; Sahin, 2011). Additionally,
Wellman (1985) described metacognition as “’thinking about thinking or a person’s cognition
about cognition’” (page 1). Metacognitive information (knowledge about our own and other
people’s cognitive processes) and metacognitive experiences (conscious cognitive or affective
sensations that accompany present behavior) are two aspects of metacognition that Flavell (1979)
first identified (Weil et al.,2013). According to Nazarieh (2016), “’Nisbet and Smith (1986) used
the term the seventh sense to refer to metacognition.”” Brown (1987) provided two elements of
metacognition in addition to Flavell’s classification: knowledge about cognition and regulation
of cognition. Later, J. E. Jacobs and Paris (1987) distinguished between declarative knowledge,

procedural knowledge, and conditional knowledge when describing knowledge about cognition.

2.2. Cognition and Metacognition

Researchers have been working to draw a clear line between the two hazy concepts of

cognition and metacognition for the last 20 years. To do this, it is necessary to look through the
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pertinent literature for theoretical insights Modals that emphasized the various connections and
discrepancies between the ideas described earlier. The ability needed to read a text differs from
the ability people use to check their understanding of the content. The former is an illustration of
cognitive ability, whereas the later one of metacognitive ability. The understanding of all
grammatical rules is cognitive, and the realization that we are better readers than writers has a
metacognitive quality. While feeling inadequate at imparting knowledge while instructing is a
cognitive experience, believing that one is close to and capable of solving a problem is a
metacognitive one. These instances could help reveal the fictitious barrier that separates
cognition from metacognition Cognition and metacognition are pervasive in language acquisition,
which involves students receiving information and having to solve issues. It is important to
describe the characteristics of metacognition so that they may be distinguished from cognition
related to information processing and problem solving. In order to accomplish cognitive goals,
metacognition entails active observation, followed by management and orchestration of
cognitive processes (Flavell, 1976). &quot;Monitoring, regulation, and the process of
orchestration&quot; (Brown 1977: 76); “’self interrogation and introspection’” (Brown, 1978); ©’
interpretation of ongoing experience’’ (Flavell ; Wellman, 1977); or &quot;simply making
judgments about what one could know or does not know’’ (Nelson 1996) are all examples of
monitoring, regulation, and the process of orchestration Metacognition and cognition initially
differ from one another in terms of content. The former dealt with cognition (a component of the
mental world), whereas the later deals with both real-world objects and their mental
representations. Flavell (179: 703) makes the following observation in this regard: “’The

substance of cognition contained objects, persons, events, physical phenomena, signals, etc.,
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skills to handle these entities, and knowledge about the tasks. The knowledge, abilities, and
information regarding cognition made up the contents of metacognition.

Further, there are differences between the roles of cognition and metacognition. The former’s
role is to address issues and make the processing of cognitive enterprises easier. The latter’s role
is to control how one uses their cognitive abilities when solving an issue. Again, Flavel stated in
his model of metacognition that while metacognition and cognition are similar in form and
quality and different in their content and functions, respectively. Their same ability to be learned,
forgotten, accurate or inaccurate, etc., sums up how similar they are. The ability of
metacognition and cognition to be conveyed is another area of commonality. Both of these are
demonstrable in terms of how information is expressed as true or false, subjective, shared, or
validated. Last but not least, in terms of declarative and procedural knowledge, Kluwe (1982)
identified two general components of metacognition. According to some researchers (such as Chi
1987), cognition and metacognition should be similar in terms of knowledge but distinct in terms
of abilities and knowledge. In metacognition, abilities are defined by metacognitive strategies,
while knowledge is determined by metacognitive knowledge. Information is extremely relevant
to the tasks (assignment, explanation, etc.) at the cognitive level. However, information at the
metacognitive level involves concepts and abilities, producing content with the goal of
understanding cognition.

2.3. The Development of Metacognition

According to Kuhn (2000), the acquisition of efficient cognitive strategies occurs gradually
throughout the metacognitive growth process. According to several academics, metacognition
seems to get better over time and with experience (Cross & Paris, 1988; Kuhn & Dean, 2004).

Between the ages of three and five, theory of mind begins to develop. Meta-memory and
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metacognitive knowledge evolve in the years that follow and get better with time. Metacognitive
abilities start to develop between the ages of eight and ten and continue to grow throughout the
following years. The next stage in the development of metacognition is the capacity to control
thought, with a notable improvement in monitoring and regulation occurring by the time a child
is 10 to 14 years old. The monitoring and evaluation of cognition are known to be slow-moving
processes; they may not be finished by adulthood. The development of metacognitive notions is
thought to be the final stage to manifest.

The integration of cognitive knowledge and cognitive regulation is made possible by
these theories. Since these theories reflect the children’s own thinking and learning, they are
created on their own volition. The metacognitive theories frequently start in one area of study
and then gradually move into other ones. They begin implicit and informal and gradually become
more structured and formal as time goes on. According to Kuhn and Dean (2004),
epistemological understanding is a defining trait of metacognitive growth. Preschoolers are seen
as realists who view believing and knowing as synonyms in the context of such a framework. To
put it another way, young children believe that everyone sees the same thing and that all views
represent the outside world. However, youngsters begin to have the capacity to recognize when a
belief is false by the age of four. Children may be able to discern between two people’ideas
during that stage, which academics refer to as absolutism. Many people realize by adolescence
that even experts disagree on some issues. Many people transition to multiplism (relativismBy
adulthood, people learn to handle ambiguity with ease, but they are still persuaded that there
must be better or worse ideas depending on the justification or supporting data (evaluative
epistemology). Children do not require much assistance to go through the first three phases,

according to Kuhn and Dean, but this is not the case when moving on to the fourth stage, which
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requires instructional effort.) at this point, where everything is seen as subjective and no beliefs
can be deemed infallible. Clearly, additional research is required to pinpoint the elements of
metacognition that emerge, when, and under what circumstances. Additionally, it is necessary to
ascertain whether the growth of one metacognitive component promotes the growth of another.
For instance, research by Lockl & Schneider (2002) shows that meta-memory is affected over
time by a higher level of theory of mind. According to Alexandre (1995), metacognitive
knowledge increases over the course of the academic year at a consistent, steady pace that is
consistent with the growth of the students’; intellectual capacity. Thus, the impact of intellect
neither increases nor decreases with time. Although it is thought that intelligence gives pupils a
good start in developing metacognition, it has no further influence on how it develops.

2.4. Components of Metacognition:

The most typical categorization of metacognition separates its two primary components.
According to the majority of academics, metacognition is made up of two important components:
knowledge of cognition and control of cognition (skills) (Jacob &amp; Paris, 1987; Schraw &
Moshman, 1995; Schraw, 1998; Brown, 1987; McCormick, 2003). It is thought that awareness of
one’s own cognition constitutes knowledge of cognition. Pressly (1985:4) stated that
metacognitive knowledge is ‘‘potentially conscious and controllable.’’Declarative, procedural,
and conditional knowledge are only a few of the three different but equally important types of
information that make up metacognitive knowledge (Paris et al., 1983). Scholars stress the
significant contribution that these three categories of metacognitive knowledge make to the fields
of education and academic performance when they are well coordinated and used. According to

Alexander (1997) and Pressly and Harris (2006), the latter is heavily dependent on metacognition.
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Declarative knowledge is the name given to the first aspect under the umbrella of
metacognitive knowledge. The latter comprises information, abilities, and methods for doing
tasks successfully (Zimmerman ; Risemburg, 1997). Declarative knowledge is just the ‘‘knowing
about things’’ or ‘‘knowing what’’ of something. It is described as ** knowledge about oneself as
a learner and about what influences ones performance’ (352) by Schraw & Mschman (1995).
Various types of declarative knowledge were identified by Flavell (1979) along the features of
self or person, strategies or actions, and task.

Another component of metacognitive knowledge is procedural knowledge. It relates to
understanding the implementation, usage, and application of practices, such as learning strategies
or activities, to take advantage of declarative knowledge and accomplish objectives. Knowing
how to accomplish things is related to procedural knowledge. Procedural knowledge is thought
to be the key to academic achievement in education; successful learners are thought to have a lot
more automatic, accurate, and effective procedural knowledge than unskilled students.

Ultimately, it is also believed that conditional knowledge is the third subcomponent of
metacognitive knowledge. It pertains the capacity to understand when and why to use particular
tactics, steps, techniques, and abilities (McCormik, 2003; Schraw, 1998). According to Garner in
1990, “’conditional knowledge °’ refers to understanding when and why to employ procedural
and declarative knowledge. With rapport to learning , conditional knowledge of successful
learners makes them very nimble and adaptable in their use of strategy. McCormic (2003: 80) .

A secondary important component of metacognition is the regulation of cognition, often
known as metacognitive control. In order to take charge of their own thought and learning
processes, learners are thought to engage in a variety of behaviors and activities. Planning,

monitoring, and evaluation each include three main components, according to the study literature
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that is currently available (Jacobs &amp; Paris, 1987). Making predictions before reading is an
example of planning. Planning entails choosing appropriate tactics and providing effective
resources for achieving goals. Setting goals, using existing information, and managing time are
all parts of planning.

Concerning monitoring, it is thought to involve the self-testing abilities required to
master and control learning. Monitoring is defined as a critical evaluation of the effectiveness of

[

the strategies or plans being implemented. Schraw (1998: 115) refers to it as *° ones online
awareness of comprehension and task performance.’” Self-testing implementation is viewed as a
specific example of monitoring when it occurs in a learning setting.

Last but not least, evaluation is the process of assessing the progress made toward a goal
and may result in additional planning, monitoring, and evaluation. Reassessing one’s
accomplishments, techniques, and conclusions is one such instance ,utilized to achieve a goal .

