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ABSTRACT

The present study was implemented in order to investigate the effects of
learner training and awareness building activities on learners’ perceptions of
responsibility in learning English. In addition, it was aimed to find out whether these
activities would cause any possible differences in learners’ motivational level and in

perceptions of responsibility with respect to gender.

The study, which adopted the pre-experimental study design, was carried out
with 30 participants studying in Compulsory and Voluntary English Preparatory
Programme at Canakkale Onsekiz Mart University. The data were collected by
means of quantitative and qualitative research techniques. Pre-tests and post-tests
(questionnaires) given before and after the treatment which involved learner training
and awareness building activities were quantitative in nature; and the follow-up
interview was a qualitative technique. The data obtained from the questionnaires
were analyzed and interpreted with the help of SPSS computer programme, while the

data collected by the interview were evaluated qualitatively and quantitatively.

The results of both quantitative and qualitative findings of the study revealed
that there was a significant increase in learners’ perceptions of responsibility after the
treatment. Secondly, while no statistically significant differences were detected in
learners’ overall motivation, qualitative findings revealed that a reasonable level of
increase in their motivation occurred. Furthermore, no remarkable differences
between intrinsic and extrinsic motivation, and between female and male students’
motivation were reported. Finally, males’ and females’ perceptions of responsibility

came out to be equivalent to each other both before and after the treatment.

This study concludes that learner training and awareness building activities
have resulted in a significant improvement in learners’ perceptions of responsibility
and a moderate increase in their motivational level. In the light of these findings, this
study draws attention to the importance of learner training in foreign language
learning and attempts to illustrate the ways for integrating learner training into the

course design. Finally, it offers some suggestions for further research.
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OZET

Bu c¢alisma, yabanci dil 6grenimine iliskin bilin¢lendirme ve egitme
etkinliklerinin, oOgrencilerin Ingilizce ©grenimleriyle ilgili sorumluluk algilarl
izerindeki etkilerini arastirmak amaciyla yiiriitilmiistiir. Bununla birlikte, sozii
edilen etkinliklerin Ogrencilerin motivasyon seviyelerinde ve ayrica cinsiyete bagh
olarak sorumluluk algilarinda ve motivasyonlarinda gergeklesebilecek olasi

farkliliklar arastirmak amaglanmustir.

Deneme Oncesi caligma tasarimini uygulayan bu arastirma, Canakkale
Onsekiz Mart Universitesi, Zorunlu ve Istege Bagli Hazirlik Programi’nda okuyan 30
Ogrenci ile yiiriitiilmiistiir. Veriler nicel ve nitel arastirma yontemleri kullanilarak
elde edilmistir. Yabanci dil 6grenimiyle ilgili bilinglendirme ve egitme etkinliklerini
kapsayan uygulamadan Once ve sonra verilen testler (anketler) nicel, uygulama
sonunda gerceklestirilen goriisme ise nitel bir tekniktir. Anketlerden elde edilen
veriler, SPSS bilgisayar programiyla analiz edilip yorumlanmis, goriismeden

saglanan veriler ise nitel ve nicel olarak degerlendirilmistir.

Calismadan elde edilen hem nicel hem de nitel bulgular, uygulama
sonrasinda, ogrencilerin Ingilizce 6grenimindeki sorumluluk algilarinda dnemli bir
artis  oldugunu ortaya cikarmistir. Bununla birlikte, ©grencilerin toplam
motivasyonunda istatiksel olarak onemli bir fark bulunmadiysa da, nitel bulgular
Ogrencilerin motivasyon seviyesinde ortalama bir arti oldugunu gostermistir.
Ayrica, i¢ kaynaklt ve dis kaynakli motivasyon tipleri ve kiz ve erkek 6grencilerin
motivasyon seviyeleri arasinda anlamli bir fark bulunamamustir. Son olarak,
uygulama Oncesi ve sonrasinda, kiz ve erkek oOgrencilerin sorumluluk algilarinin

birbirine oldukg¢a yakin oldugu tespit edilmistir.

Bu calisma, yabanci dil 6grenimine iliskin bilin¢lendirme ve egitme
etkinliklerinin, dgrencilerin ingilizce 6grenimlerindeki sorumluluk algilarinda 6nemli
ve motivasyon seviyelerinde makul bir artisa sebep oldugu sonucunu ortaya

cikarmistir. Bu bulgular 1s18inda, calisma, sozii edilen etkinliklerin 6nemini
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vurgulamis ve bu etkinlikleri 6gretim programina dahil etmenin yollarim1 onermistir.

Calisma, son olarak, daha sonraki bilimsel ¢alismalar icin 6neriler sunmaktadir.
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CHAPTER ONE
INTRODUCTION

1.0 INTRODUCTION

This chapter begins with a brief discussion of the background to the study.
Then, it introduces the purpose of the study and research questions. After it presents
the significance of the study, assumptions and limitations of the study are presented.

Finally, it describes the organization of the study.

1.1 BACKGROUND OF THE STUDY

When the literature is reviewed, there seems to be no agreement on the
definition of learner autonomy although most scholars quote Holec’s definition
which explains autonomy as “the ability to take charge of one’s own learning”
(1981:3 cited in Aoki 1999: 142; Benson and Voller 1997: 1; Cotterall 2000: 109;
Gardner 2000: 50; Lamb 2003: 1; Lee 1998: 283; Sert 2006: 2; Thanasoulas 2000: 1;
Usuki 2001: 2). While Holec’s definition offers an overall understanding of the
concept, it does not actually reflect the other aspects of autonomy. However, when
other definitions of the term are reviewed (see 2.1), various aspects of the term could
be summarized in three main ways. In this respect, autonomy refers to learners’
psychological capacity to assume responsibility for and take control of their own
learning; a mode of self-instructed study whereby there is no teacher intervention or
control over the learning process; and a learning situation where learners have the
right and freedom to make decisions about the content and process of their own

learning.



While the three points summarizing the meaning of the term are helpful in
understanding in which contexts the term is used, there are actually several factors
that lead to confusion and vagueness in clarifying the concept of autonomy. One of
these factors is that autonomy is a construct which is difficult to measure because it
is not displayed in observable behaviours (Dickinson 1993: 330). Another reason is
that autonomy is not a method of learning, but a natural attribute of learning (Benson
2001: 2; Little 1990). Furthermore, autonomy is a multidimensional construct and a
matter of degree and it is realized in different forms and degrees depending on
learners’ age, personal needs, goals and preferences, and specific aspects of learning

(Benson 2001: 51).

In spite of the difficulty in describing the concept of autonomy because of the
various complex features it entails as discussed above, characterizing autonomous
learners is relatively easier since the relevant literature offers a variety of qualities for
learners who are considered to be autonomous. According to literature, autonomous
learners are characterized as those who assume responsibility for their learning;
assess and evaluate progress and achievements; have basic knowledge about
language learning; are able to use appropriate learning strategies, are able to make
significant decisions about their learning and implement those decisions
appropriately; have self-knowledge; have self-confidence in learning a language; and
can manage negative affective factors, etc. (Cotterall 1995b; Dickinson 1993; Ho and

Crookall 1995; Van Lier 1997).

While the concept of learner autonomy appears to have come into view in the
field of language learning in the recent past, it is not possible to attribute the
emergence of the concept in language learning to a single source or a specific point
of time because complicated relationships exist between the advancements in
different areas and periods of time. However, as several scholars suggest, the origins
of the concept in education, specifically in language learning, match up with the
developments in political, sociological and technological context in Europe in the
late 1960s (Benson 2001; Gremmo and Riley 1995) since that was a decade of

radical transformation in thought and exercise in every area of life. Besides the



conditions in developed western countries in that decade, various approaches and
ideas in the areas of educational reform, psychology of learning and learner-
centredness have contributed to the introduction of the concept of learner autonomy
into language education (see Benson 1997; Thanasoulas 2000; Williams and Burden

2000) (see 2.2).

The review of literature on autonomy reveals that the term responsibility has
a crucial place within the present concept. Responsibility is to do with taking charge
of one’s own learning and being able to cope with the consequences of every action
taken by the learner (Scharle and Szabo 2000). As discussed previously, both
autonomy and responsibility are concerned with learners’ active involvement in the
matters that are closely linked to their learning; therefore, they are two interrelated
concepts. Little (1995: 175), for example, argues that accepting responsibility for
one’s own learning is the basis of learner autonomy. Similarly, Zehir Topkaya (2004:
40) suggests that responsibility and autonomy are “two complementary behaviours”
in that “students need to accept themselves as the centre of learning, so that they
could become autonomous learners”. Therefore, it could be concluded that autonomy

is conditional upon responsibility.

The definition of responsibility is extended by describing the characteristics
of responsible learners. According to Scharle and Szabo (2000), responsible learners
are those who believe that their own efforts will be significant in their progress; are
aware of the benefits of working collaboratively with the teacher and peers;
consciously monitor and evaluate their progress; and are willing to use every
opportunity for their benefit to foster their learning. In other words, they have a sense
of responsibility of their own efforts in the learning process; are aware of the fact that
both success and failure are the result of their efforts; and are in charge of their own

learning.

Learner autonomy, more specifically responsibility, is desirable to be
developed in learners for a number of reasons. The primary goal of developing

autonomy is to help learners to become better and more efficient language learners.



Developing learner autonomy is also desirable for philosophical, pedagogical and
practical reasons (Cotterall 1995a). When it is justified on philosophical grounds, the
view that learners have the right to make choices concerning their own learning
comes to foreground. From the pedagogical perspective, learners who are involved in
the matters related to their own learning experience will feel more secure in their
learning. Finally, on the practical basis, the time and opportunities allocated to
formal teaching at schools is limited. Thus, in order to be successful in learning a
language and continue seeking the ways for life-long learning, learners should be

autonomous, self-initiative in and responsible for their learning (Cotterall 1995a).

Attempts to foster learner autonomy in language learning have adopted
different approaches; yet in most cases, a combination of several approaches seems
to be optimal (Benson 2001). The present study adopted learned-based approaches to
the development of autonomy. In these approaches, direct production of behavioural
and psychological changes in the learner is emphasized (Benson 2001). In other
words, the main focus is on learner development which Sheerin (1997: 59-60)
defines as “cognitive and affective development involving increasing awareness of
oneself as a learner and an increasing willingness and ability to manage one’s own

learning”.

Learner-based approaches to the development of autonomy are usually put
into practice under the term of learner training. The practice of learner training has
been shaped by the findings derived from the studies on language learning strategies,
good language learner, cognitive psychology and so on. Learner training involves
two main components: raising learners’ awareness and helping them acquire a set of
skills for more effective learning (Hedge 2000). In other words, typical learner
training programmes aim at enhancing learners’ metacognition. The term
metacognition, which is defined as “an awareness of one’s own mental processes and
an ability to reflect on how one learns, in other words, knowing about one’s
knowing”, is an indispensable part of learner training programmes (Williams and

Burden 2000: 148).



Most researchers who have conducted learner training studies agree on the
conditions how to design them. Firstly, learners should be assisted to gain a sense of
awareness of themselves as learners. Then, they should be aware of the idea that they
have the biggest responsibility for their own learning. Next, a supportive
environment which combines the principles of setting goals, developing language
learning strategies, undertaking self-assessment, building an awareness of learning
styles, encouraging self-confidence and motivation, raising metacognitive awareness,
cooperating with the teacher and peers, and reflecting on one’s progress should be
provided (Cotterall 1999; Dickinson 1993; Esch 1997; Finch 1998; Gower, Philips
and Walter 1985; Koda-Dallow and Hobbs 2005; Lee 1998; Nunan 2002; Sheerin
1997; Victori and Lockhart 1995; Wenden 1998b; Yang 1998).

The general conclusions that the researchers have drawn from learner training
studies usually include the statements like the following ones: Being an autonomous
learner takes time and it is not something automatically flourishes. However, being
exposed to learner training sessions, and given chances to make choices, students’
perceptions of being responsible and self-directed learners develop quickly. Learning
how to learn is not an end in itself, but a beginning (Bertoldi, Kollar and Ricard

1988:165; Cotterall 2000; Lee 1998; Wenden 1996).

In conclusion, learner training is a valuable practice which is likely to
encourage learners to become more active, successful, responsible and autonomous

in their learning endeavour gradually.

1.2 PURPOSE OF THE STUDY AND RESEARCH QUESTIONS

The main aim of the study is to explore the effects of learner training and
awareness building activities on learners’ perceptions of responsibility in learning

English. Additionally, it is intended to find out whether these activities will result in



any possible meaningful differences in learners’ motivational level and perceptions

of responsibility in relation to gender.

This study, therefore, aims to find answers to the following research

questions:

RQ 1: What are the perceptions of responsibility of students in English preparatory
classes?

RQ 2: Is there a significant difference in learners’ perceptions of responsibility with
regard to gender?

RQ 3: Is there a significant difference in learners’ perceptions of responsibility in
learning English after learning training and awareness building sessions?

RQ 4: Is there a significant difference in learners’ perceptions of responsibility after
learner training and awareness building sessions in relation to gender?

RQ 5: Is there a significant difference in learners’ motivational level after learner
training and awareness building sessions?

RQ 6: How do learners evaluate learner training and awareness building sessions?

1.3 SIGNIFICANCE OF THE STUDY

Since the recent trends in educational psychology are in favour of training
individuals how to learn, how to continue their life-long education, and how to be
ideal citizens of a democratic society, developing learner autonomy in language
learning appears to be a significant endeavour that needs to be accomplished. It is
also known that effective learning takes place when learners actively involve in and
assume responsibility for their own learning. In this respect, it sounds quite
reasonable and desirable to foster learner autonomy as it entails both one’s active and
responsible involvement in the learning process. However, learners do not always
become autonomous individuals on their own; or they are not often aware of most of

the points that will help them learn a language more effectively. Furthermore, it is



assumed that taking on responsibility for one’s own learning is not innate (Holec
1980 cited in Tan and Chan 1997). For this reason, foreign language teachers have
another important duty of building an awareness of the facts related to the
development of responsibility in language learners, and helping and guiding them in
learning how to learn as well as teaching them the content of the target language.
Following the previous rationale, this study intends to find out whether a
systematically planned learner training programme will bring about a significant
difference in learners’ perceptions of responsibility, which is an essential component

of learner autonomy, in learning English.

In addition, the review of literature reveals that the studies aiming to promote
learner autonomy are mostly derived from teacher-based approaches in Turkey (see
Ozdere 2005; Sert 2006; Yildirim 2005). However, there is a scarcity of studies
adopting learner-based approaches to foster autonomy. Therefore, this study might

guide further learner-based, more specifically learner training studies, in Turkey.

The findings of this study can motivate foreign language teachers to foster
learner autonomy in their classes and influence course designers to incorporate the
elements that might lead to the development of learner responsibility and autonomy
in course development. The results of this study might also contribute to the research
implemented in this field and serve future researchers as a basis for further research
related to the promotion of responsibility in foreign language learning settings.
Furthermore, the results of this study can shed light on the organization of foreign
language teacher education and in-service teacher training with an emphasis on the
development of learner autonomy through designing and implementing effective
learner training programmes. Finally, the findings of the study can contribute to both
theoretical and practical development of the concept of responsibility as an essential

attribute of effective and autonomous learning.



1.4 LIMITATIONS OF THE STUDY

A group of English preparatory students at Canakkale Onsekiz Mart
University participated in this study which was carried out for over five weeks in the
fall semester of 2005-2006 school year. With the purpose of collecting data, two
questionnaires were developed by the researcher and also interviews were
implemented. In this respect, the findings of this study are limited to the size of the
sample group, the length of the study, and instruments developed. For this reason, the
results of the study cannot be generalized for all learners of English and settings

where English is taught as a foreign language.

1.5 ASSUMPTIONS OF THE STUDY

The study has the following assumptions:

First of all, it is assumed that all the participants took part in the study
willingly and they were honest and frank when answering the questions in the

questionnaires and the interview.

Secondly, the fact that they are coming from different social classes and

cultural backgrounds is not considered very important.

It is also assumed that there are not many intervening factors that might affect

the results and mislead the researcher.



1.6 ORGANISATION OF THE THESIS

This thesis is composed of six chapters. Chapter One is an introduction and it
presents the background of the study. The purpose of the study and research
questions are presented as well. Furthermore, the significance, assumptions and
limitations of the study and the description of the organization of the whole thesis are

included in this chapter.

Chapter Two establishes a theoretical framework for learner autonomy and
responsibility. It reviews the literature on definitions of learner autonomy and
responsibility; development of learner autonomy in language learning; relationship

between autonomy and responsibility, and between motivation and autonomy.

Chapter Three presents the rationale for developing learner autonomy in
language learning, approaches to the development of learner autonomy, and details
about learner training and awareness building in promoting learner autonomy. The
chapter ends with a review of several studies concerning the promotion of learner

autonomy in language education.

Chapter Four describes the methodology of the study by referring to the
research questions and design of the study. Furthermore, the pilot study and main

study are described in detail.

In Chapter Five, the findings of the study are reported accordingly in depth.

Interpretations of the findings are complemented with tables and figures.

Chapter Six is a summary of the whole study. It discusses the findings, draws
some conclusions, and underlines important implications in the light of these

conclusions. It also presents several suggestions for further research.
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1.7 CHAPTER SUMMARY

This chapter reviewed the background to the study. It introduced the purpose
of the study and presented research questions. It emphasized the significance of the
study and highlighted the limitations and assumptions. Finally, the organization of

the thesis was outlined.
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CHAPTER TWO
THE DEFINITION AND HISTORY OF LEARNER AUTONOMY
IN LANGUAGE LEARNING

2.0 INTRODUCTION

This chapter, which mainly focuses on theoretical aspects of learner
autonomy, begins with a detailed review on the definition and description of the
concept. Next, several controversial issues related to the concept of autonomy are
discussed, and the characteristics of autonomous learners are described. Then, the
historical development of learner autonomy is reviewed. Furthermore, the concept of
responsibility as an essential dimension of learner autonomy and the central element
of this study is discussed in terms of its relation to and place in autonomy. Finally,

the relationship between autonomy and motivation is explored.

2.1 DEFINING AND DESCRIBING AUTONOMY

Inspection of literature reveals that the definition of ‘autonomy’ does not
seem to be based on a general consensus among the authors who are interested in the
field of learner autonomy. One of the reasons for this disagreement is that it is a
construct which is difficult to measure, observe or identify the characteristics that it
encompasses (Benson 2001; Benson and Voller 1997; Little 1990). Moreover,
autonomy is a construct which is displayed in different ways and to different degrees
by different learners (Cotterall 1995b: 195). Another reason for the discussions on
the definition and description of autonomy is the existence of different versions of
autonomy that result in the differences in ways of describing and exercising it

(Benson and Voller 1997).
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In spite of all the discussions on the nature of autonomy and its definition, a
large number of authors and researchers often quote Holec’s definition which
explains autonomy as “the ability to take charge of one’s own learning” (1981: 3
cited in Aoki 1999: 142; Benson and Voller 1997: 1; Cotterall 2000: 109; Gardner
2000: 50; Lamb 2004: 1; Lee 1998: 283; Sert 2006: 2; Thanasoulas 2004: 1; Usuki
2001: 2). In his definition, learners’ ability to manage their own learning appears to

be one of the main facets of autonomy.

While Holec’s definition is considered as the basic one by a number of
authors, it points to only one aspect of autonomy, which comes out as the ‘ability’ to
take charge of one’s own learning. However, the definitions suggested by other
authors reveal different aspects of autonomy. For instance, one of these definitions
offered by Benson (2001: 47) explains autonomy as “the capacity to take control of
one’s own learning”. Another oft-cited definition of autonomy which involves
similarities with Benson’s and Holec’s, but which is a more extended one, has been
proposed by Little (1991: 4 cited in Benson 2001: 49, Dickinson 1995: 167;
McCarthy 1998: 1; Thanasoulas 2004: 2). According to him, autonomy is
“essentially a matter of learner’s psychological relation to the process and content of
learning...a capacity for detachment, critical reflection, decision-making, and
independent action”. In this sense, autonomy is not a method of teaching or “it is not
something done to learners” but something which learners can only do for
themselves (Little 1990; Thanasoulas 2004: 2). Usuki (2001: 2) exploits the term in a
similar manner: learner autonomy is not to do with “giving the learning environment,
but it is the students’ motivation to make their own environment for their learning”.
Thus, three aspects of autonomy, ‘capacity’ to take control of one’s own learning,
‘learners’ internal attitude’ towards learning, and learners’ ‘motivation’ to make
learning of their own come out as distinct characteristics of autonomy besides the

‘ability’ to take charge of one’s own learning.

In other definitions of autonomy, the terms responsibility and attitude come
to foreground as two key components that make up autonomy. Dickinson (1987: 11),

for example, defines autonomy as “the situation in which the learner is totally
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responsible for all of the decisions concerned with his learning and the
implementation of those decisions”. Dickinson (1995: 167) also offers another
definition by which the concept of responsibility is highlighted in the development of
autonomy. According to him, autonomy refers to “an attitude towards learning in
which the learner is prepared to take, or does take, responsibility for his own

learning”.

In another definition of the term, independent learning becomes the focal
point of autonomy. Cotterall’s (2000: 109) definition explains autonomy as
“involving students’ capacity to use their learning independently of teachers”.
According to her, autonomy is also to do with “the extent to which learners
demonstrate the ability to use a set of tactics for taking control of their learning”
(Cotterall 1995b: 195). That is to say; learners’ ability to use these tactics reveals the
degree of their autonomy. Among these tactics, which are displayed in varying
extents by different learners, are setting goals, choosing materials and tasks,

planning, monitoring and evaluating language learning process.

Scharle and Szabo (2000) point to two other aspects of autonomy: freedom
and right to make choices besides the ability to handle one’s own affairs. More
specifically, autonomy refers to “the freedom and ability to manage one’s own
affairs, which entails the right to make decisions as well” (Scharle and Szabo 2000:
4). With respect to learning, their definition could be interpreted as the freedom and

ability to manage one’s own learning as well as having right to make choices.

In contrast to Scharle and Szabo (2000), Kenny (1993: 431) argues that
autonomy does not simply mean having the ability or freedom to make choices but it
also entails “exploration of self-concept and the realization of personal and group
potential”. In other words, autonomy is related to the discovery of “inner self” which
is brought to “outer expression” that makes it possible to grow one’s potential. The
conversion of inner self into outer self allows learners reflect on their beliefs,

thoughts, perceptions and problems. This, in turn, allows them to be the producers of
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knowledge rather than the consumers who choose among the ready-made materials,

sources or activities. In his own terms (Kenny 1993: 440):

Autonomy is not just a matter of permitting choice in learning
situations, or making pupils responsible for the activities they
undertake, but of allowing and encouraging learners, through
processes deliberately set up for the purpose, to begin to express
who they are, what they think, and what they would like to do, in
terms of work they initiate and define for themselves. This is
holistic learning and it transcends subject disciplines.

In this explanation, central tenets of humanism such as self-actualization,
personal growth and development, and also the importance of reflection are
embedded. Therefore, it could be stated that autonomy is also concerned with
learners’ feelings and emotions and their need for personal growth as well as success

in learning.

Three more facets of autonomy, fechnical ability, psychological capacity and
control should also be taken into consideration when describing its nature. These
aspects of learner autonomy are emphasised in Benson’s (1997: 25) three main

definitions of autonomy in language learning:

e autonomy as the act of learning on one’s own and the technical
ability to do;

e autonomy as the integral psychological capacity to self-direct
one’s own learning;

e autonomy as control over the content and processes of one’s
own learning.

These definitions are based on three different versions of autonomy as
proposed by Benson (1997). These versions are named as technical, psychological

and political which will be discussed in detail in the following parts.

After a review of a number of definitions of autonomy in the literature, the
different aspects of autonomy stated in the previous parts could be brought together

in order to come up with a neater understanding of the concept. Autonomy is about:
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e the ability to take charge of one’s own learning (Holec 1981: 3);

e the capacity to take control of one’s own learning ( Benson 2001:
47);

e learner’s psychological relation to the process and content of
learning...a capacity for detachment, critical reflection, decision
making, and independent action (Little 1991: 4);

e the students’ motivation to make their own environment for their
learning (Usuki 2001: 2);

¢ involving students’ capacity to use their learning independently
of teachers (Cotterall 2000: 109);

¢ the extent to which learners demonstrate the ability to use a set of
tactics for taking control of their learning (Cotterall 1995b: 195);

e the freedom and ability to manage one’s own learning, which
entails the right to make decisions as well (Scharle and Szabo
2004: 4);

e exploration of self-concept and the realization of personal and
group potential (Kenny 1993: 431); and

e control over the content and processes of one’s own learning
(Benson 1997: 25).

These different definitions could be summarised in three main ways in which

autonomy refers to:

e learners’ psychological capacity to assume responsibility for and take
control of their own learning,

® amode of self-instructed study whereby there is no teacher intervention
or control over the learning process,

® alearning situation where learners have the right and freedom to make

decisions about the content and processes of their own learning.

For a broader understanding and the clarification of the concept of autonomy,
Benson and Voller (1997: 1) suggest five different ways that the term ‘autonomy’

has been used:

1. for situations in which learners study entirely on their own;

2. for a set of skills which can be learned and applied in self-directed learning;
3. for an inborn capacity which is suppressed by institutional education;

4. for the exercise of learners’ responsibility for their own learning;

5. for the right of learners to determine the direction of their own learning.



16

These points reflect the differences of the term ‘autonomy’ used in various
discourses. In addition, these five ways point to the different versions of autonomy
and differences in the ways of implementing them (Benson and Voller 1997). These
versions also match up with the three definitions suggested by Benson (1997: 25) as
mentioned in the previous parts. The first definition is related to the technical version
of autonomy within which the concept implies the act of learning a language
independently of a teacher or an educational institution. The second definition
corresponds to the psychological version which considers autonomy as a capacity — a
construct of attitudes and abilities — by which learners are expected to assume more
responsibility for their own learning. The last definition is based on the political
version of autonomy which characterizes the notion as the “control over the
processes and content of learning” (Benson 1997: 19). In the light of this
classification, it could be suggested that it is possible to differentiate between various

definitions of autonomy in terms of different versions that they correspond to.

Similar to three different versions of autonomy proposed by Benson (1997),
there are three broad views of autonomy in language learning suggested by Sinclair
(1999). According to her, the first view of autonomy is concerned with letting
learners exercise a degree of independence. The second view considers autonomy as
“a capacity for making informed choices about one’s learning”; while the third view
regards autonomy as “a question of learners’ rights, or freedom from constraint”
(Sinclair 1999: 310-311). In the light of these different views and versions of
autonomy, it is easier to interpret and understand different definitions of the term

more clearly.

While it is possible to minimize the confusion about the definition and
description of autonomy and come to a more shared understanding of the term
through the classification of the versions of autonomy and exploration of different
views on it, there still remain other factors which lead to difficulty in describing
autonomy more precisely. One of these factors is that autonomy is a construct which
is difficult to measure because it is not displayed in observable behaviours

(Dickinson 1993: 330). Another reason is that autonomy is not a method of learning,
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but a natural attribute of learning (Benson 2001: 2; Little 1990). Thus, it is an
internal capacity of the learner and for this reason it is not easy to describe the
concept explicitly. Furthermore, autonomy is a multidimensional construct and a
matter of degree and it is realized in different forms and degrees depending on
learners’ age, personal needs, goals and preferences, and also specific aspects of
learning (Benson 2001: 51). Finally, autonomy is context-specific. That is; “an
individual may be autonomous in one area while dependent in another” (Murray

1999: 305). As a result, it becomes quite hard to qualify learners as either

autonomous or dependent in terms of concrete observable characteristics.

While it is sensible to define and describe autonomy in terms of what it
entails, it is also necessary to discuss what autonomy is not so that some of the
misconceptions could be overcome about the nature of autonomy to some extent.
Little (1990: 7), for instance, proposes a list which summarises and clarifies the

nature of autonomy by explaining what it is not

¢ Autonomy is not a synonym for self-instruction; in other words,
autonomy is not limited to learning without a teacher.

¢ In the classroom context, autonomy does not entail an abdication of
responsibility on the part of the teacher; it is not a matter of letting
learners get on with things as best they can.

® On the other hand, autonomy is not something that teachers do to
learners; that is, it is not a teaching method.

e Autonomy is not a single, easily described behaviour.

e Autonomy is not a steady state achieved by learners.

One of the distinguishing characteristics of autonomy is, then, the possibility
to exercise it even in a classroom context as well as in self-instruction. However,
when autonomy is exercised in a classroom context, the teacher is not expected to
transmit whole responsibility to the learner but to help and guide them in getting the
best out of their learning. The view that autonomy is not a teaching method
emphasises the fact that learner autonomy is not to do with “giving the learning
environment, but it is the students’ motivation to make their own environment for

their learning” (Usuki 2001: 2). Another point that comes to foreground again is the
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difficulty in describing autonomous behaviour as autonomy does not entail a single

behaviour or it is not a stable state attained by learners.

Another primary reason to account for the disagreement on the definition and
description of autonomy in the literature is that there are a number of terms that have
been used synonymously or interchangeably with the concept (Thanasoulas 2004).
Among these terms are self-instruction, self-direction, semi-autonomy, self-access
learning and self-access materials, individualized instruction and so on. These terms

are distinguished by Dickinson (1987) (see Figure 1).

AUTONOMY AND RELATED TERMS

Autonomy— the situation in which the learner is totally responsible for all of the
decisions concerned with his learning and the implementation of those decisions

Semi-autonomy— the stage at which learners are preparing for autonomy

Self-instruction— the situations in which learners are working without the direct
control of the teacher.

Self-direction— a particular attitude towards learning where the learner accepts
responsibility for all the decisions concerned with his learning but does not
necessarily undertake the implementation of those decisions

Individualized instruction— a learning process adapted to a particular individual,
taking this individual’s characteristics into consideration

Self-access materials— materials appropriate to and available for self-instruction

Self-access learning— self-instruction using these materials

Figure 1: Definition of autonomy and related terms (Taken from Dickinson 1987: 11)

Two of these terms, self-direction and autonomy, are especially distinguished
by Dickinson (1987: 13). The former refers to learners’ taking on responsibility for
the management of their own learning while the latter is recognized as carrying out
all of these tasks related to management of learning by learners, without requiring
any help from the teacher. In other words, self-direction is to do with the capacity
and autonomy refers to the ability to perform the actions that this capacity involves.
However, when these two terms are used in this study, this distinction is not pursued

strictly.
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As stated previously, autonomy is a construct which is difficult to measure
since it is not explicitly manifested in observable behaviours (Dickinson 1993).
However, in order to research a construct such as autonomy, it should be described in
terms of observable behaviours. Having made the definition of autonomy as “the
capacity to take control of one’s own learning”, Benson (2001: 47) argues that the
construct of ‘control’ is more suitable to investigation than the constructs of ‘charge’
and ‘responsibility’. For this reason, control should be the key determiner in defining
and describing the concept of autonomy. He proposes three important levels of
learner control in language learning: learning management, cognitive processes and

learning content which are highly interdependent (Benson 2001: 50):

These levels are clearly interdependent. Effective learning
management depends upon the control of the cognitive processes
involved in learning, while control of cognitive processes
necessarily has consequences for the self-management of learning.
Autonomy also implies that self-management and control over
cognitive processes should involve decisions concerning the
content of learning.

Holec’s definition of learner autonomy as taking charge of one’s own
learning holds the level of learning management. Control over learning management
includes the use of language learning strategies. Among the different taxonomies of
language learning strategies found in the literature, metacognitive, social and
affective strategies appear to be the most appropriate ones for the construct of
autonomy because metacognitive strategies are to do with the learners’ self-
management skills; “social strategies represent actions taken in relation to others; and
affective strategies describe the actions taken by the learners in relation to the self”

(Benson 2001: 82).

Little’s definition adds a cognitive aspect to the nature of autonomous
learning in that “the learner will develop a particular kind of psychological relation to
the process and content of his learning” (1991: 3). Control over cognitive processes

of learning has something to do with the psychology of autonomous learning. This
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level of control involves the cognitive processes of directing attention, reflection, and

building metacognitive knowledge.

Benson (2001) puts forward a third aspect, the situational aspect, to the nature
of autonomous learning. Situational aspect implies the learner control over the
content of learning. It is assumed that learners should have the right to determine

their own learning goals and also the learning content.

The fourth aspect of autonomous learning is the social aspect which suggests
that control over learning might include collective and interactive decision-making

rather than the learner’s own preferences and choices (Benson 2001).

As it is apparent in the preceding paragraphs, when attempting to define and
describe autonomy, different levels of learner control should also be taken into
consideration so that a broader understanding of autonomy could be achieved. Four
main levels of learner control, learning management, cognitive processes, control
over learning content and interactive decision-making, as pointed out by Benson
(2001), serve as the basic guidelines in realizing what control over learning involves,

which is suggested as the most suitable construct to investigation.

Along with different versions of autonomy, which are stated as technical,
psychological and political by Benson (1997), there are also different components
and domains of the concept (see Figure 2). According to Littlewood (1996), for
example, ability and willingness are two principal components composing this
capacity. These components themselves are divided into two. Ability involves
knowledge and skills; and willingness is based on motivation and confidence. All of
these components are connected to one another. Therefore, a person can achieve
acting in an autonomous way providing all of these components exist together

(Littlewood 1996: 428).

Littlewood (1996) also suggests three highly interdependent domains of

autonomy by which it becomes possible to develop autonomy in and through foreign
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language learning: autonomy as communicators, autonomy as learners and
autonomy as persons (see Figure 2). Each domain has different levels at which the

choices are made and carried out.

Similar to Littlewood, Little (1995: 176) proposes two distinct dimensions
of autonomy: pedagogical autonomy and communicative autonomy (see Figure 2).
The former seems to be similar to Littlewood’s dimension of ‘autonomy as learners’
in which the aim is to produce autonomous learners and the latter to ‘autonomy as
communicators’ which concerns the autonomous use of target language for the aim
of communication. These two domains are closely linked and highly interdependent
and their effective integration ensures successful implementation of autonomy.
Consequently, as learners’ confidence in using target language increases through
these successful practices of autonomy, second language acquisition is fostered since
having confidence is a prerequisite to effective communication. For Little (1995),

this is the rationale behind the attempt to foster autonomy among language learners.
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Figure 2: Components and domains of autonomy in foreign language
learning (based on Little 1995: 176; Littlewood 1996: 430)
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To sum up, it turns out to be quite difficult to define and describe learner
autonomy in a clear-cut and concrete manner because perception and implementation
of the concept exhibit variation and differences depending on various aspects,
versions, dimensions, components of autonomy and different contexts that it is used
as discussed in detail in the previous parts. This complex nature of the concept of

autonomy needs to be taken into account if it is to be perceived precisely.

2.1.1 ISSUES OF DEBATE

When the literature is surveyed, there appears to be a large body of ongoing
debates about the theory and exercise of autonomy. These discussions center around
issues such as whether it is a universally adaptable concept or a dominant Western-
European value (see Chanock 2003; Ho and Crookall 1995; Jones 1995; Sert 2006;
Usuki 2001); whether it is an attitude towards learning totally independent of
teachers (see Cotterall 2000; Little 1990) or it is possible to implement it even in
traditional classrooms where the teacher plays an important role in the learning
process (see Little 1990); whether it refers to learning in isolation or it entails an
interdependent, interactive or collaborative aspect (see Benson 2001; Dickinson
1987; Esch 1997; Kohonen 1992 in Benson 2001; Lee 1998); or whether it is usually
suitable only for adults and higher levels of proficiency or its exercise is feasible for
all ranges of ages and levels and so on (see Gremmo and Riley 1995; Dickinson
1987, 1993).

