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Abstract

Learner autonomy has received increased attention in the recent
language teaching and learning literature. Although Holec (1981) proposed
a somewhat categorical definition of learner autonomy, this concept can be
viewed in various ways depending on factors such as context and culture,
One may posit, for example, that learner autonomy is based on Western
valucs and as such, is not as easily accessible in the Asian context. With such
variables in mind, the purpose of this study is to gain a greafer
understanding of Japanese students’ beliefs regarding foreign language
learning in =& particular context. This is undertaken by utilising
multi'modal investigation procedures, consisting of three studies. Little's
learner autonomy theary is utilised throughout this study to provide the

theoretical framewark.

The current research is divided into three interrelated studies. Study
One attempt to identify high achievers' beliefs about effective foreign
language learning strategies, teacherflearner roles, classroom expectations,
selfmotivation strategies, and their concept of the self as a learner, In
Study One, Little's definition of learner autenomy is considered as the basic
concept and used to examine whether or not the collected data in this
regenrch supports his theory, Study Two attempts to discover Japanese
students' beliefs and expectations about foreign language learning in a

particular context, namely, learning English in Japan. Study Three reports



the atudents’ views on inside/outside classroom environment their journal

writings.

The researcher takes the position, based on Little's theory, that learner
autonomy means both awareness of self-direction and the need for
collaboration. Inaddition, she believes that autonomous learning is not just
a matter of offering freedom of time and space, but that internal flexibility

should be given some consideration in the development of learner autonomy.

Based on Study One, lesrner autonomy is defined as learners' internal
attitude for self-motivation, which leads to effective languapge learning.
Positive self-beliefs and metecognitive awarencss can be considered as keys
in promoting learner autonomy. Study Two results confirmed high
achievers' higher self-efficacy beliefs as compared with average students.
The high achievers tended to have more confidence in their ability to learn a
language successfully and showed a greater understanding for and use of
metacognitive knowledge and strategies. In Study Three, low-middle
English level students’ beliefs were extracted from their journals and
presented in detail. These showed that confidence-building and
metacognitive awareness for selfreflection affected their mativation for

autonomous learning.

Results suggest that teachers should not impose restrictions on their

students’ potential based on their external judgement of the students'



capabilities. Therefore, instead of training learners to satisfy teacher
expectations, or simply giving students unbounded freedom to make
decisions, learner development that promotes autonomy should be meore
concerned with the nature of both students’ and teachers’ learning as a path

towards self-growth.
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CHAPTER ONE
BACKGROUND TO THE RESEARCH

Intreduction

In the past twenty or so years, learner autonomy has received increased
attention in language learning and rclated teaching areas. Such an emphasis
appears to be warranted given findings indicating that autonomeus learners
have preater success in the process of language aequisition (e.g., Bensen, 2001).
Holec (1981} stated that learner autonomy requires learners to take individual
reaponeibility for their own learning, in other words, for behaviour where the
learner is independently active. Within the parameters of Halec's assertion,
learner responsibility can be interpreted in various ways such as the learner’s

capacity, ability, attitude, willingness, and righta.

Learner autonomy, as it is discussed in the literature, has several key
attributes, The first is that it is based on learner empowerment. In
developing such empowerment the learner's ability to work independently and
have control over their learning process is emphasized. As such, autonomous
learning requires the learner's active participation in their own
decision'making and ‘knowledge creation’. Secondly, learner autinomy is
focused on authentic language learning that is, in turn, is closely related to the
notion of learner-centeredness. The term ‘authentic’' meana that learners work
as much as possible in real world situations using resource materials such as
those from broadcaating, newspapers, ''nd magazines, or engaging in practical

communication with people in a community.

Learner autonomy thercfore emphasizes the learner's personal



involvement in the content of their own learning, rather than a transmisejon of

knowledge from teachers.

Lesrner autonomy as described in the above paragraph is a Western
concept and as such, its appropriateness in and efficacy for the Asian mindset is
a controversial issue (Cotterall, 1998), For learners within the Asian context,
the notion of learner autonomy challenges the traditional role of the teacher as
initiator of knowledge, controller of that knowledge, and authority figure in the
learning enterprise, Such characteristics are embedded in the very culture of
Asian society, where individuality is subordinate to conformity. Asian
educational traditions tend to place students in a passive role that accepts the
teacher aa the final authority, Therefore, one of the bipgest considevations for
promoting learner autonomy appears to be how such autonomy can be
introduced in more group-oriented and hierarchically organised societies such
as those represented by the Asian context. Chapter Two will discuss in detail

the issues raised in this regard.

Whether or not the notion of learner autonomy is suitable for the Asian
context requires investigation, as the notion may be little more than the
exprossion of Wesatern expectations., Cortazzi and Jin {1996) noted significant
differences between Western and Asian interpretations of what it means to be
an active learner, indicating that the Asian culture stresses covert mental
activity rather than overt behavioural activity. That is to sey, the final goal of
learner autonomy could be considered from the viewpoint of internal mental
invalvement with the content rather than the point-of*view of students learning
on their own.  Conceivably, learner autonomy could include wvarious
interpretations and meanings that are both culturslly and contextually
dependent. By focusing on insights from actual learners, the term “learner

autonomy” might take on new meanings.



Coneeptually then, assessing the different attitudes and theught processes
in learning may result in the real understanding of what learner autonomy
means across various contexts, Further, such insights may have implications
for the way in which language is learnt and concomitantly, how it might best be

taupht in each particular setting.

Purpose of the Research

The purpose of this research is to gain a greater understanding of learner
autonomy by analysing Japanese students’ beliefa about foreign language
learning in a private university in Japan. The research was undertaken by
conducting three separate yet interrelated studies. Combined, the results of
these studies should provide greater insight into how learner autonomy can be
understood by examining learners’ views in one specific Japanese context.
Throughout, Little's (1996 learner autonomy theory provided the thecretical
framework for the three studies. The theory itself will be outlined in Chapter
Three. Suffice it to say at this point that Little identified learner autonomy ss
the learner's acceptance of their personal responaibility in learning, This can
be interpreted as the learner's awareness of their responsibility without
necessarily displaying Western referent behaviours, Further, Little
emphasizes interdependence rather than independence, which can be
underatoad as the learner’s awareness of both self-directed and collaborative

processes,



Methedology

Study One: A sample of sixteen high achieving English major studenta
sourced from second, third and fourth year of study in a Japanese university
were interviewed in Japanese, Interviews were audio taped with the responses
transeribed into English.

Study One used in-depth interview data to identify high achievers’ beliefs
about the use of effective foreign lanpuage learning strategies teacherflearner
1oles; clagsroom expectations; self-motivation strategies: and, oneself as a
learner. This study is necessary in order to develop an understanding of

learner autonomy from successful learners’ insights,

Study One sims at identifying how learner beliefs are influential in the
learner's language learning. Results may show the evidence of learner
autonomy from both learners’ internalisation of it — attitudes and beliefs held by
respondents, together with the externalisation of the concept demonstrated
through learners’ behaviour. The degree of learner autonomy may indicate
what still needs to be tarpeted as the goal of learner autonomy in language
education. The influence of eultural practices in teaching and learning should
show that learner autonomy could be interpreted in different ways from the
Western perspective.  Therefore, the results of researching learner autonomy
from an Eastern perspective may have direct implications for Japanese

education.