In brief, one may claim that it is absolutely necessary to take into account two important
factors in relation to metacognitive knowledge and regulation. Firstly, experience and knowledge
are connected in metacognition in a way that each completes and enhances the other. Second, it
is thought that metacognitive knowledge and metacognitive regulation are naturally domain-
general and that they both cover an array of topics, domains, and disciplines. Teachers need to
comprehend the taxonomy, categorization, and application of these metacognitive components in
the educational enterprise, as well as the type of relationship that exists between them.
Additionally, teachers must persuade their students of the absolute necessity of putting into

action and being acquainted with the aforementioned aspect.

2.5. Metacognitive Strategies
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Metacognitive Strategies are employed for managing the learning process overall. These
include determining one’s own learning style preferences and needs, planning for an L2 task,
gathering and organizing materials, setting up a study space and a schedule, monitoring mistakes,
and assessing task success as well as the effectiveness of any type of learning strategy.
According to Purpura (1999), learning foreign languages among native English speakers has
&quot;a significant, positive, direct effect on cognitive strategy use, providing clear evidence
that metacognitive strategy use has an executive function over cognitive strategy use in task
completion&quot; (p. 289;emphasis added).

Metacognitive methods have been shown to frequently be excellent predictors of L2
competency in studies of EFL learners from different countries (Dreyer & Oxford, 1996). An
“’executive’’function is denoted by the phrase ‘’metacognitive strategy’” which in information
processing theory refers to the method that learners employ to control, monitor, and assess their
learning activities. Simply said, learners utilize metacognitive strategies to manage their
cognition and learning process. These strategies include skills, methods, ways of thinking, and
actions. The following section will provide a more thorough presentation of the features and
functions of metacognitive strategies.

2.5.1.Memory-related Strategies

Memory-related strategies help learners connect one L2 idea or object with another,
although they may not always require in-depth comprehension. A variety of memory-related
techniques allow students to learn and recall information in an organized string (e.g., acronyms),
whereas other methods facilitate learning and retrieval through sounds (e.g., thyming), images
(e.g., a mental image of the word itself or its meaning), a combination of sounds and images (e.g.,

the keyword method), body movement (e.g., total physical response), mechanical means (e.g.,
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flashcards), or location Memory-related writing tactics focus on recalling terminology (often
during a brainstorming exercise) and significant subtopics, facts, or issues that need to be

addressed in the work.
2.5.2.Compensatory Strategies

Compensatory strategies assist learner to bridge their deficiency, which involve
“’talking/writing around’’ the missing word to facilitate speaking and writing. Avoidance
strategies include guessing from the context in listening and reading, using synonyms, gestures,
or pausing words while speaking. In order to avoid becoming bogged down by inadequate
vocabulary, spelling, or grammar abilities, compensatory or avoidance methods are crucial when
writing.
2.5.3.Affective Methods

Affective methods are such assessing one’s mood and level of worry, discussing feelings,
rewarding oneself for accomplishments, and using deep breathing or encouraging self-talk. They

have been demonstrated to be strongly connected to L2 competence.
2.5.4.Social Strategies

Such as asking questions to get confirmation, seeking clarification on a confusing point,
requesting assistance with a language task, conversing with a native speaker conversation partner,
and exploring cultural and social norms, aid language learners in interacting with others and
understanding the target culture in addition to the language. Within the context of pair or group
work, social methods may be used in the preparation and evaluation of writing. While writing
independently in class, students may be allowed to consult one another for help with vocabulary,

spelling, or grammar issues (unless the assignment is a summative exam).

2.6. Metacognitive Strategies in Academic Writing
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One of the first academics to use the word ‘’metacognition’’ in the context of education
was Flavell (1979). The researcher claims that metacognitive knowledge and metacognitive
experience make up metacognition. According to Xing, Wang, and Spenser (2008) on page 46,
metacognitive techniques are mental executive functions that help *’ control cognitive activities
and to ensure a cognitive goal is achieved °° There are many different categories for
metacognitive writing processes, however in this study the Planning, Monitoring, and Evaluating
taxonomies were used as the model (Mu,2005; Diaz, 2013). Accordingly, thinking about the
writing process, including its planning, monitoring, and self-evaluation of what has been written,
constitutes metacognitive writing strategies. More specifically, the writer manages, directs,
regulates, and steers the output of his or her writing through the abilities of planning, monitoring,
and reviewing. Simply said, metacognition is the process through which students think about
their own thinking (King,2004). In relation to writing in particular, metacognition is concerned
with how students comprehend their own writing procedures and how they modify their
procedures in response to changing demands. The goal of this paper is to train teachers and
students to teach and learn with metacognition. It also aims to promote the integration of
metacognition into academic writing instruction to improve writing instruction by emphasizing
approaches to writing instruction (i.e.,process and product approaches).

The effect of techniques on writing abilities has been the subject of research. Writing
has traditionally been thought of as a simple, straightforward process. Contemporary writing
models; however, define writing as a process rather than a final product. The process of writing
involves cognitive, linguistic, affective, behavioral and physical components. The application of

MLSs in writing should be viewed as part of ‘process writing’ research (Manchon, De Larois, &
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Murphy,2007) because MLSs are used in the process of writing and are only useful when used
during the writing.
2.7. The Impact of Metacognition on Writing skill

Such a diverging pattern was described in a recent study by Lin et al. (2007). Based on
interviewswith authors who were generally progressing and writers who were having difficulty,
the researchers discovered striking and significant contrasts in metacognitive writing expertise.
101 for all grade levels and skill levels. The most comprehensive and in-depth metacognitive
grasp of writing was shown by older, generally developing writers. Only concrete and basic
writing expertise was possessed by younger, normally emerging writers and struggling writers of
all ages. In particular, poor writers not only began school with less metacognitive knowledge
than their typically developing classmates, but they also grew at a slower rate. As a result, the
gap between the metacognitive information held by generally growing and struggling authors
widened over time.

Graham, Schwartz, and MacArthur (1993) demonstrate the metacoitive knowledge gaps
between struggling writers with learning difficulties and typically developing authors in the
fourth, fifth, seventh, and eighth grades. according to Lin et al. (2007). Typical responses from
budding authors to the question ’What is good writing?’’ include having a beginning, middle,
and end as well as drafting, revising, and editing the work. A good piece of writing, on the other
hand, is clean, perfectly formed, and stays on the baseline, and every word is spelled correctly,
according to struggling writers. The general response from budding authors when asked **What
do good writers do? >’ was ¢’ They read it over and see if they have everything the way they want

it”’ think of very creative ideas and ‘’They elaborate.”” Contrarily, amateur writers thought.
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Saddler and Graham (2007) reported significant disparities in the understanding of the
value and purpose of writing between better and less proficient authors. The results show that
experienced writers were more most likely to be able to explain how writing helped them in
school. They went into detail, stating things like, “’It will help when we go to college’” and “’It
helps the teacher understand you.’’ It was discovered that knowledgeable writers have a great
capacity to explain how writing helps to promote their future professional achievement. Make
more money, “You might be a lawyer and have to write a persuasive story,”” and ’If you want
to be a doctor, you could take special notes’” were among the typical comments (p. 241).

In order to further explain the impact metacognitive knowledge has on writing, the
researcher believes it is essential to study through the appropriate research literature in search of
theoretical as well as empirical studies that have looked into the matter. Numerous studies have
been done on the nature and importance of metacognitive writing knowledge (e.g., Donovan &
Smolkin, 2006; Graham, 2006; McCutchen, 1986, 2000; Pressley & Harris, 2006; Wong, 1999).
All 100 studies concur that the growth and efficacy of writing are significantly influenced by
metacognitive knowledge, which follows a specific trajectory. Overall, the results demonstrated
that ineffective composers were unaware of the purposes of composition and believed it to be of
little value or personal relevance. However, proficient writers are fully aware of the
characteristics and (Donovan & Smolkin, 2006; Englert & Thomas, 1987; Graham & Harris,
2003) Writing genres, approaches, and conventions well. This includes both more widely-liked
genres like narrative essays and personal essays as well as more sophisticated and uncommon

ones like poetry or argumentative writing.
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Conclusion

This chapter examined various teaching methods for teaching EFL writing . We paid close
attention to the process and product approaches because they represent the basis of the current
research. Moreover, this chapter emphasized the ideas and methods of teaching writing that each
movement takes. It is surprising that just one or the other approach has ever been employed
solely in writing education. Then, we attempted also to clarify the other variable of the study,
metacognition. The latter is difficult to define historically and does not lend itself to a single
definition. The incredible contribution that metacognition contributes to the learning capacities
of EFL students has been highlighted by academics. It is a tendency that is developing to the
point that keeping up with developments in its various sub-fields is becoming too difficult.
Metacognition is viewed as a mystical, philosophical, and perplexing approach to language
learning in general by academics, instructors, and students. This is because to the topic’s highly

abstract character and the linked, scrutinizing-connected scope of interest.
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CHAPTER TWO : Research Methodology and Design and Discussion of Results

Introduction

This chapter serves as the investigation part of the research study. The primary objective
of this section is to discern impact of learners’ awareness of metacognitive strategies on their
writing skills. It unveils the overarching approach that underpins this research, providing a
comprehensive understanding of its underlying principles. Moreover, it vividly illustrates the
contextual framework and introduces the participants involved in this study, offering valuable
insights into their roles and contributions. Additionally, it explores the meticulously selected data
gathering tools employed to collect data from the teachers and from the conducted experimental
work, ensuring a robust and comprehensive dataset. Furthermore, it sets forth the compelling
findings derived from a range of sources, including the insightful questionnaire administered to
teachers, the rigorous pretest-posttest evaluations, and the astute observations made by the
researchers themselves. In conclusion, this chapter not only puts forth enlightening
recommendations and pedagogical implications but also encapsulates its essence with a

discerning conclusion.