One of the widespread debates about the theory of autonomy is whether the
present concept is a cultural specific or a universally adaptable notion to language
education. While there is the common view that “the concept of autonomy is laden
with cultural values, particularly those of the West” (Jones 1995: 228), many authors
argue that it could also be exercised to some extent in language education regardless
of the culture providing that an environment for introducing and fostering autonomy

is created accordingly to that specific culture (Chanock 2004; Crabbe 1996; Ho and
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Crookall 1995; Sert 2006; Usuki 2001). Crabbe (1996 cited in Usuki 2001: 6), for
example, points out that “taking charge of learning is a characteristic of human mind,
that we all have the capacity to develop autonomy and although that capacity might
not be the same for everyone”. At this point, it can be suggested that “different
cultures and learning contexts require different approaches to promote learner

autonomy” (Sinclair 1997 quoted in Usuki 2001: 7).

Similarly, Usuki (2001: 7) points out that “learner autonomy must be a
universal characteristic of human beings, and should be promoted for all learners as
one of the important goals of language education”. Sert (2006: 4) also points out that
“both eastern and western educational systems recognize the importance of more
autonomous learning, yet stand perhaps at different points in its historical
implementation”. Further claims indicate that in different learning contexts, even in
Confucian-heritage cultures, where silence is considered to be gold, thus passivity is
reinforced, there are ways to adapt and promote learner autonomy (Chanock 2004;
Usuki 2001). It is also a surprising fact that most of the studies, research and
publications about autonomy and self-directed learning have been done in Eastern-
Asian countries such as China, Korea, Thailand and Japan which are assumed to be

unsuitable cultures for the exercise of autonomy.

On the other hand, Riley (1988) elaborates on the ethnocentricity of
autonomy. For him, learners’ cultural backgrounds might display variations in the
implementation of autonomous and self-directed learning. Some cultures predispose
against the idea of autonomy, while some others seem more suitable for the concept
and exercise of autonomy. He argues, however, there is the danger of categorizing
different cultures and societies according to their attitudes towards autonomous
language learning. Nevertheless, the fact that there might be cultural variation in
attitudes to learning and autonomy should be taken into consideration and a tentative
analysis of learners’ cultural expectations should be integrated into course planning

and implementation (Riley 1988; Tudor 2001: 154).
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Another common discussion is that autonomy refers to learning in isolation.
The reason accounted for this idea is the rise of the trend of individualization which
has appeared as a result of studies emphasising the individual differences among
learners and also the proliferation of educational technologies, especially personal
computers, which has led to the misunderstanding about the real meaning of freedom
and independence. However, many scholars support the idea that autonomous
learning requires collective and cooperative work as well as working independently
(Benson 2001; Dickinson 1987; Esch 1997; Kohonen 1992 in Benson 2001; Wallis
2005). Dickinson (1987) also maintains the view that autonomy requires a great deal
of cooperation and collaboration among learners since language learning takes place
in a social environment where the participants are involved in active communication.

This point has also been highlighted by Kohonen (1992 quoted in Benson 2001: 14):

Personal decisions are necessarily made with respect to social and
moral norms, traditions and expectations. Autonomy thus includes
the notion of interdependence, which is being responsible for one’s
own conduct in the social context: being able to cooperate with others
and solve conflicts in constructive ways.

As the quotation above describes the point very clearly, interdependent and

social aspect is of utmost importance in autonomous language learning.

Another ongoing discussion is that whether the implementation of autonomy
is suitable for children as well as adults. Gremmo and Riley (1995) argue that
implementation of autonomous learning with young learners is viable because it is
supported by sound evidence obtained from studies done by secondary school
teachers in Norway. These studies proved that the children who were exposed to
learning to learn approach appeared to be as successful as those that were taught in
teacher-led classrooms. Also their learning competence came out to be higher (1995:
155). Similarly, Dickinson (1987: 15, 1993: 331) advocates that preparing children
for self-directed learning is both necessary and possible, and also autonomy applies
all levels and ages of learning. While the view that training of learners for

autonomous learning could and should start at a young age seems to be ideal,
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another fact that individuals need to be cognitively mature enough to be able to take

control of their learning should also be kept in mind.

The question of whether self-directed learning could be implemented with
adults of low educational level has been discussed for a long time. Gremmo and
Riley (1995: 156) have found out an answer to that question through examining some
examples of self-directed learning schemes conducted in different contexts. One of
these programmes was implemented in Australia with migrant workers coming from
low educational backgrounds. The students enrolled in that program were exposed to
learning to learn approach. The results demonstrated that those learners appeared to
be successful and also their self-confidence increased while their feelings of

frustration and failure decreased.

After a review of issues of debate about the theory and implementation of
autonomy, the following conclusions could be drawn. Firstly, autonomy has long
been accepted as an ultimate goal of education and a natural characteristic of all
human beings. Therefore, even in cultures whereby the implementation of autonomy
seems to be unsuitable, autonomy could and should be promoted in language
learning through preparing the most available and appropriate environment.
Secondly, there is now much more agreement on the view that autonomy entails a
cooperative and social aspect of learning rather than learning in isolation since
language learning takes places in a social environment. Finally, there is sound
evidence obtained from various studies that implementation of autonomy is both
possible and necessary with learners having different backgrounds. Yet, the cognitive
maturity level of learners needs to be taken into account when planning an
autonomous learning or a learner training program as it will not be possible if

learners are not ready or able to do so.
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2.1.2 CHARACTERISTICS OF AUTONOMOUS LEARNERS

The review of literature on learner autonomy offers a detailed description of
characteristics of autonomous learners. Unlike the disagreement on the definition of
the concept, there is surprisingly a shared understanding of the characteristics of

autonomous learners.

Dickinson (1987: 9), for instance, defines an autonomous learner as the “one
who is totally responsible for making and implementing all of the decisions
concerned with his own learning”. Similarly, Littlewood’s (1996: 428) definition
suggests that an autonomous learner is the “one who has an independent capacity to
make and carry out the choices which govern his or her actions”. In other words,
autonomous learners could be defined as those who have a responsible and
independent attitude towards their learning with an awareness of making and

implementing informed choices concerned with their own learning.

In more specific terms, autonomous learners are characterized as having a
capacity for detachment, responsibility, making choices, critical reflection and
decision-making and also the ability to define their own learning goals and contents
(Dickinson 1995:167). Ho and Crookall (1995: 236) provide a similar list of features
that characterize autonomous learners. One of these features is self-knowledge which
entails “knowing what to learn and why”. Self-knowledge consists of skills such as
“choosing instructional materials; setting learning objectives and prioritizing them;
determining when and how long to work on each objective; assessing progress and
achievements; evaluating the learning programme” (Ho and Crookall 1995: 236) (see

Figure 3).

Another feature describing the nature of autonomous learners is their ability
to manage negative affective factors such as stress and anxiety that seem to hinder
learning. Having basic knowledge about the nature of language and language

learning process is another important characteristic of autonomous learners.
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Furthermore, autonomous learners are those who know how to motivate and

discipline themselves (Ho and Crookall 1995: 236).

Although Dickinson (1993: 330-331) perceives autonomy as an attitude to
language learning that may not necessarily have many external observable features,

he suggests that autonomous learners could be characterized in terms of their
attitude.

The most common qualities of autonomous learners are shown in Figure 3:

Being aware of
teacher’s
objectives

Being able to
use appropriate
learning

strategies

Having self-
confidence in
learning a
language

Assessing and
evaluating
progress and
achievements

Managing
negative
affective factors

QUALITIES OF
AUTONOMOUS
LEARNERS

Assuming
responsibility

for their
learning

Making
significant
decisions about
one’s learning

Having basic
knowledge
about language
learning

Implementing
the decisions

appropriately

Figure 3: Qualities of autonomous learners (Based on Cotterall 1995b;
Dickinson 1993; Ho and Crookall 1995; Van Lier 1997)

According to Cotterall (1995b: 201), it is a commonly held view in the
literature that there is a positive relationship between learner confidence and success

in language learning and “confidence is a defining characteristic of autonomous
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learners” as well. Another characteristic of autonomous learners, as suggested by
Cotterall (1995b: 202), is their awareness of “the role of cognitive and affective
variables in language learning, of how language works and of how strategies
influence learning”. Autonomous learners are also identified as those who do not rely
only on teacher’s feedback but also assess their own progress and performance. Self-
monitoring seems to be the most distinguishable characteristic of autonomous
learners. To sum up, autonomous learners are those who have self-confidence in
learning a language; who have a general awareness of and knowledge about language
learning process and learning; and who find it worthy to assess and evaluate their

own progress rather than relying only on teacher’s feedback (Cotterall 1995b).

Following the preceding discussions, then, it is possible to sum up the
characteristics of autonomous learners as follows. Autonomous learners are qualified
as those who take an active role in and who are in control of their own learning.
They have also a sense of awareness and basic knowledge about different
components and phases of language learning process as well as a conscious attitude
towards their own learning progress. More specifically, autonomous learners have
the ability and capacity to make all kind of decisions and take appropriate actions
regarding their own learning such as deciding what, how, when, how long and where
to learn, evaluating their own progress and dealing with the consequences of their
own behaviours and actions. Actually, responsibility appears to be the underlying
component of autonomy and a prerequisite to all of the features of autonomous
learners mentioned in the previous statements since it is so apparent that only
responsible learners will have a tendency to make decisions and take appropriate

actions concerning their own learning.
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2.2 DEVELOPMENT OF LEARNER AUTONOMY IN LANGUAGE
LEARNING

While the concept of learner autonomy appears to have come into view in the
field of language learning in the recent past, it has truly existed as the seed of
development and democratization of civilizations throughout the history. However,
the roots of the concept in education, specifically in language learning, correspond to
the developments in sociological, political and sociological context in Europe in the
late 1960s, and educational reform, psychology of learning and learner-centredness.
In the following parts, these developments and their effects on the growth of the

concept of learner autonomy will be discussed in turn.

2.2.1 HISTORICAL BACKGROUND OF LEARNER AUTONOMY IN
LANGUAGE LEARNING

In most of the readings on the origins and historical background of autonomy,
there is an emphasis on the difficulty in stating a certain point of time or particular
factors which have contributed to the development of the concept. For example,
Gremmo and Riley (1995) point out that it is difficult to address the emergence of
theory and practice of autonomy in language learning to a single source or a specific
point of time because complex relationships with the developments in sociological,
psychological, philosophical and political areas have contributed to the development

of autonomy both as a concept and a valuable practice in language education.

One of the important factors contributed to the growth of the concept and
practice of autonomy in language learning is the developments in sociological
context in Europe in the late 1960s (Benson 2001). One sociological factor
contributed to the emergence of the concept is the rise in the production of consumer
goods and services in developed Western countries which induced a new

understanding of human rights. This tendency led to the improvement of quality of
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life and growth of respect for the individuals (Benson 2001). Similarly, Gremmo and
Riley (1995) describe that period as an ideological shift away from consumerism and
materialism towards an emphasis on the meaning and value of personal experience,
quality of life, personal freedom and minority rights. The evolution of this movement
influenced the appearance of adult self-directed learning, “which insisted on the need
to develop the individual’s freedom by developing those abilities which will enable
him to act more responsibly in running the affairs of the society in which he lives”
(Benson 2001:8). As one of the significant consequences of these changes in
sociological context in Europe, the Council of Europe’s Modern Languages Project
was set up in 1978 and the first and main focus of this project was the migrant
workers’ language learning needs. Autonomous and self-directed learning were

central components in the framework of the council (Gremmo and Riley 1995).

Another factor that has played an important role in the development of
autonomy in language learning is technological developments. The increase in the
easier availability of a variety of technological tools such as the computer, the tape-
recorder, the TV, fax and e-mail, the video and tape-recorder, the internet, the
photocopier provided valuable opportunities for the practice of self-directed learning
and the establishment of self-access centres, which has been considered as a valuable
option to promote learner autonomy in language learning. Those centres have been
founded with the idea that access to language learning materials would enable

learners to be self-directed in their learning (Benson 2001; Gremmo and Riley 1995).

Similarly, in the political area, the rise of internationalism especially after the
Second World War has significantly influenced the spread of the concept of
autonomy in language learning (Gremmo and Riley 1995). As a result of the
establishment of international organizations such as United Nations and European
Union, and multinational corporations, foreign language learning requirements have
considerably increased. The demand for learning languages for special purposes such
as tourism, medicine, industry and technology has resulted in the implementation of
more adjustable language learning schemes which were learner-centred and self-

directed.
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Another source of the emergence and growth of the concept of autonomy, for
Gremmo and Riley (1995), is wider access to education in many countries that has
led to the growth of student population in universities. In order to manage the large
number of students, self-directed learning programmes with a focus on counselling
and resource centre have been set up. These programmes have provided learners with

the choice about what, when and where to study foreign languages.

The concept of autonomy in language education has also been influenced by
the emergence of the need to satisfy especially adult learners’ diverse learning needs
and preferences in ways such as distance learning and open learning (Benson 2001).
Those innovative ways of learning have largely been affected by the technological
advancements that have helped learners free from institutional instruction and reduce
their dependence on a teacher to acquire the required knowledge or skills. As Benson
(2001:19) points out, “the successful learner is increasingly seen as a person who is
able to construct knowledge directly from experience of the world, rather than one

who responds well to instruction”.

To sum up, developments and changes in sociological, political and
technological context in developed Western countries in the late 1960s have
underpinned the emergence of the concept of learner autonomy in language learning.
However, it would be misleading to suggest that these factors and periods of time
stated above strictly and solely explain the emergence of the concept. Therefore,
several more factors such as educational reform, psychology of learning and learner-
centredness should be discussed in order to come up with a broader understanding of

how learner autonomy has entered the field of language learning.

2.2.2 EDUCATIONAL REFORM

The fact that the prevailing trends in general education are immediately

reflected in language education is also the case with the evolution of the concept of
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learner autonomy. In this section, a brief discussion about the thoughts of leading

figures in educational reform and their implications will be presented.

Among the prominent figures in educational reform, Jean-Jacques Rousseau
made significant contributions to the development of the concept of autonomy and
especially to the idea of responsibility as a key attribute of autonomy in learning
(Benson 2001). In his proposal of a model of education, he pointed out that the most
effective learning occurs when children are allowed to learn whatever they want and
need to learn, and whenever they want to learn it rather than transmitting knowledge
from teacher to learner in forms of abstract subject matters. What is more crucial is
that learners should be responsible for their own actions and naturally of the

consequences their actions bring about (Benson 2001).

John Dewey, another leading educational reformist, also contributed to the
development of the concept in a similar way to Rousseau by indicating the
importance of satisfying learners’ needs and allowing them to solve their present
problems through problem-solving method and collaborative work so that they could
gain internal discipline which implied the reduction of teacher authority (Williams
and Burden 2000). Dewey’s thoughts emphasising that the most important function
of schools is to prepare individuals for the proper functioning of a democratic society
are of great importance in the betterment of education, consequently of society. In
this respect, learner autonomy is considered to be quite significant in educating
democratic individuals, which is possible through “training learners for responsibility

and then for autonomy” (Zehir Topkaya 2004: 40).

Finally, Paolo Freire’s thoughts have been quite influential in the evolution
of the concept of autonomy since he attached great importance to responsibility as a
fundamental human need, which is a view strongly shared by Rousseau. However,
the main contribution of Freirean education theory to the theory of autonomy “lies
mainly in its emphasis on the need to address issues of power and control in the

classroom within broader social and political context” (Benson 2001: 29).
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As stated previously, the ideas of those educational reformists contributed to
the development of the concept and exercise of learner autonomy in general
education and subsequently in language learning with the focus on learners’
responsibility for and active involvement in their own learning, and also the control

and power issues addressing learners.

2.2.3 PSYCHOLOGY OF LEARNING

In the field of applied linguistics, it is a propensity to elaborate on the
theoretical bases of the matters at issue in terms of theories of knowledge or
philosophies of learning in which they root in. Therefore, the concept of learner
autonomy, which has a complicated and intense theoretical side, should be explained
in its relation to dominant approaches to knowledge and learning and language
learning such as positivism, constructivism, critical theory, social interactionism and
humanism and their relations to three versions of autonomy, technical, psychological
and political as described in the preceding parts (Benson 1997; Thanasoulas 2000;
Williams and Burden 2000).

Positivism, which was the dominant philosophy of learning and knowledge in
the twentieth century, is based on the assumption that “knowledge reflects objective
reality” (see Thanasoulas 2000: 3). In addition, to consider a piece of knowledge to
be scientific and reflecting objective reality, it should be empirical and could be seen
and/or measured (see Williams and Burden 2000: 8). In this sense, learning,
according to positivist thought, constitutes merely “the transmission of knowledge
from one individual to another” (see Benson 1997: 20). This view of learning is
congruent with the continuance and improvement of the traditional classroom where
teachers are only seen as the suppliers of knowledge, and learners are presumed to be
“containers(s) to be filled with the knowledge held by the teachers” (Benson 1997:
20; Thanasoulas 2000: 3).
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Though the basic tenets of positivism seem to predispose against the idea of
learner autonomy, according to Benson (1997), among the three versions of
autonomy, technical version, which is defined as the act of learning a language
independently of a teacher or an educational institution, appears to be corresponding
to positivist approaches to language learning. The reason why Benson calls this
version of autonomy is technical is that it is to do with the technical skills that the
learners will need to have in order to manage their learning outside the classroom.
Consequently, according to technical version, autonomy is concerned with the
independent study of language beyond the classroom but having equipped with the
technical skills of managing one’s own learning and this version of autonomy has
close connections with two broad areas of study called learner strategies and learner

training.

In contrast to positivism, constructivist approaches to learning lend support to
the view that “rather than internalising or discovering objective knowledge,
individuals reorganise and restructure their experience” (Thanasoulas 2000: 39). In
other words, the central tenets of constructivist approaches to learning suggest that it
is actually the learner who goes about learning by reconstructing the knowledge in a
manner based on personal meaning and experience. The main emphasis is on the
personal meaning which is derived from individuals’ own experiences and
understanding of their own worlds. In this sense, knowledge is viewed as a relative
and subjective reality rather than an objective one. Constructivist conceptions of
language presume that “language does not reflect reality; rather...it constitutes the
means by which subjective realities are constructed” (Benson 1997: 21). In other
words, each learner creates his or her own version of the target language.
Consequently, learners are assumed to be in the center of the learning process and
active in this reconstruction process of the target language that they are studying
(Brown 1994; Thanasoulas 2000; Williams and Burden 2000). Therefore, they are in

a condition to take on most of the responsibility for their own learning.

Constructivist approaches of learning correspond to psychological version of

autonomy which is defined as “a capacity — a construct of attitudes and abilities —
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which allows learners to take more responsibility for their own learning” (Benson
1997: 19). Accordingly, abilities and attitudes have an important place in
psychological autonomy. Engagement and authentic interaction with the target
language community, self-directed learning and self-access are also the essential
steps towards the development of autonomy in the framework of psychological
autonomy. The concept of learner autonomy appears to be affected most by
constructivist approaches of learning as it is evident in most of the definitions of
learner autonomy (see Benson 1997, 2001; Cotterall 1995b; Holec 1981; Little 1991;
Kenny 1993; Usuki 2001).

Critical theory, an approach within the studies of humanities, social sciences
and language, posits a common view with the constructivism in that “knowledge is
constructed rather than acquired”; in addition, “knowledge is not neutral reflection of
objective reality, but rather consists of competing ideological versions of that reality
expressing the interests of different social groups” (Benson 1997: 22). Accordingly,
critical approaches to education and learning focus on the issues of power and
control; and learning is also considered as “a process of engagement and with social
context which entails the possibility of political action and social change” (Benson
1997: 22). Similarly, Thanasoulas (2000: 4) states that “as learners become aware of
the social context in which their learning is embedded and the constraints the latter
implies, they gradually become independent”. Therefore, according to critical theory,
language cannot be thought without the social and political context in which it is
used; because of this, language learning entails both learning about the language and
its social contexts. As it is apparent, critical theory matches up with the political

version of autonomy since a social and political side is emphasized within it.

Social interactionism (constructivism) is another important school of thought
that needs to be considered with regard to different views on learning and language
learning. Similar to constructivism, social interactionism supports the view that
learning is the result of a reconstruction process of knowledge based on individuals’
personal meaning and experiences and also it is a problem solving process. In

addition, it claims that learning does not occur in isolation from the context that it is
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embedded. Instead, learning takes place in interaction with other components like the
learners, the teacher, the task and the social context that make up the learning
situation (Williams and Burden 2000). Vygotsky, one of the leading proponents of
social interactionism, proposes that “learning begins from the starting point of the
child’s existing knowledge and experience and develops through social interaction”
(Benson 2001: 39). With regard to language learning, Williams and Burden (2000:
39) maintain the view that “we learn a language to interact meaningfully with other
people”. Thus, the communicative approach to language teaching is supported by
social interactionism. With respect to the development of autonomy, main principles
of social interactionism such as the importance of collaboration and cooperation
between the teacher and the learners and among learners are emphasised both in the
theory and practice of autonomy (see Benson 2001; Dickinson 1987; Esch 1997;
Kohonen 1992 in Benson 2001).

Finally, humanistic approaches to education are based on the premise that
“human beings have a natural potential for learning” and actual learning takes place
when the subject matter is relevant to the learner’s personality and life and when the
learner actively involves in the learning process (Rogers 1969 cited in Williams and
Burden 2000: 35). There is also strong emphasis on the fact that learning is not
restricted to a particular phase of an individual’s life-span, rather learning and
personal development is a life-long process. Additionally, since “education is viewed
as involving the whole person, the emotions and feelings”; it is not to do with
transmission of knowledge from one person to another as opposed to positivism

(Williams and Burden 2000: 33).

Humanistic psychology has also had considerable influence on the
development of the concept of autonomy. The pioneers of this school of thought,
such as Carl Rogers, emphasised that an effective learning experience should be like
learners’ taking responsibility for their own learning and seeking knowledge in a way
based on personal needs and meaning rather than searching for knowledge through
an external source (see Williams and Burden 2000). In humanistic psychology,

human beings are considered to have a natural tendency to self-actualize and “strive
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for health, individual identity and integrity, and autonomy” (Rogers 1969, 1983 cited
in Benson 2001: 31-32). Consequently, this premise has underpinned the
development of the concept of autonomy of which one of the main principles is to do
with learners taking on the responsibility for their own learning, thereby becoming

self-directed and autonomous in their approach to learning.

Though these divisions among the philosophies of knowledge, approaches to
learning and versions of autonomy are useful in exploring the relationships among
each other, Benson (1997) warns against the risk of over-simplification of these
classifications in that there are no clear cut boundaries among them. For this reason,
it is also possible for different approaches and theories to merge at some points.
Nevertheless, these divisions between the theories of knowledge and approaches to
learning are of significant value in explaining their effects on the development of the

concept of autonomy.

2.2.4 LEARNER-CENTREDNESS

The notion of learner-centredness, which has been influential in the field of
language teaching since the 1980s (Benson and Voller 1997; Tudor 2001), has
emerged as a result of the desire to satisfy individual learner needs and make learners
involve actively in the learning process. Therefore, in a learner-centred classroom,

learner is considered to be the most important participant of a learning situation.

According to Tudor (2001: 4), learner-centred approach should not be seen
as a separate school of thought; instead it is a trend empowering humanistic language
teaching, which entails the five ‘overlapping components’ of feelings, social

relations, responsibility, intellect and self-actualization.

Learner-centredness ““is characterized by a movement away from language

teaching as the transmission of a body of knowledge (the language) towards
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language learning as the active production of knowledge” (Benson and Voller 1997:
7). Learners have been regarded as the central part of the learning process by this
notion. Consequently, the learning process is more emphasized than the teaching
process. As learner-centredness has become a dominant trend in language education,
a range of learner-centred approaches have begun to emerge, all of which aim at
developing autonomy and independence in language learning. Among these
approaches are ‘“the learner-centred curriculum, the negotiated syllabus, learner
training and strategy training, the project-based syllabus, experiential and
collaborative learning, learner based teaching, and so on” (Benson and Voller 1997:
7). Thus, learner-centred approaches lend support to the development of autonomy

through the premise that learners are active participants in their own learning.

Nunan (1999: 12) similarly puts it that learner-centredness is “a matter of
educating learners so that they can gradually assume greater responsibility for their
own learning” rather than “an all-or-nothing concept”. This description of the term

displays an overt relationship between learner-centredness and autonomy.

To conclude, the notion of learner-centredness with its focus on
individualization, and learner’s central place and active involvement in learning
process has had considerable effects on the evolution of the concept of autonomy in
language education. The concepts of learner autonomy, learner-centredness, and also
learner training are closely related areas of language teaching. The tenets and/or
goals of each concept are aligned with one another; in other words, they serve one
common end, which is learners’ active, independent and responsible participation in

learning process, and their long-term success in language learning.



39

2.3 RELATIONSHIP BETWEEN AUTONOMY AND
RESPONSIBILITY

As one of the main objectives of this study is to investigate learners’
perceptions of responsibility in learning English, the concept of responsibility needs

to be clarified with respect to its definition and relation to learner autonomy.

2.3.1 DEFINING RESPONSIBILITY

While it is possible to encounter a large body of research and theoretical
examination on the concept and exercise of learner autonomy in language teaching in
the literature, there is not so much work on responsibility as a psychological attribute
of autonomous learners. However, there is a relative amount of explanations and

discussions on the nature of the term and its relation to autonomy.

A distinction between autonomy and responsibility has been made by Scharle
and Szabo (2000:4): autonomy refers to “the freedom and ability to manage one’s
own affairs, which entails the right to make decisions as well” and responsibility to
“being in charge of something, but with the implication that one has to deal with the
consequences of one’s own actions”. With respect to learning, this definition of
autonomy could be interpreted as the freedom and ability to manage one’s own
learning as well as having right to make choices, and responsibility as taking charge
of one’s own learning and being able to cope with the consequences of every action
one takes. As it is clear in these explanations, both autonomy and responsibility are
concerned with learners’ active involvement in the matters that are closely linked to

their learning; therefore, they are two interrelated concepts.

In Holec’s (1981 cited in Usuki 2001: 2) definition of autonomy as
“learners’ taking responsibility for their own learning”, responsibility means

learners’ awareness of their role as a learner in any learning situation; that is, “it is
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the learners’ internal attitude towards themselves as a learner” (Usuki 2001: 2). As it
is apparent in many definitions of autonomy such as the one above, responsibility is a

crucial element of autonomy.

According to Scharle and Szabo (2000: 3), responsible learners could be
defined as those “who accept the idea that their own efforts are crucial to progress in
learning, and behave accordingly”. This definition of responsible learners is extended

by describing the characteristics of responsible learners (Scharle and Szabo 2000).

Responsible learners are those who:

e believe that their own efforts will be significant in their progress;

e are aware of the benefits of working collaboratively with the teacher and
peers;

e consciously monitor and evaluate their progress;

e are willing to use every opportunity for their benefit to facilitate their
learning;

® have a sense of responsibility of their own efforts in the learning process;

e are aware of the fact that both success and failure are the result of their
efforts;

e and are in charge of their own learning.

Apparently, both responsibility and autonomy and their characteristics could
be defined in quite similar terms, since the former seems to constitute the core of the
latter. As a result, taking on responsibility for one’s own learning is a step taken

towards becoming an autonomous learner.

2.3.2 PLACE OF RESPONSIBILITY IN AUTONOMY

After the literature on learner autonomy is reviewed, it could be inferred that

responsibility plays a central role in autonomy. As a matter of fact, most of the
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definitions and discussions on autonomy include or emphasize the significance of

responsibility as its foremost element.

In Rousseau’s model of education, for example, it is asserted that “learners
are responsible for their own actions and learn by enjoying and suffering their
consequences” (Benson 2001: 24). Another significant educational reformist, Paolo
Freire, similarly maintains that responsibility is “a fundamental human need” and
“this responsibility is acquired through reflection on experience and the
transformation of social reality” (Benson 2001: 28-29). The views that responsibility
is a basic human need and learners should assume responsibility for their own

learning form the basis of learner autonomy.

According to Dickinson (1987: 9), responsibility is a prerequisite to
autonomous learning. A language course whose goal is to promote autonomy
requires learners to assume increasing responsibility for their learning. Thus, they
could make decisions, take necessary actions and deal with the consequences of these
actions concerning their learning. Similarly, for Little (1995: 175), accepting

responsibility for one’s own learning is the basis of learner autonomy.

For Zehir Topkaya (2004: 40), responsibility and autonomy are actually “two
complementary behaviours” in that “students need to accept themselves as the centre
of learning, so that they could become autonomous learners”. Therefore, it could be

concluded that autonomy is conditional upon responsibility.

Similar to other views discussed above, Scharle and Szabo (2000) also draw
attention to the importance of responsibility as a precondition for the development of

autonomy and effective learning:

in order for learners to be actively involved in the learning process,
they first need to realize and accept that success in learning depends
as much on the student as on the teacher. That is, they share
responsibility for the outcome. In other words, success in learning
very much depends on learners having a responsible attitude.”
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While the common view acknowledges that responsibility is to do with being
independent and in charge of one’s own learning, Chanock (2004) comments on
responsibility and autonomy from quite a different perspective. According to her,
autonomy might also necessitate being dependent on others in different
circumstances: “in any new situation, it is responsible to depend upon others who
know more than you do, so that you can learn how to operate in the new context”
(Chanock 2004: 4). Thus, learners requiring help from others (teachers, peers or
more knowledgeable people) when they encounter with problems or questions; or
when they just want to get feedback regarding their progress, they can be said to be
accepting responsibility for their learning through taking the most available route in
order to achieve their goals. For this reason, autonomy should let learners “choose
between dependence and independence as he (or she) perceives the need” if it has
come to be used as right and freedom in making choices (Candy 1988: 73 cited in
Chanock 2004: 4). To sum up, it is also responsible to be dependent on others, if the

goals are to be achieved.

In conclusion, though the terms responsibility and autonomy might be
defined slightly differently, they are actually two interrelated behaviours that
complement each other. As most scholars agree, responsibility is a prerequisite to the
development of autonomy. Therefore, learners should first become responsible so

that they could become autonomous.

2.4 AUTONOMY AND MOTIVATION

In an attempt to describe learner autonomy with regard to its relationship with
different constructs or factors, motivation probably comes out to be the most
distinguishing one among others. Being a multifaceted psychological construct, the

concept of motivation is difficult to define and describe like autonomy.
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Although it is hard to provide an exact definition for motivation, Williams
and Burden (2000: 120) offer the following neat definition in the framework of social

constructivism. According to them, motivation could be articulated as:

a state of cognitive and emotional arousal,

which leads to a conscious decision to act, and

which gives rise to a period of sustained intellectual and/or physical effort,
in order to attain a previously set goal (or goals)

It is manifest that occurrence of motivation is affected by a number of
different factors which can be internal or external to the learner. What is also
apparent in the definition above is that sustaining effort is as significant as initiating
motivation (Williams and Burden 2000). Therefore, when attempting to increase
learners’ motivation in learning a foreign language, different aspects or stages of

motivation stated in the definition above should be taken into account.

In the literature on motivation, the concept has been classified in different
ways. The most well-known classification of motivation has been made in cognitive
terms as whether it is internal or external to the learner. Mynard (1999: 1) quotes

Deci’s (1980) helpful distinction between two types of motivation:

The distinction between intrinsic and extrinsic motivation is
frequently made on the basis whether there is an externally
mediated reward or constraint present in the situation. When
people receive a reward such as money, or praise, or the avoidance
of punishment for doing an activity, they are considered to be
extrinsically motivated. If there is no apparent external reward,
they are said to be intrinsically motivated. In the latter case, the
reward is supposed to be in the activity itself.

In other words, intrinsically motivated people accomplish a task for its own
sake whereas extrinsically motivated people do an activity because of an interest

external to the activity (Dickinson 1995: 169).

There is a general assumption among many scholars that intrinsically

motivated learners will reach more effective learning outcomes and attain mastery in
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a foreign language (Deci and Ryan 1992 cited in Mynard 1999: 2; Dickinson 1995;
Mynard 1999; Williams and Burden 2000). Intrinsic motivation might be facilitated
through self-determination which implies that “the locus of causality for behaviour is
internal to the learner” which refers to attributions that learners make in relation to
the consequences of their actions, specifically to their failures and successes
(Dickinson 1995: 169). This assumption can directly be linked to the theory of
autonomy of which one of the basic principles is that learners are expected to cope
with consequences of their own choices and actions. The link between autonomy and

motivation is expressed in the following way by Dickinson (1995: 173-4):

There is substantial evidence from cognitive motivational studies
that learning success and enhanced motivation is conditional on
learners taking responsibility for their own learning, being able to
control their own learning and perceiving that their learning
successes or failures are to be attributed to their own efforts and
strategies rather than to factors outside their control.

The preceding quotation points to a meaningful relationship between learner
autonomy and motivation. Furthermore, it implies that learners’ independent, active
and responsible involvement in their learning and their enhanced motivation result in

better and more effective learning (Dickinson 1995).

In contrast to common belief that there is a close link between autonomy
and motivation, Salehi (2005) found out that the relationship between learner
autonomy and motivation is not clear since the findings of his study appeared to be
both accepting and rejecting the null hypothesis that there is not a meaningful
relationship between these two variables. However, a single study is not sufficient
alone to propose that the connection between two constructs is weak. For this reason,
further studies need to be carried out in order to come to more generalizable results.
Yet, Salehi’s (2005: 5) study contributes to the theory on motivation by indicating
that there is a high correlation between extrinsic and intrinsic motivation. Therefore,
it is stated that these two distinct types of motivation are not actually mutually

exclusive.
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To sum up, the link between learner autonomy and motivation is usually
considered to be high. However, this assumption is not always supported. This fact is
not really surprising since both autonomy and motivation are constructs which are
influenced by a number of variables such as learners’ age, cultural and educational
background, gender, cognitive maturity level and so on that might lead to

unpredicted results.

2.5 CHAPTER SUMMARY

This chapter started with the definition and description of the concept of
learner autonomy. Secondly, some common issues of debate with respect to the
concept and practice of learner autonomy were discussed. Next, different influences
on the development of learner autonomy in language learning were described. Then,
the definition of responsibility and its place in autonomy were presented. Finally, the
chapter included a brief discussion about the relationship between autonomy and

motivation.
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CHAPTER THREE
DEVELOPING LEARNER AUTONOMY

3.0 INTRODUCTION

This chapter begins with the discussion on why learner autonomy should be
developed in language education. After approaches to the development of autonomy
are explored, some theoretical and practical considerations about learner training and
awareness building as one of the key practices to promote learner autonomy are
reviewed. In addition, main components of learner training such as determining
strengths and weaknesses, learner strategies, learning styles, goal-setting, the roles of
learners and teachers, and self-assessment are discussed. Finally, a review of several

studies related to the learner autonomy and learner training is provided.

3.1 RATIONALE FOR DEVELOPING LEARNER AUTONOMY

Most scholars agree on the importance and necessity of developing learner
autonomy in language classrooms and consider it as the ultimate goal of education.
Developing autonomy seems to be quite rational because there are several sound
justifications made by different authors and researchers. The rationale for developing
learner autonomy has been based on philosophical or ideological, pedagogical or
psychological, practical or economical grounds. Some other good reasons have also

been suggested in terms of learning efficiency.

The ideological or philosophical argument is derived from the opinion that
individuals are free to make and carry out their own choices in every area of life. It
further asserts that a healthy and happy society is formed by free individuals
(Cotterall 1995a; Crabbe 1993). According to Benson (2001: 46), personal autonomy
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is the essential foundation of human rights so it has to be protected. In educational
terms, this idea could be interpreted as learners should have the right to make and
implement choices concerning their learning. Therefore, one of the eventual goals of
educational institutions should be to provide learners with the opportunities to
develop their autonomy. There are also wider educational goals among the aims of
developing autonomy. For example, learner autonomy is considered to be the route
to developing and maintaining democratic values of a society. Dickinson (1987: 27-
28), for instance, states that “a democratic society protects its democratic ideals
through an educational process leading to independent individuals able to think for
themselves”. Similarly, Zehir Topkaya (2004: 39) argues that democracy education
could be created through ‘“encouraging students to assume responsibility for their
learning, and helping them become autonomous”. As a result, fostering learner
autonomy and responsibility gains much more significance at this point since it is

regarded as the basis of democracy education.