In Study One, information from open-ended hackpground guestionnaires,
the Test of English for International Communication {TOEIC) examination

scores, and interview data were considered for analysis in order to determine



the beliefs high achievera hold about languape learning, TOEIC is recognized
and widely used in Japan as an English proficiency test. This study examined
high achievers’' beliefs in order to reconsider interpretations of learner
autonomy. Study One's sample proup was selected because of their past
TOEIC results. These scores showed high improvement and achievement in
their English language learning each time they undertook the TOEIC at yearly
intervals from entering the university to the final year of study. It is
hypothesized that language learning is influenced by learners’ beliefs and as
such, rescarch in this area may lead to a better understanding of learner

autonomy from a consideration of the learners’ viewpoints,

Siudy Two: A sample of two hundred and ninety five, low to middle
achieving university students, comprising one hundred and four English majors,
eiphty Law majora and one hundred and eleven Pharmacy majors in the same

university were surveyed.

Study Two obtained data from Jow-middle achievers regarding the heliefs
held gbout their lanpuape learniny, All are enrolled in a small private
university in Japan with approximately one thousand students belonging to
each Faculty' Faculty of Foreign Language {FFL), Faculty of Law (FL) and
Faculty of Pharmacology (FP). This study intended to elucidate the
low middle achievers' beliefs about their language learning. Questionnaire
data was collected from all three faculties' students. Non'English major
students are from FL and FP, whilst Enplish major studenta are from FFL. All
students from the combined group are identified as low-middle achievers on the
results of their TOEIC, other Enpliah examination results, and eral/aural skills,

Thus, their selection for the study is justifigble,



Data was obtained from each Faculty's students separately. The proups
were divided into English major students (B students), Law major students (L
students), and Pharmacy major students (P students). Students are identified
as B, L or P studenta in Figure 1, Data is considered discretely as well as

comparatively,

Study Thiree: Study Three's sample of twenty-nine First Year English
major students of low-middle achievement were selected in order to explore
low-middle achievers' insights of language learning, in both a classroom setting
and external from it. Students' journal excerpts were considerad in order to
gain such data, and from the data to find out what may be needed for effective
learning to geeur. The sample group comprised the whele class taught by the
researcher and as such provided easy access to students’ views of language
learning. The participants of Study Throe were also included in the group of
one hundred and four English major students of Study Two.

The participants of the three studies are summarized in Table 1.1,



Table 1.1: The Participants of Three Studles

Study One 16 x High achiaving university students — All Enplish majors from
Second, Third and Fourth Year studenta

Study Two 296 x Low to middis achieving university students — 104 x English
Majora, B0 x Law Majors & 111 x Pharmacy Majora
Firat and Second Year atudants

Study Three 29 x Firat year university students low to middls achievers — All
English Mejors.

{The 29 participants from Study Three were taken from the 104
students in Study Two)

Significance of the Research

This research is significant in that it is likely to provide insights into how a
gelected group of Japanese students learn the role of autonomy in the language
learning process, The study is also likely to provide valuable dats pertaining
to the defining characteristics of learner autenomy in a Japanese university
context, This will in turn provide valuable comparative data when more
Woestern notions of learner autonomy are considered. i is alse anticipated that
new perspectives of learner autonomy derived from this study will have
implications for pedagogical practice. In addition, it is hoped that this study
ean serve a8 a base from which future research on learners’ beliefs in other

contexts can be explored.



Research Quesfions

The following questiona will be addressed:

Study One: High Achievera
(1) What beliefs do high achievers of English as a Foreign Language (EFL) hold

about the effectiveness of their own learning strategies?

(2) What beliefs and expectations do high achievers have about the teacher's
role in helping them to learn and the use of class time?

(3} What beliefs do high achievers have about self-mativational strategiea?
{(4) What perceptions do the students have of themaelves as languaga learners?

Study Two: Low-middle Achievers
(5) What beliefs and expectations do low-middle achievers hold regarding
effective strategies, teacher role expectations, self-motivation strategies, and

aelf-efficacy beliefs in their foreign language learning?

Study Three: Subsidiary Data® Students” Journala
{6) Journal writing and project work encouraging individual or group
independent learning experiences and critical reflections of these, Topics for

consideration consisted of:

What have you learned?
How well do you think you have learned it?
What do you think you have learned?

o & & @

What is the best way to go about your learning?



The aim wos to discover students’ insighta about what seems ta be

important to them for learner autonomy,

Synopsis of the Structure of the Three Studies

This study intended to exemine students’ beliefs about their language
learning. The data, from all three studiea taken from a Japancee university
context, examined student beliefs from hoth gualitative and quantitative
points-of-view, By looking at learners in the Japanese context from different
perapectives, stereotypical views of Japanese learners were subjected to eritical
examination, From the information gleaned about learners’ beliefs,
interpretations of learner autonomy can be congidered. The participants in the
three atudies are Japanese students who have learned English in Japanese
contexts and have little lenrning experiences in a native English-speaking
environment. Study One focused on high achievers, whilst Studies Two and

Three foeused on low-middle achievera.

Study One used in-depth interview data to identify high achievers’ beliefs
about the use of effective foreign language learning strategies, teacher/learner
roles, clasaroom expectations, self*motivation strategies, and onpeself as a
learner. 'This study was necessary in order to develop an understanding of

learner autonomy from successful learners’ insights.

Study Two obtained data from low-middle achievers' beliefs regarding
their langusge learning. The participants of Study Two were chosen from all
three Faculties of Foreign Language, Law, and Pharmacology, sampling around

one hundred students from each faculty. The small, private university in



Japan has approximately one thousand students belonging to each faculty.
The study intended to elucidate the lowmiddle achievers’ beliefs about their
learning, It was anticipated that any differences between high achievers' and

low'middle achievers' beliefs would surface.

Study Three gathered first year English major students’ views of
classroom language learning and langnage learning that occurred outside the
formal classroom. The Journal writing of students provided such data. The
participants for Study Three were chosen from one of the first year English
classes in order to explore low-middle achievers’ insighta. The respondents of

this study were also part of the sample of Study Two.

Data from the three studies was then synthesized in order to gain a better

understanding of learner autonomy.

A summary of the nature of the studies is represented in Table 1.2 and

Figure 1.1.



Table 1.2: Dafining the Studies

Subjects
All university
students

Type of data

Data
Qrganization

Data

analysis

Tims
Lina

Study

16x
high achievers

Third,
and Fourh Year

Second,

Students

Interviews

Recordod

Transcription
grounded
theary

1 month

Study
Two

206 x
low-middle
achiovers from

3 faculties

Firat
Second

studente

and

Yoar

Queationnaires

Burvey

Percentago

1 month

Study
Thros

20%

low-middle
achievers
First Yenr

students

Journal excarpts

Open-ended

questions

Description

8 months

11




Flgure 1.1: The Organization of Throe Studies

English major students
High achievers

Study Cne

-

B

Qualitative data

Quantitative data

English major students
Low middle achievers

Study Two
E students

Sy Thees )
N

N

Non-English mnjors
Law major students
Low-middle achievers

Study Two
L students

Non-English majora

Pharmacelogy major
Students
Low-middle achievera

Study Two
P students

Figure 1! The above diagram shows the organization of Studies One, Two,

and Three.