I. Research Desgin

I. 1.Methodology of Research

The current research study employed a mixed research method, utilizing both
experimental and descriptive approaches. The objective was twofold: firstly, to examine the
effectiveness of metacognitive strategy awareness on EFL learners’ writing skills, and secondly,
to explore teachers’ perceptions of metacognitive strategy-based instruction. To ensure
methodological rigor and credibility, a combination of quantitative and qualitative data collection

methods was employed. Quantitative data was collected through a questionnaire and pre/post test,
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while qualitative data was gathered through classroom observations. The quantitative data was
analyzed using appropriate statistical techniques, including descriptive statistics and inferential
tests, while the qualitative data was subjected to thorough thematic analysis.

I. 2.Research Settings

This study is conducted in first year classes of Abimezrag Elmokrani secondary school,
Bousaada, M’sila . During the academic year 2022/2023. The data are collected from English

teachers and first year students pertaining to the above-mentioned secondary school .
I. 3.The Sample and Sampling Desgin

The participants of this research consist of English teachers and first-year secondary school
students from Abimezrag Elmokrani secondary school, specifically during the academic year
2022/2023. The study involves a total of four female English teachers and fourty-five (44)
students, selected randomly from a whole population of 120 first-year secondary school students

including 30 females and 14 males.

I. 4.Data Collection Instruments and Procedure

I. 4.1.Instruments

In order to examine the research hypothesis and address the research questions
effectively, three research instruments were employed to collect the necessary data. Firstly, a
questionnaire was administered to teachers, aiming to gather valuable insights and perspectives.
Secondly, a pre-test and post-test were designed to assess the influence of students’
metacognitive strategies awareness on their written performance. Additionally the observation
was also employed to sustain the obtained data. These carefully chosen research instruments

provide a robust foundation for analyzing the data and obtaining meaningful results.

I. 4.1.1.Teachers Questionnaire
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The primary aim of the teachers’ questionnaire is to evaluate their perceptions regarding
metacognitive strategies instruction and its potential to enhance the writing skills of EFL learners.
This instrument seeks to gather valuable insights through teachers’ own perceptions and
reflections on writing, as well as their practical implementation strategies for teaching this skill.
By exploring teachers’ perspectives and experiences, the questionnaire provides a
comprehensive understanding of the role of metacognitive strategies in writing instruction and
their potential impact on learners’ proficiency.

I. 4.1.2.Classroom Observation

As a second data gathering instrument, a class observation was adopted to provide
valuable insights into how students approach the writing process; observations are data collection
research tools which require immersing the researcher himself or herself in the research
atmosphere , to observe the setting , interraction , relationships , actions , and events’ dimentions
(Mason: 1996) . So as for that , we started the observation from the pre-test to the training
activities and finished by the post-test in order to cover every event and tell the whole story of
classroom life . In addition , we tried to be closed to both students and teachers to offer a clear
image about the nature of teaching and learning writing and the main encountered challenges

and obstacles in this field .

I. 4.1.3.Students’ pre-test / post-test

The primary objective of this instrument is to gather data for assessing students’ writing
performance. Both the experimental and control groups are required to undertake a pre-test and a
post-writing test. However, the experimental group received over an intervention period of five
weeks , series of metacognitive strategies instruction sessions. This process aims to determine

whether there is any significant improvement in writing performance over the course of the

34



Chapter two : Research Methodology

training . By analyzing the results of these tests, valuable insights can be gained regarding the

progress and development of students’ writing skills and outcomes throughout the study .

II. Data Analysis and Interpretation of Results
II. 1.Analysis and Interpretation of Teachers’ Questionnaire

II. 1.1.Description of Teachers’ Questionnaire

The questionnaire was administered tofour (04) EFL teachers from Abimezrag Elmokrani
secondary school. This questionnaire design is intended to gain an exploration of teachers’
insights , enabling a deeper understanding of their perceptions. It encompasses 13 questions
divided into three main sections, maintaining a consistent structure throughout. The first section
focuses on gathering demographic information and consists of three questions aimed at
understanding the background of the teachers. Moving on to the second section, it delves into
teachers’ perceptions regarding metacognitive strategies instruction. This section comprises
seven close-ended questions. Lastly, the third section comprises three open- ended questions
designed to elicit valuable comments and suggestions related to the issue at hand.

Section One: Demographic Information

In this section, the respondents are asked to provide us with their gender,age and teaching
experience .
Section Two : Teachers’ Perceptions on Metacognitive Strategies Instruction

This section is devoted to gathering data regarding teachers’ perceptions of instruction in
Metacognitive strategies. Question (04) aims to explore how each teacher personally defines
metacognitive strategies in written expression from their personal viewpoint. Question (05) seeks
to determine the extent of agreement or disagreement among teachers regarding the effectiveness

of teaching metacognitive strategies in improving students’ writing performance. In question
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(06), we inquire about teachers’ agreement or disagreement on whether teaching metacognitive
strategies in written expression helps students become more independent writers. The seventh
question (07) tends to know the frequency of incorporating metacognitive skills instruction into
teachers’” written expression lessons. Moving on to question (08), we investigate the obstacles
teachers face when teaching metacognitive strategies in written expression. Question (09) delves
into the instructional practices employed by teachers to teach metacognitive strategies in written
expression. Finally, question (10) is aimed at gathering insights into the perceived necessity of
integrating metacognitive strategies instruction in written expression within teacher training
programs.

Section Three : Teachers’ Suggestions

This section is dedicated to capturing teachers’ valuable opinions, comments, and
suggestions. The first question focuses on exploring teachers’ perspectives on assessing students’
metacognitive strategies in written expression. Moving on, the second question seeks insightful
advice from experienced teachers to support beginners in effectively teaching Metacognitive
strategies in written expression. Lastly, the third question is designed to collect additional
comments or suggestions regarding the teaching of Metacognitive strategies in written

expression from teachers.

II. 1.2.Analysis and Interpretation of Results
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Section one : Teachers’ Demographic Information

Table.1.Teachers' Demographic Information

_Teachers’ Demographic information
Number Percentage
Male Female Male Female
1.Gender 00 04 0% 100%
1. Age Under 00 00 0% 0%
25
26-35 00 00 0% 0%
36-45 00 01 0% 25%
46-55 00 02 0% 50%
56 or| 00 01 0% 25%
more
3.Teaching 10-20 00 01 0% 25%
Experience
over 20 00 03 0% 75%
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0%
’g{ H Male
A Femal
100%
Figure.1.Teachers' Gender
60%
50%
50%
40%
®under 25
30% 25% 25% B26-35
036-45
20% m46-55
10% B 56 or more
0% 0%
0% T
under 25 26-35 36-45 46-55 56 or
more

Figure.2.Teachers' Age

m10--20

75%
20 o0r
more

Figure.3.Teachers’ Teaching Experience
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Our participants in the first question were asked about their gender as the table and figure
above show that all of them (100%) are female teachers . the second question was about their
age as it is illustrated , (25%) between 36-45 , ( 50%) between 46-55 and (25%) more than 55
years old . Whereas in the third question teachers were asked about their teaching experiences ,

the oldest one has an experience of 32 years , the other one 29 years , another 23 years and the

newest one has 18 years of experience .
Section two : Teachers’ Perceptions on Metacognitive Strategies Instruction

Question 04 : how do you define metacognitive strategies in written expression ?

Our participants were required to give definitions of metacognitive strategies in written
expression from their own perceptions . The different definitions of teachers centered on a core
idea that consider these strategies as a set of cognitive skills or techniques that can be
consciously applied to improve students’ writing performance . Besides , some of the teachers
view metacognitive strategies in written expression as a way to overcome common writing
challenges, such as students’ block or lack of motivation. By consciously applying metacognitive
strategies, these students may be able to break down the writing process into manageable steps
and avoid feeling overwhelmed. Others percieve these strategies as a powerful tool for
developing students’ metacognitive skills and adapting their strategies to fit the demands of each
writing task, students become more effective, efficient, and reflective in their writing practices.
Which bring us to a point that teachers have positive vision towards metacognitive strategies and
their effects on students’ writing
Question 05 : To what extent do you agree or disagree that teaching metacognitive
strategies in written expression can improve students' writing performance?

Table.2.Teachers’ views on improving students’ writing performance through teaching
Metacognitive strategies in written expression
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Options Number of respondents Percentage (%)

Strongly agree 04 100%

Somewhat agree

Neither agree nor disagree

Somewhat disagree

Strongly diagree

strongly agree
somewhat agree
neither agree nor
disagree
100% - :
somewhat disagree
M strongly disagree

Figure.4.Teachers’ views on improving students’ writing performance through teaching
Metacognitive strategies in written expression .

The data presented in Table 03 and Figure 04 clearly indicate that all the teachers (100%)
strongly agree that teaching metacognitive strategies in written expression leads to a significant
improvement in students’ writing performance. This signifies the teachers’ heightened awareness
of the paramount significance of metacognitive strategies in the realm of writing.

Question 06 : To what extent do you agree or disagree that teaching metacognitive

strategies in written expression can help students become more independent writers?
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Table.3.Teachers’ views on the ability of making students more independent writers
through teaching Metacognitive strategies in written expression .

Options Number of respondents Percentage (%)
Strongly agree 02 50%
Somewhat agree 02 50%

Neither agree nor disagree

Somewhat disagree

Strongly disagree

Figure.5.Teachers’ views on the ability of making students more independent writers

strongly agree

m somewhat agree
neither agree nor
disagree

somewhat disagree

= strongly disagree

through teaching Metacognitive strategies in written expression .

Based on the findings presented in Table 04 and Figure 05, the views of our participants
are divided into two distinct groups. Precisely, 50% of the teachers strongly agree that
Metacognitive strategies contribute to students becoming independent writers. Conversely, the

remaining 50% express a somewhat agree stance, indicating that these strategies hold potential

benefits for the students.
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Question 07 : How often do you incorporate metacognitive skills instruction into your
written expression lessons?

Table.4.Teachers responses on The frequency of incorporating metacognitive skills
instruction in written expression lessons.

Options Number of respondents Percentage (%)
Every lesson 01 25%
Every few lessons 02 50%
Rarely 01 25%
Never

60%

50%

50%

40%

30% 25% 25% .

very lesson

20% —
10% —

mEvery few lessons

0% Rarely

Every Every Rarely Never
lesson  few
lessons

m Never

Figure.6.Teachers responses on The frequency of incorporating metacognitive skills
instruction in written expression lessons.