The psychological or pedagogical argument draws support from the work in
cognitive psychology which centres around the assumption that taking charge of
one’s own learning brings about more meaningful and effective learning outcomes
(Crabbe 1993). In addition, learners who are involved in the matters related to their
own learning experiences will feel more secure in their learning (Cotterall 1995a).
Dickinson (1995) also argues that developing autonomy in language learning as well
as in general education is desirable because there is convincing evidence that learners
who assume responsibility for and actively involve in decision-making concerning
their own learning, and who take an independent attitude to learning are more
effective learners. In short, developing learner autonomy leads to more effective
learning through learners’ taking responsibility for their own learning and assuming

an active role in the learning process.

Justifications made for fostering learner autonomy on practical or
economical perspective are based on the fact that individuals should be able to fulfil
their own learning needs because the society cannot provide all the sources and

opportunities to meet each individual’s learning needs (Crabbe 1993). Cotterall
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(1995a) also maintains that the time allocated to formal teaching in educational
institutions is very limited comparing to one’s life-span. Hence, in order to be
successful in learning a foreign language and continue life-long learning, learners
should be autonomous and self-initiative in their learning. Similarly, Dickinson
(1987) puts it that developing autonomy is a necessity for life-long education. In an
ever-changing society, it is inevitable to continue one’s education after formal-
schooling. For this reason, individuals must be autonomous in seeking and reaching
information they need. For Dickinson (1987), self-instruction is also desirable for a
number of reasons. Firstly, learners might not have opportunities to attend a course to
learn a language for various reasons. Therefore, the most appropriate alternative is to
choose self-instruction. Secondly, self-instruction could cater for individual
differences among learners. Self-instruction is also advantageous in order to improve
learning proficiency through developing and using all kinds of strategies facilitating

learning (Dickinson 1987).

Developing learner autonomy is also considered to be important in terms of
several assumptions. Firstly, it is presumed that there is a potential relationship
between autonomy and motivation in that autonomy enhances motivation and as a
result this leads to growth in learning effectiveness (Dickinson 1995). Secondly,
according to Little (1995: 176), the most important reason for developing autonomy
in language learning is the fact that autonomy enhances the autonomous use of target
language in communication, which in turn leads to efficient learning. Similarly,
Cotterall (1995b) suggests that learner independence and successful language
learning have been considered to be interrelated in the literature. Because of the
reasons mentioned here, it turns out to be worthy attempting to develop learner

autonomy.

To conclude, since justifications made on different grounds seem to be quite
reasonable, the development of learner autonomy deserves to be paid attention.
Following the rationale for developing learner autonomy discussed above, then it
could be stated that the principles of autonomous learning should be incorporated

into all learning programmes including content and curriculum design and learners
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should be made aware of all the points concerning learning process. The famous
saying “you cannot teach a man anything; you can only help him find it in himself”

by Galileo offers an overall justification for the development of learner autonomy.

3.2 APPROACHES TO THE DEVELOPMENT OF LEARNER
AUTONOMY

There are several different approaches to the development of autonomy.
These approaches have been developed as a result of the differences in the methods,
modes and aims involved in various programmes designed for developing autonomy.
Benson (2001:111) makes a useful classification of these practices related to the
promotion of autonomy under six broad headings and Wenden (1995) adds the

seventh heading to this classification:

Resource-based approaches

Resource-based approaches emphasize independent interaction with learning
materials. These approaches are often associated with self-access, self-instruction
and distant learning. Self-access centres provide learners with the independent use of
language learning materials and resources through their own preferences and choices.
Among these materials and resources in a self-access centre are mostly technological
tools such as audio, video and computers and also a wide range of printed materials.
In a self-access centre, learners could study alone, in groups or with a counsellor and

they may choose any materials that they want to use (Benson 2001).

While the use of self-access centres that enable learners with opportunities to
manage their own learning seems to be approved as an essential practice in nurturing
autonomy (Jones 1995), the view that possession of these opportunities does not
necessarily result in greater learner autonomy or improvement of language
proficiency is shared by several authors (Benson and Voller 1997; Littlewood 1997;

Wallis 2005). In other words, using self-access centres does not ensure the promotion
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of learner autonomy and independence unless learners are not provided with a rich
variety of activities and materials, skills, strategies and knowledge in order to make

the most of these centres and materials.

A small-scale study conducted by Wallis (2005) aimed to investigate what
activities students engage in a self-access centre and also the underlying beliefs of
their activities. The results of the study indicated that students’ choice of activities
and materials to learn independently in the self-access centre depends on their
perceived weaknesses and the things they believe that are important. It was also
reported that what the students do in their classrooms seemed to be more important
than or as important as their independent learning. Most of them also considered that
teachers’ role is relatively important. The researcher suggested that this was a sign of
learners’ dependence on teacher’s correction and feedback. Therefore, the use of
self-access centres should be backed up by some type of learner training so that
learners get an awareness of the importance studying in a self-access center and skills

to make use of the facilities in those centres.

Technology-based approaches

Technology-based approaches emphasize independent interaction with
educational technologies. These approaches are mainly related to independent use of
technological devices for the purpose of promoting autonomy and improving
language learning. Computer-assisted language learning and the use of internet are
two ways that could be used for the purposes stated above. According to Benson
(2001: 140), the effectiveness of technology-based approaches depends on “the ways
in which technologies are made available to learners and the kinds of interaction that
take place around them”. More specifically, technological tools can promote
autonomy, if they offer authentic and open-ended language input, and if the design of
the tools is based on the principles of learner autonomy such as learner choice,

independence, learner’s active involvement, etc.

One successful example of technology-based approaches has been provided

by Murray (1999). In his study, he draws attention to a technological tool that makes
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it possible for learners to study the target language at their own pace and level
independently. The learners participated in Murray’s research project worked on an
interactive videodisc program which enabled them to interact with models of target
language and culture and engage in daily activities in a simulated environment. The
results of the study revealed that learners who worked with this inter-active video
program were satisfied with their work and their motivation increased because they
reported that they could work at their own pace and they did not get anxious when
they made a mistake. In other words, they found themselves more autonomous, more

motivated and less anxious.

Learner-based approaches

Learner-based approaches emphasize the direct production of behavioural and
psychological changes in the learner. In this case, the emphasis is on learner
development which Sheerin (1997: 59-60) defines as ‘“cognitive and affective
development involving increasing awareness of oneself as a learner and an increasing
willingness and ability to manage one’s own learning”. Learner training is one of the
key practices of these approaches to the development of learner autonomy and it
usually includes the training based on the studies on language learning strategies,
good language learner, cognitive psychology and so on. Effectiveness of these
models depends on the extent to which they are successful at developing learner

control both inside and outside the classroom.

A study to exemplify learner-based approaches to promote learner autonomy
was carried out by Esch (1997). In his study, a learner training programme which
was based on the principles of peer-training and reflection of experience was
conducted in order to encourage students to become more aware of language learning
process and skills and strategies for more effective learning. The results of the study
showed that learners’ ability to take charge of their own learning could be supported
effectively in an institutional setting through regular meetings where peer-training

and reflection of experience take place.
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Classroom-based approaches

Classroom-based approaches emphasize learner control over the planning and
evaluation of classroom learning. These approaches favour active and responsible
involvement of learners in decision-making processes regarding the day-to-day
management of their learning; and assigning learners a degree of freedom and
control over the content and planning of the learning programme within a
collaborative and supportive classroom environment (Benson 2001: 161). Self-
assessment gains importance in fostering autonomy since it is directly linked to self-
monitoring of learning and it allows the learner to reflect on learning goals and
progress. The effectiveness of these approaches depends on the flexibility of the
curriculum and also on the scope of decision-making (Benson 2001). On the other
hand, learners’ level of cognitive maturity, readiness and willingness for autonomous
learning, their motivational level and goals are also important factors that should be

taken into account when attempting to implement classroom-based approaches.

A study conducted by Lamb (1997) to illustrate classroom-based approaches

to the development of autonomy has been reviewed by Benson (2001: 153- 4):

Lamb (1997) reported on an initiative in compulsory modern
language classes in an English comprehensive school to encourage
self-management in learning. Although general learning goals were
made explicit in units of work, learners selected the order in which
they worked on subgoals and selected their own tasks for language
practice from a bank of resources. Lamb reported a majority
preference for independent study over teacher-directed work,
increased motivation and improved examination results.

Curriculum-based approaches

Curriculum-based approaches extend the idea of learner control to the
curriculum as a whole. The main concern of these approaches is the development of
process syllabus which enables learners negotiate among each other and with the
teacher and fully participate in the decision-making processes in order to create their

own curriculum.
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In these approaches, learners are given freedom at the beginning of learning
and they are also expected to exercise a degree of responsibility. These approaches
are also holistic in that they place “equal emphasis on the development of self-
management skills, and control over cognitive and content aspects of learning”
(Benson 2001: 170). The effectiveness of these approaches depends on the structures
which enable the learner to make informed choices in developing their capacity to
take control of their learning. However, as it is the case in classroom-based
approaches, giving learners the right and choice to plan the whole curriculum is not
sufficient alone to promote learner autonomy. Some factors such as learners’
readiness for exercising control, motivation, awareness of their goals and cognitive
maturity to make decisions at the curriculum level as a whole need to be considered
carefully to find out whether the learners are capable of creating their own

curriculum and taking on such a crucial responsibility.

One of the studies which aimed to encourage learners to take responsibility
for decision making at the curriculum level was conducted in Denmark by Dam

(1995 cited in Benson 2001: 166):

[The model] takes advantage of relatively loose national curriculum
guidelines that allow individual teachers to transfer to the learners
the responsibility for decisions about the ways in which broad
curriculum objectives and public examination requirements are
met. The model is also long term and developmental... The model
is (thus) based on reflection and negotiated curriculum
management... [Their model] is now well established and has been
judged successful in terms of student performance over a number of
years.

Teacher-based approaches

Teacher-based approaches emphasize the role of teacher, teacher education
and teachers’ professional development in fostering learner autonomy. Language
teachers have a big responsibility both in creating the conditions which will enable
learners acquire the target language and in building an encouraging environment in

which learners are supported to be autonomous and independent in their learning.
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In this respect, the concept of teacher autonomy, which is closely related to
the concept of learner autonomy, comes into view. Many scholars agree on the
assumption that the development of learner autonomy is quite dependent on teacher
autonomy (Crabbe 1993; Little 1995; Thanasoulas 2000; Usuki 2002). At this point,
teacher education gains much significance in training future teachers equipped with
awareness, values and skills to realize the ideas mentioned here. The effectiveness of
these approaches is highly associated with the extent to which the teacher is

committed to the idea of autonomy and her professional skills (Benson 2001).

A study conducted by Logan and Moore (2004) aimed at raising teachers’
awareness of the importance of learner training and also the ways of implementing
it. A group of foreign language teachers were involved in the study and they
redefined their roles in learner training through having discussions and reflecting on
their experience. One of the most important conclusions revealed at the end of the
study was that teachers should reflect on their learning experiences and attitudes to
learning. This is an important study that draws attention to the role of teachers in
promoting learner autonomy and place of reflection in becoming more aware of

oneself’s beliefs and attitudes.

Knowledge-based approach

Wenden (1995) proposes another approach to the development of
autonomous learning: (task) knowledge-based approach. It specifically refers to
learner training which aims at helping learners acquire the task knowledge (i.e.
knowledge of a task’s purpose, a task’s demands and of the kind of the task) which is
considered to be a pre-condition for self-regulation encompassing the metacognitive
strategies of planning, monitoring and evaluating (Wenden 1995: 188). However, as
she argues, being self-regulated or using the cognitive strategies is not adequate to be
an autonomous learner. Learners also must “base the management of learning on
their knowledge of the language process, specifically as it relates to the task that is

focus of their learning” (Wenden 1995: 190). They should be guided in answering
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the questions which reflect a learner’s perspective on task demands (see Figure 4) in

order to cope with the task requirements.

HAVE I DONE/LEARNED SOMETHING LIKE THIS BEFORE?
What kind of task is this?
Am I familiar with this kind of task?

WHY SHOULD I DO THIS TASK?
Will it help me acquire the language skills I need?
Will I learn or will I have to show what I know?

HOW SHOULD I DO THIS TASK?
What knowledge and skills do I need?
What do I already know?

What can I already do?

How do I divide the task?

‘What should I do first, second...?
What strategies will I need to use?

Figure 4: A learner’s perspective on task demands
(Taken from Wenden 1995: 191)

The significance of knowledge-based approaches stems from the assumption
that if learners could learn to appraise a language learning task effectively, then they
are likely to do the task in an efficient way and this will, in turn, lead to greater
learner autonomy. With respect to the implementation of knowledge-based learner
training, Wenden (1995) emphasizes the necessity of integrating task knowledge and
self-direction into the whole course. This entails a careful and thorough organization

of a single lesson or the whole course.

As it has been discussed so far, approaches to the promotion of learner
autonomy are various and each approach seems to be promising in its own right
provided that a systematic and cautious planning of a programme adopting a
particular approach is based on sound principles of autonomy. Furthermore, in most
cases, these approaches are interdependent and the development of learner autonomy

is highly dependent on the combination of different approaches (Benson 2001).



56

3.3 LEARNER TRAINING AND AWARENESS BUILDING IN
PROMOTING LEARNER AUTONOMY

With the increasing importance of learner-centred approaches in language
education, the interest in the process rather than the product of learning has
increased. Consequently, the themes of learning how to learn and learner
development have been of central concern to the researchers and practitioners in the
field. A similar theme, learner training, has come out as a result of these concerns
and the attempts for promoting learner autonomy and implementation of learner-
centred approaches. With regard to the approaches to the development of learner
autonomy, learner training appears to be one of the essential practices of learner-

based approaches.

The relevant literature on learner autonomy provides some definitions for the
term of learner training. According to Dickinson (1988: 49), for example, learner

training refers to:

training [learners] in all those self-instructional processes,
strategies, and activities which may be used in autonomous
learning or in a conventional classroom; and instruction aimed to
heighten the learner’s awareness of language and the process of
language learning.

Hedge (1993: 92) defines the term with quite similar terms:

[Learner training] is a set of procedures or activities which raise
learners’ awareness of what is involved in the process of learning a
second language, which encourage learners to become more
involved in and responsible for their own learning, and which help
learners to develop and strengthen their strategies for language
learning.

What is emphasized in the definitions above is that learner training actually
involves two main components: raising learners’ awareness and helping them acquire
a set of skills for more fruitful learning. Hedge (2000: 85) explains this point quite
clearly. For her, the core of learner training is “a change in perception about what

language learning involves” and “‘a range of techniques with which learners enhance
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their learning”. More specifically, learner training encompasses all the options ranging
from training of specific skills and strategies (techniques for improving learning) to
more general concerns such as self-regulation of learning and raising learners’
awareness of language learning process (perception of language learning process)
with the purpose of encouraging learners to assume more responsibility for their

learning and to become autonomous eventually.

As mentioned before, awareness raising is one vital element in learner training
since it brings learners to a state of consciousness through which they can get a proper
understanding of themselves as individuals and learners, and also what foreign
language learning involves. In other words, they can perceive where they stand in this
process and get to know themselves better. Thereby, they can make decisions and put
them into action properly in order to enhance their learning. Learners could be
assisted to get an increasing awareness of the language and the process of learning by
encouraging them to reflect on their language learning process and experiences. In this
way, they may not only be more aware of themselves and the process of learning, but

also gain a sense of responsibility toward their learning (Cotterall 2000).

Learner training is desirable as it has important goals to achieve. According to

Ellis and Sinclair (1997: 2), for instance, learner training aims to:

¢ help learners consider the factors that affect their learning and
discover the learning strategies that suit them best so that they
may become more efficient learners and take on more
responsibility for their own learning.

e provide learners with the alternatives from which to make
informed choices about what, how, why, when and where to
learn.

As it is clear, learner training is related to the attempt to enhance efficient
learning and promote learner autonomy. Tan and Chan (1997) highlight the
importance of learner training for learners to be successful in self-instruction
through acquiring skills to manage their own learning. Similarly, McCarthy (1996)

argues that learner training and learner autonomy exist in a kind of relationship
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which can be beneficial when it is dynamic. To sum up, helping learners take on
more responsibility for their learning through enabling them to acquire the ability

and awareness to do so is one broad goal of learner training.

Learner training and learning how to learn are also desirable in terms of life-
long education, social adaptation and self-sufficiency. Rogers expresses that point

very successfully (1969 quoted in Dickinson 1987: 34):

The only man who is educated is the man who has learned how to
learn; the man who has learned how to adapt and change; the man
who has realized that no knowledge is secure, that only the process
of seeking knowledge gives a basis for security.

One clear implication in Rogers’s words is that learning how to learn is the
basis of effective education in that individuals can acquire knowledge and learn to
adapt to the societies in which they live provided that they know how to learn.
Similarly, for Williams and Burden (2000: 147), “education is a life-long process, one
purpose of which is to equip learners to cope in a changing world”. Wenden (1998a:
5) also points out that “learner training should enable learners to become effective
agents of change within their educational context”. Therefore, learners should be
provided with the skills and strategies, namely with the ability to manage their own
affairs in an ever-changing world. In the case of foreign language education, this

could be realized through learner training.

In brief, learner training is a set of procedures and activities which aim to
enable learners to learn how to learn and assume greater responsibility for their own
learning so that they could become more effective in their learning, and also in their
life-long education. In the long term, learner training is supposed to allow individuals
to know how to change and adapt to a changing world and also become responsible

members of the societies of which they ensure healthy functioning.
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3.3.1 IMPLEMENTATION OF LEARNER TRAINING

Although most practitioners and researchers are in agreement on the necessity
of the implementation of learner training, there is also some disagreement on how

this should be realized.

Wenden (1998a), for example, points out that there are two main methods for
implementing learner training: indirect methods and direct methods. Indirect
methods use inductive or discovery learning through which “learners reflect upon
past learning experiences or acquired knowledge in order to seek insight into their
approach to learning and their beliefs” (Wenden 1998a: 16-7). Indirect methods
mainly involve awareness raising activities which aim to help learners “develop,
articulate, and reflect on their own understanding of language learning by discussing
and sharing language learning experiences and views” (Dickinson 1995 quoted in
Wenden 1998a: 18). In order to enable learners to get a heightened awareness, they
should be encouraged to reflect on their language learning processes and experiences
(Cotterall 2000). At this point, reflection appears to be an essential way to raise one’s

awareness.

A learner training programme using indirect methods might include “goal-
setting activities, discussion of the language learning process, modelling of
strategies, task practice, and reflection on experience” (Cotterall 2000: 116).
According to Cotterall (2000), each of these principles contributes to transfer of
responsibility from teacher to learner. Similarly, Dickinson (1993) proposes a
framework called G.O.A.L by which learners’ awareness could be enhanced. This
acronym stands for goal specification, objective setting, action and looking back

(Dickinson 1993: 334).

Likewise, Wenden (1998b: 531) suggests that awareness building includes
the steps of “elicitation of learners’ metacognitive knowledge and beliefs,
articulation of what has come to awareness, confrontation with alternative views,

reflection on the appropriateness of revising, and expanding one’s knowledge”.
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The common elements in these frameworks of awareness raising schedules are
setting goals and objectives, having discussions on metacognitive knowledge and
reflecting on past experience. As it is clear, learners are not directly taught the skills

and strategies in these methods, rather they are let to discover them on their own.

Direct methods for implementing learner training, on the other hand, involve
deductive and didactic learning activities. These activities are mainly implemented for
cognitive strategy instruction (Wenden 1998a: 19). The instruction is in the form of
explicit and informed teaching of cognitive strategies. Direct methods also involve
self-regulation of and practising strategy use. Direct and indirect methods are usually
used in combination in most of the learner training programmes and textbooks
designed for learner training and many practitioners also support the use of different
methods in combination (Benson 2001; Logan and Moore 2004; McCarthy 1996;
Wenden 1998a).

There is also another distinction between the terms of ‘blind training’ and
‘informed training’ on learner training in the literature (Wenden 1987b). In the case of
blind training, learners are instructed or induced to perform certain strategies but they
are not guided to perceive the use or purpose of the task. On the contrary, informed
training is to do with helping learners understand the rationale for performing or
learning a skill or strategy. In Wenden’s (1987b: 160) terms, blind training puts
emphasis on something but informed training on learning to learn. Discussions on the
priority of these two types of training favour informed training because training is
likely to be more effective as learners get the chance to know the rationale underlining
certain skills and strategies (Benson 2001; Ellis and Sinclair 1997; Logan and Moore
2004; Wenden 1987b: 160). While this proposition might be valid for those learners
whose cognitive ability lets them to perceive the rationale for performing or acquiring
a certain skill or strategy, it might not be true for those who are not cognitively mature

enough to do so because of several reasons such as age, educational background, etc.

There are also some discussions on the manner of implementation of learner

training. Wenden (1998a) classifies three approaches in this respect. The first
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approach is to do with separating learner training from language training. In this case,
learners are trained in separate sessions from language training and they are expected
to incorporate what they learn about language learning to the language courses they
take. The second approach supports the incorporation of learner training with the
learning task. This usually takes the form of strategy instruction during language
instruction. The third approach is concerned with incorporating learner training on the
level design. That is, learner training should be incorporated into the whole
curriculum (Cotterall 2000). According to Wenden (1987b: 161), “the more integrated
the learner training, the more effective it should be” because in such cases learners
could “perceive the relevance of the task, enhance comprehension and facilitate

retention”.

There is another approach to the implementation of learner training. Crabbe
(1993) distinguishes between two types of domains of learning: public domain and
private domain. The former relates to regular classroom practices and the latter is
concerned with “learners’ personal learning activities” (Crabbe 1993:445). It is the
private domain which is considered to be the most important one for learners because
a significant part of learning is supposed to occur in this domain. This implies that
teachers should make connections for independent work so that learners could acquire
the skills of autonomous learning. This can be achieved through making learners
know the purpose and the use of doing an activity and learn the skills and strategies in
order to achieve learning tasks. In short, learners should be trained through being
made aware of all the points concerning the learning process and transferring them to

their personal learning.

A similar approach to training learners in public domain has been developed
by Allwright (1988), who argues for the minimalist approach to learner training by
suggesting in-class learner training. For him, every bit of whole-class instruction
could be turned into an opportunity for learners to develop their autonomy. There are
three reasons for the possibility of the development of individualization and autonomy
in whole-class instruction. First, classroom language learning is idiosyncratic in nature

because things taken away from each lesson differ from learner to learner. In other
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words, instruction becomes individualized. Second, classroom lessons are co-
productive in nature. In classroom discourse, it is not uncommon to witness learners’
contribution to the lesson by asking questions, asking for clarification or in any other
ways. In this way, they individualize learning and cause other learners to individualize
their learning at the same time. Third, all learners’ errors or questions “can be looked
upon as moves that have the potential effect of individualizing instruction ... and as
autonomous moves to achieve that effect” (Crabbe 1988: 37). Consequently,
according to this approach, even a single lesson of language instruction could be

turned into some sort of learner training.

Discussions on the approaches to the implementation of learner training are
various as discussed above. Yet, there is not ample research evidence indicating the
superiority of one approach to another. When deciding which approach to adjust for
the implementation of learner training, some factors such as needs, objectives, time
constraints of a specific language course, learners, school climate and attitudes of all

other third parties should be considered carefully.

3.3.2 CONTENT OF LEARNER TRAINING

There are also different ideas on what a learner training program should cover
as well as how it should be implemented. Nevertheless, many authors focus on the
importance of inclusion of metacognition in learner training. According to Logan and
Moore (2003: 1), for example, learner training should include one important area;
namely “raising learner awareness of how languages are learned” which is known to
be as metacognition. Williams and Burden (2000: 148) describe metacognition as “an
awareness of one’s own mental processes and an ability to reflect on how one learns,
in other words, knowing about one’s knowing”. Similarly, according to Dickinson

(1987: 34), metacognition is concerned with:
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developing knowledge about language learning processes, and
about oneself as a learner; secondly planning learning; and thirdly
of discovering and then using appropriate and preferred strategies
to achieve the objectives specified by the plans.

More precisely, metacognition means “being aware — or becoming aware — of
one’s own learning processes and strategies” (Dickinson 1988: 50). As these
definitions suggest, metacognition appears to be a central component of learning

process and a prerequisite to learn how to learn effectively.

Metacognitive knowledge and metacognitive strategies are two terms that are
used in close connection with metacognition. Yet, they are actually two distinct parts
of metacognition. Wenden (1998b: 515) uses metacognitive knowledge to refer to
learners’ acquired knowledge and beliefs about learning, which is presumed to
“influence their approach to learning and expectations they hold about the outcome
of their efforts”. Victori and Lockhart (1995: 223), similarly, define metacognitive
knowledge as “general assumptions that students hold about themselves as learners,
about factors influencing language learning and about the nature of language learning
and teaching”. To sum up, metacognitive knowledge refers to learners’ knowledge,
beliefs and expectations about language learning and also the perceptions of

themselves as learners.

Metacognitive strategies, on the other hand, are general skills that learners
employ in planning, monitoring and evaluating their learning. The process of using
these three metacognitive strategies is termed as ‘self-regulation’ in cognitive
psychology and ‘self-direction’ in the area of adult education and learner autonomy
(Wenden 1998b: 519). The two areas of metacognition, namely metacognitive
knowledge and metacognitive strategies, have a reciprocal and interrelated

relationship (Williams and Burden 2000: 156).

Metacognitive knowledge, also categorized in itself, entails three types of
knowledge: person knowledge, task knowledge and strategic knowledge (Flavell

1979, 1981 cited in Victori and Lockhart 1995; Wenden 1998). Person knowledge
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concerns “general knowledge learners have acquired about human factors that
facilitate or inhibit learning” (Wenden 1998b: 518). More specifically, person
knowledge includes cognitive and affective variables such as intelligence, aptitude,
age, motivation and attitudes influencing language learning; their perceptions of
knowledge about their specific area of language proficiency; also how they perceive
themselves and others as learners; finally their achievement beliefs (Wenden 1998b).
Task knowledge refers to ‘“knowledge about the task of language learning, its
difficulty and their role in the whole endeavour” (Victori and Lockhart 1995: 225).
The third category, strategic knowledge, implies “general knowledge about what
strategies are, why they are useful and specific knowledge about when and how to
use them” (Wenden 1998b: 519). For Victori and Lockhart (1995), learner training
programmes aiming to achieve learners’ autonomy have mostly involved cognitive
strategy training. However, other aspects of learning such as attitudes towards
autonomy and target language, beliefs and expectations about language learning and
teaching, goals, learning styles and self-evaluation which are considered to be
metacognitive knowledge have been disregarded (Victori and Lockhart 1995). In
order for a learner training programme to be successful, it should cover all the

aspects related to three types of metacognitive knowledge mentioned above.

As discussed previously, developing metacognitive knowledge is an
important part of learner training programmes for many researchers and practitioners.
Wenden (1998b: 520), for example, believes that it should definitely be included in

learner training programmes because:

It [metacognitive knowledge] enhances learning outcomes,
facilitating recall, the comprehension of written texts, the
completion of new types of learning tasks; it improves the rate of
progress in learning tasks, and the quality and speed of learners’
cognitive  engagement... Metacognitive knowledge (also)
influences planning, evaluating and monitoring in the self-
regulation of learning.

Similarly, Benson (2001) argues that building learners’ awareness of

metacognition is essential. According to him, when learners construct their own



65

systems of knowledge, it is probable that contradictions will happen in trying to add
new knowledge to their existing construct systems. In this case, learning could be
more difficult and resistance is likely to occur. This situation might be handled
through assisting individuals “to become more aware of their existing personal
systems and gradually to assume more control of their psychological processes. In
education, this means helping learners to become more aware of their own learning
processes” (Benson 2001: 37). As it is obvious, raising learners’ awareness of

metacognition appears to be quite important in learning training.

Some other scholars also focus on the significance of enhancing
metacognition. Benson and Lor (1999), for example, discuss the importance of
investigating learners’ beliefs about self, language learning and learning situation in
that beliefs influence learners’ approach to studying languages, which in turn, affect
their success in language learning. According to them, teachers need to identify
what their learners’ beliefs are concerning language learning process. They also
need to know if their beliefs are functional or dysfunctional. If their beliefs are
dysfunctional, teachers should find a way to modify them. According to Benson and
Lor (1999: 471), “in order to modify beliefs, the learners must also modify the
underlying conceptions on which they are based and pay attention to the context in
which they function”. In this respect, both identifying learner beliefs and trying to
modify dysfunctional beliefs should be the basic concerns of learner training

programmes.

Cotterall (1999) also strongly supports the necessity of investigating learner
beliefs which she believes is the core of the attributes that affect language learning.
According to her, there is convincing evidence supporting the assumption that if
learners believe that they can learn languages well; they are likely to be successful
(Cotterall 1999: 494). Therefore, Cotterall (1999: 510-511) believes that teachers
have an important duty in language learning process in investigating their learners’

beliefs and encouraging them to believe that they can do well in learning languages:
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Teachers need to allocate class time and attention to raising
awareness of monitoring and evaluating strategies as well as to
provide learners with opportunities to practise using these
metacognitive strategies... Teachers also need to explore learners’
beliefs about their ability as language learners and take action
where they discover that learners lack confidence.

To conclude, teachers have a crucial task of building learners’ awareness of
metacognitive knowledge and strategies so that learners could gain functional beliefs
about and attitudes towards themselves as learners and also the language learning
process.

Learner training seems to be desirable to be implemented in language
learning mainly because of its relation to the promotion of learner autonomy,
effective learning and also its importance in life-long education. In addition, it bears
significance in the attempts to adapt to an ever-changing society and world since the
success in all of these areas depends on learning how to learn. Though there are
different approaches and methods for implementing learner training, their choice
depends on learners’ age, cognitive level and communicative needs, time constraints,
goals of the language course, etc. There is much agreement on what a learner training
programme should include. For many scholars, metacognitive knowledge and
metacognitive strategies as well as cognitive strategies should be covered in learner
training. Furthermore, raising learners’ awareness of language learning process is an
essential part of a learner training programme. As mentioned before, learner training
is a step taken towards the promotion of learner autonomy and its success lies in
careful investigation of the needs, goals of the target group and analysis of learning

situation and making systematic planning and organization based on these factors.

As the preceding discussions reveal, learner training is considered to be an
essential practice to promote learner autonomy. However, a number of the studies on
the matter in question have revealed that becoming an autonomous learner is a
complex and a long-term process, and different learners get different things from
training; therefore, it is possible for each student to achieve a different degree of
autonomy (Toogood 2005). It is also impossible to expect sudden changes in

learners’ perceptions of autonomous learning and responsibility (Wenden 1998b). As



67

Bertoldi, Kollar and Ricard (1988: 165) also state “a student does not become an
autonomous learner over a night”; actually “learning how to learn is not an end itself,
but a beginning”. Therefore, implementing a learner training programme is just the
outset of learning how to learn, and in the long term it can provide learners with

valuable skills to be an autonomous learner.

3.3.3 MAIN STEPS IN LEARNER TRAINING

Up to here, the importance, implementation and content of learner training
have been discussed. In the following sections, main steps of a learner training

programme will be described.

3.3.3.1 DETERMINING STRENGTHS AND WEAKNESSES IN
LEARNING ENGLISH

Awareness of one’s strengths and weaknesses in learning a foreign language
is an essential feature of learner autonomy and a fundamental step in most of the
learner training studies (Mynard 2006: 14). Determining strengths and weaknesses
and taking action to overcome the difficulties in a particular area of language study is

also called ‘self-monitoring’, which is a metacognitive strategy.

Determining strengths and weaknesses is a technique for helping learners
reflect on their learning (Hedge 2000: 87). It allows teachers to get helpful ideas
about their students’ level and also encourages learners to reflect on their successes
and failures; and consequently they are expected to take appropriate actions to
improve their learning. However, what needs to be kept in mind is that students
should be directed to “make realistic appraisal of their strengths and weaknesses”

(Hedge 2000: 89) so that they have an accurate perception of their performance.
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There are several ways to bring students to a level of consciousness of their
learning performance so that they can realistically evaluate themselves. One of them
is to use questionnaires or inventories which allow learners to think about their
strong or weak points in a particular skill or an area of language study. Asking
students to keep a personal recording of their learning is just another useful technique
that could be used to raise learners’ awareness of and to identify their strengths and
weaknesses in language learning. Self-assessment can also help learners determine
their own strengths and weaknesses and encourage them to plan what they need to do

in order to improve their learning (Harris 1997: 13).

To conclude, having an awareness of weaknesses and strengths in learning a
foreign language is an essential feature of an autonomous and responsible learner.
Learner training activities that allow learners to reflect on their learning performance
are one way to build an awareness of personal strengths and weaknesses and take

possible appropriate actions.

3.3.3.2 LEARNER STRATEGIES

Language learning strategies have occupied a large part of research into

effective and autonomous language learning in recent years.

Although strategies play a very important role in foreign language education
and research, there seems to be no consensus on the definition of the term. Oxford
(1990), for instance, provides two definitions for learning strategies. The first
definition is a technical one and it is stated as “learning strategies are operations
employed by the learner to aid the acquisition, storage, retrieval, and use of
information” (Oxford 1990: 8). By the second and the broader definition, learning
strategies are defined as “specific actions taken by the learner to make learning
easier, faster, more enjoyable, more self-directed, more effective, and more

transferable to new situations” (Oxford: 1990: 8). With another definition, offered by



69

Brown (2001: 210), strategies are described as “specific methods of approaching a
problem or task, modes of operations for achieving a particular end, or planned
designs for controlling and manipulating certain information”. Nunan (1999: 171)
also defines strategies as “the mental and communicative procedures learners use in
order to learn and use language. According to O’Malley and Chamot (1990: 1),
learning strategies refer to “special ways of processing information that enhance
comprehension, learning, or retention of the information”. Even though these
definitions appear to be differing from one another, actually they include a common

implication that strategies are utilized by the learner to aid and facilitate learning.

The categorization of learner strategies also seems to be varying from one
source to another (see Hedge 1993; O’Malley and Chamot 1990; Oxford 1990;
Rubin 1987; Wenden 1987). According to Rubin (1987), for instance, strategies
could be classified into three as ‘learning strategies’, ‘communication strategies’ and
‘social strategies’. There are also other different classifications of stratiegies in the
literature to date. However, Oxford’s (1990) classification (see Figure 5) and
inventory of language learning strategies have been widely cited and utilized in most

of the strategy training studies and learner training programmes.

/ LEARNING \
STRATEGIES

o a . )
Direct Indirect
Strategies Strategies
— —
l e N l l e N |
Memory Cognitive Compensation Metacognitive Affective Social
Strategies Strategies Strategies Strategies Strategies Strategies
\ J \ J

Figure 5: Oxford’s taxonomy of language learning strategies (Oxford 1990: 16)

Oxford (1990: 14) suggests that “direct and indirect strategies support each

other, or that the six strategy groups interact with and help each other”. These six
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strategy groups are also classified into nineteen strategy sets which in turn are
subdivided into a total of sixty-two strategies. However, as mentioned before, there is
no consensus on the categorization and the exact number of strategies. Nevertheless,
the increasing importance of language learning strategies both in theory and practice
encourage researchers and practitioners to help students first become aware of and

then learn to employ the strategies effectively to aid their learning.

Despite the fact that the definition and categorization of language learning
strategies vary, there is agreement on their significance in language education since
they have several features that serve more than one aim. Oxford (1990: 9)

summarizes key features of language learning strategies in the following way:

Language learning strategies:

contribute to the main goal, communicative competence;
allow learners to become more self-directed;

expand the role of teachers;

are problem-oriented;

are specific actions taken by the learner;

involve many aspects of the learner, not just the cognitive;
support learning both directly and indirectly;

are not always observable;

can be taught;

are flexible;

are influenced by a variety of factors.