Study One focused on high achievers' beliefs, whilst Studies Two and Three

focused on low-middle achievers’ beliafa,

Study One and Study Three deals with qualitative data, while Study Two

presanta quantitative data.




CHAPTER TWO
LITERATURE REVIEW

Introduction to Learner Autonomy

Thia chapter is divided into several sections. First, definitions of learner
autonomy are presented, Secondly, ewltural factora are considered in relotion
to promoting learner sutonomy. Thirdly, the notion of ‘learner autonomy' for
Asian confexts is considered with specifie referance to Japanese learners,
Fourthly, learner beliefs and learner autonomy are discussed in relation to
learner awareness and acceptance of responsibility for learning. Finally, a
revised definition of learmer autonomy, using Little's notion of universal

autonomy, 1s supgested,

Learner autonomy has been defined as learners taking responsibility for
their own learning (Holee, 1981). Given such a definition, it could be argued
that learner responsibility means that learners are aware of their role. In
other words, it is the learners' internalised concept of self as learners that
determines their level of autonomy, with such an awareness generslly being
derived in a metacognitive fashion. Wenden (1996} indicated the importance of
studonts' metacognitive knowledge when she claimed that true learner
autonomy refers to how astudents reflect on their learning and how they realize
that they have effective learning opportunities. Such viewe will be considered

in the Learner Training section of this chapter.

According to Benson (2001), “autonomy is a precondition for effective
learning; when learners succeed in developing autonomy, they not only become

better language learners but they also develop into more responsible and



critical members of the communities in which they live” (p. 1. However, the
nature of the concept of autonomy is often clouded by misconceptions. Little
(1995, pp. 3-4), for example, identified five misconceptions ahout learner
autonomy:

Learner autonomy
Is synonymous with self-instruction
[a something teachers provide for their learners
Is a single, easily described behaviqur

Is a steady state achieved by certain learners, and

Somehow requires the teacher to relinguish all initiative and control in the

classroom context.

Keeping Little's misconceptions in mind, autonomy, from a teacher's point
of view, is not just a matter of offering freedom of decision-making, nor does
autonomaus learning necessarily mean a complete shift of instructional mode
from teachers to learners. Rather, depending on the context of the classroom,
there are various teaching styles or ways of promoting learner sutonomy that
need to be considered, According to Little (1895), tha learners’ aceeptance of
responsibility is the basis of learner autonomy, which has both socio-affective
and cognitive implicationa, Soviosaffective concerns for learner autonomy
suggest that affective factors mediated via interactive social processes ought to
be considered, whereas cognitive concerns suggest that autonomy may be an

inborn capacity for learning,



Definltions of Learner Autonomy

Most definitions of learner autonomy etate that learners need to be
independent and have hoth the ability and capacity to take charge of their own
learning., The key terms of learner autonomy pesited in Table 2.1 show the
neceasity for the learner to actively accept and willingly take responaibility for

hisfher own learning,

Table 2.1: The Kay terms of Learnar Autonomy

Taking charge of ane's own learning {Holee, 1951)

An ability to decide by themselves (Boud, 1988)

Having a capacity or attitude {(Dickinson, 1995}

Willingness to act independently in cooperation with others {Dam, 1946)
Willingness to necopt respongibility (Little, 1995)

Being aware that human beings are social creatures (Hotho-Jackson, 1995)
Using tactica for taking control of theie learning (Cottorall, 1395}
Self-regulation pracess (Littlewond, 1966}

Maintaining the locus of control (Pierson, 1996}

Having internal capacity of the learner {Sinclair, 1996/1697)

Rocognising learners' rights (Pennycook, 1997)

Meaning of aslf-mastery, freedom, reflective activity (Bensen & Voller, 1997)
Being able to control oneself {studant) (Benson & Lor, 1958)

The above statements euggest that learner autonomy is related to the
learners’ internal attitude toward taking responsibility for their own learning.
In other words, the researchers cited in Table 2.1, all emphasized the need for
the learner tc have an awareness of their own role in the overall learning

procesa.

The characteristics of learners cited in Table 2.2 show sutonomous
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learners to be! a) actively engaged in the learning processi b} encouraged by the

teacherfinstructor to be so involved; and ¢} managing the learning process.

Tahla 2.2; Definitlons of Autonomous Learners

Being capable of taking charge of his own learning and meking all the decisions concerning
the lenzning with which he is ar wishes to be involved. (Holse, 1981)

The autonomaous learners act sccerding to their own mind and must be free oot only from
direction by othera external to themselves but also from their own inner compulsions and
rigidities, (Boud, 1988)

Having total responsibility for moking and implementing all of the decisions concerned with
his own learning. (Dickinson, 1988)

Willingnass to take the responsibility for their own learning. Being selfcanfidant learners:
autonomous learnera believe in their ability to learn and to sslf-direct or manage their
lenrning. {Wanden, 1951}

Having copacity for being active and independent in the learning process, autenomous
learnera can identify goals, formulnte their own goela: and ean change goals to suit their own
Jenrning neads and interests. (Dickinaon, 1995)

Taling active part in the sovial processes of learning. (Dam, 1995)

Showing a desire to learn, a robust eense of eelf, metacognitive capacity, management of
change, independence and a capacity to negotiate. (Breon & Mann, 1937)

Autonomoue learnare show awareness of the aims nnd processes in learning and are awars of
traditional pedsgogical measures. {Beneon, 1998)

{(Being able to aceept responailility for their learning, autonomous learnars constantly reBect
on what they are learning, why they are learning, how they are learning, and with what
dogree of guccess. (Little, 1999)

Responsibility

Holec's {1981) emphasis on the learners' capacity to take charge of their
own learning has been accepted as a key concept of autonomy in language

learning by the researchers in the field. However, the researchers cited in



Table 2.2, have expressed different understandings of the term ‘responaibility’,
Most of them include in their writing some of the following characteristics as
supgeated by Sinclair (1989):

1. making choices and taking decisions about one's own learning, such as
independent study, or project worl:

2. making informed decisions about one’s own learning that have been
specifically developed through learner training:

3. fostering responsibility developed through sacial and collaborative learning:
and

4. building awareness of learners’ rights and helping them to achieve freedom
from the constraints of the existing curriewlum andfor policies of their
educational institutions.

{(p. 309 - 329 passim).

Whilst Points 1 and 2 above seem to be the dominant themes in the
literature, in Asian contexts, Points 8 and 4 could be offored as better starting
points for incremental learner development. These points build on the strong
socialization skills already in place and they lead students to be metacognitive
and critical “collectively” as a way of thinking about taking more personal
control (Murphey & Jacobs, 2000; Watson-Gegeo, 1988).