Based on the data presented in Table 05 and Figure 06, it is evident that the majority of
teachers (50%) incorporate instruction on metacognitive skills in written expression every few
lessons. However, it is worth noting that only one teacher reported integrating these strategies in
every lesson, and another mentioned that rarely . implying that there may be a tendency among

teachers to overlook the regular use of these strategies.
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Question 08 : What are the challenges or barriers in teaching metacognitive strategies in
written expression?

Table.5.Teachers’ responses on the encountered barriers in teaching metacognitive
strategies in written expression

Options Number of respondents Percentage (%)

Lack of time 01 25%

Lack of resources

Lack of training

Lack of student interest 03 75%
8000 7';%
70%
60%
50%
40% m Lack of time
30% 25%
20% Lack of resources
10% - 0% 0% Lack of training
OOD T T T T T T 1
Lack of Lack of Lack of Lack of m Lack of students
time resources training students' T CreSt

interest

Figure.7.Teachers’ responses on the encountered barriers in teaching metacognitive
strategies in written expression.

As revealed in table 06 and figure 07 , almost of teachers (75%) indicate that lack of
students’ interest is the most frequent barrier ; whereas , (25%) consider lack of time , which
conduct us to a point that finding time to explicitly teach and practice these strategies , in
addition to students resistance and ignorance can be the core chanllenges . Teachers can seek out
sollutions to control such encounters .

Question 09 : What instructional practices do you use to teach metacognitive strategies in

written expression?
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Table.6.Teachers’ responses on the instructional practices in teaching metacognitive

strategies in written expression

Options Number of respondents Percentage (%)
Planning 03 75%
Monitoring 00 0%
Evaluating 01 25%

80% _ 15%
70% —
60% -
50% —
40% -
30%
20% —

Planing

25%

B Monitoring

10% - 0% Evaluation
0%

Planing Monitoring Evaluation

Figure.8.Teachers’ responses on the instructional practices in teaching metacognitive
strategies in written expression.

Based on table (07) and figure (08) it is illustrated that the most frequent instructional
practices used by teachers (75%) to teach metacognitive strategies in written expression is
planning , while (25%) adopt evaluating . Thus , by these practices teachers encouraging
students to think about what they want to say before they start writing, by brainstorming,
outlining, or creating a mind map and to assess their own writing , however the total ignorance of
monitoring may indicate a sort of teachers’ lack of knoweledge about the importance of these
strategies , this can be a barrier to implementing metacognitive instruction in the classroom and

supporting students' development of metacognitive skills.
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Question 10 : To what extent do you believe that metacognitive strategies instruction in

written expression should be included in teacher training programs?

Table.7.Teachers’ views on the necessity of Including metacognitive strategies instruction
in written expression in teacher training programs.

Options Number of respondents Percentage (%)

Strongly agree 04 100%

Somewhat agree

Neither agree nor

disagree

Somewhat disagree

Strongly disagree

- | — [Strongly agree
B Somewhat agree
O Neither agree nor

disagree
@ Disagree

@ Strongly disagree

Figure.9.Teachers’ views on the necessity of Including metacognitive strategies instruction

in written expression in teacher training programs.
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According to table (09) and the graph all the teachers (100%) strongly agree that the
integration of metacognitive strategies instruction in written expression is nessecery in teacher
training programs . Accordingly , teachers who are equipped with the knowledge and skills to
teach metacognitive strategies can help their students become more effective and independent

writers, and ultimately promote their success .

Section three : Teachers’ Suggestions

Question 11 : How do you assess students’ metacognitive strategies in written expression ?

This questoin is asked to know the different ways teachers use to assess students’
metacognitive strategies in written expression. A free space is provided for them to feel free
when they define their attitudes on this issue.

All the participants share a comman way of assessment which is through written taskes
and activities to be analysed by the teacher then he/she identifies evidence of effective use of
metacognitive strategies. This can involve looking for evidence of planning, monitoring, and
evaluation in the writing, such as a clear thesis statement, evidence of revision, and a clear
conclusion. Besides , they insist in making the topics comprehensible in order to allow the
students to use their learnt background to reach a new writing experience , authentic and
interesting .

Another interesting idea is mentioned by the teachers conserning the assessment of
students’ metacognitive strategies in written expression is to provide the student with direct and
clear metacognitive instructions to be respected in the writing product , then a checklist include
criteria related to planning, monitoring, and evaluation can be used to evaluate students’ writing

on these dimensions.
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Question 12 : what advice would you give to teachers who are new to teach metacognitive
strategies in written expression ?

Our participants are required to provide new teachers with some tips to teach
metacognitive strategies in written expression , A free space is provided for them to respond
about this question .

From the teachers’ points of views , the central idea is that new teachers should master
metacognitive strategies first so that they can transmit them correctly to their students and make
them aware of each strategy to write a well written passage . Besides , they oriented them to
teach these strategies in a detailed way starting with the basics to help the students achieve the
obtained objectives and make them able to have a full control of their thinking which conduct
them to become independent writers .

Another common point is shared by the respondants that may help new teachers to teach
metacognitive strategies in written expression concerns teachers’ time management |,
consedering that the pedagogical timing is somewhat insufficient to give the required attention to
these strategies , so new teachers should find a way that allow them integrate metacognitive
strategies in their written expression lessons .

The participating teachers admonish new ones to mostely act as instructors rather than
teachers and to be prepared to provide ongoing support and feedback as students learn and apply
these strategies that may reinforce students’ metacognitive skills and experiences .

QUESTION 13 : Do you have any additional comments or suggestions about teaching
metacognitive strategies in written expression ?

This question is asked to know teachers’ opinions toward teaching metacognitive

strategies in written expressing through further comments or suggestions . A free space is
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provided for them to express their thoughts . All of them (100%) were interested to respond to
this question and add some important comments .

The respondants claime that metacognitive strategies should be given more consideration
in teaching programs due to their benefits for both teacher and student and to devote more time
for written expression in general as it is the last step in each sequence . In addition , they
indicate that teaching writing with a metacognitive focus through direct instructions promote
students to reflect on their prior knoweledge and adopt new writing strategies .

Moreover , the teachers suggest to give the students the support and opportunities to try
new concepts and illimited techniques during the writing proccess which help them to identify
their strength points and weak ones to work on improving them ; Therefore , teachers hold the
field of learner-centred and autonomous learning approach .

I1. 2. Discussion of Teachers’ Questionnaire Results

The questionnaire was distributed to the English teachers of Abi mezrag Elmokrani
secondary school to investigate how they do percieve the effectiveness of Metacognitive
strategies in enhancing students’ writing performance . From the analysis of the results of the
administered questionnaire , it has been demonstrated that the results are in favour of integrating
Metacognitive strategies in classrooms to improve students ‘ writing skills and outcomes .

The first section was devoted for the sake of determining general information about the
respondents . The collected data provides us information about their sex , whether they are male
or female , their age and their teaching experience . The recorded responses of this axis indicate
that all the participants are female teachers from a range of age of 38- to -58 , they gain varied

teaching experiences at secondary school with , by which they become more knoweledgable

48



Chapter two : Research Methodology

and skilled in classroom management and instructional practices that may reflect benificially on
their students writing level .

The second section was dedicated to the teachers perceptions on the metacognitive
strategies instruction in writing . According to the results of the questionnaire , all the teachers
praise the importance of metacognitive-based instruction in written expression and have positive
attitudes toward these strategies . They assumed that improving learners’ writing skills with a
metacognitive orientation may reduce the complexity of writing proccess and convert it into
flexible steps . However , all the teachers believe that these strategies empower the students to
become more confident , successful , self-directed and independent writers that means they can
work through writing challenges on their own and complete writing tasks efficiently .

From the obtained results , it was found that the majority of teachers did not give the
required incomporation of metacognitive strategies instruction in written expression lessons ,
which suggests that there may be a gap in teacher training or understanding of effective
instructional practices ; Accordingly , most of teachers consider that students lack of interest and
lack of time as the main encountered difficulties in teaching metacognitive strategies in written
expression . Thus , this may indicate that finding time to explicitly teach and practice
metacognitive skills while also covering other aspects of writing as well as developing students’
self-awareness , motivation and skills can be a challenge for teachers .

However , the results illustrated that the instructional material mostly used by teachers in
written expression is planing then evaluating , this may provide students with opportunities to
organize , assess their own writing and identify areas for improvement ; Furthermore , according
to the analysis of results , all the teachers strongly agree on the fact that including metacognitive

strategies instruction in teacher training programs is a must that may offer teachers with training
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on how to assess metacognitive skills and help them more accurately evaluate student learning,
while providing them with resources and tools so as to overcome the barriers of limited time ,
resource and classroom management .

The third section was a sort of gathering additional information from teachers’ different
experiences through open-ended questions , comments and suggestions . The present results
indicate that all the participants are aware of the effectiveness of metacognitive strategies in
writing . Thus , they shared several ways of assessing these strategies depending on their
attitudes . Moreover , through the respondents answers , significant pieces of advice were given
to new teachers to teach metacognitive strategies in written expression , including the right
methods and techniques that may promote their teaching performance in classroom . In addition ,
the recorded answers contained some important comments and suggestions that reinforce the

reflection on the field of metacognition and autonomous learning .