As these features clearly indicate, language learning strategies are of great

importance and worth to be employed by language learners.

Actually, these strategies are identified and categorized through careful
examinations of ‘good language learner’ studies (Brown 2001; Hedge 2000;
O’Malley and Chamot 1990; Richards and Renandya 2002). Therefore, the primary
goal of strategies is to promote effective learning; thereby, to contribute to
communicative competence. Another significant feature of strategies which needs to
be mentioned in terms of the development of learner autonomy is that they aid
learners to be more self-directed (Wenden 1987). For this reason, language learning

strategies have mostly been an integral part of self-directed learning and learner
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training programmes. Furthermore, the fact that they can be taught allows learners to
be trained so that they can become aware of and employ the strategies effectively.
Finally, research into learning strategies has indicated that effective use of learner
strategies lets learners to become more self-reliant in their learning and in that way,
learners could be trained for taking more responsibility for their learning (Hedge

1993).

One of the key characteristics of strategies reveals that learning strategies are
influenced by a variety of factors such as “motivation, career/academic
specialization, sex, cultural background, nature of the task, age and stage of learning”
(Oxford 2002: 127). Learning style also affects the choice of strategies because
learners often employ strategies that reflect their preferred learning style. Therefore,
one’s awareness of learning style is essential in both approaching a learning task and

choosing a strategy (Oxford 2002).

Actually, it is not difficult to predict that language learning strategies have
existed for long and all the learners use the strategies consciously or unconsciously
because there has always been the need to learn and use a foreign language.
However, the results of research into strategies suggest that having knowledge of
strategies is essential because “the greater awareness you have of what you are
doing, if you are conscious of the processes underlying learning that you are
involved in, then learning will be more effective” (Nunan 1999: 171-2). For this
reason, strategy training should be explicit and be incorporated into every single part
of the course so that the students could apply their knowledge of strategies into their
learning easily (Nunan 1999). Similarly, as Oxford (1990) states, learners need to be
made aware of different strategies; why and when certain strategies are more useful;
and how to apply them in new situations. However, the factors affecting the strategy
use such as age, stage of learning, cognitive level, cultural background of learners

need to be considered when determining how to implement strategy training.

To sum up, having conscious knowledge about learning strategies_ as long as

learners are able to do so_ are of great importance to language learning since it
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prepares the background of effective strategy use for learners for more efficient and

autonomous learning.

3.3.3.3 LEARNING STYLES

It is now commonly acknowledged that no individual is the same as others;
individuals learn differently; and each individual has unique characteristics and
abilities. This understanding of learner diversity has drawn educators’ interest to

learning styles which allow them to realize how individuals learn differently.

Styles could be defined as “consistent and rather enduring tendencies or
preferences within an individual” (Brown 1994: 104). When styles are related to
learning, they are defined as “cognitive, affective, and physiological traits that are
relatively stable indicators of how learners perceive, interact with, and respond to the

learning environment” (Keefe 1979 quoted in Brown 1994: 105; Ellis 1994: 499).

While there seems to be different categorizations of learning styles in the
literature, they tend to be classified on the basis of three different areas. Some styles
are related to cognition such as left/right-brain orientation, ambiguity tolerance, and
field sensitivity and some to personality such as intro/extroversion, self-esteem,
anxiety and risk-taking (Brown 1994 and 2001). Another important classification is
based on learners’ preferences for receiving input. There are four basic types of these
perceptual learning modalities: visual, auditory, kinesthetic, and tactile (Ellis 1994).
It is also possible to encounter different learning styles in the literature. However, it
could be observed that they are usually different terms used to name similar

concepts.

An understanding of the fact that individuals have different learning styles is
essential in language learning process and autonomous learning. As Jones (1998)

points out, making students aware of their own learning styles is in line with the
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endeavor to promote self-directed learning and learner autonomy because of the fact
learning styles are important determiners in choosing and employing strategies, and
explaining why and how individuals learn differently. As a result, learners’
awareness of their learning styles can help them get to know themselves better and

approach the language learning process more consciously.

3.3.3.4 GOAL SETTING

Goal-setting has frequently been referred as one of the main issues
concerning learner-centred instruction and autonomous learning. It is now widely
accepted that goal-setting is a significant part of effective language instruction where

learners are expected to take control of their learning.

While the terms goals and objectives are considered to have equivalent
meanings, actually the former is concerned with “long-term aims referring to the
outcome of many months or even years” while the latter refers to “short-term aims
for hours, days, or weeks” (Oxford 1990: 157). Determining both objectives and
goals is important for some reasons. Oxford (1990: 157) points out that “goals and
objectives are expressions of students’ aims for language learning; students without
aims are like boats without rudders; they do not know where they are going, so they
might never get there”. Therefore, learners need to specify and set objectives and

goals so that they know where they want to get.

Goal-setting is an integral part of learner training since it is likely to
encourage learners to perceive that they are in control of their learning. Likewise
Oxford (1990), Williams and Burden (2000: 74) suggest that goal-setting plays an
important role in language learning because “individuals need to be able to plan how
they will achieve them; an absence of goals can lead to aimlessness and a lack of any
sense of direction”. However, in a traditional language classroom, it is often the

teachers who set goals for the students and decide how they will be achieved instead
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of encouraging and guiding learners to set their own goals and discuss the ways how
to achieve them. Therefore, in a learner or strategy training programme, it is essential
to help students set their own objectives and goals, and to ask them to check whether

they have achieved them.

Goal-setting is also related to motivation. Williams and Burden (2000: 131)
note down that “in making decisions to engage in an activity, setting appropriate
goals becomes an important part of motivated behaviour so that the decision can be
carried out and the required effort sustained”. Then, it can be concluded that aims of
goal-setting are two-fold: one is to allow learners to have the sense that they are in
control of their learning; thereby supporting them to become more self-directed.
Secondly, goal-setting is likely to increase learners’ motivation to learn (Harmer
2001; Nunan 1999). Therefore, goal-setting is an essential part of learner training and
an ideal language course; and learners should be constantly encouraged and assisted

to set their own realistic goals and make plans how to achieve them.

Similar to Williams and Burden (2000), Koda-Dallow and Hobbs (2005)
point out that goal-setting in language learning appears to be an essential
metacognitive strategy promoting learner autonomy. If the goals are “specific,
measurable and challenging, and not unrealistic or outside student’s capacity”, they
prove to be more achievable (Koda-Dallow and Hobbs 2005: 2). Setting goals can
result in an increased sense of self-control or commitment, and as a result in better
performance. This in turn leads to greater self-satisfaction when the goals are
achieved. This is also a sign of high motivation (Cotterall 2004; Koda-Dallow and
Hobbs 2005: 2).

There is also some research evidence supporting the importance of goal-
setting in language learning. Koda-Dallow and Hobbs (2005), for instance,
conducted a study on the relationship between personal goal-setting and autonomy in
language learning. The interventions included pre- and post- goal-setting
questionnaires, the evaluation of goal-setting as a learning strategy by the treatment

group and interviews with selected participants. It was aimed to determine whether
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goal-setting had an impact on participants’ perceptions of responsibility they assume
for their own learning of a foreign language (Japanese). The analysis of the
descriptive data showed no statistically significant difference between control and
treatment groups indicating that goal-setting led to an increase in participants’
perceptions of responsibility for their own language learning. However, the
qualitative data collected by means of interviews showed that goal-setting resulted in

the promotion of autonomy (Koda-Dallow 2005: 1).

As both empirical and theoretical data indicate, it is quite reasonable to
include goal-setting activities in learner training programmes and language courses
since learners’ increased motivation and active self-directed involvement are two

ultimate aims of effective language instruction.

3.3.3.5 ROLES OF LEARNERS AND TEACHERS

One of the prevailing beliefs that the review of literature on learner autonomy
and learner training reveals is that both learners and teachers need to have clear
perceptions of their roles with respect to the learning situation (Toogood 2005;
Wenden 1998b). There is also the idea that learners and teachers are the co-producers
of learning; thus, they are supposed to take on equal responsibility for this co-

production or co-responsibility (Little 1995; Wenden 1998b).

Although both learner and teacher roles are of equal importance to attempts to
promote learner autonomy through learner training, there is more discussion on the
roles of teachers than of learners in the literature. This is probably because of the
responsibility assigned to teachers to help and guide learners to become more
autonomous and self-directed learners. However, learners are as responsible as
teachers in developing their autonomy. Wenden (1998b), for instance, suggests

several radical changes in learners’ roles in learner training. In her review of
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literature, she summarizes the main roles that the learners are expected to have

(1998b: 21):

They [learners] will now be expected to share the burden of
learning; to take charge of their learning; to play a crucial role in
decision-making about curricula and goals; to learn on their own
from experience; to take over management tasks. They can no
longer be passive and dependent on the teacher; they must learn to
take on an active role and become independently involved in their
language learning.

The roles cited above are actually common characteristics of autonomous and
responsible learners discussed in the preceding chapter. Therefore, a change in
learners’ perceptions of their roles is a prerequisite to the promotion of autonomy. In
this respect, sessions of raising learners’ awareness of their own roles and the

teachers’ need to be certainly included in learner training programmes.

With the evolution of the concepts of autonomy and independence in
language learning, the role of the teacher has gained much more importance but it
has also opened to discussion (Oxford 1990). For some, the role of the teacher is
under threat because the development of learner autonomy will result in the decrease
of teacher’s power. However, some argue that development of learner autonomy
implies the equal distribution of responsibility among learners and teachers and that
does not necessarily mean that the teacher will become less powerful or the cultural
and social values attached to teachers will be disparaged. On the contrary, teachers
have now been assigned a more important and challenging task of promoting learner
autonomy (Benson and Voller 1997; Mynard 2006). Similarly, Benson (2001: 170)
points out that “in all approaches to the implementation of autonomy, the attitudes,
skills and dedication of the teacher are key factors” and the abdication of teacher’s
responsibility in doing so is out of question. Sharing parallel views with the ones
discussed above, Ho and Crookall (1995) state that teachers have an important task
of helping learners redefine their roles as learners and also the teachers’ roles, and
bringing learners to a state where they accept responsibility for their own learning.

This could be done through building an encouraging environment which requires
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learners and teachers to share equal responsibility for learning (Ho and Crookall

1995: 236).

In the related literature, there is also the assumption that perception of learner
and teacher roles might influence the development of autonomy either positively or
negatively. For Brookes and Grundy (1988: 1), approaches to learner autonomy
depend on the perception of teacher and learner roles perceived by different societies.
That is, if teachers are perceived as transmitters of knowledge and learners as passive
recipients of this knowledge, then it is probable to encounter a resistance towards the
development of autonomy in that context. On the contrary, if teachers are perceived
as facilitators of learning and learners as active constructers of knowledge in a
particular society, then it is more likely that autonomy could be supported in such an
environment. Therefore, learners and teachers should replace their misconceptions of

their roles with the new ones required for autonomous and learner-centred learning.

According to Voller (1997), the roles of teachers in autonomous learning are
concerned with two main types of support: technical and psycho-social. The main

features of these two types of support are demonstrated in the following figure:

The key features of technical support The key features of psycho-social

¢ helping learners to plan and carry support
out their independent language e the personal qualities of the
learning facilitator (being caring,

¢ helping learners to evaluate supportive, patient, tolerant,
themselves empathic, open, non-judgemental)

¢ helping learners to acquire the ® acapacity for motivating learners
skills and knowledge needed to | ® an ability to raise learners’
implement the above awareness

Figure 6: Key features of technical and psycho-social support expected to be
given by the teachers in autonomous learning
(Taken from Voller 1997 quoted in Benson 2001: 172)

The items stated in Figure 6 imply that teachers are expected to take on an

important role in both creating and also maintaining the environment necessary for
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the development of autonomy by means of the ability to implement the course and

dedication to the idea of autonomy.

It is obvious, then, that implementing autonomous learning requires a transfer
of teacher roles from traditional to modern. While it is possible to find different
classifications of teacher roles in the literature, Cotterall (1995b: 197) offers two
basic classifications: ‘teacher as an authority figure’ and ‘teacher as facilitator’. She
argues that learner beliefs about teacher role as ‘an authority figure’ can hinder
learners’ transition from teacher-controlled instruction to self-directed learning.
Another role assigned to teachers is ‘teacher as counsellor’ who provides learners
with learner training; raises learners’ self-awareness as language learners and their
awareness of goals and choices and of language itself (Cotterall 1995b; Tudor 1993).
Apparently, an effective learner training programme should include awareness
building sessions about the roles of teachers as well as learners so that a supportive

environment could be formed for the promotion of autonomy.

One thing which is clear, then, is the necessity for a change in the perceptions
of teacher roles. According to Yang (1998), the reason behind this change is the shift
from teacher-centred learning to learner-centred approaches in language learning. As
the learner-centred approaches focus on the importance of helping learners how to
learn so that they can become self-directed learners, teachers have now been assigned
a number of roles such as helper, facilitator, monitor, consultant, advisor,
coordinator, prompter, tutor, resource, idea person, guide and co-communicator (see
Harmer 2001; Oxford 1990: 10; Yang 1998: 128). These roles usually tend to change
when the activity or the stage of activity changes (Harmer 2001). Nevertheless, the
underlying mission assigned to the teachers by learner-centred approaches is to raise
learners’ awareness of language and language learning process, styles and strategies,
and of their weaknesses and strengths; thereby encouraging the development of

learner autonomy.

A study on learner training in relation to teachers’ perceptions of their roles

and learner training was conducted by Logan and Moore (2004). In their study, a
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group of foreign language teachers were involved in a programme designed for
raising teachers’ awareness of the importance of learner training and also the ways of
implementing it. One of the important results of the study was that teachers redefined
their roles in learner training. Three different roles were outlined at the end of the

study by the participant teachers (Logan and Moore 2004: 4):

1. Providers: teaching learners the skills they need to teach
themselves,

2. Facilitators: enabling learners to talk about and experiment with
learning strategies but not actually teaching them anything new,

3. Explainers: explaining the processes involved in learning in and
out of class and the reasons behind strategies teachers taught in
class.

Teachers perceived these roles occurring in a combination rather than
identifying them separately. One of the most important discussions revealed at the
end of the study is that teachers should reflect on their learning experiences and
attitudes to learning because this is assumed to be a prerequisite for learner training

to be successful.

As discussed earlier, teachers play an important role in promoting learner
autonomy. Little (1995) makes it clear that it is the teachers’ duty to make students
aware of the co-productive nature of learning process and encourage them to accept
equal responsibility for this co-production. While teacher’s role is that important in
developing autonomy among learners, it is equally vital for them to have a sense or
awareness of developing their own autonomy as teachers. As learners construct new
knowledge through their own personal experiences or the meaning of the world,
teachers similarly bring their own personal meanings and experience of the world
into the learning environment in which they are involved; i.e. what they do in the
classroom reflect their own personality, beliefs about learning and the degree of
responsibility they accept for teaching. Therefore, the development of autonomy
among language learners is conditional upon teacher autonomy. At this point, Little
(1995) draws on some implications for teacher education. If development of learner

autonomy depends so much on teacher autonomy, then trainee teachers should be
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equipped with the knowledge of the importance of learner autonomy and with the

skills to foster autonomy in learners (Little 1995: 178

To sum up, autonomous learning entails redefinition of learner and teacher

roles with the implication of both of the parties’ equal responsibility in learning.

3.3.3.6 SELF-ASSESSMENT

The ever-increasing necessity for employing learner- and process-centred
approaches and self-directed learning in language education has led to the need to
use alternative forms of assessment which will be in accordance with these
approaches. Self-assessment which is a central part of autonomous learning schemes
aiming to promote learners’ autonomy in language learning (Harris 1997; Williams

and Burden 2000) is one of the key forms of alternative assessment methods.

Self-assessment, which is a particular metacognitive strategy (Oxford 1990;
Hedge 2000), can be utilized for two main purposes in language education. Firstly, it
is used as a testing device for evaluation purposes. Secondly, it is used for learning
purposes (Todd 2002). The second use of self-assessment is closely related to the
development of learner autonomy. Actually, it is a step taken toward learner
autonomy (Penaflorida 2002) which should be developed in every learner ultimately
because it enables learners to think about and reflect on their learning. This in turn
leads them to take appropriate actions to improve their learning (Gremmo and Riley
1995). Gardner (2000: 49) also expresses the use or aims of self-assessment
similarly: “self-assessment is an important tool in the toolkit of autonomous learners;
it can be used both as a testing device leading to accreditation and as a device for
personal self-monitoring”. In accordance with the preceding discussions, Harris
(1997: 12) also points out that “self-assessment produces learners who are more
active and focused, and better placed to assess their own progress in terms of

communication”. To summarize, self-assessment is a valuable device which
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encourages learners both to evaluate their own progress and to be more active and

self-directed in their learning.

There are also several other purposes for using self-assessment as an informal
assessment tool. The following list covers these purposes (see Brown 2001; Harmer

2001; Harris and McCann’s 1994; Todd 2002). Self-assessment:

® increases students’ awareness of language, effective ways of
learning and their own performance and needs;

e allows students to directly involve in the process of learning;

® increases motivation and goal orientation in learning because of
self-involvement in the learning process;

e provides teachers with useful information that can be used in
revising and improving their instructional plans and practices,

e cnables us to assess some affective aspects of language
teaching such as effort, motivation, beliefs and attitudes,

e provides teachers with information about students’ expectations
and needs, their problems and worries, how they feel about
their progress, what they think about their course in general,

® encourages autonomy.

As these purposes indicate, it seems to be worthwhile to integrate self-

assessment into the learning process.

Literature on learner autonomy in language education reveals a general
agreement on the importance of self-assessment as an integral part of autonomous
learning (Gardner 2000; Tudor 1996). Gardner (2000: 51), for instance, suggests a
list demonstrating the benefits of self-assessment including individualization,
reflection, motivation, evaluation, monitoring, support, accreditation and
justification. These benefits address not only learners but also teachers and
institutions. According to Gardner (2000), self-assessment also leads to a change in
the roles of teachers and learners. Learners are assumed to undertake more
responsibility for their learning through assessing and evaluating themselves.
Teachers, on the other hand, have greater responsibility than their traditional roles in
assessment because they are expected to raise learners’ awareness of the importance
of self-assessment and also to assist learners to assess themselves through designing

and producing materials to carry out self-assessments.
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Some of the proven tools of self-assessment are diaries, checklists, portfolios,
learner contracts, journals, questionnaires and classroom survey activities (Oxford
1990; Harris and McCann 1994). They allow learners not only to evaluate their

progress but also to get an awareness of their feelings (Oxford 1990: 162).

To conclude, self-assessment is an indispensable and valuable part of learner
training programmes because it allows learners to evaluate and assess their own

learning; thereby encourage them to be more self-directed.

3.3.4 STUDIES ON LEARNER AUTONOMY

In this part, the review of several research studies which have investigated
various areas of learner autonomy will be presented in relation to the different
approaches to the development of autonomy described in section 3.2. However, since
most of the studies accessed by the researcher investigated the learners and teachers
in terms of their perceptions of or attitudes towards different aspects of autonomous
learning, the studies will be reviewed under the titles of learner-based and teacher-

based approaches.

3.3.4.1 STUDIES ADOPTING LEARNER-BASED APPROACHES

This part involves the studies pursuing a learner-based approach to the
development of learner autonomy. As discussed previously, learner training, which is
a common practice of learner-based approaches, is usually concerned with enabling
learners to acquire techniques for improving their learning and heightening their
awareness of language learning process. The overall aim of learner training studies is

to contribute to learners’ both cognitive and affective development. The studies
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reviewed in the following parts are mostly related to this aim and also the

improvement of metacognition.

One of those studies was conducted by Cotterall (1999) in which she
investigated the language learner beliefs of a group of students based on the results of
one of her former studies which revealed that “learners’ beliefs reflect their readiness
for assuming greater responsibility” (1999: 496). This study is quite useful to the
teachers of foreign languages in that they can determine group norms and beliefs
among their students and get to know them closely so that they will take necessary
actions to facilitate more effective learning. Suggestions offered by Cotterall (1999:

510-511) as a result of this study could be itemized as follows:

e Teachers need to allocate class time and attention to raising
awareness of monitoring and evaluating strategies, as well as to
provide learners with opportunities to practise using these
metacognitive strategies;

e Teachers also need to explore learners’ beliefs about their
ability as language learners and take action where they discover
that learners lack confidence;

e Teachers who have access to their learners’ beliefs may choose
to reinforce or to challenge certain beliefs.

Another study adopting learner-based approaches was carried out by Finch
(1998). This study was conducted with a group of tertiary-level Korean students with
the purpose of introducing the idea of self-direction. From the beginning of the study,
students were asked to fill in a very structured ‘Learner Journal’ which included a
self-assessment sheet by which the students were expected to evaluate their progress
and a ‘learning contract’ focusing on their expectations of teacher and learner roles
and also the process of language learning. Following the ‘Weekly Evaluation’ and
introducing the idea of an ongoing study plan, the students were administered various
questionnaires all pointing to different aspects of learner autonomy. Among these
questionnaires were ‘a measure of autonomy and self-direction, beliefs about
language learning, student needs in language learning, strategy for language learning
(SILL), student perceptions about language learning, learning strategies for oral

communication, language learning attitudes survey and learning style inventory’. The
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results of the study revealed that despite most of the students did not complete the
tasks in the journal; they appeared to be ready and open to self-direction and
reflective learning. In addition, this study also drew attention to the need that learners
should be first trained about how to learn, self-assessment and reflection so that more

effective results could be obtained from such studies.

Esch (1997) conducted another learner training study in which intermediate
level learners with similar language learning needs and problems were selected
through a letter and a questionnaire. Then, learning conversations were held in each
workshop where learners gather together and reflect on their experience in the target
language (French). From the outset of the study, every aspect of the workshop was
self-selected by the participants such as the syllabus, duration of the workshop and so
on. The role of the advisor was only to observe and record what was happening in the
session. The results of the study revealed that “supporting learners’ ability to take
charge of their own learning can be done successfully in an institutional setting by
means of regular meetings” where peer-training and reflection of experience take
place (Esch 1997: 164). According to him, organizing learner training courses on
sound principles is likely to help students become more aware of language learning
process and skills and strategies to learn languages. One basic principle in organizing
learner training courses is the inclusion of peer training by which learners share their

language learning experiences and progress in scheduled sessions.

Victori and Lockhart (1995) carried out a self-directed language learning
programme in a division of a college in Spain. The first step of the programme was
to collect preliminary information about students’ linguistic proficiency, linguistic
needs and a profile of feeling, motivation, cognitive style, beliefs and assumptions
about language learning. After analyzing the data, the students were directed to
counselling sessions where they found the opportunity to reflect on language learning
process. Contact classes and self-access centres were also available for each learner.
Counselling sessions continued meanwhile. In the end it was observed that learners’
awareness and knowledge of language learning related concerns were built up.

Furthermore, they displayed a noticeable progress in the use of self-access resources.
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To specify the outcomes of the programme, learners appeared to indicate more
tolerance of ambiguity in language learning, increased motivation and improved self-
esteem as a language learner. In general, it was observed that learners’ metacognition

enhanced to a considerable extent.

Nunan’s (2002: 134) small-scaled action research project sought to
“experiment with ways of making the students more active participants in their
language learning”. Sixty first-year undergraduate students at the University of Hong
Kong took part in the study. Over a 12-week period, students were asked to fill out a
guided journal in which they reflected upon their language learning experiences. The
programme included self-access learning, cooperative learning, learning beyond the
classroom, and learner strategy training. While students were carrying out these
tasks, they were also expected to complete and hand in their guided journals.
Students’ responses to the guided sentence starters indicated a significant difference
pointing to their growing awareness and sensitivity to language learning related
concerns through the end of the study. Nunan (2002: 143) observes that “strategy
training, plus systematic provision of opportunities for learners to reflect on the
learning process, did lead to greater sensitivity to the learning process over time”. It
is also suggested that language learning classrooms should place emphasis on both

teaching language content and building awareness about the learning process as well.

The study conducted by Koda-Dallow and Hobbs (2005) aimed to find out
whether personal goal-setting had a positive effect on learner autonomy; more
specifically on participants’ perceptions of responsibility they assume for their own
learning of a foreign language. In their study, both quantitative and qualitative data
collection instruments were utilized. The analyses of the descriptive data revealed no
statistically significant difference between control and treatment groups indicating
that goal-setting led to an increase in participants’ perceptions of responsibility for
their own language learning. However, the qualitative data indicated that some
participants seemed to link an increased sense of responsibility with goal-setting and

most of them evaluated goal-setting positively.
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Matsumo’s (1996) study aimed to investigate learners’ perceptions of
retrospective self-reporting. A total of 108 nineteen-year-old female second-year
students majoring in English at a college in Japan participated in the study in three
different classes. Diary-keeping, questionnaires, and interviews were three types of
retrospective self-reporting tasks assigned to three groups of participants. After the
completion of the assigned task, the participants were given questionnaires to report
on the task. The analyses of the questionnaires indicated that all of the students who
completed diary-keeping tasks responded positively to the statement in the first part.
The second group also evaluated the questionnaires and classroom discussion
positively. However, the third group did not react as positively as the other groups to
their task (interview on learner beliefs with group discussions). This suggested that
written personal reports came out to be more concentrated and stimulating than oral
public reports. Yet, two tasks (questionnaires and interviews) seemed to enable
learners to become aware of alternative ways of learning, beliefs, attitudes, and
perceptions along their own. Therefore, the researcher suggests that a combination of
different types of retrospection will result in optimal results; thereby leading to the

promotion of autonomy through reflective learning (Matsumo 1996: 148).

Lee (1998: 282) states that “learning to be self-directed involves taking
responsibility for the objectives of learning, self-monitoring, self-assessing, and
taking an active role in learning”. With these principles in mind, he designed a self-
directed program for tertiary students in Hong Kong. Individual sessions and
interviews with students and peer meetings were held at certain intervals of the
programme. At the end of the programme, the analysis of the qualitative data
revealed that more enthusiastic students seemed to have more positive gains or to
benefit more from the programme than less enthusiastic students did. This difference
could be explained in terms of learners’ beliefs, expectations, assumptions and
motivation level they attain. The research suggests that “self-directed learning does
not guarantee success but may pave the way for students’ development of autonomy”
(Lee 1998: 287). He reminds, on the other hand, that implementation of effective

self-directed learning depends on systematic and explicit learner training activities
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incorporated into language instruction, teacher counselling, genuine choice, and

collaborative learning.

Another study as an example of learner-based approaches aiming to “help
language learners understand learning strategies and expand their own self-direction
in learning” was implemented by Yang (1998: 133). In this learner training study,
participants were asked to prepare their language learning proposals (which included
clarifying their objectives and planning their language study), keep a weekly diary to
reflect on their experiences of the project, and evaluate their learning at the end of
the semester. The results of the study revealed significant gains in terms of
participants’ increased awareness of language learning process and improved use of
strategies, and enhanced overall autonomy in language learning. The study also
indicated that “teachers have a very important role in helping learners understand
language strategies and expand their own self-direction in learning” by facilitating
“the structure, process, beliefs and strategies” required for learner autonomy to be

realized (Yang 1998: 133).

3.3.4.1 STUDIES ADOPTING TEACHER-BASED APPROACHES

Studies adopting teacher-based approaches derive support from the opinion
that teachers should be aware of and open to the idea of learner autonomy so that
they could facilitate the implementation of such a programme in their classrooms. In
this respect, foreign language teacher education bears much more importance in
training autonomous future language teachers. The following paragraphs describe

several studies about teacher-based approaches.

Sert (2006) conducted a study so as to investigate English language learning
autonomy among EFL students in a Turkish university. 57 first year students in the
ELT program participated as the subject group of this study. Both qualitative and

quantitative data were gathered. The results of the study indicated that while all of
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the students seemed to have a self-perception of some improvement, the majority did
not appear to have the perceptions or features of autonomous language learners, such
as being aware of needs, setting goals, and determining strengths and weaknesses as
learners. Similarly, the analysis of quantitative data revealed that students’ ability for
reflection and self-assessment needed to be improved. Sert (2006) concludes that
since teachers take a significant part in attempts to promote learner autonomy, it
would be appropriate to take all the precautions to cause to a change in their beliefs
and attitudes towards autonomous learning so that they can improve their own self-

governing capacity and contribute to their future students’ autonomy.

A recent study in a Turkish university conducted by Yildirim (2005) aimed to
find out ELT learners’ perceptions and behaviour with regard to learner autonomy
both as learners of English and as future English teachers. It was also intended to
seek whether ELT education brings about any changes in learners’ perceptions of
autonomy. For this reason, one group of first year and one group of fourth year ELT
students were selected as the subjects of the study in Anadolu University with the
purpose of making a comparison between their perceptions. Questionnaires and
interviews were used as the data collecting instruments of the study. The results
showed that participants as learners of English appeared to be ready for autonomous
learning in some areas while they needed to be guided and backed up in other aspects
of learning. As future teachers of English, they had positive attitudes towards learner
autonomy. Another result of the study was that there were no notable differences

between first and fourth year students’ perceptions of learner autonomy.

Ozdere’s (2005) study intended to discover English instructors’ attitudes
towards learner autonomy. 72 English instructors working in six different state-
supported provincial universities in Turkey participated in this study. The main data
collecting instrument of the study was a questionnaire including Likert-scale
statements. In addition, 10 participants were interviewed. The results indicated that
participants’ attitudes towards learner autonomy varied from neutral to mildly
positive depending on the facilities and opportunities provided by their universities

for their instructional environments. In addition, it was emphasized that the
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promotion of learner autonomy in those universities could be backed up through in-

service training and systematic adaptations in the curricula (Ozdere 2005).

3.4 CHAPTER SUMMARY

This chapter presented the rationale for developing learner autonomy and
approaches to the promotion of autonomy. Next, both theoretical and practical
concerns regarding learner training and awareness building were discussed. Then,
key steps of learner training such as determining strengths and weaknesses, learner
strategies, learning styles, goal-setting, the roles of learners and teachers, and self-
assessment were reviewed. Finally, some of the research studies on learner autonomy

were presented.

CHAPTER FOUR
METHODOLOGY
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4.0 INTRODUCTION

This chapter mainly describes the methodology pursued in this study in detail.
Firstly, the design of the study is described with respect to a brief overview of
approaches to educational research and data collecting instruments adopted in this
study. Then, the research questions of the study are introduced. Next, the pilot study
and the construction of the instruments are described in depth. Finally, a detailed

description of the methodology used in the main study is presented.

4.1 DESIGN OF THE STUDY AND RESEARCH QUESTIONS

The term ‘research’ mainly implies any type of scientific and systematic
inquiry designed to uncover or shed light on unknown facts. A more thorough
definition suggests that “research is a process of formulating questions, problems or
hypotheses; collecting data or evidence relevant to these questions/problems/
hypotheses; and analyzing or interpreting these data” (Nunan 1992: 2-3). Based on
this definition, Nunan (1992: 3) puts it that there are three main components of
research: 1) a question, problem or hypothesis, 2) data, 3) analysis and interpretation
of data. Therefore, any type of inquiry should involve these three key elements in

order to be qualified as research.

When implementing a research study, particular approaches or paradigms are
pursued in the design, data collection, and analysis and interpretation stages. While it
is possible to find various classifications of approaches to educational research in the
literature, the most common classification is based on the qualitative/quantitative
distinction (Bell 1993; Nunan 1992). According to Bell (1993: 5-6), qualitative

researchers are “more concerned to understand individuals’ perceptions of the
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world”, whereas researchers adopting the quantitative paradigm “collect facts and
study the relationship of one set of facts to another”. Each approach has both its
advantages and disadvantages. However, what is important is to decide on the most
convenient approach or method which is line with the context, nature and objectives
of the research study. In most cases, a combination of quantitative and qualitative
research methodologies is used so as to obtain more balanced, reliable and valid data

(Bell 1993: 6).

This study followed both quantitative and qualitative research approaches.
The quantitative part of the study comprised the experimental model which is utilized
in order to find out causal relationships between variables that are carefully
manipulated by the researcher in a controlled environment in the framework of
research objectives with the purpose of collecting relevant data to explain those

relationships (Karasar 2005).

Experimental studies are usually classified into three: pre-experimental,
quasi-experimental and true-experimental (Nunan 1992). In this study, the pre-
experimental model, which involves one group pre-test post-test research design, was
adopted (Karasar 2005). Although it is assumed that the pre-experimental model has
weak internal validity, it is possible to improve it and to reach more reliable and
sound conclusions through carefully developing pre- and post-treatment tests and

collecting qualitative data (Nunan 1992).

The pre-experimental research design of this study could be specified as
follows: Only one group participated in the study and that group was administered a
pre-test prior to the treatment, which was the independent variable (learner training
and awareness building activities), of the study. Following the treatment, a post-test
was administered again to find out if the independent variable caused any significant
changes in participants’ perceptions of responsibility and in their motivational level
in learning English.

One of the primary data collecting instruments of this study is questionnaire,

which is a popular technique for a number of reasons. Firstly, “collecting certain
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types of information quickly and relatively cheaply” is possible through
questionnaires (Bell 1993: 76). Secondly, the data collected via questionnaires tend
to be “more amenable to quantification” than the data gathered through other
qualitative data collection techniques (Nunan 1992: 143). In spite of the advantages
of questionnaires, developing good, valid and reliable questionnaires is a highly
challenging endeavour (Bell 1993; Nunan 1992). Therefore, one has to be aware of a
number of points when constructing questionnaires. For example, utmost attention
should be paid to the wording of the questionnaire items. The items should not be
leading, complex, confusing, ambiguous, offensive, presuming, hypothetical or
culturally biased. Appearance and layout of the questionnaire also should be
promising in terms of face validity (Bell 1993). One of the ways of ensuring the
conditions above is to check the objectives of the study and try to produce items
achieving those adjectives. Secondly, the questionnaire should be checked by people
who are experts in the related area. Furthermore, the questionnaire should be piloted
prior to the main study. It should be administered to a similar sample to the selected
sample so that the researcher can foresee the possible problems while implementing

the main study (Bell 1993).

With the purpose of collecting qualitative data from the study, interviews
were conducted with selected participants. The main benefits of the interview are its
flexibility and adaptability (Bell 1993; Karasar 2005; Nunan 1992). In addition,
interviews could provide deeper information and feedback about the interviewee’s
opinions and feelings because “the way in which a response is made (the tone of
voice, facial expression, hesitation, etc.) can provide information that written
response would conceal” (Bell 1993: 91). However, there are also a few drawbacks
of interviews. For example, interviews are quite expensive and time-consuming
(Karasar 2005). Additionally, subjectivity and bias are two common dangers inherent
in this technique (Bell 1993; Nunan 1992). The researchers have to be very careful
again in selecting topics, writing questions and piloting the interview (Bell 1993).
Determining the time, duration and place of the interview is also very important.

Furthermore, the researcher should inform the interviewees about the purpose and
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the objectives of the study; and also the anonymity and confidentiality of the records

should be promised (Bell 1993; Nunan 1992).

Interviews are usually classified into three according to continuum of
formality: structured, semi-structured and unstructured (Bell 1993; Karasar 2005;
Nunan 1992). Semi-structured interviews are preferred by many researchers because
of their flexibility that the interviewer enjoys. Besides, the interviewees benefit from
a certain degree of power and control in expressing their feelings and opinions in
responding to the questions (Nunan 1992: 150). Another advantage of semi-
structured interviews is that since the framework is set up beforehand, the analysis of
the data is simplified (Bell 1993). Because of the advantages discussed above, semi-

structured interview was preferred in this study.

The present study, which is composed of one pilot study and one main study,
primarily aims to investigate the effects of learner training and awareness building
activities on learners’ perceptions of responsibility in learning English. In addition, it
intends to find out whether these activities would lead to any significant changes in
learners’ motivational level in learning English. Finally, any possible meaningful
differences between female and male subjects’ perceptions of responsibility and
motivational level in learning English before and after learner training and awareness

building activities are aimed to be explored.