Bynthesizing the above points, Sinclair (2000) clarified the possible
deseriptions of learner autonomy, specifically in the language teaching
profession, as follows!
®  Autonomy is a construct of capacity:
® Autonomy involves a willingness on the part of learners to take

responsibility for their own learning:

® The capacity and willingness of learners to iake such responsibility is not



neeassarily innate;
Complete autonomy is an ideglistic goali
There are deprees of autonomys

The degreas of autonomy are unstable and variable:

o o o @

Autonomy is not simply a matter of placing learners in situations where

they have to be independent;

Developing autonomy requires conscious awareness of the learning praocess,
i.e., conscious reflection and decision-making;

Promoting autonomy is not simply a matter of teaching strategies:
Autonomy can take place both inside and « tside the classroom;

Autonomy has a social as well as an individual dimenaion;

The promotion of learner autonomy has a political as well as & psychological
dimension:

® Autonomy is interprefed differently by different cultures. {p. 7-12}

Sinclair's synthesis shows learner autenomy to be & construct of capacity
and attitude, both of which appear to be socially facilitated. Therefore, learner
autonomy does not mean giving over the independent learning environment to
learners, but it entails an awareness of both self-direetion and collaboration on
the part of the teacher and the learner. The learners' responsibility does not
mean learning alone but rather the learnera internsliring and developing an
awareness of responsibility for their own learning. Wenden (1998} pointed out
the need for raising the metacognitive awareness of learners’ responsibility and
made the explicit link between metacognitive awareness and learner autonomy.
Her idea implied that autonomy refers to the learners’ awareness of the

learning process rather than to a particular mode of learning.



Cultural Issues Relating to Learner Autcnomy

The learners’ metacagnitive development of responsibility for their own
learning in a foreign lanpuage context is important to this research because the
learners who are accustomed to a teacher-centred learning environment will
need to develop selfmanagement, self*monitoring, and self-assessment skills in
order to carry out effective learning. In addition, the learners would need to
train themselves for learner-centred modes of learning {Benson, 2001). The
researcher is mindful of the learners’ cultural backgrounds in languape learning
and many of their experiences, Therefore, I specifically chose to investigate
learner beliefs in an Asian context with specific consideration to learners

metacopnitive development as autenomous learners.

Whenever autonomous learning is being investigated, the culture in which
such learning occurs needs to be coneidered. Sociologista would agree that
there is no such thing as a culture-free learning environment (Benson, 2001;
Pemberton, Li, Or and Pierson, 1896). Despite such apreement, the notion of
learner autonomy has been defined primarily in terme of understandings
develaped from the Western world, As Jones (1995) warned, there is a danger
in if autonomy is a universally understood concept, since the interpretation of

autonomy can depend on culture,

Most reported definitions of autonomy sare associated with Western
individualism, and as euch might be unsuitable for other contexts (Littlewood,
1999). Cottorall (1998) for example, underscored the importance of examining
cultural beliefs, stressing that one's cultural background ean cause resistance to
new educational roles thai differ from one's own experience and background.

She identified the central jssue of learner autonomy development as being the
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relationship between teacher and learner roles within a contextual milicu,

It has often been suggested that in collectivist societies the power gaps
between teacher and learner cause the major difficulty in promocting
autonomous language learning. Benson (2001} identified that “doubts about
the eultural appropriateness of the goal of avtonomy for Asian students have
been mainly based on a view of Asian eultures as collectivist and accepting of
relations of power and aunthority” {p. 66). Accordingly, Cotterall concluded that,
“attempta to foster learner autonomy must always take account of the cultural
predisposition and beliefs of the individual learners and teachers, as well as the
context in which the learning is taking place” (p. 69). Little {1998) likewise
warned that careful attention must always be paid to the context in which
learning takes place,

The Notion of Learner Training

In line with what has been presented thus far, the research literature
indizates that the notion of learner autonomy can be considered from a number
of perspectives. What follows is an investigation of the major achools of

thought in an Asian learning environment.

Within Asis, a general approach to promoting autonomous learning seems
to depend upon learners changing from being passive to active participants in
their learning, as identified by researchera such as Dickinson (1987), Sinclair
{2000) and Wenden (1991). For such a reorientation to cccur, it may firstly be
necessary to retrain the teachers as facilitators due to past and still current,
traditional teaching practices, whereby the teacher ia seen as the tranemitter of

‘knowledge’.
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According to Wenden (1998), the reason for the importance of Tlesrner
training’ is that “it should enable learners to become effective agents of change
within their educational context” (p. 5). She further indicated that learner
training is likely to bring about major changes in the learner's role by helping
language learners acquire the ability to take responsibility for their own
learning processes through planning, monitoring, and evaluating, thus
hopefully making them aware of metacognitive and affective factors in learning,
The learner training currently occurring in Asian contexts suggests that, whilat
Iearnera held appropriate beliefs about languape learning, which may have
been shaped by previous educational experiences, a consideration of thase
beliefs has not been taken into account in the training. Therefore, it appears
that there needs to be a reorientation in the learners’ thinking processes with

concamitant teacher proprams to facilitate such a transition.

Autonomous Activities in Asian Contexts

Another approach that has been supgested for promoting learnmer
autonomy in Asian contexta is adapting the notion of learner autonomy to the
group-oriented society. Littlewood (1996} stated that Asian learners should be
provided with an interpersonal environment that is imbued with mutual
support and harmony, He further suggested that “reactive autonomy” (n. 136)
should be supported in Asian contexts. “Reactive autonomy” is the notion that
the learner regulates the activity onea the learning direction has heen
established. This eontrasts with Littlewood's view of “proactive autonomy”
where the learners teke charge of their own learning in action. Further, it is

an established fact that many Asian societies, including Japan, value consensus
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and conformity over individualism and antonomy.

There have been attempts to produce ‘negotiated’ veraions of autonomy
applicable to the Asian context generally and the Japanese context in particular
(Aoki and Smith, 1999), Educators in Japan have tried to integrate autonomy
with proup work in an empirical fashion such as their own ¢lassrcom-based
action research. It is suppested that grovp work settings could work well with
Japanese students. For example, Hart (2002)i Murphey & Jacobs (2000); and
Smith (1998), provided evidence of proup ccoperative learning, resulting in
increased active involvement by Japanese students. Aoki {1999) indieated that
the problems of Japanese students’ pagsivity in aczepting teachers’' power and
authority stems from Japanese educational influences, and therefore, she
emphasizzs the importance of giving students decision-making opportunities.
Thusg, both group activities and decision-making opportunities give students the
chance to improve their active participation in the classrpom, Such
approaches seem to provide students with praetical involvement in

learner-centred activities and experiences of collaboration.

The Cultural Appropriateness and
Exisfing Aftempts at Promoting Learner Autonomy

The researcher has identified cultural issues relating to laarner antonomy
and the existing attempts for promoting learner autonomy in Asian contexts.
It is now necessary to consider the cultural influence upon learner behaviour.
Existing gtiempts seem to have been sornewhat effective, but with scant if any

attention being given to cultural influences. However, previous attompts need
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critical examination and new stratepies need developing, implementing,
monitoring and evaluating, giving due regard to cultural influences, if

autonomy in learning is to be promoted further.

Although learner training could be the challenpe for promoting learner
autonomy in Asian contexts, the notion is based on assuming Asian students’
paesivity, First of all, misunderstandings about Asian students’ passivity need
to be challenged., Secondly, careful attention ought to be paid to the faet that
learner training foeusea on atudents' independent learning ekills. In other
words, the trainers need to change from a stereotypical viewpoint to one that

encourages independent learning skills in promoting autonomy.