II. 3.Analysis and Inerpretation of Students’ Tests

I1. 3.1.Description of Students’ Pre/Post Test

In order to enhance the validity of the results, the study incorporates multiple instruments
based on the research questions and hypotheses. Alongside the teachers’ questionnaire , pre/post-
tests were administered to the participating students. The purpose of these tests is to investigate
the potential improvement in students’ writing performance through metacognitive strategies-
based writing instruction. By utilizing these diverse instruments, the study aims to obtain

comprehensive and reliable findings.
II. 3.2.Participants

The participants in this study were randomly selected from two classes of first-year

secondary school students at Abi mezrag Elmokrani secondary school during the academic year
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2022/2023. The sample size consisted of 44 students in total. One class, comprising 21 students
(13 females and 8 males), was assigned as the experimental group (EG), while another class,
consisting of 23 students (16 females and 7 males), served as the control group (CG). Both
groups were taught by the same teacher. The experimental group received metacognitive
strategies-based writing instruction, while the control group received the usual writing
instruction without the inclusion of metacognitive strategies. To ensure the reliability and
validity of the experiment, neither group was informed about the study’s specific purpose.

II. 3.3.Procedure

Our experimental study of metacognitive strategies-based writing instruction for 44 first
year secondary school students , It covered five weeks , from April 9" to May 14" of the

academic year 2022/2023 .

II. 3.3.1.Pre-test

At the very beginning of the experiment , all participants were asked to undergo a pre-test
without any prior knowledge of the experiment’s purpose. This step aimed to ensure that both
classes had an equivalent level of writing performance. In a supervised classroom setting, the
students were given a 45-minute in-class writing test. The assigned task involved planning,
writing, and revising a composition. The topic of the composition was aligned with their
pedagogical unit, “’Eureka’” which centered around the development of science and modern
technologies. The prompt for the composition was as follows: «Imagine that your father
surprised your mother on her birthday with an electrical washing machine. Compose a piece of
writing, limited to 80-100 words, in which you describe your feelings towards your father’s
gesture» . The intention behind this task was to stimulate the students’ imagination and

encourage them to write creatively, expressing their thoughts and emotions effectively.
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II. 3.3.2.The Metacognitive Training Phases

During this phase, the explicit learning and direct instructions of metacognitive strategies
in written expression were exclusively introduced to the experimental group (EG), while the
control group (CG) continued with their regular writing practice. The primary objective of this
training period was to enhance students’ metacognitive awareness and enrich their writing

experiences by fostering the development of metacognitive skills.

II. 3.3.2.1.Raising Students’ Metacognitive Awareness

We strated with a clear description of the nature of writing ; the basic methods student
should know , the essential elements of writing tasks . Then we attempted to know students’
backgroud of writing , how they concider the process of writing , the main difficulties or barriers
they faced , and what strategies they used to accoplish a writing task .

The knowledge of learning methods and strategies is the most valuable for students .
therefore , we carefully taught students the concept of cognitive and metacognitive writing
strategies and how the optimize the utilization of them . We integrated the strategies in our class
setting . Firt , we provided students with series of essential metacognitive strategies and
explained explicitly how to use them in specific tasks ; Then arriving to the practice in which we
exposed the students to several writing activities and were supposed to finish writing tasks by
using these strategies . After that , students were asked to evaluate their application of the
strategies , their writing performance, process and so on .

In this part , students began getting an idea about the key steps of writing process , and to think
carefully about how to achieve the desired purpose of a given writing task by spotting gaps in

their prior knoweledge and current understanding . They were training on how to make a clear
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plan of the basic needs of the task , how to identify their mistakes and prevent them during
writing with self-monitoring strategy , and how to regulate their thinking so as to improve their
writing performance each time they write .

II. 3.3.2.2.Enriching Students’ Metacognitive-based Writing Experience

Metacogniton can be categorized into three subcategories , namely , metacognitive
knoweledge , metacognitive experiences , metacognitive strategies (Flavell, 1979;Papaleontious-
Louca,2008; Efklides,2009) , while metacognitive experience in writing refers to the current and
ongoing cognition and emotions . thus , we helped the students to develop a personal framework
of metacognitive experience including one’s own ideas and metacognitive feelings , such the
feeling of difficulty , familiarity , confidence and satisfaction . Those kinds of feelings affect
students’ self-regulation and lead them to revise original goals and estabilish new goals that
enable progress in their writing process .

Consedering emotional experience can be reinforced by arousing students’ self-motivation
and interest in writing as well as bringing their desire . As for that , we tried to offer the students
an optional selection of topics in order to ignite their desire to talk about whatever they want

expressing their ideas and feelings which inspired their writing aspiration .
I1. 3.3.2.3. The Implementation of Metacognitive Strategies-based Instruction

After discussing the three components of metacognitive strategies , self-planning , self-
monitoring and self-evaluation , we integrated them in our class settings following CALLA
mode of teaching . We provided the students a high level of instructional support so as to
introduce and prepare them for the new content and strategies . The main purpose of this
preparation is to aid the students to identify gaps in their prior knoweledge and to set new

practical feasable goals .
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Presentation

In the phase of presentation , we offered the students with a clear presentation and
explanation of metacognitive strategies . First , we gave them a printed list of the main
metacognitive strategies needed in writing including self-planning , self-monitoring and self-
evaluation . Then , we explicitly taught them how to apply those strategies through examples ;
thus , we emphasised on students’ comprehention of each strategy in order to be able to practice
it meaningfully in the next step .

We integrated metacognitive strategy training into each writing course and practiced by doing
specific writing tasks . besides , we gave great importance to writing skills and encouraged
students to employ the writing skills to their own writings. By integrating strategy use and
instruction into regular language classes, can learners be provided with hand-on practice and
reinforcement of strategy use (Cohen, 1988:91) and this can promote the students to focus on

their writing progress .
Practice

In this stage , students were offered chance of practicing new strategies with a variety of
original writing activities . They were required to respect the strategies presented in the previous
stage , starting from self-planning through topic identification , backgrounded information ,
readers’ concideration and making an outline to organize the process of writing . After that ,
students were supported to employ self-monitoring strategy which helped them to assess their
ongoing writing and take a kind of remedial action when they encountered some difficulties ,
self-assessment can make them aware of how to prevent writing mistakes and enhace their

performance for the next writing experience .

Evaluation
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In this part students were asked to have a deep self-discussion through which they check
their writing level , their understanding and application of the new strategies , skills and what
still needed to be reinforced . We carried the evaluation activities through three stages: self-
evaluation, peer-evaluation and teacher-evaluation , this can help the students learn from the
mistakes of each others that may increase their problem solving skill means that to think about
new ideas , to find creative solutions to the difficult writing situations and to overcome every
challenge .

II. 3.3.3.Post-test

By the end of our training period and after passing through several stages from the
preparation to evaluation , we desgined one post-test for both control and experimental groups to
evaluate students’ writing performance . The task was similar to the pre-test with a new topic
which was selected from the same pedagogical unit . The central aim of the post-test is to
determine the efficiency of the intervention .

I1. 3.3.4. Analysis of Students Pre/Post Test

In order to examine the efficacy of metacognitive training, a quantitative analysis was
conducted based on the mentioned experimental study. The scores obtained from the pre-test and
post-test were utilized for this analysis. To compare the means of the two independent groups
(control and experimental), a two-sample t-test was employed. Additionally, a paired t-test was
utilized within each group to draw conclusions regarding the differences between the paired
variables (pre-test and post-test scores). This statistical analysis allowed for a comprehensive

evaluation of the effectiveness of the metacognitive phases .

II. 3.3.4.1.Description of the Experimental Group results:
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In the following we set forth tables and Histrograms recapitulating and presenting the calculated
mean and standard deviation of pre/post test scores of EG , then the paired differences between
the two writing scores .

Table.8.Descriptives of pre-test writing scores in EG.

N |Mean StDev Minimum Median Maximum

EG pre-test 21 (2,381 0,854 1,000 2,500 4,000

Histogram (with Normal Curve) of EG pre-test

. "
o 05 1.0 15 2,0EG pr:.tsest 20 35 4.0
Figure.10.Histrogram of experimental group pre-test
Table.9.Descriptives of post-test writing scores in EG.
N |Mean StDev Minimum Median Maximum
EG post-test |21 [3,107 0,996 1,000 3,000 4,750
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Histogram (with Normal Curve) of EG post-test

Mean 3107

StDev 09355

g
I : EG szt—test : ’
Figure.11.Histrogram of experimental group post-test
Table.10.Descriptives of the two writing scores in EG.
N Mean StDev SE Mean
EG pre-test 21 2,381 0,854 0,186
EG post-test 21 3,107 0,996 0,217
Table.11.Paired difference between the two writing scores in EG.
95% CI for
Mean StDev SE Mean p_difference |T-Value |df P-Value
-0,726 0,627 0,137 (-1,012; -0,441)|-5,31 20 0,000
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Histogram of Differences
{with Ho and 95% t-confidence interval for the mean)

12

10

Frequency

X
3 G
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-2,0 A5 10 -0.5 0.0 0.5
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Figure.12.Histrogram of paired differences in EG .

II. 3.3.4.2.Findings and Interpretation of Paired t-test of Experimental Group

Using a t-distribution table with 20 degrees of freedom , we find that the critical t-value at
a significance level of 0.05 is 1.725 . Since our calculated t-value is greater than the critical value
at a significance level of 0.05, we reject the null hypothesis and conclude that there is a
significant difference between the pre-test and post-test scores . Specifically, the post-test scores

are significantly higher than the pre-test scores as it is illustrated in the tables and figures above .

I1. 3.3.4.3.Descriptions of the Control Group results:

The same procedure was followed to calculate the mean , standard deviation of control
group’ pre/post test and the paired differences between the scores , the data presented in the
following tables and figures :

Table.12.Descriptives of pre-test scores in CG

Variable N [(Mean StDev Minimum Median Maximum

CG pre- test |23 |2,228 0,956 1,000 2,000 4,000
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Histogram (with Normal Curve) of CG pre-test

Frequency

CG pre-test

Mean 2228
StDev 09562
L] 23

Figure.13.Histrogram of control group pre-test

Calculate the mean and standard deviation of the post-test scores:

Table.13.Descriptives of post-test writing scores in CG.

Variable N |Mean |[StDev |Minimum Median Maximum
CG post-test 23 2,152 0,753 1,000 2,000 4,000
Histogram (with Normal Curve) of CG post-test

Table.14.Descriptives of the two writing scores in CG.