Prior to the main study, a pilot study was undertaken in order to identify any
possible problems regarding the questionnaire items on motivation and
responsibility, which would be administered as pre-test and post-test instruments in
the main study. After necessary alterations were done, the final versions of the
questionnaires were formed. The qualitative data, on the other hand, were collected
through semi-structured interviews. Subsequent to the last learner training session, a
group of students were invited to be interviewed to in order to find out their
perceptions and opinions concerning the learner training and awareness building

sessions they participated in.
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The data obtained through both quantitative and qualitative procedures were

analyzed in order to find answers to the following research questions of the study:

RQ 1: What are the perceptions of responsibility of students in English preparatory
classes?

RQ 2: Is there a significant difference in learners’ perceptions of responsibility with
regard to gender?

RQ 3: Is there a significant difference in learners’ perceptions of responsibility in
learning English after learning training and awareness building sessions?

RQ 4: Is there a significant difference in learners’ perceptions of responsibility after
learner training and awareness building sessions in relation to gender?

RQ 5: Is there a significant difference in learners’ motivational level after learner
training and awareness building sessions?

RQ 6: How do learners evaluate learner training and awareness building sessions?

4.2 PILOT STUDY

The main purpose of the implementation of the pilot study was to identify
possible problems related to the items on the questionnaires developed by the
researcher to be used as pre-test and post-test instruments in the main study. Another
important reason was to carry out several statistical procedures in order to find out
the values about the reliability of the instruments. Furthermore, it was aimed to test
the validity of the instruments through examining any possible problems about the
wording, layout and comprehension of the items during the administration of the

questionnaires.

In the following section, a brief account of this study will be given together

with a description of the subjects and setting, instruments, procedures and analysis.
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4.2.1 SUBJECTS AND SETTING

The subjects of the pilot study were the students enrolled in Voluntary and
Compulsory English Preparatory Programme at Canakkale Onsekiz Mart University
in the fall term of 2005-2006 academic year. The questionnaires were administered
to 60 students from two intact groups. The respondents’ age ranged from 18 to 21.
All of the participants were native speakers of Turkish with elementary level of

English. 34 of the participants were male and 26 were female (see Table 1).

Table 1: Distribution of the participants in the questionnaire piloting study

Gender Number Y%

Female 26 433
Male 34 56,7
Total 60 100

Two Voluntary and Compulsory English Preparatory English classes at
Canakkale Onsekiz Mart University were chosen for the implementation of the pilot
study. The main reason for the conduction of the pilot study with these groups was
their convenience to the researcher in that as the researcher worked as an English
instructor in the same institution at the time of the research, arranging the appropriate
time and environment for the administration of the questionnaires was easier.
Furthermore, the main study was going to be carried out with a group of students
enrolled in the same programme with similar range of age, distribution of gender,
level of English and the same English teacher. Therefore, the sample chosen for the

pilot study was thought to represent the main sample group.
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4.2.2 INSTRUMENTS AND PROCEDURES

In order to investigate the research questions stated previously, the researcher
developed two instruments: questionnaire on responsibility and questionnaire on
motivation. Each instrument was developed by adapting related items from different
sources. Also, some of the items were constructed in the light of theoretical aspects
of learner autonomy and motivation as reviewed in the second chapter. After
deciding which statements to include in each questionnaire, the statements were
translated from English into Turkish. Back-translation of the statements was
undertaken by two English instructors. The close ended items were then typed in a
five-point Likert scale format. Next, three experts at the department of ELT at
Canakkale Onsekiz Mart University were requested to check and evaluate the
questionnaires in terms of face and content validity, wording and the clarity of the
items. Finally, necessary alterations were done on the questionnaires in the light of
the experts’ suggestions and comments. Consequently, the final versions of the
questionnaires were developed to be used in the pilot study. In the following

sections, a detailed description of each questionnaire will be presented.

4.2.2.1 QUESTIONNAIRE ON RESPONSIBILITY

The questionnaire on responsibility was constructed on a five-point Likert
scale involving the options of (1) very appropriate to me, (2) appropriate to me, (3) I
have no idea, (4) not appropriate to me, (5) not appropriate to me at all (see

Appendices 1 and 2).

The questionnaire on responsibility was developed through the revision and
adaptation of relevant items from several sources. Some of the items were adapted
from the questionnaire which Mynard (1999) used in her study and some items from
Scharle and Szabo’s (2000: 19-20) questionnaire on responsible attitudes. The

remaining items were generated in the light of literature review on characteristics of
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autonomous and responsible learners. The first version of the questionnaire consisted

of 38 items in total.

In order to determine the possible dimensions of responsibility, factor
analysis was conducted on SPSS (ver. 10.0). When the factor loadings were
examined, ten dimensions of responsibility were found out. However, it was found
difficult to come up with a categorization in terms of naming these factors since it
was noticed that all of these dimensions were related to metacognitive knowledge
(awareness) and metacognitive strategies which are the two subordinate parts of
metacognition. As a result, it was decided to use this instrument with only one

dimension.

4.2.2.2 QUESTIONNAIRE ON MOTIVATION

The questionnaire on motivation, which involved 34 close-ended items
originally, is built on a five-point Likert scale having the options of (1) I strongly
agree, (2) I agree, (3) I am not sure, (4) I disagree, (5) I strongly disagree. Most of
the items were taken and adapted from Mynard’s (1999) questionnaire and Demir’s
(2004) Attitude-Motivation Scale, though some of the items from two different
sources were found quite overlapping. The remaining items were generated in the
light of different types or dimensions of motivation by the researcher. However, the
data collected from the pilot study led to the necessity to eliminate some of the items
in order to get a more reliable and valid instrument (see 4.2.4). In the end, it was
decided to use the questionnaire on motivation with 19 items which are divided into

two dimensions as extrinsic motivation and intrinsic motivation (see Figure 7).

Extrinsic 8. [ will need to know Eneclish in the future
S

Rimensions of S Nmbgrtortant for me to know English in the future.

motivation
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10. The main reason I learn English because I have to.

11. I need to learn English for my future career.

14. T want only to survive the English lesson.

16. It is not worth learning English because it takes a long time.
17. If T had the choice I’d give up learning English.

I like English.

I would like to visit an English-speaking country.

I would like to able to be to speak English

I enjoy English lessons

I find English interesting.

I want to do well in English class.

. I would like to meet English-speaking people.

12 When I learn new things in English, I feel satisfied.

13. I’d like to learn English even if I didn’t have to.

15. I find learning English enjoyable.

18. Learning English is important for my personal development.
19. It makes me happy to think that I learn English.

Intrinsic
motivation

N LA W

Figure 7: Dimensions of motivation and corresponding questionnaire items

4.2.2.3 PROCEDURES

Before the respondents were distributed the copies of questionnaires, they
were first informed about the purpose of the study. They were also reminded that
they did not need to write their names on the sheets as the data collected from their
questionnaires would be kept confidential and used only for this research study and
that their honesty was appreciated. However, they were asked to specify their gender
as it was related to one of the research questions. Then, they were asked whether they
wanted to take part in the study. All of them agreed to complete the questionnaires.
Next, they were instructed how to respond to the items and reminded not to leave any
items unanswered. The researcher also asked the participants to feel free to ask for
clarification with regard to the comprehension of the items. The questionnaires were
administered to two different classes and in two separate sessions on the same day in
the first week of November 2005. The completion of the questionnaires took

approximately 30 minutes for each group of the participants.
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4.2.3 ANALYSIS

After the administration of both questionnaires in the pilot study, it was
checked whether all of the items were responded by the participants and it was found
that none of the items were left unanswered. Next, the data collected from the
questionnaires were entered onto the computer and analyzed with SPSS. Then, three
statistical procedures were employed: Cronbach-alpha test for reliability values,
Tukey’s test of additivity and Hotelling’s T-square test for the appropriateness of

instruments.

First, statistical analysis of the data from the questionnaire on responsibility
was carried out. Cronbach-alpha value for this questionnaire was found to be o= ,86
(see Table 2). According to literature, this value indicates that the instrument is

highly reliable (Sencan 2005).

Table 2: Alpha values for the questionnaire on responsibility

Cronbach-alpha Standardized item alpha
,86 ,86

The second procedure was Tukey’s test of additivity. It was found that the
items of the questionnaire on responsibility could be totalled-up (F= -,1727/ p<.000).
The third statistical procedure, Hotelling’s T-squared test, indicated that the method
for the study was appropriate to collect data (F= 35,6102 / p<.000).

The same procedures were implemented for the questionnaire on motivation.
The results of the statistical analysis indicated that some of the items needed to be
eliminated in order to increase the reliability values of the instrument. As a result, 15

of the items were removed from the questionnaire on motivation (see Figure 8).



100

Then, the remaining 19 items were analyzed statistically in two parts:
intrinsic motivation and extrinsic motivation. Cronbach-alpha value of 12 items
belonging to intrinsic motivation was found highly reliable (o= ,86) for data
collection (see Table 3). The second statistical procedure, Tukey’s test of additivity,
showed that the items related to intrinsic motivation of this instrument were addable
(F= 3, 84 / p<.000). These items were also found appropriate according to
Hotelling’s T-squared test (F= 11, 6263 / p<.000).

Table 3: Alpha values for the questionnaire on motivation

Motivation | Cronbach-alpha Standardized item alpha
Intrinsic , 86 , 87
Extrinsic ,59 73

The same procedures were also conducted for 7 items of extrinsic motivation
on the questionnaire on motivation. Firstly, Cronbach-alpha value of these items was
found to be, 59, which is accepted to be moderate according to the literature (Sencan
2005) (see Table 3). Next, another statistical procedure, Tukey’s test of additivity,
indicated that the items related to extrinsic motivation were addable (F= 2, 2612 /
p<.000). Finally, the results of Hotelling’s T-squared test showed that these items
were appropriate for the method of the study (F= 19, 4368 / p<.000).

4.2.4 IMPLICATIONS FOR THE MAIN STUDY

Piloting of the questionnaire on responsibility indicated that some of the
items were rather overlapping. For this reason, six of the items were eliminated from
the questionnaire (see Figure 8). As a result, the final version of the questionnaire on

responsibility used in the main study consists of 32 items.

Item No | Eliminated items
1 The reason why I am good at English is because I have good teachers.
8 Learning English is important to me.
9 I would like my teacher to explain every point to us.
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23 I know what I should do to be good at English.
27 My success in English is mainly up to my teacher.
34 When I have problems in English I usually know what I can do about it.

Figure 8: Eliminated items from the questionnaire on responsibility in the pilot study

The statistical analysis of the data gathered from the questionnaire on
motivation revealed that the reliability values of this instrument should have been
increased. Therefore, 15 of the items were eliminated in order to ensure that the

instrument is reliable to collect data (see Figure 9).

Item No | Eliminated items

2 Learning English is important to me.

4 I do not need to learn English.

5 I want to be good at English.

7 My parents encourage me to learn English.

10 I find English boring.

13 I am pleased with my English studies.

16 My parents think that English will be very useful for me.
21 I want to study in an English-speaking country.

22 My parents think that learning English is important for me.
24 English is acceptable in every part of the world.

27 If I make a big effort, I will be good at English.

29 If I learn to speak, other people will respect me more.

30 I feel relaxed in English lessons.

31 However hard I try, I will never do well in English.

32 My parents provide me with every opportunity to learn English well.

Figure 9: Eliminated items from the questionnaire on motivation in the pilot study

4.3 MAIN STUDY

Subsequent to the pilot study and after the necessary adjustments were done

on the questionnaires, main study started to be carried out.

4.3.1 SUBJECTS AND SETTING
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The main study was conducted in Compulsory and Voluntary English
Preparatory Programme at Canakkale Onsekiz Mart University. The students
enrolled in this programme were going to study in different departments such as
‘Tourism and Hotel Management’, ‘Fine Arts’, ‘Drama’, ‘Physics’, ‘Public Relations
and Advertising’, ‘Foreign Trade and European Union’” and ‘Accounting’ after two-
semester-long general English course. The main reason for the conduction of the
study in this setting was its convenience to the researcher since she worked in the
same institution at the time of the research. Thus, arranging the appropriate time and

conditions for the implementation of the study was easier.

The study began on 24™ November and ended on 28" December covering a

period of five weeks during the fall semester of 2005-2006 academic year.

The study was implemented with 30 subjects from one intact group. 17 of the
subjects were female and 13 were male (see Table 4). Their age ranged from 18 to
22. All of the subjects were native speakers of Turkish with elementary level of
English. 28 of the subjects were compulsory and 2 were voluntary programme

students.

Table 4: Distribution of the participants in the main study

Gender Number %

Female 17 56,7
Male 13 43,3
Total 30 100

As for the interview part of the study, 9 participants out of 30 were chosen to
be interviewed on the basis their voluntariness. 6 of the interviewees were female

and 3 were male (see Table 5).

Table 5: Distribution of the participants of the interview in the main study



103

Gender Number %

Female 6 67
Male 3 33
Total 9 100

4.3.2 INSTRUMENTS AND PROCEDURES

The main study was carried out in two main phases. The first phase involved
a pre-experimental study; and in the second phase interviews were conducted. In this
way, it was aimed to collect both quantitative and qualitative data so that more valid
and reliable conclusions could be drawn from this research study. These phases will

be described in detail in the following sections.

4.3.2.1 PRE-EXPERIMENTAL STUDY

Prior to the study, the participants were informed about the purpose, content,
length, time, language and procedures of the study. Then, they were asked whether
they were willing to participate in the study and all of them agreed to take part in the

study.

On the first day of the study, the questionnaires on responsibility and
motivation were administered to the participants as the pre-test instruments of the
pre-experimental study. Before letting the participants to complete the
questionnaires, they were informed again about the purpose of the study. Then, they
were instructed how to complete the questionnaires, and warned to specify their
gender and not to leave any items to unanswered. In addition, they were made sure

that the data obtained from the questionnaires would only be used for the objectives
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of this study and kept confidential. Next, the questionnaires were handed out to the

participants and they were completed in about thirty minutes.

After the application of the questionnaires, learner training and awareness
building sessions started to be carried out as the treatment part of the pre-
experimental study. Each session focusing on a different topic about foreign
language learning lasted approximately 50 minutes. Six sessions were held in
participants’ own classrooms after regular class hours over five weeks. Participants’
mother tongue, Turkish, was used during the sessions since the general aim of the
study was to find out their perceptions rather than the progress in their language
acquisition. In addition, learners did not seem to be confident enough to speak in
English about complicated matters as their level was just elementary at the time of

the research.

A typical learner training session started with greeting and establishing
rapport and continued with lead-in and main activities related to the topic. Then,
participants reflected on their experience from the session by answering these two
questions: 1) What have I learned from this learner training session? 2) How and
where can I use what I have learned? (see Appendix 11). The aim of this step was to
increase participants’ awareness about the topic and also make them personalize the
content. At the end of the session, the researcher (the teacher) and the participants

reviewed what they covered in the session.

In addition to learner training and awareness building sessions, the
participants were asked to keep a weekly report named ‘My English Diary’ during
the study. The aim of this diary-keeping activity was to support the sessions through
learners’ regular reflection on their weekly language learning experience so that their
awareness of language learning process would be heightened. In addition, diary-
keeping is assumed to promote learner autonomy by encouraging learners to take
responsibility for their learning (Nunan 1992). These reports, which the participants
were required to fill in outside the class during a school week, involved questions

concerning issues such as what they learned, the usefulness of classroom activities,
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their performance in the class, their studies with homework assignments, the
problems they encountered and their suggestions to solve these problems, and also
what they learned (see Appendix 12). The forms containing the questions mentioned
above completed by the participants were collected at the beginning of each week by

the researcher.

The pre-experimental design of the study is summarized and the topic of each

session is presented in the following figure:

Pre- TREATMENT Post-
treatment (Learner training and awareness building activities) treatment
. I"'session | 2" session | 3" session | 4" session | 5" session | 6" session .
= = RS =
= -% Features of | I. What kind | Needs I. Learning | I. Teacher | Group and = -%
é 2 good of alearner | analysis styles and learner | whole class é 2
2 2 | language | amT? and goal roles activities 2 2
72} . . 72}
L o learners setting IL on foreign L o
g 3 IL Language IL. Selt- language g 3
L 3 Determining learning assessment | learning L 3
B= =} . . = =1
g £ strengths strategies experience g £
§ 2 and and process § 2
2 5 weaknesses 2 5
5 o 5 o
=l =l
- Diary Diary Diary Diary Diary Diary -

Figure 10: The pre-experimental design of the study

The topic of the first session was the features of good language learners. The
aim was to build an awareness of the characteristics of good language learners so that
they could gain insights into what and how to do to be successful in learning English.

Other details of this session are described in Appendix 5.

The second session focused on two different topics: ‘what kind of a learner
am 17° and determining strengths and weaknesses in learning English. The aim of the
first topic was to help learners develop an awareness of self as an individual and a
learner. With this purpose, scenarios of three different types of students were
prepared by the researcher (see Appendix 6.1). The participants first analyzed those

students’ personality types in pairs and then reflected on their own personality both
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as an individual and as a learner. By the second topic, it was intended to broaden
students’ perceptions upon their strengths and weaknesses in learning English (see

Appendix 6 for the detailed plan of the session).

In the third session, different activities on needs analysis and goal-setting
were held by which it was aimed to allow learners to think about and become aware
of their needs in learning English, and also to encourage them to determine their
objectives and goals and think about the ways to achieve them. A questionnaire on
needs analysis and goal-setting were completed by the learners to achieve these aims

(see Appendix 7.1). The detailed plan of session 3 is presented in Appendix 7.

The topic of the fourth session was learning styles and language learning
strategies by which it was planned to develop an awareness of learning styles and
language learning strategies on the part of the learners and allow them to find out
their own styles and strategies. With these aims in mind, one scale on learning styles
(see Appendix 8.1) and one on language learning strategies (see Appendix 8.2) were

used to be completed by the participants (see Appendix 8 for other details).

In the fifth session, teacher and learner roles, and self-assessment were
discussed for the purpose of encouraging learners to build an awareness of these
important aspects of learner autonomy and responsibility. Other details of this

session are described in Appendix 9.

In the sixth session, general concerns about foreign language learning
experience and process were examined. A questionnaire to survey past foreign
language learning experience was adapted from Scharle and Szabo (2000: 17) and
used in the session (see Appendix 10.1). This session is described more thoroughly in

Appendix 10.

At the end of the last session, the questionnaires involving open-ended
questions about different aspects of the learner training and awareness building

sessions and foreign language learning process were given to the participants to be
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completed (see Appendix 13). It was aimed to allow participants to evaluate the

sessions in which they took part.

On the last day of the pre-experimental study, following the last session, the
questionnaires on responsibility and motivation were administered as post-treatment
instruments after necessary explanations were made by the researcher. The
participants filled in the questionnaires in approximately 30 minutes as they did in
the first application. Then, the participants were informed that the study had ended

and the researcher thanked them for having taken part in the study.

4.3.2.2 INTERVIEW

The second phase of the main study involved the semi-structured interviews
by which it was intended to collect qualitative data. The interviews were conducted
on the last day of the study with nine participants. A suitable quite office room was
arranged and a tape recorder was provided for recording the interviews beforehand. It
was made sure that the recorder was functioning properly. The participants, who
volunteered to be interviewed, were invited to the office in turn and each one was
informed about the purpose, duration and conditions of the interview. In addition,
their permission was asked for tape-recording their interviews and they were told that
the recordings would be kept confidential and anonymous. All of them agreed to be
tape-recorded during the interviews. The interviews took 5-10 minutes and were
tape-recorded with the interviewees’ permission. The interviewer asked questions to
the participants from general to specific (see Appendix 14). The questions were
paraphrased for clarification when the interviewees seemed to miss the point. The
interviewees were required to explain, exemplify or expand on their answers when
necessary. The interviewer thanked the respondents for their participation in the

interview. Later on, the interviews were transcribed by the researcher.

4.3.3 PROCEDURES FOR DATA ANALYSIS
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The data obtained from the pre-experimental study were entered onto the
computer and analyzed with several statistical procedures like descriptive statistics,

Paired Samples T-test and Independent Samples T-test on SPSS (ver. 10.0).

The data collected from the interviews were evaluated both qualitatively and
quantitatively, the findings were presented, and necessary interpretations were

provided.

4.5 CHAPTER SUMMARY

This chapter described the methodology of the study. It began with the
description of the study design including a brief overview of approaches to
educational research and data collecting instruments followed in this study. Then, the
purpose of the study and research questions were introduced. Next, the description of
pilot study and the details of the instruments were provided. Finally, the

methodology used in the main study was described thoroughly.

CHAPTER §
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FINDINGS

5.0 INTRODUCTION

This chapter presents and interprets the findings obtained through both
quantitative and qualitative research techniques. The statistical and qualitative

findings will be reported in relation to the each research question of the study.

5.1 FINDINGS OF THE MAIN STUDY

The main aim of the study is to explore language learners’ perceptions of
responsibility in learning English with regard to learner training and awareness
building activities. Additionally, it is intended to find out differences in learners’

motivational level and in perceptions of responsibility in terms of gender.

The methodology of the main study was described in depth in the previous
chapter. In this chapter, the data collected by means of pre-experimental study will
be analyzed and interpreted via statistical procedures on SPSS (ver. 10.0) for the first
five research questions of the study, and for the last research question, transcriptions
of interviews will be studied and the findings will be reported and interpreted

accordingly.

The following research questions addressed throughout the study will be

examined and the findings and interpretations will be presented in turn:

RQ 1: What are the perceptions of responsibility of learners in English preparatory
classes?
RQ 2: Is there a significant difference in learners’ perceptions of responsibility with

regard to gender?
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RQ 3: Is there a significant difference in learners’ perceptions of responsibility in
learning English after learning training and awareness building sessions?

RQ 4: Is there a significant difference in learners’ perceptions of responsibility after
learner training and awareness building sessions in relation to gender?

RQ 5: Is there a significant difference in learners’ motivational level after learner
training and awareness building sessions?

RQ 6: How do learners evaluate learner training and awareness building sessions?

5.1.1 RQ 1: What are the perceptions of responsibility of students in

English preparatory classes?

In order to find out students’ perceptions of responsibility at the beginning of
the study, descriptive statistics was conducted and mean values were computed on
SPSS. The total mean value of the pre-test on responsibility was found to be 3,75
(see Table 6).

Table 6: Total mean value of responsibility pre-test

N | Mean | SD
Responsibility pre-test | 30 3,75 ,34

The highest and lowest mean values for participants’ perceptions of
responsibility at the beginning of the study are presented in Table 7 (see Appendix
15 for the descriptive statistics of all items). When Table 7 is studied, the item with
the highest mean (mean: 4,73) reveals that most of the participants believe that their
own efforts are essential in their learning. The other highest scoring items, item 17
(mean: 4,70), item 30 (mean: 4,60), item 31 (mean: 4,53), indicate that learners feel
the need to learn how to learn English better. In other words, their metacognition
needs to be enhanced. The third item (mean: 4,70), of which mean value is equal to

the second highest scoring item, implies that the students are aware of what they are
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not good at English, so they pay more attention to that phase of the lesson. However,
it is surprising to notice that the item with the lowest mean value (mean: 2,63) shows
that the participants are not aware of their strengths and weaknesses in English,

which seems to be contradicting with the result of second item in the table.

Table 7: Descriptive statistics of learners’ perceptions of responsibility
in learning English before treatment

Items of questionnaire on responsibility N | Mean | SD

15. My own efforts as well as the teacher’s will contribute to 30 | 473 58
my learning.

17. I would like to know how I can learn English better. 30 4,70 47
3.1 pay more attention to the lesson if we are practising 30 | 470 89
something I am not so good at.
30. I want to know what kind of a learner I am. 30 4,60 ,56
31.1 1001.< for advice from my teacher about how I can improve 30 | 453 68
my English.

1. I would like my teacher to share the information about my
progress in English with me.

30 | 4,50 ,68

27. How I do in English is a matter of luck. 30 4,47 ,68
16. I set my own goals in learning English. 30 | 3,37 1,00
29. I evaluate my progress in English. 30 | 3,27 ,87
2. I know what I should practise more in English. 30 3,00 1,08
28. I plan my English studies carefully. 30 | 2,93 1,05
10. T am aware of the ways that I learn English best. 30 2,80 1,06
7.1 am aware of my strengths and weaknesses in English. 30 | 2,63 ,89

Though the highest scoring item (mean: 4,73) signifies that learners find their
efforts significant in their learning, the mean value of item 27 (mean: 4,47) suggests
that learners attribute success to luck. In others words, they attribute success in
learning English to an uncontrollable, external and stable factor (see Saticilar 2006)
which is not expected to be a characteristic of responsible learners who think that

they are in control of their learning.

Item 2, with the mean value of 3,00, reveals that participants are not very
aware of their weaknesses in English; for this reason, they do not really know what
they need to practise more. Another low scoring item, item 7 (mean: 2,80), also
signals the fact that learners’ metacognitive awareness is not well-built. In addition,

three of the low scoring items, item 16 (mean: 3,37), item 29 (mean 3,27) and item
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28 (mean: 2,93) point to the fact that learners do not tend to employ metacognitive

strategies such goal-setting, planning and evaluating to regulate their learning.

To sum up, learners’ overall metacognition seems to be low. What is more,
they do not tend to utilize metacognitive strategies a lot. In addition, an inconsistency
exists in terms of locus of control because they attribute success and failure to both

internal/controllable factors (effort), and external/uncontrollable factors (luck).

5.1.2 RQ 2: Is there a significant difference in learners’ perceptions of

responsibility with regard to their gender?

After learners’ perceptions of responsibility in learning English were
identified by means of descriptive statistics, an Independent Samples T-test was
employed to compare the differences in learners’ perceptions of responsibility

concerning gender (see Table 8).

Table 8: Independent Samples T-test results for gender differences in the
perceptions of responsibility before treatment

Gender | N | Mean | SD t df f Sig.
Female | 17 3,78 35
Male 13 3,71 34

,592 28 262 | ,559

As Table 8 indicates, there is not a significant difference between male and
female students’ perceptions of responsibility in learning English (p>.05). That is,
there are no meaningful differences in learners’ perceptions of responsibility in terms

of gender. The graphic representation of these findings is illustrated in Figure 11:
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3,78
3,76+
3,74
3,72+
3,7+
3,68+
3,66

Female 3,78 Male 3,71

Figure 11: Gender differences in the perceptions of responsibility
before treatment

5.1.3 RQ 3: Is there a significant difference in learners’ perceptions of
responsibility in learning English after learning training and awareness

building sessions?

As mentioned before, the main objective of this study is to discover whether
learner training and awareness building activities would cause any considerable
changes in learners’ perceptions of responsibility in learning English. In order to
realize whether a notable change occurred in learners’ perceptions of responsibility

after the sessions, a Paired Samples T-test was carried out (see Table 9).

Table 9: Paired-Samples T-test results for the differences in learners’
perceptions of responsibility after treatment

N | Mean SD t df | Sig.
Pre-test 30 3,75 ,34
Post-test 30 4,03 ,32

-3, 196 29 ,003

The values in Table 9 reveal that the difference between the mean values of

pre-test (mean: 3,75) and post-test (mean: 4,03) is statistically significant (p<.05).
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This result signifies that learner training and awareness building activities caused a

considerable increase in learners’ perceptions of responsibility in learning English.

In the following figure, the differences between pre-test and post-test with

regard to learners’ perceptions of responsibility in learning English are demonstrated.

4,05

3,951
3,9
3,85
3,8
3,75
3,7
3,65
3,6

Pre-test 3,75 Post-test4,03

Figure 12: Contrasting the differences in the perceptions of responsibility
between pre-test and post-test

In addition to the preceding statistical procedures conducted to find out the
possible significant changes in learners’ perceptions of responsibility, descriptive
statistics was carried out and mean values were computed in order to identify areas

of perceptions of responsibility where key differences were observed (see Table 10).

In Table 10, the item with the highest mean value (4,77) is related to
metacognitive awareness. More specifically, participants appear to attach greatest
importance to discovering their learning styles. Secondly, learners are also fairly
interested in learning how to learn English better (item 17, mean: 4,73), which is an
example of metacognitive awareness, too. Next, learners’ concern to pay more
attention to the lesson when they are practising something they are not so good at is
noticeable again. Similar to the descriptive statistics of pre-test on responsibility,

learners believe that their efforts are necessary in their learning (mean: 4,63). A
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noticeable increase in the mean value of item 10 (mean in pre-test: 2,80; mean in

post-test: 4,13) also signifies that learners’ self-awareness about how to learn more

effectively enhanced considerably.

Table 10: Descriptive statistics of learners’ perceptions of responsibility

in learning English after treatment

Items of questionnaire on responsibility N | Mean | SD
30. I want to know what kind of a learner I am. 30 4,77 ,50
17. I would like to know how I can learn English better. 30 4,73 45
3.1 pay more attention to the lesson if we are practising something I 30 | 4.63 56
am not so good at.

15. My own efforts as well as the teacher’s will contribute to my 30 | 4.63 7
learning.

7.1 am aware of my strengths and weaknesses in English. 30 | 4,57 77
31. I.look for advice from my teacher about how I can improve my 30 | 450 63
English.

1. I would like my teacher to share the information about my

. . . 30 | 447 ,63

progress in English with me.

16. I set my own goals in learning English. 30 | 4,43 ,68
24. I try to find my own ways of learning English. 30 | 4,43 ,73
32. My success in English is mainly up to my own efforts. 30 | 4,40 12
29. I evaluate my progress in English. 30 | 4,20 92
27. How I do in English is a matter of luck. 30 4,10 ,68
21. I am in control of my success in learning English. 30 | 4,10 ,66
10. I am aware of the ways that I learn English best. 30 | 4,13 ,80
2. I know what I should practise more in English. 30 3,87 73
8. Doing homework is one of the good ways to improve my English. | 30 | 3,60 ,93
;S liomeﬂmes I try to learn things that the teacher did not give as a 30 | 350 94
28. I plan my English studies carefully. 30 | 3,33 ,88
11. I often revise what I have learned. 30 3,30 95
6. I spend as little time as possible for my homework. 30 | 2,87 | 1,22

Another increase that deserves attention is in item 32 with the mean value of

4,40, which had the mean of 3,70 in the pre-test. This increase is a sign of the

improvement in learners’ perceptions of the importance of effort in their own

learning. Next, it is observed that learners still attribute their success to luck to a

great extent (item 27, mean: 4,10). However, decrease in the mean value of this item,

which was 4,47 in the pre-test, implies that the participants do not attribute success to

an uncontrollable, external and stable factor as much as they used to do. A related

item to those discussed here is item 21. The easily noticeable difference between the
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mean values of pre-test (3,73) and post-test (4,10) of this item points to the increase

in participants’ perceptions of responsibility in control level.

The increase in the mean values of some of the items in the post-test is a sign
of the improvement in learners’ perceptions of responsibility, especially in terms of
metacognition. For example, it could be inferred that learners gained an increasing
awareness of their strengths and weaknesses in their English study comparing the
mean values of item 2 (pre-test, mean: 3,00; post-test, mean: 3,87). This change is
also quite evident when the mean values of item 7 are compared (pre-test mean: 2,63;
post-test mean: 4,57). This significant change points to the fact that learners’
metacognitive awareness enhanced remarkably. Similarly, the increase in the mean
value of item 24 (pre-test, mean: 3,40; post-test, mean: 4,43) shows that learners’

attempts to find their own ways of learning English boosted.

The mean values of items reflecting the use of metacognitive strategies
increased noticeably as well. For example, participants’ tendency for goal setting
turned out be raised (item 16 pre-test mean: 3,37; post-test mean: 4,43). Secondly,
learners appeared to be inclined to do more self-evaluation of their progress (item 29
pre-test mean: 3,27; post-test mean: 4,20). Finally, an increase was depicted in
learners’ tendency to plan their studies in the post-test (item 28, pre-test mean: 2,93;

post-test: 3,33); yet it is not at a satisfying level.

A final note to be mentioned about the results in Table 10 is that learners still
appear not to give sufficient importance to homework assignments which are a
common opportunity for learners to study independently. Only a slight decrease in
the mean value of item 6 (pre-test mean: 3,00; post-test mean 2,87) could be
interpreted as learners tend to spend a little more time on their homework (see

Appendix 16 for the descriptive statistics of all items).
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5.1.4 RQ 4: Is there a significant difference in learners’ perceptions of
responsibility after learner training and awareness building sessions in

relation to their gender?

With the purpose of answering the fourth research question, which is to do
with the gender differences in perceptions of responsibility, an Independent Samples

T-test was undertaken (see Table 11).

Table 11: Independent Samples T-test results for gender differences in
perceptions of responsibility after treatment

Gender N Mean SD t df f Sig.
Female 17 4,12 25
Male 13 3,92 ,38

1,80 28 ,098 | ,083

Similar to the results of the second research question, which is about gender
differences in perceptions of responsibility prior to the treatment, no significant
difference was found again between male and female learners’ perceptions of
responsibility after treatment (p>.05). The differences in perceptions of responsibility

in relation to gender are displayed in Figure 13.

4,15+

4,1

4,05+

3,95+
3,9+
3,85+
3,8-

Female 4,12 Male 3,92

Figure 13: Gender differences in the perceptions of responsibility
after treatment
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5.1.5 RQ 5: Is there a significant difference in learners’ motivational level

after learner training and awareness building sessions?

In order to find out whether a significant change came about in learners’
motivational level in learning English, firstly descriptive statistics of pre-test
motivation was carried out and mean values were calculated. The mean value of

participants’ total motivational level was found to be 4,31 (see Table 12).

Table 12: Total mean values of motivation pre-test

N Mean SD
Pre-test intrinsic motivation 30 4,34 ,46
Pre-test extrinsic motivation 30 4,27 42
Pre-test total motivation 30 4,31 ,39

The results of the descriptive statistics are presented in two parts in relation to
the two dimensions of motivation: intrinsic motivation (see Table 13) and extrinsic

motivation (see Table 14).

Table 13: Descriptive statistics of learners’ intrinsic motivation
in learning English before treatment

Items of questionnaire on motivation N | Mean | SD
3. I would like to able to be to speak English. 30 | 483 ,38
2. I would like to visit an English-speaking country. 30 | 4,77 57
6. I want to do well in English class. 30 4,67 ,66
19. It makes me happy to think that I learn English. 30 | 4,57 ,57
7.1 would like to meet English-speaking people. 30 | 4,53 ,63
13. I"d like to learn English even if I didn’t have to. 30 4,50 ,63
18. Learning English is important for my personal development. | 30 | 4,33 ,66
1. Ilike English. 30 | 4,20 92
12. When I learn new things in English, I feel satisfied. 30 4,20 92
4. I enjoy English lessons. 30 | 4,10 99
15. I find learning English enjoyable. 30 | 3,80 1,03
5.1 find English interesting. 30 | 3,53 1,04

The results of descriptive statistics indicate that learners’ overall intrinsic
motivation appears to be fairly high (mean: 4,34) (see Table 13). Though they find

English somewhat interesting (mean: 3,53) and enjoyable (mean: 3,80), it could be
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noticed that their motivation to learn English (item 12, mean: 4,20; item 18: 4,33;

item 19, mean: 4,57; item 6, mean: 4,67) seems to be higher. Especially, item 3 with

the top mean value of 4,83 is a sign of learners’ high motivation to learn English.