Small group approaches to active involvement and responsiveness in
classrooms might be effective in Japan as previously discussed. However, the
focus of the issue should not be a “Western versus Eastern” perspective. It is
important to nate, that diffsrent contexts exist even in the same culture and
these should not be over-generalized. Contextual differentiation often cccurs
due to individual teacher differences within a culture or institution. Esch
{1996) argued, “eultural differences may not be the main barrier to the
promotion of the concept of autonomy in countries with a proup-oriented
tradition” {p. 46).

Previously, Jenes (1995) raised some doubts with regard to the eultural
appropriateness of autonomy, but Aoki and Smith (1998 pointed out that,
“arguments againat the agpirations of people andfor for the political status quo
in a particular context, can easily be masked by stereotyping or arguments
against cultural imperialism” (p. 28). They made their claim that, “it is
important to recognize that autonomy is not an approach enforcing a particular

way of learning, It is, rather, an educational geal, as Holec {1881) explicitly
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states, Objections to autonomy based on students’ current incapacity to learn
in a wholly self-directed manner therefora lack validity in any context” (p. 21).
Beebe {1098) suggested, that before underestimating or giving up on Japanese
students, teachers ought to find out what the students are doing on their own
with regard to their learning, and what lessons their experiences can offer to
the teacher and other etudents. What may be needed are more in-depth
investigations of students’ insights about how they learn and what they believe
to be their part in the process, The current research is attempting to achieve
this.

A consideration of ways in which it may be possible to foster learners’
self-responaible awareness to become actively involved in their own learning
process needs immediate attention for the promulgation of autonomy in the
learning environment. Learner autonomy does not mean that learners have to
display certain behaviours but it means finding ways to strengthen learners’

awareness of and commitment to their own responsibility as learners.

Japanese Learners
Japanese-ness: Stereotypical Views

Within the literature, it has been frequently mentioned that Japanese
learners are often said to be passive and dependent (Cheng, 2000; Claire,
1999; Doye, 1997 Dwyer & Heller-Murphey, 1996; Mori, 1891 Purdie,
Douglas, and Hattie, 1996; Robbins, 1996). Typical Japanese students’

behaviours have been documented in the following extracts:



(Japanese students} are accustomed to & paseive and deforential rols
gitting quietly in classrooms where the teacher determines everything
and the students' main objective is not to make mistakes. They expect
to be told and to gbsorb, but not to try things out for themselves (Doye,
1997, p. 7).

A typical classroom scene would find® the teacher in control, giving
explisit directions for every learning activity, and the students passively
following those directions {Robbins, 19986, p. 179},

Learning is seen as something to be handed down by someone in authority

and stored in someone’s memory (Purdie, Douglas, & Hattie, 1998),

The above citations suggest that Japanese learners display a lack of
engagement. Such perceived lack of engagement implied in the extracts
fails to take into account other educational research findings, Explicit

examples of these are shown under pertinent sub-headings.

Crosa-cultural differences in communication style:

The Japanese are motivated to be sensitive to all the elements of
conversation, to make each encounter psychologically and emotionally
rewarding, reflecting rapportfdependence instead of independence or
individualism (Nonaka, 1998, p. 155}

The teacher-learner relationship in the traditional classroom setting:
In Jdapan, teaching ia a prestipions mnd respected role, the
teacherstudent relationship is one of polite distance, and the burden of

responsibility for learning ia placed on the student rather than on the
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teacher (Watson*Geges, 1988, p. 586)

Independence in not valued:
In Japan, there is a great distance between a teacher and a student:

‘Don't step on your teacher's shadow'; keep three paces behind {Hayashi,
1897, p. 155)

The Japanese education system dosa not value independence nor assign
creative or imaginative tasks (Hyland, 1993, in Dwyer and
Heller-Murphy, 1996).

Japanese cultural virtues:
Students’ passivity is shaped by eultural virtues such as * silence is

golden’ (Nimmannit, 1998).

It is widely acknowledged in Japan that the discrete relationship between
teachers and students is accentuated within a typical traditional classroom
setting where teachers demonstrate their authority and atudents passively
accept their teacher's power. Accordingly, Japanese learners tend to be
perceived as ageepting the teacher's authorvity in an unquestioning and
unchallenging manner. Unless auch a stereotypical view of Japanese learners

is challenged, it will persist to the detriment of learner autonomy,

In the 1990s, cultural appropriateness began to be addressed, but it is only
currently cecurring with renewed impetus since the recent focua on culturs,
with its relevance to Asian students and autonomous learning (Benson, 2001),
has been identified. Since the theory of autonomous learning originated in
the West (based on Western individualistic values), learner autonomy is yet ta
be promoted to any meaningful extent in Japan. The very notion of autonomy

contrasta with Asian societies, which are believed to value group-oriented
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conformity (Cotterall, 1998). However, if we consider that Japanese learners
have already developed some sutonomy of learning, then one approach may he
to retrain the teachers as facilitators, with a view to such teachers then
rotraining the learners about modalities of learning, construetivism and
learners’ roles within the overall learning process. Such may be the way to

proceed in negotiating the situation of learner autonomy, in Japan.

Non-Stereotypical Views of Japanese Learners

Kubota (1999) was critical of Japanese atereotypical cultural
tepresentations such as "homogeneity”, “groupism”, and “lack of self-expression,
creativity, and critieal thinking” (p. 28). She further arpued that such
stereotypical representations are created based on understanding “the meaning
of labels such as individualism and creativity within a specifie cultural context”
{p.25). She further stated that the Japanese school curriculum, “does promote
creativity, original thinking and self-expression in its cultural context” (p. 23).
In relation to the eurriculum, Kubota emphasized that different perspectives
should be respected in the different cultural milieu in which they cccur, An
example of the latter is that self-expression from a Western perspective may

differ from self-expression from an Eastern perspective.

Purdie, Douglas and Hattie (1896), in their comparison of Japanese and
Australian students, reported that there is no support for the sterestypical view
of Japaneso students as rote memorisers and that repetition, for a Japanese
atudent, is linked to a conception of learning as understanding. They also
found that Japanese students tended to indepondently grapple with

understanding teachers’ explanations rather than seek clarification. Another
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finding was that the concept of learning was not limited to classroom experience
only but was seen also as some form of broader personal fulfilment, perhaps
suggesting that Japanese learners challenge themselves beyond the classroom.
One example of this is that students do internalise concepts away from the
formal learning areas, in order to strengthen and consolidate their
understanding. Purdie, Douglas and Hattie concluded that although there
were clear cultural differences in the conception of learning, no support for the
stereotypical view, that Japanese students are surface learners, or are merely

repeating or reproducing identical patterns of language.

This 1996 study further showed that Japanese students required
sipnificantly less epeial assistance than did their Australian ecounterparts,
perhaps reflecting the cultural emphasis on personal effort as the major source
of achievement. Such results contradict the stereotypical view of Japanese
students’ uneritical acceptance of teacher authority. As the sbove research
showed, Japanese students were not merely pussive learmers. The present
reaearch will in part attempt to corroborate such evidence via the use of

in-depth investigative procedures.