Frequency
w I n

o

&
I

[=]
1

1.6

24 32

CG post-test

Figure.14.Histrogram of control group post-test
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N Mean StDev SE Mean
CG pre-test 23 2,228 0,956 0,199
CG post- test 23 2,152 0,753 0,157

Table.15.Paired difference between the two writing scores in CG.

95% CI for
Mean StDev SE Mean |[p_difference T-Value (Df P-Value
0,076 0,713 0,149 (-0,232; 0,384) |0,51 22 0,614

Histogram of Differences
{with Ho and 95% t-confidence interval for the mean)

Frequency

X
—_

Ho

-1.2 -0.8 -04 0.0 0.4 0.8 12 1.6
Differences

Figure.15.Histrogram of paired differences in CG .

II. 3.3.4.4.Findings and Interpretation of paired t-test of Control group

Using a t-distribution table with 22 degrees of freedom, we find that the critical t-value at

a significance level of 0.05 is 1.717. Since our calculated t-value is less than the critical value at
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a significance level of 0.05, we fail to reject the null hypothesis and conclude that there is no
significant difference between the pre-test and post-test scores . It is important to note that while
the mean difference is negative, indicating that the post-test scores are lower than the pre-test
scores, this difference is not statistically significant. Therefore, we can conclude that without the

intervention ,the writing scores were not improved .

Calculation of the two-sample t-test and p-value:

We have calculated the means and standard deviations for both group and both tests , we
can performe the two-sample t-test . We will be testing the null hypothesis that there is no
difference between the means of the two groups , using a significance level of 0.05.

Table.16.Descriptives of the pre-test writing scores between EG and CG.

Sample N Mean StDev SE Mean
EG pre- test 21 2,381 0,854 0,19
CG pre- test 23 2,228 0,956 0,20

Table.17.T-test of the pre-writing scores between EG and CG.

95% CI for
Difference Difference T-Value DF P-Value

0,153 (-0,398; 0,704) 0,56 42 0,579
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Individual Value Plot of EG pre-test; CG pre-test

40 L ad -
-
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1.0 - Do

EG pre-test CG pre-test

Figure.16.Individual value plot of EG pre-test ; CG pre-test

II. 3.3.4.5.Findings and Interpretation of pre-test means difference between

EG and CG :

Using a t-distribution table with 42 degrees of freedom , we find that the critical t-value
at a significance level of 0.05 is 1.682 . Since our calculated t-value of 0.56 is less than the
critical value of 1.682, we fail to reject the null hypothesis and conclude that there is no
significant difference between the means of the experimental and control groups for the pre-test

SCOres.

Table. 18.Descriptives of post-writing scores between EG and CG.

Sample N Mean StDev SE Mean
EGPOSTT 21 3,107 0,996 0,22
CG post tst 23 2,152 0,753 0,16

Table. 19.T-test of post-test writing scores between EG and CG.

Difference T-Value DF P-Value
95% CI for
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Difference

0,955 (0,412; 1,498) 3,56 42 0,001

Individual Value Plot of EG post-test; CG post-test

Data

EG post-test CG post-test

Figure.17.Individual value plot of EG post-test ; CG post-test .

II. 3.3.4.6.Findings and interpretation of post-test means difference between

EG and CG :

Using the t-distribution table again with 42 degrees of freedom, we find that the critical t-
value at a significance level of 0.05 is 1.682. Since our calculated t-value of 3.56 is greater than
the critical value of 1.682, we reject the null hypothesis and conclude that there is a significant
difference between the means of the experimental and control groups for the post-test scores.
Specifically, the post-test scores of the experimental group are significantly higher than those of
the control group. In conclusion, we can say that the intervention had a significant effect in
improving the scores of the experimental group, compared to the control group who has not

recieved any intervention .
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II. 4.Discussion of Students’ Tests Results

With the aim of measuring quantitative data related to students’ writing

outcomes before and after the explicit metacognitive training and provide valuable

information so as to strengthen the reliability and validity of results , we adopted two types of t-
test , paired-samples and independent-samples t-test . Accordingly , the overall results hold a
positive attitude towards the effectiveness of metacognitive strategies in improving students’

writing .

Based on the analysis of the paired data , we obtained some significant statistical insights

by comaring the means of each sample group , EG and CG , twice . we calculated the
differences between the pairs of observations , the mean and standard deviation of the
differences , the t-statistic by dividing the mean difference by the standard error of the mean
difference and the degrees of freedom . After that we determined the critical value of the t-
statistic for the desired level of significance and degrees of freedom using a t-distribution table ,
then we compare the p-value to the critical value . we respected this analytical procedure in
both groups and presented the data through tables and figures . From the results we can learn
that the mean difference is statistically significant in experimental group (t=-5.31,p=.000 <
0.05 ) the p-value is less than the critical value at a significance level of 0.05, so we reject the
null hypothesis ( there is no significant difference ) and conclude that there is a significant
difference between the pre-test and post-test scores. Whereas in the control group , we conclude
that there is no significant difference between the pre-test and post-test scores ( t= 0.51 ,

p=0.614>0.05 ) so we fail to reject the null hypothesis ; Therefore , the obtained results indicate
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that the intervention had a significant positive effect on the writing scores of the experimental

group participants compared to the control group who has not recieved it .

According to the analysis of the independent sample t-test , considerable results were
provided to suuport the findings of paired t-test and confirm the validity of our investigation .
We adopted SPSS.10.0 to make the analysis of the pre-test writing performance between
experimental and control groups and presented data in tables . As is showen in table 10 and
figure 07 , we can say that there is no significant difference in pre-test writing outcomtes
between EG and CG (t=0.56 , p=0.579 > 0.05 ) so we fail to reject the null hypothesis ( there
is no significant difference between the EG and CG writing performance ) . However , after
carrying out our training and implimentation of the post-test , further results presented in table 12

and figure 08 which demostrate significant difference among the writing performance between

EGand CG (t=3.56,p=0.001<0.05 ) so the null hypothesis is rejected .

Depending on the statistical comparison and the calculated data above , we are offered
with promising results at the level of consistency of the quentitative data instrument , the
effectiveness of the intervention and to achieve the required objectives from the emperical

procedure .
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I11. General Discussion

The current section is devoted to giving answers to the research questions of this study . It
was carried out to investigate the effect of metacognitive strategies instruction in EFL learners’
writing . The use of a teachers' perceptions questionnaire, a class observation, and students' pre-
post test is a valuable approach in evaluating the effectiveness of this issue . The questionnaire
provided us insight into teachers' views and practices regarding metacognitive strategies and
writing instruction . Teachers’ agreement on the utility of these strategies in EFL writing
instruction was clearly illustrated , they stated its importance in shaping an independent writer ,
self-directed , self-reflected and self-motivated , as weel as the unfavorable conditions that
reduce the ability of the implementation . These challenges included the lack of time , lack of
training and support in using these strategies , and lack of students’ motivation and engagement .
Moreover , several feedbacks were provided conserning the different methods of assessment ,
some teaching tips were addressed to new taechers to teach metacognitive strategies in written
expression . In addition , further comments and suggestions were made to be worked on so as to
create an environment that supports the effective use of metacognitive strategies to promote
students’ writing and learning in general . Various studies were made to reinforce this field .
According to Stracke (2016), second language instructors suggest using metacognitive strategies
in EFL/ESL classrooms for several reasons. One of these reasons is that by employing
metacognitive strategies, learners can take an active role in their own learning, effectively
directing and managing their learning process . As well as they can identify the most effective

ways to practice and reinforce what they have learned (Rahimi, & Katal, 2012).
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While the class observation allowed us for the objective observation of instructional
practices and student engagement , we analysed the key factors that associated our understanding
of class events related to our investigation, such as the quality of writing samples produced by
students, the frequency and quality of student reflection on their writing, and the extent to which
students are able to apply metacognitive strategies to improve their writing outcomes . These
factors, enabled us to identify areas where teachers were effectively using metacognitive
strategies in writing instruction and areas where additional support is needed. First we noticed
that students had no prior idea about the concept of metacognitive strategies and the majority of
them were not actively engaging in writing tasks, which indicated that teachers need to use more
explicit modeling and scaffolding to demonstrate the use of these strategies. Alternatively,
students were struggling to reflect on their own writing processes, that means providing
additional opportunities for self-reflection and support was needed in this area . During the
intervention phases it was percieved that students started interacting more actively and being
able to identify their weaknesses which directly stimulate their critical thinking , problem

sloving and self-orientation skills .

Our present study's findings demonstrate a significant difference between the two mean
groups by the analysis of the pre/post test . Accordingly, the results support the assumption that
metacognitive instructions had a positive impact on the performance of the experimental group,
as compared to the control group, which did not receive any such intervention throughout the
duration of the study. The results of this study are consistent with the findings of Javed's (2013)
research, which employed the same CALLA model. Javed's study aimed to examine the impact
of planning and monitoring as metacognitive strategies on the argumentative writing accuracy of

Iranian EFL learners. The T-Test results of Javed's study revealed a positive effect on the writing
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performance of the experimental group. In other words, Javed's study also demonstrated that the
implementation of metacognitive strategies had a beneficial impact on the writing accuracy of
EFL learners . This finding also supported the findings of a study by Hartman (2015) where

junior secondary school students were the subjects.

IV. Limitations of the Study :

Several limitations are present in this research study. Firstly, the small sample size of
four teachers and 44 first-year students restricts the generalizability of our findings to larger
populations. Including a larger and more diverse sample would have increased the statistical
power and external validity of the study. Secondly, the short intervention period of only five
weeks may not have allowed sufficient time for meaningful changes in students’ writing
performance to occur. Extending the intervention duration could provide a clearer understanding
of the long-term effects. Thirdly, due to time constraints, we were unable to include a
metacognitive strategies checklist as a self-reported measure of students’ wuse of
metacognitivestrategies. Incorporating this additional assessment tool could have provided

valuable insights into the students’ cognitive processes.