Table 14: Descriptive statistics of learners’ extrinsic motivation

in learning English before treatment

Items of questionnaire on motivation N | Mean | SD

8. I will need to know English in the future. 30 4,87 ,35
9. It will be important for me to know English in the future. 30 4,87 ,35
11. 1 need to learn English for my future career. 30 4,87 ,35
14. T want only to survive the English lesson. 30 4,37 ,67
16. If I had the choice I’d give up learning English. 30 | 4,23 94
10. The main reason I learn English because I have to. 30 3,73 1,34
17. If I learn to speak English, other people will respect me more. 30 2,97 1,16

Participants’ extrinsic motivation is also found fairly high (mean: 4,27) (see

Table 14), although it is slightly lower than the mean of intrinsic motivation. When

the mean values of the items of extrinsic motivation are studied in Table 14, it is

noticed that all of the first three highest scoring items (mean: 4,87) involve

statements related to the importance of English with respect to learners’ future

employment needs. Item 16 with the mean value of 4,23 supports the interpretation

that learners are extrinsically motivated to learn English as they would not choose to

learn English if it was not compulsory. Finally, learners are not really concerned with

being more respected if they learn to speak English (mean: 2,97).

In order to find out whether the difference between total mean values of

extrinsic and intrinsic motivation of pre-test is significant, a Paired-Samples T-test

was implemented (see Table 15).

Table 15: Paired-Samples T-test results for the differences between
extrinsic and intrinsic motivation before treatment

N | Mean SD t df Sig.
Intrinsic motivation | 30 4,34 ,46
Extrinsic motivation | 30 4,27 42 806 29 427
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While the mean value of extrinsic motivation (mean: 4,27) is slightly lower
than the mean value of intrinsic motivation (mean: 4,34), the difference is not

statistically significant (p>.05).

Next, the difference between male and female learners’ motivational level
prior to the treatment was sought through the implementation of Independent

Samples T-test (see Table 16).

Table 16: Independent Samples T-test results for gender differences in
learners’ motivational level before treatment

Gender | N | Mean | SD t df f Sig.
Female | 17 4,34 ,36

,496 28 333 ,624

Male 13 4,27 44

Table 16 shows that there is not a significant difference between female and
male participants’ motivation to learn English prior to learner training and awareness

building sessions (p>.05).

After necessary statistical procedures and interpretations about motivation
pre-test are presented, the same procedures with follow-up descriptions about
motivation post-test will be described so as to conclude the findings of the fifth

research question.

With the purpose of finding out the outcomes of post-test motivation, firstly
mean values were calculated and mean of post-test total motivation was found to be

4,22 (see Table 17).

Table 17: Total mean values of motivation post-test

N Mean SD
Post-test intrinsic motivation 30 4,21 46
Post-test extrinsic motivation 30 4,23 42
Post-test total motivation 30 4,22 42
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Then, descriptive statistics of intrinsic motivation (see Table 18) and extrinsic

motivation (see Table 19) was implemented.

Table 18: Descriptive statistics of learners’ intrinsic motivation
in learning English after treatment

Items of questionnaire on motivation N | Mean | SD
3. I would like to able to be to speak English. 30 4,80 48
6. I want to do well in English class. 30 4,60 ,67
2. I would like to visit an English-speaking country. 30 | 4,60 ,86
7.1 would like to meet English-speaking people. 30 | 4,53 ,86
13. I'd like to learn English even if I didn’t have to. 30 4,40 ,89
19. It makes me happy to think that I learn English. 30 | 4,40 ,89
12. When I learn new things in English, I feel satisfied. 30 4,33 .88
18. Learning English is important for my personal development. | 30 | 4,20 91
1. I like English. 30 | 4,07 1,01
4. I enjoy English lessons. 30 | 3,73 91
15. 1 find learning English enjoyable. 30 | 3,40 93
5.1 find English interesting. 30 | 3,40 1,07

The results of descriptive statistics show that participants’ intrinsic
motivation could be said to be high as in the pre-test, though it was observed that a
slight decrease occurred in the mean values (pre-test intrinsic motivation mean: 4,34
and post-test intrinsic motivation mean: 4,21). Similar to the descriptive statistics of
pre-test, the lowest scoring intrinsic motivation items are again the ones involving
the statements about the nature of English and the study of English language (items 5
and 15, mean: 3,40; item 4, mean: 3,73; item 1, mean: 4,07). However, they seem to
be quite motivated again to learn English. For example, item 30 with the mean value
of 4,40 reveals that they would still like to learn English even if it was not
compulsory. Similarly, item 19 (mean: 4,40) indicates that they are intrinsically
motivated since they become happy when they realize that they learn English. Once
again, the mean values of the first four highest scoring items point to the learners’

willingness to be able to learn English due to the intrinsic factors.

The results of descriptive statistics of the remaining items of questionnaire on

motivation, which involve extrinsic factors, are displayed in Table 19:
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Table 19: Descriptive statistics of learners’ extrinsic motivation
in learning English after treatment

Items of questionnaire on motivation N | Mean | SD

11. I need to learn English for my future career. 30 | 4,90 31

9. It will be important for me to know English in the future. 30 4,87 ,35
8. I will need to know English in the future. 30 4,87 ,35
16. If I had the choice I’d give up learning English. 30 | 4,23 ,90
14. T want only to survive the English lesson 30 | 4,17 ,83
10. The main reason I learn English because I have to. 29 3,45 1,40
17. If I learn to speak English, other people will respect me more. 30 3,07 1,20

The results in the table above show that learners’ extrinsic motivation is
considerably high, especially in terms of their future professional concerns again
(item 11: 4,90; items 9 and 8, mean: 4,87). On the other hand, participants are not
concerned with how others will approach them if they learn English (item 17, mean:

3,07).

After the results of descriptive statistics of post-test motivation were
presented and interpreted, a Paired-Samples T-test was carried out so as to discover
whether there is a significant difference between total mean values of extrinsic and

intrinsic motivation (see Table 20).

Table 20: Paired-Samples T-test results for the differences between
extrinsic and intrinsic motivation after treatment

N Mean SD t df Sig.
Intrinsic motivation 30 4,21 ,49
Extrinsic motivation | 30 4,23 ,38 -241 29 811

The values in Table 20 indicate that the difference between the mean values
of extrinsic motivation (mean: 4,23) and intrinsic motivation (mean: 4,21) is not

statistically significant (p>.05).

With the purpose of finding out the difference between male and female
learners’ motivational level after treatment, the data were subjected to an

Independent Samples t-test (see Table 21).
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Table 21: Independent Samples T-test results for gender differences in
learners’ motivational level after treatment

Gender N Mean SD t df f Sig.
Female 17 4,13 42
Male 13 4,33 41

-1,248 28 ,001 | ,223

Table 21 shows that there is not a significant difference between female

(mean: 4,13) and male participants’ (mean: 4,33) motivation in the post-test (p>.05).

In order to find out how significant the difference is between pre-test and

post-test total motivation, a Paired-Samples T-test was carried out (see Table 22).

Table 22: Paired-Samples T-test results for the differences between
pre-test and post-test total motivation

N | Mean SD t df Sig.
et 0| 4 | o
-914 29 ,368
Post-t-est -total 30 422 0
motivation

The values in Table 22 show that there is not a significant difference between
participants’ motivation before and after treatment (p>.05). In other words, no
meaningful differences occurred in learners’ motivational level after treatment.

Figure 14 displays these differences.

4,32

4,3
4,28+
4,26
4,24
4,22+

4,2
4,181
4,161

Pre-test total motivation Post-test total motivation

Figure 14: Contrasting the differences between pre-test and post-test
total motivation
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5.1.6 RQ 6: How do learners evaluate learner training and awareness

building sessions?

In order to answer this research question, the interviews conducted with nine
participants were first transcribed and then the findings were interpreted. As
mentioned in the methodology of the study, the interviewees were chosen on the
basis of their voluntariness. Although academic success level was not taken into
consideration when selecting the interviewees, it was noticed that their level ranged
from ‘very high’ to ‘low’ according to end-of-the-term grades (The average is
accepted to be ‘60’ out of ‘100°, which is the passing grade in English Preparatory
Programme). Three of the participants (33, 3%) had ‘very high’ level of academic
success; four participants’ (44, 4 %) academic success level was ‘high’; and the

academic success level of two participants (22, 2 %) was ‘low’ (see Table 23).

Table 23: Interviewees’ academic success level in English

No | Gender sllﬁzzlsofoa:lcta(c)lfe ;I(l)lg) Explanation
1 Female 92 Very high
2 Female 74 High
3 Male 86 Very high
4 Male 80 High
5 Male 52 Low
6 Female 92 Very high
7 Female 76 High
8 Female 52 Low
9 Female 70 High

The interviewees were asked questions from general to specific (see
Appendix 14). The first question was the most general one: ‘What do you think
about the activities done in the sessions?’ On the whole, the participants had quite
positive opinions about the activities. 7 participants out of 9 told that they found the

activities very useful. For example, P-9 said that:
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“Firstly, the activities have been very useful in terms of getting to know
myself. Furthermore, I have learned a lot of things about what I can do to
learn better.”

P-5 also reported that:

“We learned the importance of learning. Therefore, I think the
activities have been very useful and to speak frankly, I liked them very
much.”

One participant stated that the activities were very positive that she had the
chance to question herself. Another participant said that the activities were very

important to her.
The second interview question was: ‘How have the activities contributed
to you personally?’ The responses to this question exhibit variance. Actually, each

interviewee responded to this question quite differently (see Table 24).

Table 24: Interviewees’ responses to the second interview question

Participant Participant’s answer

-] “I became more aware of things about language learning and got more
concentrated. I also learned how to learn more easily.”

“I learned to give more importance to the homework assignments. [ used to
P-2 think that the teachers have to teach us but now I think that we are also
responsible for learning.”

“I had already known most of these things but you reminded them to me

P-3 .

again.

“These activities reminded me how necessary learning a foreign language
P-4 is. I became aware of the fact that English is more important than I was

told before.”

“Now I think that I have more responsibility for my learning. And I also
P-5 think about how I should be in the lessons. Once again, I can say that I

have gained the feeling of responsibility.”

“I noticed that I could describe people accurately after we had analyzed
P-6 . C

three types of students in one of the sessions.
P-7 “I became more aware of how to learn English better.”

“I learned to overcome my prejudices about my inability to learn English.
P-8 In a way, my self-confidence boosted. Moreover, I became more aware of

the indispensable and important place of English in my life.”

P-9 “I learned what kind of a learner I am.”
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When Table 24 is examined, it is noticed that three participants’ (P-1, P-7 and
P-9) awareness of foreign language learning process seems to have developed, which
actually backs up the results of quantitative findings. In addition, two of these
participants (P-1 and P-7) stressed that they learned how to learn English more
effectively. What is more, the ninth participant’s self-awareness as a learner also
appears to have enhanced. Furthermore, two participants (P-2 and P-5) stated that
they started to think that they had more responsibility for their learning attributing
this to learner training activities. This finding also supports the statistical results of
the third research question. While no significant differences in learners’ motivation
were found out via statistical procedures, qualitative findings from the interview
reveal that some participants’ motivation seemed to be enhanced. For example, two
participants’ (P-4 and P-8) motivation to learn English could be said to have
increased as both of them stressed that they realized how important English was in
their life. Moreover, one participant (P-3) expressed that the activities helped him to
remember what he had already known. Finally, one participant (P-6) reported that
she realized that she had been more able to describe people accordingly after one of

the sessions (see Session 2 — Appendix 6).

The third question that the participants were required to answer was: ‘Have
you ever had such kind of experience before?’ Six of the participants (67 %) stated
that they had never had such kind of experience before. Three of them (33 %) said
that they had participated in such kind of activities before but they added that they
did not find them very useful. P-7 also added that such kind of activities ought to
have started earlier so that they could have been more conscious about the issues

related to foreign language learning.

The fourth interview question was: ‘Have the activities been useful to you?
(If so, which one do you think has been the most useful?)’ All of the participants
agreed that the activities had been very useful to them. Two of the participants said
that all of the activities had been very useful to them; one of them stressed on the
usefulness of class discussions. Two of them stated that they had found the teacher

and learner roles very helpful. One participant found both goal setting and learning
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styles very useful. Four of them said that finding out their learning styles had been of
great importance to them. One of the participants said that all of the activities were
helpful to her. Finally, one participant found the activity on the features of good
language learners very functional. One point attracting attention here is that learning
styles have been of the central interest to the participants. This implies that the
activities that the learners found the most useful are the ones related to improvement

of metacognition. Table 25 shows how each participant answered this question.

Table 25: Interviewees’ responses to the fourth interview question

Participant Participants’ answer
P-1 Goal setting and learning styles
pP-2 Teacher and learner roles
P-3 Features of good language learners
P-4 All of the activities
P-5 Teacher and learner roles
P-6 Learning styles and character analysis
P-7 Learning styles
P-8 Learning styles and strategies
P-9 What kind of a learner am I? and learning styles

Next, the fifth question “What were your opinions related to the process of
learning English before the learner training sessions and what about your
present opinions?’ was asked to the interviewees: The interviewees’ responses to

this question also show variation. For example, P-1 said that:

“Before these sessions, I used to think that learning English takes a very
long time and is more complex but now I know that if I set my goals and
plan my studies, the time spent for learning could be reduced. I also gained
an increasing awareness about learning English.”

P-2 emphasized that she became aware of her responsibility in her learning

and also the importance of studying English:
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“I learned to attach more importance to English and that I need to study
through both writing and reading after I learned that I was a visual learner.
I also learned to take more responsibility for my learning.”

Furthermore, P-3 reported that he learned things about a lot of points which
he had never thought before. P-4, on the other hand, pointed out that he felt as if the
thoughts in his mind came alive when the discussions were being held. In other
words, he remembered what he knew previously. Similar to P-1, P-5 also emphasized
that he started to think that the time allocated for learning English could be shortened
if one knows how to plan his studies carefully. Likewise, P-6 made it clear that if one
works hard enough, she can succeed anything. She also added that since she realized
that it had been her fault when her performance got poorer, she started to put more

effort into her work to improve her performance. Moreover, P-7 noted down that:

“I think that I did not use to know how to study to learn more effectively.
However, with the help of these activities, I learned something new each
week which increased my knowledge about how to study English.”

Participants 8 and 9 responded to the fifth question in a similar way. They
stated that they had decided how to study English. They also added that they had not

been aware of many things about foreign language learning before the sessions.

The sixth and last interview question was: ‘Do you have a final comment
you would like to add?’ All of the participants evaluated the study quite positively.
Three of the participants stated that the study became very effective. Two
participants said that the activities were quite enlightening. Three participants
pointed out that the study was rather useful. One participant indicated that the study
was very necessary. The seventh participant, for example, had the following

comments on the overall study:

“These activities certainly need to have been done in terms of getting to know
ourselves and knowing how to learn English. Because having the desire to
learn something is not sufficient alone; we should also be aware of and have
knowledge about how to learn most effectively in order to be able to do
something. I think these activities have contributed to this aim a lot.”
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P-4 also had positive opinions about the study:

“In my opinion, this kind of activities should not only be done for your
thesis study but also for a longer period of time. I hope they will continue in
the second term, too. Personally, I had a lot of fun.”

To sum up, the findings of qualitative data support the outcomes of
quantitative data in that learner training and awareness building activities led to an
improvement in learners’ perceptions of responsibility. On the other hand, while no
statistically significant difference was found in participants’ motivational level in
learning English, findings of the qualitative data indicate that a moderate level of

increase in their motivational level was observed.

5.2 CHAPTER SUMMARY

In this chapter, the findings obtained from the analyses of both quantitative
and qualitative data were presented and interpreted with regard to each research

question of the study in turn.
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CHAPTER 6
DISCUSSIONS, CONCLUSIONS, AND IMPLICATIONS

6.0 INTRODUCTION

The purpose of this chapter is to present the discussions of the findings by

referring to the literature described in the second and third chapters. After drawing

some conclusions in relation to the findings, pedagogical and methodological

implications are discussed. Finally, several suggestions for further research are

provided.

RQ 1:

RQ 2:

RQ 3:

RQ 4:

RQ 5:

6.1 DISCUSSIONS

This study intends to find answers to the following research questions:

What are the perceptions of responsibility of students in English preparatory
classes?

Is there a significant difference in learners’ perceptions of responsibility with
regard to gender?

Is there a significant difference in learners’ perceptions of responsibility in
learning English after learning training and awareness building sessions?

Is there a significant difference in learners’ perceptions of responsibility after
learner training and awareness building sessions in relation to gender?

Is there a significant difference in learners’ motivational level after learner

training and awareness building sessions?

R Q 6: How do learners evaluate learner training and awareness building sessions?
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6.1.1 DISCUSSIONS OF FINDINGS FROM RQ 1

The findings of the first research question indicated that the participants of
the study did not seem to perceive that they have a big responsibility in their own
learning in general in the beginning of the study. As mentioned in the second
chapter, responsible learners are those who have an awareness of their role as a
learner (Usuki 2001). Whereas, it was observed that learners’ capacity for
metacognitive awareness is not at a required level since most of them are not aware
of their strengths and weaknesses in learning English or how they learn best.
However, results from the questionnaire reveal that the participants actually signal
the need to enhance their metacognitive knowledge or awareness. They especially
desire to learn what kind of learners they are and also how they can learn English
better. This implies that they need to be guided and informed about language

learning process so that their metacognitive awareness could be built.

Another result drawn from the findings of RQ 1 is that learners also tend not
to employ metacognitive strategies such as goal-setting, planning, monitoring or
evaluating at a satisfying level. This implies that they are not really in charge of their

learning since they do not appear to consciously monitor and evaluate their progress.

In Chapter 2, it was stated that responsible learners are those who believe that
their efforts will be significant in their progress (Scharle and Szabo 2000). In this
respect, the participants of the study could be said to be fairly responsible since they
turned out to be placing much importance in their efforts as the findings indicate.
However, it was also shown that learners tend to attribute their success and failure to
luck, which is accepted as an external and uncontrollable factor in the literature
(Dickinson 1995). These results indicate that there is an inconsistency in learners’
attribution to success and failure. Therefore, it comes out to be rather difficult to

identify whether the participants are responsible learners or not.
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6.1.2 DISCUSSIONS OF FINDINGS FROM RQ 2

With the RQ 2, it was intended to discover whether there are any significant
differences between male and female learners’ perceptions of responsibility in
learning English before the treatment. The related findings show that there is not a
meaningful difference in perceptions of responsibility with regard to gender. On the
other hand, as several other studies indicate, female learners usually surpass males in
other aspects of learning such as attitudes towards learning English and the self as a
learner (Dursun 2007), achievement attributions to failure and success (Saticilar

2006), overall strategy use (Liu 2004), etc.

6.1.3 DISCUSSIONS OF FINDINGS FROM RQ 3

The results of the findings from RQ 3 indicate that a significant change was
detected in learners’ perceptions of responsibility in learning English after learner

training and awareness building sessions.

When the noticeable differences between the findings of responsibility pre-
test and post-test are compared, it was found out in what aspects of responsibility
significant changes were observed. One area where a visible increase was observed is
in learners’ metacognitive knowledge (awareness). For example, responsibility post-
test results signify that learners tend to be more aware of their strengths and
weaknesses in learning English, and what kind of a learner they are; know what they
should practice more; and also try to find their own ways of learning English

comparing to the findings of responsibility pre-test.

Meaningful differences were also observed in learners’ tendency to employ
metacognitive strategies, which is another important part of metacognition. The
findings draw attention to a significant increase in learners’ potential for using

metacognitive strategies such as goal-setting, planning, monitoring and evaluating



133

which allow learners to self-regulate their learning. Similar results have also been
obtained in other learner training studies such as Esch’s (1997), Victori and
Lockhart’s (1995), Nunan’s (2002), and Yang’s (1998). All of these researchers
share the opinion that learners’ metacognition is likely to be enhanced if learner
training programmes are designed to involve elements like peer-interviews,
reflection, counselling sessions and class discussions which aim to build an

awareness on the part of learners.

The findings further signify that learners perceive that they are in control of
their success in their learning while they still tend to attribute their success and
failure to luck. However, it is also noticed that learners’ perceptions of responsibility
in control level increased whereas their tendency to attribute their success and failure

to luck decreased after the treatment.

Another result to be mentioned for this research question is about learners’
attitudes related to doing homework which could be considered to be forming an
important part of private domain where learning is personalized and internalized by
learner (Crabbe 1993). Findings indicate that learners do not attach adequate
importance to homework tasks which are supposed to serve as valuable opportunities

for learners to extend their learning beyond classroom.

6.1.4 DISCUSSIONS OF FINDINGS FROM RQ 4

Similar to the results of RQ 2, no significant changes in female and male
students’ perceptions of responsibility in learning English were detected after the
treatment. This result appears to be surprising in this context as females are assumed
to take on more responsibilities than males with respect to sociological and cultural
factors. This could signal the fact that there are no consistent gender differences in
various ability domains (Feingold 1992). Likewise, Lippa (2005) argues that there

are various factors that might result in variation of typical gender-related behaviours.
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6.1.5 DISCUSSIONS OF FINDINGS FROM RQ 5

The results of this research question are three-fold:

First, it was tried to find out learners’ motivational level before the learner
training sessions started. The findings point that learners’ motivation to learn English
appeared to be fairly high. Next, although no significant difference was observed
between intrinsic and extrinsic motivation, it was noticed that the prevailing source
for this high motivation is about learners’ concerns related to their future
employment needs. This is not surprising since attending English preparatory
programme was compulsory for most of the participants. In terms of gender
differences in learners’ motivation prior to the treatment, female and male students’

motivational level turned out to be quite close to each other.

Second, it was found out that learners’ motivational level is again quite high
following the treatment. Similar to the motivation pre-test, no considerable
differences were found between intrinsic and extrinsic motivation; while it was
noticed again that learners seemed to be willing to learn English particularly because
of external factors such as future professional careers. In this respect, Salehi (2005)
suggests that there is not a clear-cut boundary between intrinsic and extrinsic
motivation as it is apparent by the findings of his study that there is a high and
meaningful correlation between these two types of motivation. In addition, he states
that “the two dichotomies are not mutually exclusive” (Salehi 2005: 5). Finally, no
meaningful differences between females’ and males’ motivational level were
detected again. Similar results were also reached by Dursun (2007) and Salem
(2006), who have reported that no significant differences were found in learners’

motivational level with respect to gender in their study.

Third, the results of statistical procedures indicate that no significant
differences were found in learners’ overall motivation after learner training and
awareness building sessions. This result might be attributed to the general

observation that learners’ motivation is usually higher in the beginning of the course
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but it tends to decrease through the end of the term as they are involved in so many

activities and exams throughout the course.

6.1.6 DISCUSSIONS OF FINDINGS FROM RQ 6

As for the results of the last research question, the qualitative and quantitative
findings obtained from the interviews indicate that all of the interviewees appeared to
have rather positive opinions regarding the learner training and awareness building
sessions. The results further supported the findings of the questionnaire in that
desired changes in learners’ perceptions of responsibility took place. Particularly,
learners’ metacognitive knowledge and their potential for using metacognitive
strategies enhanced. On the contrary of the statistical findings which revealed that no
significant changes occurred in participants’ overall motivational level, the
qualitative findings signified that a relative level of increase in their motivation was
observed as several of the interviewees reported that they started to perceive English

as having a more important place in their lives.

When learners were asked to express their further opinions about the sessions,
it was observed that all of them found the activities quite useful. The most favourable
activities of the participants were the ones related to improvement of metacognition

such as learner styles, teacher and learner roles and character analysis.

6.2 CONCLUSIONS

This study sought to find out whether learner training and awareness building
activities would have any significant effects on learners’ perceptions of responsibility
in learning English and their motivational level. While various studies were carried
out in order to investigate the effects of learner training on learner autonomy (see

Esch 1997; Finch 1998; Lee 1996; Matsumo 1996; Victori and Lockhart 1995; Yang
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1998), the present study particularly aimed to investigate perceptions of
responsibility with regard to learner training. What is more, studies conducted on
learner autonomy in Turkey mostly adopted teacher-based approaches that tried to
seek learners’ or trainee teachers’ readiness or attitudes towards learner autonomy
(see Ozdere 2005; Sert 2006; Yildirrm 2005). Whereas, the present study attempted
to investigate whether learners’ perceptions of responsibility could be improved
through a set of planned learner training activities aiming to raise learners’ awareness

and expand their knowledge of the foreign language learning process.

The results of both quantitative and qualitative findings of this study revealed
that a significant increase in perceptions of responsibility was evident especially in
terms of metacognitive awareness and the tendency for using metacognitive
strategies of which presence is related to responsibility as mentioned in the second
and third chapters. These results are in line with several other research studies
indicating that a systematic and planned learner training programme built on the
principles of reflective learning, peer-training, self-assessment, class discussions, and
counselling is likely to enhance learners’ metacognition and readiness for self-
directed learning (see Cotterall 1999; Esch 1997; Finch 1998; Koda-Dallow and
Hobbs 2005; Lee 1998; Nunan 2002; Victori and Lockhart 1995; Yang 1998).
However, it might be useful to note that, as suggested in the literature, the level or
perceptions of responsibility or autonomous learning received from awareness
building and learner training activities exhibit variance from learner to learner
(Toogood 2005); and also sudden and sizeable changes cannot be expected in
learners’ perceptions or attitudes in a short time (Bertoldi, Kollar and Ricard 1988).
Nevertheless, learning to learn is an important beginning for learners so that they

could be equipped with valuable skills for their life-long learning.

Another aim of the present study was to seek any possible significant
increases in learners’ motivational level after learner training programme. The
statistical results showed that no considerable increase was witnessed in learners’
overall motivation. On the other hand, as the qualitative findings show, a fair level of

increase in participants’ motivational level was observed. In addition, findings
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pointed to no significant differences between intrinsic and extrinsic motivation
neither before nor after the treatment. This point is interpreted by Salehi (2005) as no
truly distinct boundaries exist between these two types of motivation. Moreover,
female and male students turned out to have quite close motivational level in learning

English. Such a result was also attained by Dursun (2007) and Salem (2006).

Finally, while learners’ perceptions of responsibility in learning English were
heightened considerably, no significant differences between males’ and females’
perceptions of responsibility were found out neither before nor after the treatment.
This result might be attributed to the fact that it is possible to meet inconsistencies or
variations in different aspects of learning such as attitudes, behaviours, or abilities
with respect to gender (Feingold 1992). Furthermore, it might be stated that because
of changing demands and requirements in terms of various factors such as economic,
practical, professional and so on, the social roles and responsibilities assigned to

different genders have started to transform in Turkish society.

6.3 IMPLICATIONS

The results of the present study hold several important implications regarding
learners, teachers, and methodological issues. In addition, some suggestions for
further research could be put forward in the light of the findings and results drawn

from this study.

6.3.1 IMPLICATIONS FOR LEARNERS

Considering the fact that psychological constructs such as perceptions,
beliefs, attitudes, and attributions are crucial factors shaping individuals’ underlying

behaviours and performance, it could be concluded that learners need to be certainly
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guided and educated in the process of learning so that they will attain a proper and
conscious understanding and perception related to themselves as learners and also the
language learning process. Therefore, it could be suggested that awareness building
and learner training should be incorporated into every subject area and introduced
preferably from the very beginning of education so that learners’ metacognition and
perceptions of responsibility could be heightened. One point that needs to be kept in
mind, on the other hand, is that the form and content of this training should be

adjusted to learners’ cognitive maturity level and age.

6.3.2 IMPLICATIONS FOR TEACHERS

This study, which was carried out with learners, also bears importance
concerning foreign language teacher education, in-service teacher training and
professional development. As discussed in the second and third chapters, the
development of learner autonomy is quite dependent upon the presence of teacher
autonomy. That is, if teachers are aware of, open and dedicated to the idea of
autonomy, then they will more likely attempt to develop autonomy among their
learners. In addition, they should also be aware of the importance of responsibility,

which is the underlying dimension of autonomy.

In this respect, foreign language teacher education should also cover the
issues not only related to the teaching of the content of the target language but also
how to train learners so that they can become more responsible and autonomous in
their learning. Secondly, the present study also sheds light on the necessity to make
learner training and awareness building an essential part of in-service teacher training
that might encourage working teachers to become aware of the importance of learner

autonomy and responsibility and also how to assist their students to achieve this aim.
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6.3.3 METHODOLOGICAL IMPLICATIONS

This study also has several implications for material and curriculum
development. Having known the importance of developing learner autonomy and
responsibility in foreign language education, sound elements and principles of
learner training and awareness building as discussed in the previous parts could be
incorporated into teaching materials and also the curriculum. For example, learners
could be given questionnaires focusing on different aspects of foreign language
learning such as attitudes, learning styles and strategies, needs analysis and goal-
setting, motivation and so on. In this way, their awareness related to language
learning process could be heightened. In addition, peer or whole-class discussions,
counselling sessions, and diary-keeping could be held at certain intervals so that
learners could find the opportunity to reflect on various aspects of learning and also
benefit from others’ ideas and experience. Furthermore, learners could be assisted
and guided to assess and evaluate their own performance and progress, set realistic
goals and also determine the ways of achieving them. To sum up, learners’
metacognition could be built well in a number of ways so as to encourage them to

become more responsible and effective learners.

6.4 SUGGESTIONS FOR FURTHER RESEARCH

The present study calls for further research for examining the construct of
responsibility more thoroughly. For example, different dimensions of responsibility
could be identified and their relationships with other variables such as motivation,
academic success level, attitudes and so on might be investigated by future

researchers; thereby they might contribute to the theory.

Moreover, as this study is small-scaled, thereby the conclusions are not to be
generalized, future researchers could replicate this study with a larger number of

participants and in longitudinal studies. In addition, since responsibility is a construct
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which is supposed to be affected by a number of variables such as age;
socioeconomic class; educational, cultural and family background; social attitudes
and values, and so on; the relationship between responsibility and different variables

could be put into investigation in further research.

6.5 CHAPTER SUMMARY

This chapter began with the discussions of findings for each research
question. Then, a general conclusion was drawn in the light of the results obtained
from the analysis of the findings. Pedagogical and methodological implications were

followed by the suggestions for further research.



141

REFERENCES

ALLWRIGHT, Dick
1988 “Autonomy and individualization in whole-class instruction”
A. BROOKES and P. GRUNDY (Eds.), Individualization and
Autonomy in Language Learning
ELT Documents 131. London: Modern English Publications/ British
Council
AOKI, Naoko
1999 “Affect and the role of teachers in the development of learner
autonomy”
J. ARNOLD (Ed.), Affect in Language Learning
Cambridge: Cambridge University Press
ARMANET, C. M. and K. OBESE-JECTY
1981 “Towards student autonomy in the learning of English as a second
language at university level”
ELT Journal 36/1: 24-28
ARNOLD, Jane (Ed.)
1999 Affect in Language Learning
Cambridge: Cambridge University Press
BELL, Judith
1993 Doing your Research Project
Buckingham: Open University Press
BENSON, Phil
1997 ‘The philosophy and politics of learner autonomy”
P. BENSON and P. VOLLER (Eds.), Autonomy and Independence
in Language Learning
London: Longman
2001 Teaching and Researching Autonomy in Language Learning

Essex: Pearson Education Limited



142

BENSON, P. and P. VOLLER (Eds.)
1997 Autonomy and Independence in Language Learning
London: Longman
BENSON, P. and W. LOR
1998 “Conceptions of language and language learning”
System 27: 459-472
BERTOLDL E., J. KOLLAR and E. RICARD
1988 “Learning how to learn English: from awareness to action”
ELT Journal 42/3: 157-165
BLOOR, M. and T. BLOOR
1988 “Syllabus negotiation: the basis of learner autonomy”
A. BROOKS and P. GRUNDY (Eds.), Individualization and
Autonomy in Language Learning
ELT Documents 131. London: Modern English publications in
association with the British Council (Macmillan)
BOYDAK, Alp
2001 Ogrenme Stilleri
Istanbul: Beyaz Yayinlart
BROOKES, A. and P. GRUNDY (Eds.)
1988 Individualization and Autonomy in Language Learning
ELT Documents 131. London: Modern English Publications/British
Council
BROWN, James Dean
1995 Understanding Research in Second Language Learning
Cambridge: Cambridge University Press
BROWN, H. Douglas
1994 Principles of Language Learning and Teaching (3™ Ed.)
New Jersey: Prentice Hall Regents
2001 Teaching by Principles: An Interactive Approach to Language
Pedagogy

New York: Longman



143

BROWN, J. D. and T. HUDSON
1998 “The alternatives in language assessment”
TESOL Quarterly 32: 653-75
CHANOCK, Kate
2004 ““‘Autonomy and responsibility: same or different?”
Paper presented at Inaugural Independent Learning Conference
The University of Melbourne, Australia
COTTERALL, Sara
1995a “Developing a course strategy for learner autonomy”
ELT Journal 49/3: 219-229
1995b “Readiness for autonomy: investigating learner beliefs”
System 23/2: 195-205
1999 “Key variables in language learning: what do learners believe about
them”
System 27: 493-513
2000 “Promoting learner autonomy through curriculum: Principles for
designing language courses”
ELT Journal 54/2: 109-117
2003 “Learner independence: reflecting on experience”
Paper presented at Independent Learning Conference,
The University of Melbourne, Australia
CRABBE, David
1993 “Fostering autonomy from within the classroom: the teacher’s
responsibility”
System 21/4: 443-452
DEMIR, Bora
2004 An Investigation into the Effects of Motivational Factors and
Attitudes of Primary School Students on Learning English as a
Foreign Language (Unpublished M.A. Thesis)
Canakkale: Canakkale Onsekiz Mart University



144

DICKINSON, Leslie
1987  Self-instruction in Language Learning
Cambridge: Cambridge University Press
1988 “Learner training”
A. BROOKES and P. GRUNDY (Eds.), Individualization and
Autonomy in Language Learning
ELT Documents 131. London: Modern English Publications/ British
Council
1993 Talking shop: “Aspects of autonomous learning”
ELT Journal 47/4: 330-336
1995 “Autonomy and motivation: a literature review”
System 23/2: 165-174
DURSUN, Evren
2007 An Investigation into Reasons of Gender Differences in Foreign
Language Learning Process at University Level Prep Classes
(Unpublished M.A. Thesis)
Canakkale: Canakkale Onsekiz Mart University
ELLIS, G. and B. SINCLAIR
1997 Learning to Learn English.
Cambridge: Cambridge University Press
ELLIS, Rod
1994 The Study of Second Language Acquisition
Oxford: Oxford University Press
ESCH, Edith. M.
1997 “Learner training for autonomous language learning”
P. Benson and P. Voller (Eds.), Autonomy and Independence in
Language Learning
London: Longman
FEINGOLD, Alan
1992 “Sex differences in variability in intellectual abilities: A new look at
old controversy”

Review of Educational Research 62/1: 61-84



145

FINCH, Andrew E.
1998 “Designing and using a Learner Journal for false beginners: self-
assessment and organization of learning”
Self-Access Language Learning Newsletter
(Retrieved June 25, 2006 from http://Ic.ust. hk/HASALD)
GARDNER, David
2000 “Self-assessment for autonomous language learners”
Links&Letters 7, 49-60
GITSAKI, Christina
2005 “Course design to promote student autonomy and lifelong learning
skills: a Japanese example”
Paper presented at Independent Learning Association Oceania
Conference,
Manukau Institute of Technology, Auckland, New Zealand
GOWER, R., D. PHILLIPS, and S. WALTERS
1995 Teaching Practice Handbook
Oxford: Heinemann
GREMMO, M. and P. RILEY
1995 “Autonomy, self-direction and self-access in language teaching and
learning: the history of an idea”
System 23/2: 151-164
HARGAN, Noeleen
1995 “Learner autonomy by remote control”
System 22/4: 455-462
HARMER, Jeremy
2001 The Practice of English Language Teaching
Essex: Longman
HARRIS, Michael
1997 “Self-assessment of language learning in formal settings”

ELT Journal 51/1: 12-20



146

HARRIS, M. and P. MCCANN
1994 Assessment
Oxford: Heinemann
HEDGE, Tricia
1993 “Key concepts in ELT”
ELT Journal 47/2: 92
2000 Teaching and Learning in the Language Classroom
Oxford: Oxford University Press
HO, J. and D. CROOKALL
1995 “Breaking with Chinese cultural traditions: learner autonomy in
English Language Teaching”
System 23/2: 235-243
HOLEC, Henry
1987 “The learner as manager: managing learning or managing to learn?”
A. WENDEN and J. RUBIN (Eds.), Learner Strategies in Language
Learning
New York: Prentice Hall International
HOUGHTON, D., C. LONG and P. FANNING
1988 “Autonomy and individualization in language learning: the role and
responsibilities of the EAP tutor”
A. BROOKES and P. GRUNDY (Eds.), Individualization and
Autonomy in Language Learning
ELT Documents 131. London: Modern English Publications/British
Council
JONES, Francis R.
1996 “The lone language learner: a diary study”
System 22/4: 441-454
2001 “Self-instruction and success: a learner-profile study”
Applied Linguistics 19/3: 378-406
JONES, Jeremy F.
1995 “Self-access and culture: retreating from autonomy”

ELT Journal 49/3: 228-234



147

JONES, Sabine
1998 “Learning styles and learning strategies: towards learner
independence”
Forum for Modern Language Studies 34/2: 114-129
KARASAR, Niyazi
2004 Bilimsel Arastirma Yontemi
Ankara: Nobel Yayin Dagitim
KENNY, Brian
1993 “For more autonomy”
System 21/4: 431-442
KODA-DALLOW, T. and M. HOBBS
2005 “Personal goal-setting and autonomy in language learning”
Paper presented at the 2nd Independent Learning Association Oceania
Conference
Manukau Institute of Technology, Auckland, New Zealand
LAMB, Terry E.
2003 “Learning independently? Pedagogical and methodological
implications of new learning environments”
H. Reinders (et al) (Eds.), Supporting Independent Learning in the
21st Century: Proceedings of the Independent Learning
Association Conference
The University of Melbourne, Australia
LEE, Icy
1998 “Supporting greater learner autonomy in language learning”
ELT Journal 52/4: 282-291
VAN LIER, Leo
1997 Interaction in the Language Curriculum: Awareness, Autonomy,
and Authenticity
New York: Longman
LIPPA, R.
2005 Gender, Nature, and Nurture

New Jersey: Lawrence Erlbaum Associates, Inc.