There are also several studies of Japanese students’ expectations of
seeking good relationships with teachers. McCargar (1993) examined
cross-cultural differences in teacher and student role expectations. Forty-one
Enplish as Second Language (ESL) teachers and one hundred and sixty one
ESL students in the USA were surveyed. McCargar reported that, “Japanese
students seem to expect (all) atudents to have a more internal locus of control
than did the other groups” (p.199). Regarding the item, “whether students
should try to write down whatever the teacher said” (p. 199); the Japanese
group disagreed with it, while the other groups agreed or mildly agreed. The

28



data also showed that the students, with tha exception of the Japanese students,
expected a more teacher-directed learning environment. Both these findings
supgest that Japanese students are not stereotypical. MeCargar’s study did

not provide any evidence of Japanese students’ receptive attitudes.

According to Qkazald (1999, Japanese students see good teachers as those
who are easy to understand, enjoyable, and good communicators. In contrast,
Russian students see knowledge as the major area of importance, having high
cxpectationa of teachers, such as expecting teachers to have a high level of
specialization. Russian students considered the more specialized technical
aspecis of teaching of the greatest importance to them deeming the social aspect
of teaching irrelevant. Shimizu (1995) showed that dapanese students expect
good teachera to be trustworthy, knowledgeable and kind. On the other hand,
Robbins (1998) reported on Japanese teachera’ expectations, indicating
“Japanese teachers expressed more concern for the development of a
comfortable, interperaonal relationship between students and teachera, while
Weatern teachers focused on the academic aspects of their teaching” (p. 234).
This is also supported by Sato & Murphey (1998), who found that in
professional development sessions, Japanese English lanpuage teachera tended
to foeus on good working relationships with students rather than impreving

their own individual ability for teaching,

The non-stereotypical views presented above seem to be the converse of
what the literature overall has tended to indicate. Both Japanese teachers and
students consider building good relationshipsfrapport with each other and

teachers do not merely expect students to defer to their authority.
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According to Littlewood {2000), with regard to cultural differences in
students' classroom expectations, Japanese students do not wish to be
‘spoon-fed’ with facts from an omniscient ‘fount of knowledge'. Instead, they
want to explore ‘knowledge' for themselvea and find their own answers, Most
of all, they want to do this together with their fellow students in an atmosphere
that is both convivial and supportive. It is this movement towards a
comstructivist approach of learning, with collaborative and authentic learning
experiences, that will allow for knowledge construction, thereby facilitating
autonomy.

The Mvth of Japanese Students’ Passivity

Higgins {1996) pointed out the basis of the distinction between the Western

conception of the self (such as “ego-centric”,

individualistic”, “independent™),
and the nonWestern conception of the self (such as “socio-centrid”,
“collectivistic”, “interdependent™). In contrast, self-conceptions differ
depending on the individual's past experience and expectations, both of which
are influenced by previous social and educational backgrounds (Cortazzi & Jin,
1998, Shavelson, Hubner, & Stanton, 1978}, For example, Hoffman (1995)
defined the ‘Japanese self’ as 2 culmination of the Japanese educational
enterprise, thus indicating that ‘Japanese self’ seems to be a product of
educational emphasis on the value of effort, Moreover, according to Hoffman,
in Japancse education effort, rather than reliance on inborn abilities, is the

prineipal ‘mirror’ for self-achievement.

In Japaneso society, successful learners praise themselves positively for

their efforts, whilst less successful learners blame their apparent failure on
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insufficient effort. In addition, the successful atudents gain the teacher’s
attention and trust, while the lesa successful students receive less attention and
will be expected to put in greater effort. As a resulf, the successful learners are
likely to develop positive self-beliefs, whereas the less successful learnera are
more likely to develop nepative self‘heliefs. Puchta (1999) concluded that
students’ negative and positive selfbelief can bear an enormous influence on

their success in learning.

What has been said in the last paragraph may be elucidated by referring to
Attribution Theory (Barry and King, 1998). Attribution Theory deala with the
tencher's perceptions of the students’ performance as well as the students
pereeptions of their own performance. According to the theory, the perceived
cauees of success and failure would influence students' motivation to expend
effort as well as mediate teaching and student achievement. Barry & King
noted that teachers' expectations towards their students are largely influenced
by the students’ passivity and were a key factor in the developmont of a poeitive
self-image, or negative self-image, and concomitant self-beliefs. As such, the

self-perceptions the students hold are a key focus in the present study,

Clearly then, teachers’ own beliefs about learning could and do influence
their learners’ beliefs about learning. Aoki & Smith (1999) amphasized that

Teachers' action in the classroom and their interactions with their learners
will mirror, either implicitly or explicitly, their own beliefs about learning,
their views of the warld, their self-views, and, their attitudes towards their
subject and their learners, Thus, whatever methodology teachers purport
to adept, whatever course-book or ayllabua they are following, what goes on

in their classrooms will be influenced by their beliefs about the learning
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process (p, 207).

Bato & Murphey {1998} added the importance of institutional development

to individual teacher development. They concluded that

Teacher development entails both classroom and institutional development,
i.a,, developing a schoul culture where feachers collaborate, talk about
instruction, share planning and preparation, try out new ideas, and
promote continuecus learning. For these teachers to develop their
individual beliefs through trial and error experiences, which is teacher
development, it is crucial that the institution of schooling in peneral, and
each school individually, ereate structures that invite teachers to do so (p.
209.

Teacher’s beliefs and the educational institutions’ beliefs about classroom
learning and teaching need to be econsidered so that the stereotypical view, that
Japanese students are passive, may be challenped, As long as the teacher is
concerned with only the students' display of active classraom behaviours,
cultural differences will remain prohlematic for learner autonomy development.
Learner autonomy needs to be understood from the learner's internal

functioning perapective rather than from external evidence alone.

Learner Beliefs for Success

According to Victori & Lockhart (1995), successful learners develop
insightful beliefs about the language learning process. Successful learners

also see themselves as initiators of their own learning and rely on their own
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potential s good language learners tending to develop a more active and
autonomous attitude than less-successful learners (Victori & Lockhart, 1995),
On this point, Yang (1299} reported that students’ emotional reactions influence
their cxpectations and commitments to the learning task. In line with this
reasoning, Ho and Croockall (1995) suggested that learners need to learn to be
self-motivated and self-disciplined in order for autonomy to develep. Ridley
{1987) claimed that, “what learners believe ghout themeselves is crucially
important to their capacity for solf-motivation” {p. 13). Learners’ management,
of affective factora seems to be one of the most important strategies for language

learning success.