Conclusion

In this practical chapter , the research design was presented including the research method ,
context , population and sampling , instrumentation and data analysis procedures . In addition , it
deals with the analysis and interpretation of the collected data using different research
instruments , a questionnaire administered to English teachers , a pre/post test designed for

students , and a classroom observation . The results were represented quantitatively in tables and
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figures , and qualitatively described . Moreover , this chapter provided some limitations of the
study . As a matter of fact , the results and findings have illustrated significant difficulties faced
by both teachers and students in terms of teaching and learning written expression despite of
teachers awareness and positive perceptions on the importance of metacognitive-based writing
instructions . In addition , it is proved that metacognitive strategies have a positive impact on

students writing according to the results obtained from the t-test analysis .
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General conclusion

The use of metacognitive strategies in language learning has become an increasingly
popular topic in recent years, it has been shown that these strategies can be effective in improving
language learners' performance and promoting their autonomy. In the context of EFL writing,
metacognitive strategies can be particularly helpful in encouraging students to reflect on their
writing processes and identify areas for improvement The use of explicit instruction and practice
in metacognitive strategies considered as an effective approach in promoting metacognitive
awareness and improving writing performance in EFL students.

So as to carry out this research , fourty-four (44) students were selected as a sample from a
wider population of first year students at Abimezrag Elmokrani secondary school to which we
tended to generalize our results . In order to reach answers to our questions and either confirm or
refute our hypothesis , we obted to use a questionnaire of thirteen (13) questions about teachers
perceptions on teaching writing with a metacognitive strategies focuse . The questionnaire was
administred to four (04) English teachers of Abi Mezrag secondary school . Data collected was
analysed and interpreted quantitatively in form of statistics and percentages that were turned into
tables and figures , and qualitatively through descriptions of targeted teachers’ opinions and
feedbacks . In addition , as long as we were interested to gain the maximum details related to our
study objectives , a classroom observation was involved to record and provide valuable qualitative
data about what was happening during the whole period of the experiment . Furthermore , a
pre/post test was designed tomeasure the effectiveness of our intervention , the analysed data was
statitically calculated and presented quantitatively in form of tables and statistical histrograms .

The findings of the current study have shown that the participating teachers generally agree
and support the perspective of promoting students’ writing through metacognitive strategies-based

teaching and instruction and exhibited positive attitudes towards it , inspite of the different
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challenges being faced by both teachers and students in this field . Accordingly , the mentioned
positive/negative insights obtained from teachers’ questionnaire conserning classroom nature ,
students and teachers attitudes as well as the overall ignorance of these strategies were effectively
noticed during the classroom observation . Moreover , the results obtained from the pre/post test
reinforced the previous findings that have aswered all of the research questions and confirmed the
hypothesis that metacognitive strategies skills and awareness can improve students’ writing
outcomes . Thus , the results can be generalized to the whole population of first year students of

Abi Mezrag el mokrani secondary school .
Pedagogical Implications for Teachers

According to the fact that metacognitive strategies-based teaching has positive effect on
students’ writing outcomes . Teachers should promote their students’ awareness and provide
targeted instructions in these strategies , which may offer opportunities for students to develop
greater autonomy and higher skills . Some teachers do not give the required consideration of the
different writing abilities of their students in order to provide them an ongoing feedback that may
help to regulate and enhance their weaknesses in writing .

Due to the critical role of teachers in promoting students' metacognitive development. By
modeling, instructing, providing feedback, promoting autonomy, differentiating instruction, and
using formative assessment, teachers can create a learning environment that supports the
development and use of metacognitive strategies, leading to increased motivation, engagement,
and achievement at the level of writing and learning as whole.

Suggestions for students

Metacognitive skilled learners are highley likely to develop an excellent level of writing
outcomes ; therefore , students should appreciate the usefulness of these strategies and show
initiative concern towards this field . They need to be fully conscious of the fundamental necessity

of these strategies including awareness of their own writing processes, knowledge, and skills .
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They also have to know their roles as students and their teachers’ in modern learner-centred
classroom , in addition to how metacognitive strategies can help them become more independent
and autonomous writers , as they learn how to plan, monitor, evaluate, and revise their own
writing  as well as being self-regulators which means they can identify areas of
difficulty,strengths and weaknesses, and how to use the appropriate strategies to overcome those
difficulties. As a result , it is highly recommended for students to enrich their metacognitive
strategies knoweledge and skills in order to be flexible in their thinking and to effectively achieve

writing goals.

79



References

Al-Jarrah, T. M., Mansor, N., & Ab Rashid, R. (2018). The impact of metacognitive
strategies on Jordanian EFL learners’ writing performance. International
Journal of English Linguistics, 8(6), 328-339

Alkharusi, H., & Al-Mekhlafi, A. (2016). The effect of metacognitive strategy
awareness on Omani EFL students' writing performance. International Journal
of Applied Linguistics & English Literature, 5(3), 133-142.

Baker, L., &amp; Brown, A. L. (1984). Metacognitive skills and reading. In P. D.
Pearson, R. Barr, M. L. Kamil

Brown, A. (1978) Knowing When, Where and How to Remember: a problem of
metacognition, in R.Cahier No. 16. Amsterdam: Amsterdam University.

Chi, M. T. H. (1987). Representing knowledge and metaknowlede : Implications for
interpreting

Contemporary Educational Psychology, 22, 73-101.

Cross, D. R. &amp; Paris, S. G. (1988). Developmental and instructional analyses of
children’s metacognition

Department of Education. Educational Psychology, 8(3), 293-316

Flavell, J. H. (1976). Metacognitive aspects of problem solving. In L. B. Resnick (Ed.),

Flavell, J. H. (1979). Metacognition and cognitive monitoring: A new area of
cognitive— developmental

Flavell, J. H. (1979). Metacognition and cognitive monitoring: A new area of cognitive
developmental

Flavell, J. H., &amp; Wellman, H. M. Metamemory. In R.V. Kail &amp; J. W. Hagen

(Eds.), Perspectives on



Flavell, J.H. (1987). Speculations about the nature and development of metacognition.
In F.E. Weinert &amp;

Glaser (Ed.) Advances in Instructional Psychology, vol. 1. Hillsdale: Lawrence
Erlbaum.

Glatthorn, A. (1981) Writing in the schools: Improvement through effective leadership.
Reston, VA:

Halsted, J. (1975). Putting error in its place. Journal of Basic Writing, 1 (1) : 72-86

Higuchi, M., &amp; Takahashi, K. (1995). World Wide Collaborative Writing: A Case
Study. In Proc. Conf. on

Hyland, Ken. (2003). “Second Language Writing.” Cambridge: Cambridge University
Press

in the primary school. In M. Lau and M. Murphy (Eds.) Developing writing: Purposes
and Practices, Hong

intelligence (pp. 231-235). Hillsdale, NJ: Lawrence Erlbaum. 283

J. E. and Paris, S. G. (1987). Children&#39;s metacognition about reading: Issues in
definition,

Jacobs, S. Paris, Children&#39;s Metacognition about Reading: Issues in Definition

Jacobs, S. Paris, Children&#39;s Metacognition about Reading: Issues in Definition

Kluwe, R. H. (1982). Cognitive knowledge and executive control: Metacognition. In D.
R. Griffin(Ed.),.

Kroll, B. (1990). Second language writing (Vol. 10). Cambridge: Cambridge
University Press.

Lin, Y. R., & Liou, H. C. (2019). The effects of metacognitive writing strategy
instruction on EFL students' writing performance. Journal of Language

Teaching and Research, 10(2), 391-402.



Livingston, J. A.(1997). Metacognition: An Overview. Retrieved June 10, 2005, from

Lv, F., & Chen, H. (2010). A Study of Metacognitive-Strategies-Based Writing
Instruction for Vocational College Students. English language teaching, 3(3),
136-144.

Mahon, T. (1992). From sentence to story: A process approach to the development of
composition skills

Mason-Schrock, D. (1996). Transsexuals' Narrative Construction of the" True
Self". Social Psychology Quarterly, 176-192.

McCormick, C. B. (2003). Metacognition and learning. In W. M. Reynolds &amp; G.
E. Miller (eds), Handbook

measurement, and instruction. Educational psychologist, 22, 255-278.

metamernory research. In F. E. Weinert &amp; R. H. Kluwe (Eds.), Metacognition,
motivation and

National Association of Secondary School Principals.

Nelson, T. O. (1996). Consciousness and metacognition. American Psychologist, 51,
102-116.

of psychology: Educational psychology, Vol. 7, pp. (79-102). Hoboken? NJ, US: John
Wiley &amp; Sons Inc.

Orlando, FL: Academic

Paris, S. G., Lipson, M. Y., &amp; Wixson, K. K. (1983). Becoming a strategic reader.
Contemporary

Pincas, A. (1982) Writing in English. London: Mac Millan.

R.H. Kluwe (Eds.), Metacognition, motivation and understanding (pp. 21-29). Hillside,

NJ: Erlbaum.



Rahimi, M., & Abedini, A. (2016). The impact of metacognitive strategy instruction
on writing of Iranian EFL learners: The role of self-regulation. Journal of
Applied Linguistics and Language Research, 3(3), 102-112.

Rahimi, M., & Katal, M. (2012). Metacognitive strategies awareness and success in
learning English as a foreign language: an overview. Procedia-Social and
Behavioral Sciences, 31, 73-81.

Raimes, A. (1983). Techniques in teaching writing. Oxford University Press, 200
Madison Ave., New

Ramet, A. (2007). Creative Writing. UK: How to Books.

Rashidi, N., & Khodabakhshzadeh, H. (2020). The effect of metacognitive writing
strategy instruction on Iranian EFL learners' writing. Journal of Language and
Linguistic Studies, 16(1), 123-141.

Rhem, J. (2013). Using reflection and metacognition to improve student learning:
Across the disciplines, across the academy. Stylus Publishing, LLC.