148

LITTLE, David
1990 “Autonomy in language learning”
I. GATHERCOLE (Ed.), Autonomy in Language Learning
London: CILT, pp. 7-15
1995 “Learning as dialogue: the dependence of learner autonomy on teacher
autonomy”
System 23/2: 175-181
LITTLEWOOD, William
1996 “Autonomy: an anatomy and framework”
System 24/4: 427-35
1997 “Self-access: why do we want it and what can it do?”
P. BENSON and P. VOLLER (Eds.) Autonomy and Independence
in Language Learning
London: Longman
LIU, Dongyue
2004 “EFL proficiency, gender and language learning strategy use among a
group of Chinese Technological Institute English majors”
ARECLS E-Journal 1/5 (Retrieved June 22, 2007 from
http://www.ecls.ncl.ac.uk.)
LOGAN, S. and N. MOORE
2003 “Implementing learner training from a teacher’s perspective”
H. Reinders (et al) (Eds.), Supporting Independent Learning in the
21st Century: Proceedings of the Independent Learning
Association Conference
The University of Melbourne, Australia
MATSUMOTO, Kazuko
1996 “Helping L2 learners reflect on classroom learning”
ELT Journal 50/2: 143-149
MCCARTHY, Ciaran P.
1997 “Learner training for learner autonomy on summer language courses”
The Internet TESL Journal, 3 (7) (Retrieved August 12, 2006 from
http://www.aitech.ac.jp/~iteslj/)



149

MURRAY, Garold L.
1999 “Autonomy and language learning in a simulated environment”
System 27: 295-308
MYNARD, Jo
1998 Motivation for learning English among first year female
university students in Abu Dhabi (Unpublished Ph. D. Thesis)
Exeter: The University of Exeter
2006 ““A teacher’s role in using synchronous computer-mediated
communication to promote learner autonomy”
The Language Teacher 30.2, February 2006,
NUNAN, David
1988 The Learner-Centred Curriculum
Cambridge: Cambridge University Press
1992 Research Methods in Language Learning
Cambridge: Cambridge University Press
1999 Second Language Teaching and Learning
Boston, Massachusetts: Heinle&Heinle Publishers
2002 “Learner strategy training in the classroom: an action research study”
J. C. RICHARDS and W. A. RENANDYA (Eds.), Methodology in
Language Teaching
Cambridge: Cambridge University Press
O’MALLEY, J. Michael
1987 “The effects of training in the use of learning strategies on learning
English as a second language”
A. WENDEN and J. RUBIN (Eds.), Learner Strategies in
Language Learning
New York: Prentice Hall International
O’MALLEY, J. M. and A. U. CHAMOT
1990 Learning Strategies in Second Language Acquisition

New York: Cambridge University Press



150

OXFORD, Rebecca
1990 Language Learning Strategies
Boston, MA: Heinle&Heinle Publishers
2002 “Language learning strategies in a nutshell: update and ESL
suggestions”
J.C. RICHARDS and W. A. RENANDYA (Eds.), Methodology in
Language Teaching
Cambridge: Cambridge University Press
OZDERE, Mustafa
2005 State-supported Provincial University English Language
Instructors’ Attitudes towards Learner Autonomy” (Unpublished
M.A. Thesis)
Ankara: Bilkent University
PENAFLORIDA, Andrea H.
2002 “Nontraditional forms of assessment and response to student writing:
a step toward learner autonomy”
J. C. RICHARDS and W. A. RENANDYA (Eds.), Methodology in
Language Teaching
Cambridge: Cambridge University Press
PUGSLEY, Jenny
1988 “Autonomy and individualization in language learning: institutional
implications”
A. BROOKES and P. GRUNDY (Eds.), Individualization and
Autonomy in Language Learning
ELT Documents 131. London: Modern English Publications/British
Council
RICHARDS, J. C. and W. A. RENANDYA (Eds.)
2002 Methodology in Language Teaching
Cambridge: Cambridge University Press



151

RILEY, Philip
1988 “The ethnography of autonomy”
A. BROOKES and P. GRUNDY (Eds.), Individualization and
Autonomy in Language Learning
ELT Documents 131. London: Modern English Publications/British
Council
RUBIN, Joan
1975 “What the good language learner can teach us”
TESOL Quarterly 9/1: 42-51
1987 “Learning strategies: Theoretical Assumptions, Research History and
Typology”
A. WENDEN and J. RUBIN (Eds.), Learner Strategies in
Language Learning
New York: Prentice Hall International
RUBIN, J. and I. THOMPSON
1994 How to be a More Successful Language Learner: Toward Learner
Autonomy
Boston, MA: Heinle&Heinle Publishers
SALEHI, Mohammad
2005 “The relationship between intrinsic motivation and learner autonomy”
Language Forum 31/2: 1-17
SALEM, Nada M.
2006 The Role of Motivation, Gender and Language Learning Strategies in
EFL Proficiency (Unpublished MA Thesis)
Lebanon: American University of Beirut
SATICILAR, Umut
2006 An Investigation into the Achievement Attributions of English
Language Learners at Different Grades (Unpublished M. A. Thesis)
Canakkale: Canakkale Onsekiz Mart University
SCHARLE, A. and A. SZABO®
2000 Learner Autonomy: A guide to developing learner responsibility

Cambridge: Cambridge University Press



152

SERT, Nehir
2006 “EFL student teachers' learning autonomy”’
Asian-EFL Journal 8/2 Art: 8 (Retrieved February 10, 2007 from
http://www.asian-efl-journal.com/2006)
SHEERIN, Susan
1997 ““An exploration of the relationship between self-access and
independent learning”
P. BENSON and P. VOLLER (Eds.), Autonomy and Independence
in Language Learning
London: Longman, pp.54-65
SINCLAIR, Barbara
1999 “Survey review: recent publications on autonomy in language
learning”
ELT Journal 53/4: 309-328
SENCAN, Hiiner
2005 Seosyal ve Davramssal Olcmelerde Gecerlik ve Giivenirlik
Ankara: Seckin Yayinevi
TAN, B. F. and H. CHAN
1997 “Managing self-instructed learning within the IS curriculum: teaching
learners to learn”
Informing Science 1/1: 1-7
THANASOULAS, Dimitrios
2000 “Learner autonomy”
(Retrieved March 12, 2005 from http://www.eltnewsletter.com)
TODD, Richard Watson
2001 “Using self-assessment for evaluation”

English Teaching Forum Jan: 16-19



153

TOOGOOD, Sarah
2005 “Taking control or jumping through hoops: issues with SALL in
mainstream courses”
Paper presented at the 2nd Independent Learning Association Oceania
Conference
Manukau Institute of Technology, Auckland, New Zealand
TUDOR, Ian
1993 “Teacher roles in the learner-centred classroom”
ELT Journal 47/1: 22-31
2001 Learner-centredness as Language Education
Cambridge: Cambridge University Press
USUKI, Miyuki
2001 “Learner autonomy: learning from the students’ voice”
ED 452 698
2002 “Metacognitive awareness in JSL/JFL teacher education: from learner
autonomy towards teacher autonomy”
ED 463 657
VICTORI, M. and W. LOCKHART
1995 “Enhancing metacognition in self-directed language learning”
System 23/2: 223-234
WALLIS, Rosie
2005 “Independent Learning: What do students at our centre do and why do
they do it?”
Paper presented at the 2nd Independent Learning Association Oceania
Conference
Manukau Institute of Technology, Auckland, New Zealand
WENDEN, Anita L.
1986 “Helping language learners think about learning”

ELT Journal 40/1: 3-12



154

1987a “Conceptual background and utility”
A. WENDEN and J. RUBIN (Eds.), Learner Strategies in Language
Learning
New York: Prentice Hall International

1987b “Incorporating learner training in the classroom”
A. WENDEN and J. RUBIN (Eds.), Learner Strategies in Language
Learning
New York: Prentice Hall International

1991 Learner Strategies for Learner Autonomy: Planning and
Implementing Learner Training for Language Learners
New York: Prentice Hall International

1995 “Learner training in context: a knowledge-based approach”
System 23/2: 183-194

1998a “Learner training in foreign/second language learning: a curricular
perspective for the 21* century”
ED 416 673 FL 024 971

1998b “Metacognitive knowledge and language learning”

Applied Linguistics 19/4: 515-537

WENDEN, A. and J. RUBIN (Eds.)

1987 Learner Strategies in Language Learning

New York: Prentice Hall International

WIDDOWSON, H. G.

1987 “The roles of teacher and learner”

ELT Journal 41/2: 83-88

WILLIAMS, M. and R. L. BURDEN

2000 Psychology for Language Teachers
Cambridge: Cambridge University Press

YANG, Nae-Dong

1998 “Exploring a new role for teachers: promoting learner autonomy”

System 26: 127-135



155

YILDIRIM, Ozgiir
2005 ELT Students’ Perceptions and Behaviour related to Learner
Autonomy as Learners and Future Teachers (Unpublished M. A.
Thesis)
Eskisehir: Anadolu University
ZEHIR TOPKAYA, Ece
2004 “English language education as a democratic practice: does it lie in
learner autonomy?”’
International Symposium on Democracy Education Proceedings

Canakkale: Canakkale Onsekiz Mart University Press. Pages: 37-42



APPENDICES

APPENDIX 1: Questionnaire on responsibility (English version)

APPENDIX 2: Questionnaire on responsibility (Turkish version)

APPENDIX 3: Questionnaire on motivation (English version)

APPENDIX 4: Questionnaire on motivation (Turkish version)

APPENDIX 5: Learner training session- |

APPENDIX 6: Learner training session- II

APPENDIX 6.1: Scenarios of three different types of students

APPENDIX 6.2: Form for determining strengths and weaknesses in English

APPENDIX 7: Learner training session- II1

APPENDIX 7.1: Needs analysis and goal-setting questionnaire

APPENDIX 8: Learner training session- IV

APPENDIX 8.1: List for determining learning styles

APPENDIX 8.2: Strategy inventory for language learning (Turkish version)

APPENDIX 9: Learner training session- V

APPENDIX 10: Learner training session-VI

APPENDIX 10.1: Questionnaire on foreign language learning process and

experience (Turkish version)

APPENDIX 11: End-of-the-session reflection form

APPENDIX 12: My English diary

APPENDIX 13: Questionnaire on learner training and awareness building
sessions

APPENDIX 14: Interview questions

APPENDIX 185: Descriptive statistics for learners’ perceptions of responsibility

in learning English before treatment

APPENDIX 16: Descriptive statistics for learners’ perceptions of responsibility

in learning English after treatment

156

157
159
161
163
165
166
167
168
169
170
172
173
174
178
179

180

181

182

183
184

185

186



157

APPENDIX 1
QUESTIONNAIRE ON RESPONSIBILITY

Dear Participant,

This questionnaire has been designed to find out your perceptions related to the process
of learning English. The data that will be obtained from this application will contribute to the
efforts in informing and training students about the process of foreign language learning.

There is no ‘RIGHT’ or ‘WRONG’ answer in this questionnaire. For this reason, it is very
important to respond to the statements not as how others think, answer or how it is supposed to
be but as just how you think in order to obtain accurate results from this questionnaire.

This questionnaire involves a statement in every line and 5 (five) options asking you how
appropriate the statement is for you. Each option corresponds to a numerical value. The table
below explains what these numbers mean:

Very appropriate to me
Appropriate to me

| have no idea (undecided)
Not appropriate to me

Not appropriate to me at all

=N |W|[~|On

Please read each statement carefully and circle the option that suits you best.

In addition, please specify your gender by circling the right word below.

Gender: FEMALE / MALE

Thank you for attention and help.

Instructor of English Nalan BAYRAKTAR BALKIR
bayraktar6@yahoo.com

This study is being carried out as a Master thesis at Ganakkale Onsekiz Mart University,
Institute of Social Sciences, Department of Foreign Languages (English Language Teaching)
under the supervision of Yrd. Dog. Dr. Ece Zehir Topkaya (ecetopkaya@yahoo.com).
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1. | would like my teacher to share the information about my progress in English with

=Y

— |Not appropriate to me at

2. | know what | should practise more in English.

—_

3. | pay more attention to the lesson if we are practising something | am not so good

at

—_

4. My only purpose in English is to get a passing grade.

5. Sometimes | try to learn things that the teacher did not give as a task.

6. | spend as little time as possible for my homework.

7 | am aware of my strengths and weaknesses in English.

8. Doing homework is one of the good ways to improve my English.

9. | ask my teacher to help me with the things | am not good at.

10. | am aware of the ways that | learn English best.

11. | often revise what | have learned.

12. | would like to have choice in class activities.

13. | know what the reason is when | do well in English.

14. | search different ways to improve my English outside the class.

15. My own efforts as well as the teacher’s will contribute to my learning.

16. | set my own goals in learning English.

17. 1 would like to know how | can learn English better.

18. The reason why | am bad at English is because | have bad teachers.

19. | try to make use of every opportunity that can help me improve my English.

20. | try to find and correct my mistakes before | submit my assignments to my teacher.

21. I am in control of my success in learning English.

22. | usually know what the reason is when | get good marks in English.

23. If I do badly at English, | usually know how to do better next time.

24. | try to find my own ways of learning English.

25. | often review my progress in learning English.

26. My success in English is completely out of my control.

27. How | do in English is a matter of luck.

28. | plan my English studies carefully.

29. | evaluate my progress in English.

30. | want to know what kind of a learner | am.

31. I look for advice from my teacher about how | can improve my English.

32. My success in English is mainly up to my own efforts.

ololaojlajla|lo|la|lo|lo|lala|jla|la|lao|lo|lo|lajlajla|la|la|loa|la|la|la|a|o|o| o | o | oa| o |Veryappropriate to me

Alala|aln|la|aln|la|aln|la|nln|la|ala|anla|a|sla|s|s|ls|s|>|»]|s]| | |Appropriatetome

wWlwlw|lw| w|lwlw|lw|lw| w|w|lw|lw|lw|lw|lw|lw|w|w|w|w|w|w|w|w|w|w|w|w|w|w]|w lhavenoidea

DN Nd D DD D DD d D DN D DD DD D | | o [Notappropriate to me




159

APPENDIX 2

Sayin katilimci,
Bu anket, siz dgrencilerin Ingilizce &grenme sirecine iligkin algilarini belirlemek amaciyla
hazirlanmistir. Bu uygulamanin neticesinde elde edilecek bilgiler 6grencilerin dil 6grenimi konusunda

bilinglendiriimesi ve egitilmesi ¢alismalarina katkida bulunacaktir.

Bu ankette DOGRU ya da YANLIS cevap yoktur. Bu nedenle sorulari baskalarinin nasil diisiindiigii,

cevapladigi ya da olmasi gerektigi gibi degil sadece kendi disiinceleriniz dogrultusunda

cevaplamaniz, anketin saglikl sonuglar verebilmesi icin cok 6nemlidir.

Bu ankette, her satirda okumaniz gereken bir ifade ve bu ifadenin size ne 6lglide uygun
oldugunu soran 5 (bes) secenek bulunmaktadir. Her secenede rakamsal bir deger verilmistir.
Asagida bu rakamlarin ne anlama geldigi agiklanmigtir:

Bana ¢ok uygun
Bana uygun

Fikrim yok

Bana uygun degil
Bana hi¢ uygun degil

el LR (R E 4]

Latfen her bir ifadeyi dikkatle okuyup size en ¢ok uyan sec¢enegi yuvarlak igine aliniz.

Ayrica asagidaki kelimelerden gerekli olani yuvarlak igine alarak cinsiyetinizi belirleyiniz.
Cinsiyet: KIZ / ERKEK

iiginiz ve yardimlariniz igin simdiden tesekkiirler.
ingilizce Okutmani Nalan BAYRAKTAR BALKIR
bayraktar6@yahoo.com

Bu calisma Ganakkale Onsekiz Mart Universitesi Sosyal Bilimler Enstitiisii Yabanci Diller Ana
Bilim Dali ingilizce Ogretmenligi Yiiksek Lisans tezi olarak, Yrd. Dog. Dr. Ece Zehir Topkaya
(ecetopkaya@yahoo.com) danismanhginda yUrGtilmektedir.
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1.

Ogretmenimin ingilizcedeki gelisimimle ilgili bilgileri benimle paylasmasini isterim.

ingilizcede hangi konulara daha fazla ¢alismam gerektigini biliyorum.

ingilizce dersinde eksik oldugum bir konu isleniyorsa daha fazla dikkat kesilirim.

ingilizceyle ilgili tek amacim dersten gecer not alabilmektir.

Bazen dgretmenimin 6dev olarak vermedigi konulari da 6grenmeye ¢alisirim.

Odevlere miimkiin oldugunca az vakit ayiririm.

ingilizcede giclii ve zayif olan yanlarimin farkindayim.

Odev yapmak, ingilizcemi gelistirmenin etkili yollarindan biridir.

2.
3.
4.
5.
6.

Ogretmenimle konusup zayif oldugum konularda bana yardimci olmasini isterim.

7
8
9
1

0.

ingilizceyi en iyi hangi yollarla égrendigimin farkindayim.

11.

Ogrendiklerimi sik sik gdzden gegiririm.

12.

Bana, ders igi etkinlerle ilgili se¢im hakki taninmasini isterim.

13.

ingilizcede basarili oldugumda bunun sebebini bilirim.

14.

Sinif diginda ingilizcemi gelistirmenin gesitli yollarini ararim.

15.

Ogretmenimin oldugu kadar kendi cabamin da 6grenmeme katkisi olacaktir.

16.

ingilizce 6grenmede kendi hedeflerimi koyarim.

17.

ingilizceyi nasil daha iyi 6grenebilecegimi bilmek istiyorum.

18.

ingilizcede basarisiz olmamin sebebi kit égretmenlerimin olmasidir

olajla|loala|la|lala|la|la|la|la|o|a]|o]| o | o | o |[Banagokuygun

G NG [ NG G NG G NG G [N NG NG O 0 SO O O NG NG NG = e T E e 0]

Wlwlw w|lw| vl w|lw| w|w|w|w|w|w|w|w|ow]|daw [Fikimyok

D DD DD D DD || o | N [Bana uygun degil

ala|lala|la|la|la|lala|a|alalala|a|a|a | < |Banahiguygun degil

19.

ingilizcemi gelistirmeme yardimci olabilecek her tiirlii imkandan yararlanmaya

cahisirim.

o

~

w

\S]

20.

Odevlerimi 6gretmenime teslim etmeden dnce yanlislarimi bulup diizeltmeye

cahisirim.

o

~

w

\S]

21

. Ingilizce dgrenmedeki basarim benim kontroliim altindadir.

22.

ingilizce sinavlarindan iyi notlar aldigimda genellikle bunun sebebini bilirim.

23.

ingilizcede basarisiz olursam durumumu nasll diizeltebilecegimi genellikle bilirim.

24.

ingilizce 6grenirken kendime has 6grenme yollarini bulmaya calisirim.

25.

ingilizcedeki ilerlememi sik sik gdzden gegiririm.

26.

ingilizcedeki basari durumum tamamen kontroliim disindadir.

27.

ingilizcede basarili ya da basarisiz olmam sansa baghdir.

28.

ingilizce calismalarimi dikkatli bir sekilde planlarim.

29.

ingilizcedeki gelisimimi kendi kendime degerlendiririm.

30.

Ne tur bir 6grenen oldugumu bilmek istiyorum.

aajloojaojanfonjloajlafon|la|luog

R N R R RS

WD W[ W W[W|W[([W|W|Ww|w

NN D INDINDINDINDIN

31

. Ogretmenimden, bana, ingilizcemi nasil gelistirebilecegimle ilgili tavsiyelerde

bulunmasini beklerim.

o

~

w

\V]

32.

ingilizcede ne kadar basarili oldugum benim gayretlerime baghdir.

[¢)]

IS
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APPENDIX 3
QUESTIONNAIRE ON MOTIVATION

Dear Participant,

This questionnaire, which is a part of a thesis study on learner autonomy, has
been designed in order to find out your motivational level in learning English. The
data that will be gathered as a result of this application will constitute an important

part of a scientific research.

There is no ‘RIGHT’ or ‘WRONG’ answer in this questionnaire. For this reason,
it is very important to respond to the statements not as how others think, answer or
how it is supposed to be but as just how you think in order to obtain accurate results

from this questionnaire.

This questionnaire involves a statement in every line and 5 (five) options asking
you to what extent you agree with the statement. Each option corresponds to a
numerical value. The table below explains what these numbers mean:

| strongly agree

| agree

| am not sure

| disagree

| strongly disagree

= NDW[~ O

Please read each statement carefully and circle the option that suits you best.

In addition, please specify your gender by circling the right word below.

Gender: FEMALE / MALE

Thank you for attention and help.
Instructor of English Nalan BAYRAKTAR BALKIR
bayraktaré@yahoo.com

This study is being carried out as a Master thesis at Canakkale Onsekiz Mart
University, Institute of Social Studies, Department of Foreign Languages (English
Language Teaching) under the supervision of Yrd. Dog. Dr. Ece Zehir Topkaya

(ecetopkaya@yahoo.com).
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o

SAMNMIE
1. Ilike English. el al3l2lq
2. I would like to visit an English-speaking country. 5143|211
3. I would like to able to be to speak English. 51 413|2]1
4. | enjoy English lessons. 514|321
5. Ifind English interesting. 51 4(3|2]1
6. | want to do well in English class. 5 4]13]|2/1
7. 1 would like to meet English-speaking people. 51 413|2]1
8. | will need to know English in the future. 514132/ 1
9. It will be important for me to know English in the future. 51 413|2]1
10. The main reason | learn English because | have to. 5 a4l3l2]l1
11. | need to learn English for my future career. 5143|211
12. When | learn new things in English, | feel satisfied. 5 a4l3l2]l1
13. I'd like to learn English even if | didn’t have to. 51 413|2]1
14. | want only to survive the English lesson. 51 413|2]1
15. | find learning English enjoyable. 54|32/ 1
16. If I had the choice, I'd give up learning English. 5143|211
17. If l learn to speak English, other people will respect me more. 5 a4l3l2]l1
18. Learning English is important for my personal development. 5 a4l3l2]l1
19. It makes me happy to think that | learn English. 54|32/ 1
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APPENDIX 4

Sayin katilimci,

Bu anket, '6grenci otonomisi' Uzerine yapilmakta olan tez ¢alismasinin bir parcasi
olarak siz dgrencilerin ingilizce &grenimine iliskin motivasyon durumunu tespit etmek
amaciyla hazirlanmistir. Bu uygulamanin neticesinde elde edilecek bilgiler bilimsel bir

arasgtirmanin énemli bir bélimind olusturacaktir.

Bu ankette DOGRU ya da YANLIS cevap yoktur. Bu nedenle sorulari baskalarinin

nasil dislindigu, cevapladigi ya da olmasi gerektidi gibi degil sadece kendi

diisiinceleriniz dogrultusunda cevaplamaniz, anketin saglikh sonuglar verebilmesi igin
¢ok dnemlidir.

Bu ankette, her satirda okumaniz gereken bir ifade ve bu ifadeye ne élglide
katildiginizi soran 5 (bes) secenek bulunmaktadir. Her segenege rakamsal bir deger
verilmistir. Asagida bu rakamlarin ne anlama geldigi agiklanmigtir:

Kesinlikle katiliyorum
Katiliyorum

Emin degilim
Katilmiyorum
Kesinlikle katilmiyorum

= NW[H_|O1

Her bir ifadeyi dikkatle okuyup size en gok uyan segenegi yuvarlak igine aliniz.

Ayrica asagidaki kelimelerden gerekli olani yuvarlak icine alarak cinsiyetinizi belirleyiniz.
Cinsivet: KIZ / ERKEK

ilginiz ve yardimlariniz igin simdiden tesekkdirler.

ingilizce Okutmani Nalan BAYRAKTAR BALKIR
bayraktar6@yahoo.com

Bu calisma Canakkale Onsekiz Mart Universitesi Sosyal Bilimler Enstitiisi
Yabanci Diller Ana Bilim Dali ingilizce Ogretmenligi Yilksek Lisans tezi olarak, Yrd. Dog.
Dr. Ece Zehir Topkaya (ecetopkaya@yahoo.com) danismanhginda yUritiimektedir.
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1. Ingilizceyi seviyorum. 514|321

2. ingilizcenin konusuldugu bir Glkeyi ziyaret etmek isterim. 514321

3. Ingilizce konugabilmek istiyorum. 50a4l3]|2]1

4. Ingilizce derslerini seviyorum. 50a4l3]|2]1

5. Ingilizcenin ilgin¢ oldugunu digintyorum. 514321

6. Ingilizce dersinde basarili olmak istiyorum. 51a4l3]2]1

7. Ingilizce konusan insanlarla tanigsmak isterim. 51a4l3]2]1

8. lleride Ingilizceye ihtiyacim olacak. 51a4l3]2]1

9. Benim igin ingilizce bilmek ileriki hayatimda da ¢ok énemli olacak. 514321

10. Zorunlu oldugum igin Ingilizce 6greniyorum. 51al3]2]1

11. Gelecekteki kariyerim igin Ingilizce 6grenmem gerekli. 514 3|21

12. Ingilizcede yeni seyler 6grendigimde tatmin oluyorum. 51al3]2]1

13. Zorunlu olmasa dahi Ingilizce 6grenmek isterdim. 51a4l3]2]1

14. Sadece geger not almak igin Ingilizce galisiyorum. 5143|241

15. Ingilizce 63renmeyi eglenceli buluyorum. 504|321

16. Bana secme hakki taninsa, ingilizce d6grenmekten vazgegerdim. 504|321

17. Ingilizce konusmayi 63renirsem insanlar bana daha fazla saygi 504321
gOsterecekler.

18. Ingilizce 6grenmek kisisel gelisimim icin 6nemli. 51al3]2]1

19. Ingilizce 63rendigimi diisinmek beni mutlu ediyor. 504|321
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APPENDIX 5
LEARNER TRAINING SESSION -1

Topic Features of good language learners
1. Building an awareness of characteristics of good language learners
Ai 2. Encouraging students to reflect on their own characteristics as a language learner;
ms thereby to gain insights into what and how to do to be successful in learning
English
Date 24" November 2005
Duration 50 minutes
Place ZF. 05 (Prep. classes at Faculty of Agriculture)
Number of 30
students
Materials A form to be used for reflection at the end of the session (see Appendix 11)
1. Discussing the characteristics of good language learners in pairs
o 2.  Whole-class discussion about the characteristics of good language learners
Activities
1. Greeting and establishing rapport:
The teacher and students greet each other; and the teacher introduces the topic of the
session
2. Lead-in:
The students are asked to discuss the characteristics of good language learners in pairs.
3. Main-activity:
Procedures a) After pairs of students discuss characteristics of good language learners, whole-class

discussion starts.
b) All the ideas suggested by learners are written on the board.

4. Reflection:

The students write answers to these questions:
e  What have I learned during this training session?
e How and where can I use what I have learned?

5. Wrap-up: The teacher and the students summarize what they covered in the session.
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APPENDIX 6
LEARNER TRAINING SESSION -1I

1.  What kind of a learner am 1?

Topic 2. Determining strengths and weaknesses
a. Developing an awareness of self as an individual and as a learner
Aims b. Widening students’ perceptions upon their strengths and weaknesses in learning
English
Date 8™ December 2005
Duration 50 minutes
Place ZF. 05 (Prep. classes at Faculty of Agriculture)
Number of
students 29
1. A sheet containing scenarios of three different types of students
Materials 2. A form including areas of strengths and weaknesses (see Appendix 6.1)
(Adapted and translated from Scharle and Szabo 2000: 21) (see Appendix 6.2)
3. A form to be used for reflection at the end of the session (see Appendix 11)
I. What kind of learner am 1?
1. Reading scenarios of three different types of students
2. Identifying these students’ personality types and characteristics as a learner
o 3. Writing about their own personality and characteristics as a student
Activities . .
I1. Determining strengths and weaknesses
1. Identifying areas of language to be studied
2. Determining the areas in which the students find themselves strong or weak in
English
1. Greeting and establishing rapport:
The teacher and students greet each other.
I. What kind of a learner am I?
2. Lead-in:
a) The students are given sheets containing scenarios of three types of students and they
read the descriptions.
b) The students discuss and identify three students’ personality types and characteristics as
a learner in pairs.
c¢) Pair-work leads to whole class discussion about these three different types of learners
and words associated with personality are written on the board for each student.
3. Main-activity:
After having the previous discussion, students analyse themselves as an individual and a
learner and write their reflection on a piece of paper.
II. Determining strengths and weaknesses
Procedures

2. Lead-in:
a) The students brainstorm about the language areas they study.
b) These areas are written on the board.
3. Main-activity:
a) The students are given the forms containing areas of strengths and weaknesses in
learning
English.
b) The students determine the areas in which they view themselves as strong and weak.
4. Reflection: The students write answers to these questions:
e  What have I learned during this training session?
* How and where can I use what I have learned?
5. Wrap-up: The teacher and the students review what they covered in the session.
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APPENDIX 6.1
SCENARIOS OF THREE DIFFERENT TYPES OF STUDENTS

Asagdaki paragraflart okuyup her ogrenci icin uygun olan en belirgin kisilik tiplerini
bulunuz.

1. Ogrenci: Zeynep matematik dersinin birinci sinavindan geger not alamamistir. Savdan
bir gece 6nce sabaha kadar hi¢ uyumadan ¢aligmis olmasina ragmen neden basarisiz
oldugunu anlayamamustir. Planli ders ¢alismaktan ve diizenli bir tekrar yapmaktan ¢ok cabuk
sikilan bir 6grencidir. Fakat basarisizliginin nereden kaynaklandigini ve durumunu
diizeltmek icin neler yapmasini gerektigini bulmaya calismamaktadir. Aldig diisiik not
nedeniyle hayal kirikligina kapilip notunu diizeltemeyecegini ve asla basarili olamayacagini
diisiinmeye baslamistir. Bu durum da onu karamsarliga siiritklemektedir.

2. Ogrenci: Fatih derslerine diizenli olarak calisan ve ddevlerine oldukga fazla zaman ayiran
bir 6grencidir. Tarih dersini ¢cok sevmesine ve yeterince bilgili olmasina ragmen derste s6z
almaktan uzak kalmayi tercih etmektedir. Dogru cevabi bildiginden emin olsa dahi 6gretmen
ona s0z hakki vermedikce derse katilmamaktadir. Cok calismasina ragmen sinavlardan iyi
bir not alamayacagini ve bildigi her seyi unutacagin diisiiniip kaygilanmaktadir. Konugmay1
cok fazla sevmeyen ve genelde yalniz kalmaktan ve tek basina calismaktan hoslanan bir
ogrencidir.

3. Ogrenci: Simge se¢meli ders olarak Almanca almaktadir. Dil 6grenmeyi sevdigi icin
Almanca derslerinden ¢cok hoslanmaktadir. Yanlis yapacagim korkusuyla derse katilmaktan
cekinmemektedir. Derste ve ders disinda arkadaslariyla birlikte calismaktan ve beraber vakit
gecirmekten biiyiik bir keyif almaktadir. Zayif oldugu konularin farkinda olup bu konularda
daha basaril1 olabilmek i¢in neler yapabilecegini ve kimlerden yardim alabilecegini
arastirmaktadir. Uzerine diistiigii takdirde her seyi basarabilecegine inanmaktadir. Basarisiz
oldugu durumlarda kolay kolay panige kapilmaz.
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APPENDIX 6.2

INGILIiZCEDE GUCLU VE ZAYIF YANLARIN BELIRLENMESi FORMU (Form
for determining strengths and weaknesses in English)

Ingilizcede neleri yapabildiginizi ve neleri yapamadigimz diisiiniin. (Ornegin; baska bir
ogrenciyle konusmak, gramer alistirmalarini yapmak, gramer hatasi yapmadan konugmak,
gramer ve imla hatalar1 olmayan yazilar yazmak, kasetten dinlenilen konusmalar1 anlamak,

sinifin Oniinde konusmak, kelimeleri dogru telaffuz edebilmek, kelimelerin anlamlarini ve
yapilarin1 kavrayabilmek). Asagidaki ctimleleri birden fazla 6rnekle tamamlamaya calisin.

Ingilizcede ok iyi oldugum alanlar

Ingilizcede iyi oldugunuzu diisiindiigiiniiz fakat daha da gelistirmek istediginiz ya da
zorlandiginiz ama c¢ok fazla onemsemediginiz baska alanlar var m1? Baska yorumlar
eklemek ister misiniz?
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APPENDIX 7

LEARNER TRAINING SESSION - III

Topic

Needs analysis and goal-setting

Aims

1. Allowing students to think about their needs in learning English and become aware of
them

2. Encouraging learners to determine their objectives and goals and think about the ways
to achieve them

Date

9™ December 2005

Duration

50 minutes

Place

ZF. 05 (Prep. classes at Faculty of Agriculture)

Number of
students

29

Materials

—_

A questionnaire on goal-setting and needs analysis (see Appendix 7.1)
2. A form to be used for reflection at the end of the session (see Appendix 11)

Activities

—_

Brainstorming about different needs and objectives/goals related to learning English
2. Completing a questionnaire on goal-setting and need analysis
3. Whole-class discussion

Procedures

1. Greeting and establishing rapport:
The teacher and students greet each other.
2. Lead-in:
a) The students brainstorm about various English learning needs and objectives/goals.
b) The students’ suggestions are written on the board.
3. Main-activity:
a) The questionnaires are distributed to the students and they are given instructions about
how to complete it.
b) The students first determine their needs and preferences.
c) Then they are asked to write some of their objectives/goals in the space provided.
d) Next, they are asked to think about different ways to attain their objectives/ goals.
f) Some examples of objectives/goals are given by the students and students suggest their
own ways to achieve those objectives/goals.
4. Reflection:
The students write answers to these questions:
e  What have I learned during this training session?
e How and where can I use what I have learned?