Outside the language area, yet tangential to it, Palincsar & Klenk {1592}
emphasized the importance of “the quality of thinking”. They identified the
importance of "the ability te enpage in intentional self-regulated learning” (p.
297). Zimmerman & Martinez-Pops (1986) claimed that the selfregulation
process depends not only on the students’ ability to learn on their own, but alse
on their motivation to do se, Bandura's (1986) work supported such 2 claim
that chought affects action and motivation. Bandura referred io the
igortance of “self-efficacy beliefs” seeing this as people’s beliefs in their own
capabilitiza. Self-efficacy beliefs affevt people’s commencement to pursue an
objective, and determine how much effort they will make in that pursuit.
According to Bandura, copnitive motivation is mediated by affective
self-evaluation, perceived self-efficacy and personal goal setting, Those who
hold a strong belief in their own efficacy motivate themselves by setting a

challenping pos! and by intensifying their efforts to achieve it,

A strong sepse of efficacy provides the neceasary staying power. The
stronger the perceived self-efficacy, the higher the challenges people set for

themaelves, with most courses of action initially shaped in thought (see also
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Bandura, 1993: Corno & Mandinach, 1983; Markus & Nurius, 1988), Bandura
(1993, p.118} further argued that how people see themselves affects the
envirenment construct of their surreundings. Moreover, instead of
emphasizing competitive social comparison, highlighting self-comparisen builds
a sense of personal efficacy. Bandura (1997} claimed that self-directed
learning requires motivation as well as the use of cognitive and metacopnitive
strategies. It is because of the motivational aspect of self-directed learning
that such learning encompasses & variety of interlinked, uelf-referential
processes including self-monitoring: self-efficacy appraisal: personal goal

setting; outcome expectations and affective self-incentives.

Benson and Lor {1999) indicated that learners’ behaviours are based on
their beliefs about language learning, Similarly, Sakui & Gaies (1999) defined
learners’ beliefs as the complex web of variables that learners bring to the
language-learning task, such as attitudes, experiences, expeetations and
learning strategies. Therefore, learner belisfs are of the utmost importance
when considering factors for learner autonomy development and language
learning success. Learner beliefs seem to be the basis of the learner’s attitude

towards language learning success,

Learner Development for Promoting Awareness

What has been argued is that learnmer beliefs are closely related ta
lunguage learning success and autonomy, What learners believe about their
language learning is linked to their quality of thought. Therefore, promoting
learner beliefs for awareness and acceptance of responsibility may lead to
successful language learning and the development of autonomy. Consequently,

three levels of awareness are discussed:
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@ Promoting psychological awarenesa of learner autonomyi
Political awareneas of learner autonomy; and,
® Promoting both self-directed and collaborative awareness in learner

autonony.,

Promoting Psychological Awareness of Leamer Autonomy

Brookfield (1986) identified two major aspects in 'self-dircctedness’. One
aspect is the technique of self-instruction, and the other, the internal change in
consciousness. As previously noted, learner development of autonomy by
learner-training raises the learners' awareness of their own learning processes,
through planning, monitoring, and evaluation {Wenden, 1991). In applying
Wendean's process to the notion of learner training:
planning-monitoring-evaluating, and applying Brookfield's concept of ‘the
technique of self-instruction’, awareness can be developed. Such awareness is
the purpose of ‘the internal change in conscicusness’. Tho focus of learner
training ought therefore to be learner independence through = gradual

reduction of teacher authority.

According to Benson {1998), autonomy at the technical level is concerned
with “management, strategica and techniques of learning” (p. 8). At the
paychological level of autonomy, “it is concerned with the inner capacity for
self-divection or self-regulation of learning” (p. 9). Benson {1998} argued that
autonowy is always constrained by social and institutional contexts of learning
and as such, autonomous learnera need to have sufficient control over the

situational context of their learning.
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Political Awareness of Learner Autonomy

Benson (1996} identified the concept of learner autonomy as the learners’
own rights within existing ecducational systems, such as students being
unrestricted in taking conitrol over their learning procesa, and how much
freedom teachers are allowed within the limited curriculum. He referred to
institutional strupples whereby each ‘part’ of the institution is governed by
restrictions hoth external to it and within it, such as Governmentsl polieyi
Faculty policy; rigid educstional curriculum and power differences within
classrocoms. Such restrictions, whilst politically appropriate in Asian contexts

currently, are not conducive to either teacher or learner empowerment,

Benson {1896} uscd the word ‘control’ in preference to ‘responsibility’ in
discussing learner's rights. According to Benson, the concept of learner
autonomy in language learning should not avoid issues of power and social
change. He aaid that, “the attempts to raise issues of control will necessarily
bring both learners and teachers into conflict with entrenched relations and

struetures of power” (p. 34},

Widdowson (1987, indicated, "the learner really exercises autonomy only
within the limits set by teacher authority” (p. 87). Pennyecook (1987) also noted
the need for students’ empowerment, stating that “to become the author of one's
world, (and} to become an autonomous language learnor and user is not s¢ much
a question of learning how to learn as it is a question of learning how to struggle
for cultural alternatives” (p, 45}, From the perspective of the political
dimension of learner autonomy, the challenge of self-realization is opposed to

thue limitations of the existing status quo for both teachers and students’ power
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differences. However it is ultimately conecived, the power difference between
teacher and students cannot be denied. Thus, through becoming aware of such
significant differences, all parties concerned should be able to develop further
awareness of the struggle to achieve antonomy within the limitation of formal

educational conatraints,

FPromoting both Self-Directed and Collaborative Awareness
in Learner Autonomy

Rather than independence, Little {1995) considered interdependence to be
the main concern for learner autonomy. Interdependence can be connected to
collaborative awareness, Little emphasized the need to critically reflect on the
learning process as this is connected to self-directed awareness. Such factors
ag self*directive and collaborative awareness are seen as being fundamental to
autonomous learning, As such, Little emphasised, that learner autonomy is
the matter of the learners’ acceptance of responsibility rather than simply

working on their own initiative,

The importance of interdependence for learner autonomy was evidenced by
Dam’s (1996} successful classroom practice. In the English elassroom, Dam
promoted elfective learning through collaborative preject work and eritieal
reflection. This approach augura with that of Carver & Dickinson (1993) who
ingisted that being responsible for one’s own learning is more an attitude of
mind than behaving in a particular way. Similarly, Remmert (1997) anid that
the development of autonomy is essential for learners’ awareness of themselves
as learners, Ridley (1997) stated that all learners are expected to achieve

different degrees of autonomy, and autonomy with different degrecs of
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explicitness. In other words, learner autonomy is achieved differently, and

demonstrated differently by each learner.

On this point, Crabbe (1996) suggested that the fostering of autonomy is
not necessarily a challenge to the traditional role of teachers, mor is it
necessarily incompatible with all existing practice, Similarly, van Lier {1958)
argued that “a teacher cannot simply transmit the sort of skills and attitudes to
learning that are required, nor can he or she train learners in the way that
reeruits are trained to march in step” (p. 93). Hoffman (1997) concurred,
indicating that “fostering autonomy is not just a matter of learning s few
techniques — it involves changing the way in which we relate to learners” {p. 7).
It may he the case, therefore, that learners’ beliefs about their own learning
should be subjected to a more in-depth focus, rather than investigating only
particular types of independent learning procedures for planning, monitoring,

and evaluating. This research will explore the salience of such a notion.

Learner Autonomy as a Universal Goal

Throughout this chapter, cultural issues related to learner autonomy have
been discussed. Specifically in Japan, the constraints of Japanese students’
attitudes in the classroom, and the promotion of learner autonomy are of great
concern. At the 1998, Japan Assoeiation for Language Teaching (JALT)
Conference held in Japan, Dam, Little, Smith & Katsura {1998) debated
whether learner autonomy is universal or culturally specific. The debate
received considerable impetus, despite the fact that the subject had remained at

a theoratical level up to that time and is remains a theoretical debate today.