Riwayatiningsih, R., Rukmini, D., Yuliasri, I., & Pratama, H. (2022, October).
Unpacking Students’ Metacognitive Experiences in Writing Course: The
Effects of Strategy Instruction. In International Conference on Science,
Education, and Technology (Vol. 8, pp. 1044 1050).

Schraw, G. and Moshman, D. (1995). Metacognitive Theories. Educational
Psychology Review, 7:4, 351-

Song, M. (1998). Experimental Study of the Effect of Controlled vs. Free Writing and
Different Feedback

thedevelopment of memory and cognition, Hillsdale, N.J.:Erlbaum, 1977.

Types on Writing Quality and Writing Apprehension of EFL College Students.

understanding (pp. 239-266). Hillsdale, NJ : Eribaum



Wang, C., & Bai, B. (2017). Validating the instruments to measure ESL/EFL learners'
self-efficacy beliefs and self-regulated learning strategies. TESOL
quarterly, 51(4), 931-947.

Wellman, H. (1985). The Origins of Metacognition. In D. Forrest-Pressley, G.
MacKinnon, T. G. Waller

Wesdorp, H. (1983). On the identification of critical variables in written composition
instruction. SCO

White, R. V. (1988). Academic writing: Process and product. Academic writing:
Process and product, 4-

York, NY 10016 (ISBN-0-19-434131-3, $5.95)..

Zhang, L. J., & Zhang, D. (2018). The effects of metacognitive strategy instruction on
EFL writing. RELC Journal, 49(3), 337-351.

Zimmerman, B. &amp;Reisemberg, R. (1997). Becoming a self-regulated writer: A

social cognitiveperspective.



Appendices




Appendix A :

Teachers Questionnaire

This questionnaire aims to gather information about your perceptions and use of metacognitive
strategies in teaching the writing skill. Your feedback will be invaluable in contributing to our
understanding of how metacognitive strategies can be utilized to improve writing performance.

Your responses will be kept confidential and used only for the purposes of this research.

Section 1 : Demographic Information

1) Specify your gender, please.

a. Male

b. Female

2) What is your age?

a. Under 25 ; b. 26-35 ; ¢. 36-45 ; d. 46-55 ; e. 56 or older
3) How many years of teaching experience do you have?

..................... years of teaching experience.

Section 2: Perceptions on Metacognitive strategies Instruction

4) How do you define metacognitive strategies in written expression?

5) To what extent do you agree or disagree that teaching metacognitive strategies in written
expression can

improve students' writing performance?

a. Strongly agree

b. Somewhat agree

c. Neither agree nor disagree



d. Somewhat disagree

e. Strongly disagree

6) To what extent do you agree or disagree that teaching metacognitive strategies in written
expression can

help students become more independent writers?

a. Strongly agree

b. Somewhat agree

c. Neither agree nor disagree

d. Somewhat disagree

e. Strongly disagree

7) How often do you incorporate metacognitive skills instruction into your written expression
lessons?

a. Every lesson

b. Every few lessons

c. Rarely

d. Never

8) What are the challenges or barriers to teaching metacognitive strategies in written expression?
a. Lack of time

b. Lack of resources

c. Lack of training

d. Lack of student interest

€. Other (Please SPECITY)....uiirrieiiiiriieiiieiieeie et

9) What instructional practices do you use to teach metacognitive strategies in written expression?
a. Planning

b. Monitoring

c. Evaluating

d. Other (please specify)

10) To what extent do you believe that metacognitive strategies instruction in written expression

should be included in teacher training programs?



a. Strongly agree

b. Somewhat agree

c. Neither agree nor disagree
d. Somewhat disagree

e. Strongly disagree

Section 3: Open-Ended Questions

11) How do you assess students' metacognitive strategies in written expression?

12) What advice would you give to teachers who are new to teaching metacognitive s strategies

in written expression?

13) Do you have any additional comments or suggestions about teaching metacognitive

strategies in written expression?



Appendix B : PRE-TEST

Task : Imagine that your father surprised your mother on her birthday with an

electrical washing machine. Compose a piece of writing, limited to 80-100 words, in

which you describe your feelings towards your father’s gesture .

Appendix C : TRAINING ACTIVITIES

Activity

1. Identify the main topic and the controlling idea from the following topic

sentences :
Example
"Air pollution is a growing problem in many cities around the world."
Topic : Air Pollusion
Controlling idea : is a growing problem in many cities around the world.

- "Football brings people together, fostering a sense of community and identity

among players and fans alike."

ControlliNg 1d€a & .....eeeevieeiieeie et e ae e sae e e

- "The rapid advancement of technology is changing the world at an unprecedented

pace."

1 K0] o) (S



ControlliNg 1dEa & ....veeeeiieeiii et bee e aae e

2 . Try to think of atleast two ideas you already knew about each of the previous

topic sentences .

Activity :
1. Consider the following paragraph and Identify what is the auther trying to

achieve ?

"Transportation becomes an essential component of modern society. enabling us

to travel quickly and efficiently across long distances and facilitating global trade.
However, it also has a significant impact on the environment such as air pollution ,

making sustainable solutions increasingly important."

2. Try to rewrite the passage using your own words respecting the same

structure and purposes in not more than 25 min .

3. After finishing your writing , revise your paper then try to make an outline
recapitulating the main steps and identifying the gaps (difficulties) in
accomplishing the task .

4. Exchange papers with your partner. When reading your partner's paper,

take notes on areas that you think are strong and areas that could be improved.



5. Discuss with your partner about these areas and try to find sollutions to edit

your writings .

Appendix D : POST-TEST

Task : Think about a modern technological invention , Compose a piece of writing, limited to

80-100 words , in which you talk about its utility and usefulness in ourlife , and state some of its

disadvantages .
EG Samples :
pre-test post-test
/ 3’(?_,_.— Sur \-\m.u mhm\ﬁcr wi W— 1 mek abaul o modern
i e,:_-\f?rgj washin \nnr.,‘{‘.n\:. o~ Ler -ﬁk&a- )iub\u‘fr_' ico¥ device, ) ¢ o "l’\.u\’\\} bat -1
o h, _I .,-4_. ‘l’k_r_d' ‘P.‘S Qos E?t’ - o, i < C?.L ¢ Ohe S*lem $ Tm? MTML -
WOV ot S G nete &0 lleckiog \ NETYNN
N ﬂ.c sense ‘\ko\' LWQKII\ n\nchw_ Rcu NKE@L' L/\ PR Pa rans wmﬂ. inevenfed TY. |
e . L;Je:m was.L-\ hifes b Rond, sbe .,re T\, ?L ‘dered to 1Pe mv_\c(&a\’ ‘
Yas dorled me, XPem one a wuﬁ, oard In A e armtﬂ_ﬁ\, w ,‘li‘ TV Yot odeess e u%:rnﬁ\\?\-‘
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Résumé

L’approche traditionnelle de I’enseignement des langues s’est souvent concentrée sur la
transmission des connaissances et des compétences pédagogiques, sans insister sur I’importance
d’enseigner aux apprenants comment apprendre . On s’attend a ce que les apprenants acquicrent
la langue par I’enseignement et la pratique, mais il se peut qu’on ne leur enseigne pas
explicitement comment élaborer leurs propres stratégies d’apprentissage ou comment devenir
plus autonomes dans leur apprentissage de la langue. Par la notion d’approches centrées sur
I’apprenant , la formation de I’apprenant a I’enseignement d’une langue seconde ou étrangere est
apparue, ce qui implique une variété d’activités, comme enseigner aux apprenants comment fixer
des buts, comment utiliser efficacement les stratégies d’apprentissage, et comment surveiller
leurs propres progres d’apprentissage . Selon le fait intéressant de ce que nous avons mentionné ,
nous menons cette étude pour étudier I’effet de la sensibilisation aux stratégies métacognitives
sur les résultats d’écriture des €leves . L’étude a impliqué un groupe de quatre (04) professeurs
d’anglais qui participent activement a la fourniture de données basées sur un questionnaire de
perceptions pour connaitre leurs attitudes envers le concept de notre sujet , et quarante-quatre (44)
les ¢leves de premiere année de I’école secondaire Abimezrag Elmokrani qui ont été affectés au
hasard a un groupe expérimental ou a un groupe témoin. Le groupe expérimental a recu des
instructions sur les stratégies métacognitives pour I’écriture, tandis que le groupe témoin n’en a
pas recu. Les deux groupes ont ensuite subi un test avant et aprés la rédaction, et leurs
¢chantillons de rédaction ont été analysés pour en vérifier la qualité et I’efficacité. Les résultats
de I’étude indiquent que les étudiants qui ont re¢u un enseignement sur les stratégies
métacognitives pour 1’écriture ont montré une amélioration significative de la qualité et de
I’efficacité de leur écriture par rapport au groupe témoin. Plus précisément, le groupe
expérimental a démontré une plus grande connaissance de son processus de rédaction, y compris

la planification, la surveillance et la révision de son travail. Ils ont également démontré une plus



grande capacité d’auto-évaluation de leur rédaction et d’apporter des améliorations en fonction
de la rétroaction. Ces résultats suggerent que 1’enseignement sur les stratégies métacognitives
peut étre une approche efficace pour améliorer I’écriture des €léves. En sensibilisant les ¢léves a
leurs propres processus de pensée et d’apprentissage, les instructeurs peuvent aider les éléves a
devenir des écrivains plus efficaces. D’autres recherches sont nécessaires pour explorer les effets
a long terme de I’enseignement de la stratégie métacognitive sur la capacité de rédaction et pour
déterminer les facons les plus efficaces d’intégrer cette approche a I’enseignement de la

rédaction.

Mots-clés : apprentissage centré sur 'apprenant, formation simplifiée, enseignement, stratégies

métacognitives, rédaction, enseignants d’anglais du secondaire d’Abimezrag Elmokrani, éléves de

premiere année secondaire d’Abimezrag Elmokrani.
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