5. Wrap-up:
The teacher and the students summarize what they covered in the session.
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APPENDIX 7.1
HEDEF BELIRLEME VE iHTiYAC ANALIZi ANKETI (Needs analysis and goal-setting questionnaire)
Degerli katilimct;

Bilimsel bir arastirma icin kullanilacak olan bu anket sizlere daha faydali bir egitim vermek tizere ve egitim
ihtiyaglarimizi ve onceliklerinizi belirlemek amaciyla uygulanmaktadir. Bu anket Ingilizce hazirhk sinifi
ogrencilerinin Ingilizce 6grenimine olan bakis acilarindaki farklihklar: ve bir yabanci dil olarak Ingilizceye
duyduklar1 gereksinimleri arastirmak ve hedeflerini belirlemelerine yardimer olmak amaci tagimaktadir.

Kisisel Bilgileriniz:

Adiniz: Dogum tarihiniz:
Soyadimz: fgi alanlariniz:
Neden Ingilizce 6grenmeye ihtiyac duyuyorsunuz? (Birden fazla secenek isaretleyebilirsiniz.)
akademik sebeplerden dolay1

okul dersleri i¢in

ogretmek icin

zevk icin

iyi bir ig bulmak i¢in

farkli insanlarla tanigmak igin

Ingiliz kiiltiiriinii 6grenmek icin

yurt disina ¢ikmak igin

[=liclclcl el e

diger sebeplerden dolay1r (belirtiniz): ..........o.oiuiiiiiiiiiiiiiiiiiiiiiie et

Kendinizi dort beceriden hangilerinde daha basaril hissediyorsunuz?

(‘asagida verilen becerilerin 6niinde bulunan rakamlari ¢oktan aza dogru siralayarak kutucuklarin igine
yaziniz)

1-okuma

2-yazma ‘ ‘ ‘ ‘ ‘

3-dinleme

4-konusma cok az

ingilizce 6greniminizde oncelikli olarak gelistirmek istediginiz alanlar/beceriler hangileridir? (Gelistirmek
istediginiz alanlar1 6ncelik sirasina gore 1 ile 7 arasindaki rakamlarla numaralandirin: 1= En yiiksek onceligi olan,
7= En diisiik onceligi olan)

Alan/Beceri Oncelik sirasi

Kelime bilgisi

Gramer

Dinleme

Konugma

Okuma

Yazma

Telaffuz

Derste kullamlmasim istediginiz materyalleri en coktan en aza dogru siralaymmz.
1-ders kitab1 2- yardimci kitap 3- tepegoz 4-sozlik 5-gercek nesneler
6- video 7-kasetcalar 8-calisma kagidi 9-resimler

cok az
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Sizce ingilizce dersleri ..........ccuvvuuennnnns
O o6gretmen merkezli olmahdir
O ogrenci merkezli olmalidir

O 06grenci + 6gretmen merkezli olmahidir

Yanhslarimzin nasil diizeltilmesini istersiniz? isaretleyiniz.
O hemen sonra

O daha sonra

O dersten sonra

O ogretmenim tarafindan

O arkadasim tarafindan

Ingilizce dersinin nasil anlatilmasi sizce daha faydah olabilir?

O yalnizca Ingilizce O yalmzca Tiirkge O hem Ingilizce hem Tiirkge

Kisa dénemli hedeflerinizi belirleyin. (En az ii¢ hedef yazin. Ornegin; Ingilizce zaman, yer ve hareket edatlarim
dogru bir sekilde kullanabilmek, essesli ve esanlamli kelimeleri 6grenmek, zamirleri kuralli bir sekilde
kullanabilmek, her giin on kelime 6grenmek, aligverisle ilgili kelime ve kaliplar1 dogru ve akici bir sekilde
kullanabilmek vb.)

Kisa donemli hedefleriniz Hedeflerinizi gergeklestirmek icin yapabilecekleriniz

Uzun dénemli hedeflerinizi belirleyin. (En az ii¢ hedef yazin. Ornegin; daha iyi bir dinleyen olmak istiyorum, gramer
bilgimi pekistirmek istiyorum, anadili Ingilizce olan ya da Ingilizce bilen kisilerle orta seviyede iletisim kurabilmek

istiyorum, Ingilizce hikdye kitaplarim1 okuyup rahatlikla anlayabilmek istiyorum vb.)

Uzun donemli hedefleriniz Hedeflerinizi gergeklestirmek icin yapabilecekleriniz

Eklemek istediginiz bilgiler/yorumlar:

Zaman ayirdiginiz icin tesekkiirler
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APPENDIX 8
LEARNER TRAINING SESSION -1V

Topic

1.Learning styles
2.Language learning strategies

Aims

1. Developing an awareness of learning styles and language learning strategies
2. Allowing students to get an understanding of their own styles and strategies

Date

20" December 2005

Duration

50 minutes

Place

ZF. 05 (Prep. classes at the Faculty of Agriculture)

Number of
students

27

Materials

1. Learning style inventory (comprised of items related to perceptual modalities: Auditory
Visual, Kinesthetic/Tactile, adapted from Boydak 2001) (see Appendix 8.1)

2. Turkish version of SILL (Strategy Inventory for Language Learning, Oxford 1990)
(translated by Dursun 2007) (see Appendix 8.2)

3. A form to be used for reflection at the end of the session (see Appendix 11)

Activities

1. Learner styles

1. Completion of ‘Learning style inventory’

2. Whole-class discussion on different learning styles

I1. Language learning strategies

1. Brainstorming about different strategies that students use in learning English
2. Completion of SILL (Strategy Inventory for Language Learning)

3. Whole-class discussion about different strategies employed by students

Procedures

1. Greeting and establishing rapport:
The teacher and students greet each other.

I. Learning styles
2. Lead-in:
The teacher gives an example of two individuals’ learning styles and draws attention to the
difference between them. Then she asks several students how they prefer to learn in general.
3. Main-activity:
a) A copy of ‘Learning style inventory’ is distributed to each student. Students complete the
inventory and find out their own learning style.
b) Whole-class discussion takes place about the students’ preferred learning styles and
explanations are made by the teacher when necessary.

II. Language learning strategies
2. Lead-in:
The students brainstorm about different strategies they employ when learning vocabulary
(here given as an example language area to be studied). Some of the responses are written on
the board.
3. Main-activity:
a) The students are instructed about how to complete the form of SILL and calculate the
points in order to find out their preferences in using different categories of strategies.
b) The teacher and the students extend the discussion on various strategies and how
effective they are found by particular students.
4. Reflection: The students write answers to these questions:
e  What have I learned during this training session?
e How and where can I use what I have learned?
5. Wrap-up: The teacher and the students review what they covered in the session.
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APPENDIX 8.1

OGRENME STIiLLERINi BELIRLEME LiSTESI (List for determining learning
styles)

Bu anket Ogrenme stillerinizi bulmaniza yardimci olma, dolayisiyla nasil bir &grenen
oldugunuzun farkina varmamizi saglama amaci tagimaktadir. Listedeki ctimleleri dikkatle okuyup,
ciimlelerin karsilarindaki kutulara, kendinize uygun olan ifadeler i¢in E (evet), uygun olmayan
ifadeler icin H (hayir) harflerini yazimz. Listenin sonunda degerlendirmeyle ilgili agiklamalari
dikkatle okuyup gerekli hesaplamalar1 yapip ne tiir 6grenme sitiline sahip oldugunuzu bulun.

. Sinifta arkadaglarimla birlikte tartisarak ve sohbet ederek 6grenmeyi severim.

. Kendi kendime ¢aligmay1 severim.

. Yanliglarimi 6gretmenimin anlatarak diizeltmesini severim.

. Diizenli bir siram olsun isterim ve siirekli diizenli olmasi i¢in ¢aba gosteririm.

. Sinifta hareket edebilecegim her olaya var giiciimle kosarim ve katilirim.

. Fikra ve hikaye anlatmaktan hoglanirim.

. Defterime siirekli sekiller ¢izerim.

. Daha iyi 6grenmek i¢in miizik ve ritim kullanmay1 severim.

O 0| | N[ KW —

. Ellerimi kullanabilecegim bir seyler yapmaktan hoglanirim.

. Siufta ¢ok fazla konusurum.

—_
— o

. Okuldaki sportif faaliyetleri severim ve katilirim.

—_
[\S)

. Ogretmenler sinifta cok hareket ettigimi diisiiniirler.

—
w

. Okul sarkilarini ¢cok severim ve cabuk dgrenirim.

_
~

. Tleriye doniik planlar yapmayi severim.

—
9]

. Yeni gordiigiim seyleri mutlaka elime alir ve incelerim.

—_
(o))

. Calisirken sik sik durur, baska seyler yaparim.

—_
I

. Arkadaslarima el sakas1 yapmay1 severim.

—_
o]

. Cizgi roman okumay1 severim.

—_
Ne)

. Resimli bulmaca ¢6zmeyi severim.

NS
=

. Sessiz okumay1 severim.

[\
—

. Okunmakta olan bir metnin bir kopyasini takip etmezsem anlayamam.

[\
\S}

. Yiiksek sesle okumayi severim.

[\
w

. Masal ve kitap kasetleri dinlemeyi severim.

[N}
=

. Anlatmay1 yazmaya tercih ederim.

[\]
()]

. Harita, poster ve semalarla anlatilmak istenenleri ¢abuk kavrarim.

[\
(@)}

. Gormedigim seyi kavrayamam.

N9}
~

. Aktif olarak katildigim etkinlikleri severim.

[\
e

. Kendi kendime calismaktansa 6gretmeni dinlemeyi tercih ederim.

N
NeJ

. Bir ortamda ilgimi ¢eken seyleri elime alip incelemek isterim.

(O8]
o

. Sinifta tahtay1 silmeyi, pencereleri ya da kapiy1 acip kapamay: hep ben yapmak isterim.

w
—_

. Bir konuyu kendim okumaktansa bagkas1 anlatir ya da okursa daha iyi anlarim.

W
[\

. Gordiiklerimden daha iyi anlam ¢ikaririm.

w
w

. Olay ya da konular dramatize edilirse daha iyi anlarim.

Listede evet dediginiz sorular1 agsagidaki tabloda daire igerisine aldiktan sonra her daireye 1
puan verip, ‘Toplam’ siitununa yazarak her stilde aldiginiz puanlar1 gérebilirsiniz.

Ogrenme Stili Toplam

Tsitsel 1 10 | 13 | 22 | 23 | 24 | 28 | 31

w
(@)}
<]

Gorsel 14 | 18 | 19 | 20 | 21 | 25 | 26 | 32

~
N

Kinestetik 5 9 11 12 | 15 | 16 | 17 | 27 | 29 | 30 | 33




174

APPENDIX 8.2

DiL OGRENME STRATEJILERI OLCEGi
(Strategy Inventory for Language Learning)

Bu ol¢ek iiniversitemiz hazirlik siniflarinda yapilan bilimsel bir parcasidir. Liitfen her ctimleyi
okuyun ve ciimlenin sizi ne dlciide dogru ifade ettigini gosteren rakamu (1,2, 3, 4 veya 5). Asagida
rakamlarin ne anlama geldigi asagida aciklanmaktadir:

Cevap Deger
Hi¢ yapmam 1
Nadiren yaparim 2
Bazen yaparim 3
Genellikle yaparim 4
Her zaman yaparim 5

Unutmayin ki bu ankette DOGRU ya da YANLIS cevap yoktur. Bu nedenle ankete igten ve
diirtist olarak cevap vermeniz c¢alismadan saglikli bir sonu¢ alinmasi bakimindan ¢ok 6nemlidir.
Liitfen nasil olmaniz gerektigini veya bagkalarinin yaptiklarini diisiinerek veya secenekleri dogru ya
da yanlis seklinde degerlendirerek cevap vermeyin.

Asagidaki sorulari belirtilen dlcege gore cevaplayin. Isim belirtme zorunlulugu yoktur.
Liitfen cinsiyetinizi ve yasimzi belirtin.

Okulunuz : Numaraniz
Cinsiyetiniz : Yasiniz

Anketi nasil dolduracaginiz 6rnekle asagida agiklanmistir. Zaman ayirdifimz icin
tesekkiirler.

g 2 |5
- E |EEsE|ZE|EE
BOLUM A g |ZEFE 2538
v ZS|PEI3E8E
o= &) =
=
1 |Ingilizcede yeni 6grendigim seylerle daha 6nceden bildiklerim 1 ) 3 4 5

arasinda iligkiler kurarim.

2 | Yeni 6grendigim bir kelimeyi hatirlayabilmek i¢in onu ciimle i¢inde
kullanirim.

3 | Yeni 6grendigim bir kelimeyi hatirlayabilmek i¢in kelimenin
okunusunu ve yaziligini zihnimde bir araya getirmeye ¢aligirim.

4 | Yeni 6grendigim bir kelimeyi, kafamda o kelimenin
kullanilabilecegi durumlari canlandirarak hatirlamaya caligirim.

5 | Ogrendigim yeni kelimeleri hatirlamak icin melodik dizinler
(6rnegin; sarki sozlerine benzer kafiyeler vs.) olustururum.

6 |Ogrendigim yeni kelimeleri hatirlamak igin resimli kartlar
kullanirim.

7 | Yeni 6grendigim kelimeleri hareketlerle ve davraniglarla
canlandirmaya ¢aligirim (Orn. Ziplamak fiilini ziplayarak 6grenmek gibi).

8 | Ingilizce dersinde 6grendiklerimi sik sik gozden gegiririm.

9 | Yeni kelimeleri ya da kaliplar1 onlari ilk gordiigiim yerleri (6rnegin;
kitap, tahta, tabela vs.) aklima getirmeye caligsarak hatirlarim.
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10 | Ogrendigim yeni kelimeleri birkac kere sozlii ya da yazili olarak
. 1 2 3 4 5
tekrar ederim.
11 | Ana dili Ingilizce olanlarin konugmasini taklit etmeye galisirim. 1 2 3 4 5
12 |Ingilizcedeki seslerin okunuslari ile ilgili alistirmalar yaparim. 1 2 3 4 5
13 | Bildigim kelimeleri degisik sekillerde kullanmaya caligirim. 1 2 3 4 5
14 | Simif iginde ya da disinda Ingilizce konusma ortami yaratirim. 1 ) 3 4 5
15 | Ingilizce TV programlar1 veya filmler seyrederim 1 ) 3 4 5
16 | Eglence amaci ile Ingilizce kitap, dergi, vs. okurum. 1 2 3 4 5
17 Ingilizce yazilar (6rnegin; kisisel notlar, mesajlar, mektuplar, 1 2 3 4 5
raporlar vs. ) yazarim.
18 |Ingilizce bir sey okurken; ilk 6nce metni gabuk bir sekilde gézden 1 ) 3 4 5
geciririm, daha sonra baga doniip daha dikkatli bir sekilde okurum.
19 |ingilizce’de 6grendigim yeni kelimelere benzer Tiirkce kelimeler 1 ) 3 4 5
bulmaya caligirim.
20 | Ingilizce’de ciimle kaliplarini bulmaya ¢alisirim. 1 ) 3 4 5
21 | Ingilizce bir kelimenin anlamini, kelimeyi bildigim kok ve eklere
1 2 3 4 5
ayirarak bulmaya ¢aligirim.
22 | Ingilizce’de duydugum veya okudugum seyleri kelimesi kelimesine 1 > 3 4 5
Tiirk¢e’ye cevirmeden anlamaya caligirim.
23 | Ingilizce’de 6grendiklerimin dzetini ¢ikaririm. 1 ) 3 4 5
BOLUM C
24
Bilmedigim kelimelerin anlamini tahmin ederek bulmaya calisirim. 1 2 3 4 5
25 | Ingilizce konusurken bir kelimeyi hatirlayamadigimda istedigim seyi
. . . 1 2 3 4 5
anlatmak icin el kol isaretleri kullanirim.
26 |Kullanmam gereken kelimeleri tam olarak bilmiyorsam yeni
. L O 1 2 3 4 5
kelimeler tiiretirim.
27 Ingilizce metinleri (6rnegin; kitap, dergi, vs.) bilmedigim her kelime
A 1 2 3 4 5
icin sozliige bakmadan okumaya ¢aligirim.
28 | Birisiyle Ingilizce konusurken karsimdaki kisinin ne sdyleyecegini 1 ) 3 4 5
tahmin etmeye caligirim.
29 | Bir kelimeyi hatirlayamadigimda, ayn1 anlama gelen baska bir
. - 1 2 3 4 5
kelime ya da ifade kullanirim.
BOLUM D
30 |Ingilizce pratik yapmak i¢in miimkiin oldugunca ¢ok firsat 1 2 3 4 5
yaratmaya calisirim.
31 |Ingilizce 6grenirken yaptigim hatalardan ders ¢ikartmaya galigirim. 1 2 3 4 5
32 |Birisiyle Ingilizce konusurken tiim dikkatimi ona vermeye ¢alisirim. 1 2 3 4 5
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33

Ingilizceyi daha iyi sekilde 6grenmenin yollarini bulmaya caligirim.

1 2 3 4 5
34 |Programumu daha verimli bir sekilde Ingilizce ¢alisabilecek sekilde 1 2 3 4 5
ayarlarim.
35 |Ingilizce konusabilecegim insanlar ararim. 1 2 3 4 5
= £
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36 | Ingilizce okuyabilmek (6rnegin; kitap, dergi vs.) i¢in miimkiin
< 1 2 3 4 5
oldugunca ¢ok firsat yaratmaya caligirim.
37 |Ingilizce becerilerimi gelistirmeye yonelik belirli hedeflerim var. 1 ) 3 4 5
38 | Ingilizce konusunda gosterdigim gelismeleri degerlendiririm. | ’ 3 4 5
BOLUM E
39 |Ingilizcemi kullanirken (6rnegin; konusurken vs.) endiselendigimde 1 2 3 4 5
rahatlamaya ¢aligirim.
40 |Hata yapmaktan korksam da Ingilizce konusmak i¢in kendimi 1 2 3 4 5
cesaretlendiririm.
41 |Ingilizce 6grenirken herhangi bir basar1 gosterdigimde kendimi bir
I, S 1 2 3 4 5
sekilde odiillendiririm.
42 |Ingilizce konusurken gergin ya da sinirli oldugumda bunu fark 1 ) 3 4 5
ederim.
43 | Dil 6grenme deneyimim ile ilgili bir giinliik tutarim. 1 2 3 4 5
44 | Ingilizce 6grenmeyle ilgili duygularimi birisine anlatirim. 1 2 3 4 5
BOLUM F
45 | Ingilizce konusurken soylenen bir seyi anlamazsam, karsimdaki
.S o el > 1 2 3 4 5
kisiden soyledigini tekrarlamasini isterim.
46 | Ingilizce konusurken hatalarimin diizeltilmesini isterim. 1 2 3 4 5
47 | Ogrenci arkadaglarimla Ingilizce pratik yaparim. 1 2 3 4 5
48 |Ingilizce konusan kimselerden yardim isterim. 1 2 3 4 5
49 | Ders i¢inde sorularimi Ingilizce sormaya ¢alisirim. 1 2 3 4 5
50 | Ingilizce konusulan iilkelerin kiiltiirii hakkinda bilgi edinmeye 1 2 3 4 5

caligirim.
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DiL OGRENME STRATEJILERi ANKETiNi DEGERLENDIRME FORMU

DN =

da 5 seklinde).
3. Her siitundaki sayilar1 toplayip ‘TOPLAM’ béliimiine sonucu yazin.
4. Toplamu, her siitunun altinda bulunan sayiya boliip ortalamayi alin. Bu ortalamay: kendisine en
yakin olan 10’lu sayiya yuvarlayin (Ornegin ortalama 19,5 ¢iktiysa bu sayiy1 20’ye yuvarlaym).
5. Genel ortalamay1 bulmak i¢in anketin farkli boliimlerine ait toplamlar1 toplayip 50’ ye béliin.
6. Buislemleri bitirdiginizde ikinci tabloda verilen boliimleri tamamlayip kendinizle ilgili strateji
profilini belirleyin.

Dil 6grenme stratejileri anketi tizerindeki bogluklari (
Her ifadenin sonundaki bosluga size en uygun diisen secenegin numarasim yazin (1, 2, 3, 4, ya

) numaralandirin.

A boliimii | B boliimii | C boliimii | D boliimii | E boliimii | F boliimii | TOPLAM
1. 10. 24. 30. 39. 45. A.Toplam ____
2. 11. 25. 31. 40. 46. B. Toplam _____
3. 12. 26. 32. 41. 47. C. Toplam _____
4. 13. 27. 33. 42. 48. D. Toplam _____
5. 14. 28. 34. 43, 49. E. Toplam _____
6. 15. 29. 35. 44, 50. F. Toplam _____
7. 16. 36.
8. 17. 37.
9. 18. 38.

19.

20.

21.

22.

23.
Toplam____ | Toplam___ |Toplam___ | Toplam___ | Toplam___ | Toplam___ | Genel toplam__
/9= /14= /6= /9= /6= /6= /50=

(Genel ortala.)

DiL OGRENME STRATEJILERi ANKETi SONUCLARI PROFILi

Boliim

Her Boliimde Belirtilen Stratejiler

Bu Boliimdeki
Ortalamanmz

A

Daha etkili bir sekilde hatirlama

Zihinsel olarak gerceklestirdiginiz tiim yontemleri kullanma

Eksik ya da yetersiz bilgilerinizi tamamlama

Ogrenmenizi diizenleme ve degerlendirme

Duygularinizi idare etme/denetleme

| = O AR

Diger insanlarla birlikte 6grenme

GENEL ORTALAMANIZ

Asagidaki tabloda ortalamalarimizin ne anlama geldigini gorebilirsiniz:

Yiiksek Her zaman ya da biiyiik cogunlukla kullanilan | 4,5 ile 5,0 aras1
Genellikle kullanilan 3,5 ile 4,4 aras1
Orta Bazen kullanilan 2,5 ile 3,4 arasi
Diisiik Genellikle kullamlmay?m 1,5 %le 2.4 arasi
Asla ya da neredeyse hi¢ kullanilmayan 1,0 ile 1,4 aras1
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APPENDIX 9
LEARNER TRAINING SESSION -V

. 1. Teacher and learner roles
Topic 2. Self-assessment
1. Developing an awareness of teacher and learner roles in autonomous language
learning
Aims 2.  Widening students’ perceptions upon the importance of their responsible involvement
in learning English
3. Encouraging students to involve in self-assessment
Date 26" December 2005
Duration 50 minutes
Place ZF. 05 (Prep. classes at Faculty of Agriculture)
Number of 28
students
Materials A form to be used for reflection at the end of the session (see Appendix 11)
I. Teacher and learner roles
1. Pair-discussion about the meaning of role
2. Brainstorming about different roles that individuals play
o 3.  Whole-class discussion about the roles of learners and teachers
Activities
II. Self-assessment
1. Brainstorming about the purposes of assessment
2. Whole-class discussion about the importance of self-assessment
1. Greeting and establishing rapport:
The teacher and students greet each other.
I. Teacher and learner roles
2. Lead-in:
a) The students discuss the meaning of ‘role’ in pairs; then they give feedback to the class.
b) The students brainstorm about different roles that individuals play; then some examples
are written on the board.
3. Main-activity:
a) The students share their opinions regarding the roles of learners and teachers in the
language classroom.
b) Some of the suggestions are written on the board
II. Self-assessment
Procedures

2. Lead-in:
The students brainstorm about the purposes of assessment.

3. Main-activity:

Whole-class discussion about the importance of self-assessment takes place.

4. Reflection: The students write answers to these questions:
e What have I learned during this training session?
e How and where can I use what I have learned?

5. Wrap-up: The teacher and the students review what they covered in the session.
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APPENDIX 10
LEARNER TRAINING SESSION - VI

Topic Foreign language learning experience and process
. 1. Widening students’ perceptions upon the process of foreign language learning
Aims . . - . .
2. Encouraging learners to think back on their past foreign language experience
Date 28™ December 20035
Duration 50 minutes
Place ZF. 05 (Prep. classes at Faculty of Agriculture)
Number of 28
students
1. A questionnaire to survey past foreign language learning experience (adapted from
Materials Scharle and Szabo 2000: 17) (see Appendix 10.1)
2. A form to be used for reflection at the end of the session (see Appendix 11)
1. Brainstorming about different aspects of learning English
e 2. Completing a questionnaire to survey past foreign language learning experience
Activities 3. Whole-class discussion
4. Reflecting on their experience regarding the session
1. Greeting and establishing rapport:
The teacher and students greet each other.
2. Lead-in:
The students are invited to share their general views about learning English.
3. Main-activity:
a) The questionnaires are distributed to the students and they are given instructions about
how to complete it.
b) After the students fill in the questionnaire, some of the statements in the questionnaire
Procedures

are discussed as a whole.

4. Reflection:

The students write answers to these questions:
e What have I learned during this training session?
e How and where can I use what I have learned?

5. Wrap-up:
The teacher and the students review what they covered in the session.
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APPENDIX 10.1

YABANCI DiL OGRENIM DENEYiMi VE SURECI UZERINE BiR ANKET

A. Sorulan dikkatli bir sekilde okuyup size en uygun diisen secenegi yuvarlak icine alin.

Evet Hayir Bilmiyorum
1 2 3

1. Daha 6nceki yabanci dil derslerinde 6gretmen size her ayrintiy1 acikliyor muydu? |
2. Daha 6nceki yabanci dil derslerinde kurallari ya da anlamlart hi¢ kendiniz tahmin 1
etmeye calistiniz m1?
3. Daha onceki yabanci dil derslerinde hig ikili ya da grup ¢aligmasi yapmaniz istendi mi? | 1
4. Daha 6nceki yabanci dil derslerinde sizden kendi ¢alismanizi ya da arkadasinizin 1
calismasini diizeltmeniz istendi mi?
5. Daha onceki yabanci dil derslerinde 6gretmeniniz dersin iglenisi ya da etkinliklerle ilgili |
goriisliniizii ald1 m1?
6. Daha onceki yabanci dil derslerinde yabanci dil edinimiyle ilgili agiklamalarda |
bulunuldu mu?
7. Daha 6nceki yabanci dil derslerinde 6dev yapmadiginizda zayif bir notla ya da baska bir 1
o0dev yapmakla cezalandirildiniz m1?
8. Daha onceki yabanci dil derslerinde yabanci dili nasil daha iyi 6grenebileceginizle ilgili 1
etkinlikler yaptiniz m1?
9. Daha 6nceki yabanci dil derslerinde ders kitab1 disinda baska materyalleri kullandiniz 1
mi1?
10. Daha 6nceki yabanci dil derslerinde 6gretmen dersi siirekli tahtada mi1 anlatiyordu? 1

B. Asagidaki sorularla ilgili cevaplarinizi/goriislerinizi yazimz.

1. Ogrenme nedir?

2. Ogrenme nasil gerceklesir?

3. Ogrenme daha ¢ok 6grenene mi yoksa 6gretene mi baghdir? Aciklayimz.

4. Derste 0gretmenin her ayrintiy1 agiklamasi sizi mutlu eder miydi?

5. Derste kurallari/anlamlar1 kendiniz ¢gikartmak ister miydiniz?

6. Ogretmeninizden ders anlatmak disinda baska neler beklersiniz? (Orn. rehberlik,
danismanlik vb.)

7. Size firsat verilse derste ne gibi etkinliklerde rol almay1 isterdiniz?

8. Dersi en iyi hangi sekilde 6grenebileceginizi diistiniiyorsunuz?

9. Daha 6nceki yabanci dil dersleri ile bu yilki yabanci dersleri arasinda ne gibi bir fark var?

10. Derste etkin mi, edilgin mi olmak sizi daha mutlu eder?

11. Yabanci dil derslerinin daha iyi islenebilmesi ile ilgili 6nerilerinizi belirtiniz.
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END-OF-THE-SESSION REFLECTION FORM
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Name/Surname:
Week _ /Date:

1) What have I learned from this learner training session?

2) How and where can I use what I have learned?

Adi/Soyadi:
___. Hafta/ Tarih:

1) Bu hafta katildigim egitim ¢alismasindan neler 6grendim?

2) Ogrendiklerimi nasil ve nerede kullanabilirim?
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MY ENGLISH DIARY
Adi/Soyadi:
___ . hafta/ Tarih:
INGILiZCE GUNLUGUM
Bu hafta:

1. Hangi konular1 6grendim?

2. En ¢ok hangi aktiviteler benim i¢in yararli oldu?

3. Dersteki performansim nasildi?

4. Odevlerle ilgili calismalarim nasildi?

5. Derslerle ilgili hangi sorunlarla karsilagtim?

6. Karsilagtigim sorunlar1 nasil ¢zebilirim?

7. Ders diginda bagka neler 6grendim?
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APPENDIX 13

YABANCI DiL. OGRENIMI iLE iLGILi GERCEKLESTIRILEN ETKINLIiKLER
HAKKINDA BiR ANKET

Asagidaki sorularla ilgili cevaplarinizi/goriislerinizi yaziniz.

1. Yapilan etkinlikler hakkinda ne diistiniiyorsunuz? A¢ar misiniz?

2. Yapilan etkinlikler sizin i¢in yararli oldu mu? (olduysa en ¢ok hangisini yararl

buldunuz?)

3. Yapilan etkinlikler haricinde baska ne hakkinda bilgi edinmek isterdiniz?

4. Yabanci dil 6grenme/6gretme siirecine iliskin diigiinceleriniz nelerdi? Simdi neler?

5. Daha 6nce buna benzer bir deneyim yasadiniz m1?

6. Yapilan etkinliklerden kisisel olarak ne elde ettiniz?

7. Etkinliklerden 6grendiginiz ya da farkina vardiginiz seyler varsa bunlari ingilizce
Ogreniminizde nasil kullanmay1 diisiiniiyorsunuz?

8. Eklemek istedigiz diger yorumlar:




184

APPENDIX 14

Ll

INTERVIEW QUESTIONS

. What do you think about the activities done in the sessions?

How have the activities contributed to you personally?

Have you ever had such kind of experience before?

Have the activities been useful to you? (If so, which one do you think has been
the most useful?)

. What were your opinions related to the process of learning English before the
learner training sessions and what about your present opinions? (especially in
terms of perceptions of responsibility)

. Do you have a final comment you would like to add?

B »h o=

GORUSME SORULARI
Yapilan etkinlikler hakkinda genel olarak ne diisiiniiyorsun?
Yapilan etkinliklerden kisisel olarak ne elde ettin?
Daha 6nce boyle bir deneyim yasadin mi1?
Yapilan etkinlikler senin i¢in yararli oldu mu? (olduysa en ¢ok hangisini
yararli buldun?)
. Etkinliklerden 6nce Ingilizce 6grenme siirecine iliskin diisiincelerin nelerdi?
Simdi neler? (6zellikle sorumluluk algis1 acisindan)

Son olarak eklemek istedigin bir sey var mi1?
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Descriptive statistics for learners’ perceptions of responsibility

in learning English before treatment

185

Items of questionnaire on responsibility N | Mean | SD
15. My own efforts as well as the teacher’s will contribute to my learning. | 30 | 4,73 58
17. T would like to know how I can learn English better. 30 | 4,70 A7
3. I pay more attention to the lesson if we are practising something I am 30 | 470 89
not so good at.
30. I want to know what kind of a learner I am. 30 | 4,60 .56
31.1 loqk for advice from my teacher about how I can improve my 30 | 4.53 68

English.
1. I would like my teacher to share the information about my progress in

. . 30 | 450 | ,68

English with me.
27. How I do in English is a matter of luck. 30 | 4,47 ,68
4. My only purpose in English is to get a passing grade. 30 | 4,40 ,89
9. I ask my teacher to help me with the things [ am not good at. 30| 4,17 | 1,09
22. I usually know what the reason is when I get good marks in English. 30| 4,13 .13
12. I would like to have choice in class activities. 30 | 4,07 ,69
19. I try to make use of every opportunity that can help me improve my

. 30| 397 | 81

English.
18. The reason why I am bad at English is because I have bad teachers. 30 | 3,87 97
14. I search different ways to improve my English outside the class. 30| 3,77 | 1,10
21. I am in control of my success in learning English. 30| 3,73 91
8. Doing homework is one of the good ways to improve my English. 30 | 3,70 95
32. My success in English is mainly up to my own efforts. 30 | 3,70 92
23. If I do badly at English, I usually know how to do better next time. 30 | 3,63 72
25. 1 often review my progress in learning English. 30 | 3,57 | 1,17
26. My success in English is completely out of my control. 30| 3,57 | 1,14
13. T know what the reason is when I do well in English. 30 | 3,53 ,86
24. 1 try to find my own ways of learning English. 30 | 3,40 | 1,10
16. I set my own goals in learning English. 30| 3,37 | 1,00
29. I evaluate my progress in English. 30 | 3,27 ,87
5. Sometimes I try to learn things that the teacher did not give as a task. 30| 3,20 | 1,10
20. I try to find and correct my mistakes before I submit my homework

. 30 | 3,20 | 1,27
assignments to my teacher.

11. I often revise what I have learned. 30 | 3,13 90
2. I know what I should practise more in English. 30| 3,00 | 1,08
6. I spend as little time as possible for my homework. 30| 3,00 | 1,11
28. I plan my English studies carefully. 30 293 | 1,05
10. I am aware of the ways that I learn English best. 30 | 2,80 1,06
7.1 am aware of my strengths and weaknesses in English. 30 | 2,63 ,89
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Descriptive statistics of learners’ perceptions of responsibility

in learning English after treatment
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Items of questionnaire on responsibility N | Mean | SD
30. I want to know what kind of a learner I am. 30 4,77 ,50
17. T would like to know how I can learn English better. 30 4,73 45
3. I pay more attention to the lesson if we are practising something I 30 | 4.63 56
am not so good at.
15. My own efforts as well as the teacher’s will contribute to my 30 | 4.63 7
learning.
7.1 am aware of my strengths and weaknesses in English. 30 | 4,57 77
31.1 loqk for advice from my teacher about how I can improve my 30 | 450 63
English.
1. I would like my teacher to share the information about my
. . . 30 | 447 ,63
progress in English with me.
16. I set my own goals in learning English. 30 | 4,43 ,68
24. I try to find my own ways of learning English. 30 | 4,43 ,73
32. My success in English is mainly up to my own efforts. 30 | 4,40 72
29. I evaluate my progress in English. 30 | 4,20 92
22.1 usgally know what the reason is when I get good marks in 30 | 4.17 70
English.
9. I ask my teacher to help me with the things I am not good at. 30 | 4,17 ,83
10. I am aware of the ways that I learn English best. 30 | 4,13 ,80
19. I try to make use of every opportunity that can help me improve
. 30 | 4,13 ,73
my English.
4. My only purpose in English is to get a passing grade. 30 | 4,13 ,68
27. How I do in English is a matter of luck. 30 4,10 ,68
21. I am in control of my success in learning English. 30 | 4,10 ,66
13. T know what the reason is when I do well in English. 30 4,10 .16
2. I know what I should practise more in English. 30 3,87 73
14. 1 search different ways to improve my English outside the class. 30 | 3,87 ,82
23. grrIl SO badly at English, I usually know how to do better next 30 | 3.83 83
18. The reason why I am bad at English is because I have bad 30 | 373 78
teachers.
25. 1 often review my progress in learning English. 30 | 3,67 | 1,24
20. I try to find and correct my mistakes before I submit my
. 30 | 3,63 93
homework assignments to my teacher.
8. Doing homework is one of the good ways to improve my English. | 30 | 3,60 ,93
26. My success in English is completely out of my control. 30 | 3,60 ,86
12. I would like to have choice in class activities. 30 3,53 .82
5. tSa(;rl?etlmes I try to learn things that the teacher did not give as a 30 | 350 94
28. I plan my English studies carefully. 30 | 3,33 ,88
11. I often revise what I have learned. 30 3,30 95
6. I spend as little time as possible for my homework. 30 | 2,87 | 1,22