Much of the discourse of the dehate-covered problems amssociated with
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teachinpg, Teachers who are worked in Japanese contexts discussed their
problems and doubts about learner autonemy being implemented in practice in
their classrcom environments. In the exchanging of views amongst the
teachers, specific reference was made to the implementation and development
of learner autonomy in the Japanese context. Questions about the cultural
appropriateness of learner autonomy were the main issues relating to Japanese

students' stereotypical attitudes.

Given the issue of cultural suitability pertaining to learner autonomy,
Little (1999) suggested a working definition of learner autonomy with a

preater universal appeal than those which had previously been mooted:

In formal educational contexts, the basis of learner autonomy is acceptance
of responsibility for one’s own learningi the development of learner
autorniomy depends on the exercise of that responaibility in a never-ending
effort to understand what one is learning, why one is learning, how one is
learning, and with what deprae of suceezs; and the effort of learner
autonomy is to remove the barriers that so easily erect themeselves between
formal learning and the wider environment in which the learner lives {p.
).

Little’s notion of ‘universal autonomy' has been promoted on the following

basis:

if the potential for autonomy is & human universal and the purpose of
education is to help learners to develop tovols for critical reflection, it
follows as a matter of principle that learner autonomy is an appropriate
pedagogical goal in all cultural settings {1998, p.15).
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Whether learner autonomy is seen as being universal or culturally specifie

seems to be related to how the development of learner autonomy is understood.

Sinclair (2000) argued that learners are able to promote their autonomy,
but that they might achieve it differently. The development of learner
autonomy is the process of attaining the highest degree of autonomy. The
highest degree of autonomy ia indeed, a universal goal for successful language
learning. For attaining such a goal, a deep understanding of what learner
autonomy really means in a specific context needs to be considered. The view
of learner autonomy being investigated in a culturally specifie context seems to
be based on the observation of learners' particular behaviours in clasarooms.
Within such a view, learner autonomy might be concerned with external factors
only, such as learners’ reactions in the class and engagement with their tasks.
Here the expectation of learners’ classroom behaviour mipht already be
culturally specified. It seems that whether learner autenomy is universal or
culturally specific, is largely dependent on how learner autonomy and eulture
are understood (Nix, 2002).

The focus ought not be on cultural differences such as Western versus
Eastern perceptions of autonomous learning suitability, Different contexts
exiet within a given culture and these, cannot be combined into one eultural
context. It is not a matter of replacing one viewpoint with another, such as
moving from traditional teacher-centred classroom learning into
lzarner-centred independent learning, but rather, it is that advantages of
various classroom teachinpflearning approaches should be integrated to
promote greater learner autonomy. If the concept of learner autonemy is
understood from the learners' viewpoints, and across cultural contexts, then,

facilitating learner autonomy ought to he recognized as one of the important
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goals of lanpuape education.

Summary

With reference to the existing understanding of learner autonomy, learner
responsibility is focused on the learners’ independent manapement skills —~ that
is, of their own learning processes, This focus stresses the learners’ active
diaplay of autonomous behaviour, Because Asian learners are typically viewed
as being passive, expectations and beliefs have been earmarked change. This
study has questioned stereotypical views of Asian learners, especially, Japanese
learners. A new interprotation of learner autonomy is supgested which
advocates the inclusion of internal viewpoints of learner responsibility. This
new interpretation should lead to a deeper understanding of learner autonomy
in all contexts, across all cultures, as a universal goal for successful language

education.

Holec's (1981} definition of learner autonomy is widely accepted in
languape education, and it is evident from the literature that learners’ own
responeibilities were focused on in the process of language learning. The key
strategies of planning— monitoring — evaluating have been focused on in current
research together with the process of taking charge of oncs own learning.
Both have been considered as the focuses of promoting learner autonomy. It
has been arpued that teacher-student role changes are necessary for
learner-centred classroom relationships to flourish. Thus, the notion of learner
training has been given increased attention. It has also been argued that
cultural influence in learners' role expectations appear to be problematie in the

promotion of learner autonomy, Further, the question of whether the notion
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of learner autonomy consists primarily of imposed Western values was also
explored in this chapter. Finally, learners’ attitudes and beliefs in language

loarning wera considered with regard to cultural and educational influences,

It was proposed that existing definiticns of learner autonomy needed to be
reconsidered taking cognisance of the nature of the cultural mindset of
Japanese learners, or of the specific cultural miliew. The main issue in
prometing learner autonomy is not one of methods of teaching hut rather, how
learners perceive themselves, and in what ways they motivate themeelves in
their own learning. It seems that these two points are most important when
considering learner sutonomy in lanpuage learning. It was therefore
suggested that, what was required was in~depth invesiigation of students’ own
inaights into their learning, This study will examine students’ beliefs in a
specifically Japanese context, and may contribute to developing a desper
understanding of the concept of learner autonomy for successful language

learning in wider contexta.

42



CHAPTER THREE
CONCEPTUAL AND THEORETICAL FRAMEWORK

Introduction

The main cbjective of the research is to investigate students’ beliefa in
language learning and to explore how a consideration of those beliefs may affect
Japanese education, specifically in the field of language learning, but also in the
whole continuum of learning. ‘The research also attempts to describe how the

educational cxperience, in a specific environment, influences students’ beliefs.

Little's (1995) notion of lesrner autonomy provides the basic theoretical
framework for this study. Litide was the first to comment on interdependence
within language Jearning and his theory of autonomy is important in the field
because it presents views cof learning as a collaborative process rather than as
one of learning in isolation. In conducting the research, focus was given to the
classroom environment and extramural experiences that impact on students'
beliefs about lesrning. Little’s theory showed a connection between, ‘formal
learning and living’, through his proposal that formal language learning should
be related to the learner's life experiences, This means that ideally, elassroom
learning should be organised with due consideration being given to the learner's
extramural learning, Little also considercd learner autonamy as the learners’
awareness of personal responsibility for learning, and suggested
‘interdependence’ rather thar independence for promoting learner autonomy
These notions will bo discussed showing connections to other educational

theories for the purpose of creating a model of learner development.

The key concept of learner autonomy theory in connection to the present
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study is also discussed. Tinally, the researcher’s conceptualisation of learner
autonomy is demanstratew by establishing the connectiona. That is,
connections betweon the concept, the model of learner development and teacher

development.

Little's Notfon of Learner Autonomy

The present study explored the ideas of Little's theory with relevance to
language learning as presented in Table 8,1, The ‘acceptance of responsibility’
and ‘interdependence’ ia the central focus of the current research looking at

learner autonomy from learners’ insiphts.

Table 3.1: Little's Theory of Learner Autonomy

Little's Naotion Ideay relational to langunge learning

1) naturglistic learning in connection | * the use of authentic resovrees

with formal learning and living + real communication

#) negotintion for porecnel eonstructs * meaningful learning
* constructivism
+ Kelly's Theory

3) acceptance of Tespensibility is | - lifo-long learning
neceseary for both learner and teacher

gelected situstions + selfgrowth

* integration of teacher-directed approaches nnd
learner's selfdirected laarning

* Vygoteky's Theory

4) critical reflection through the learning | + metacognitive knowledge
process * independence

6) need for hoth teacher autonomy and | ¢ interdependence
learner sutonomy

* collaboration

Little {1996} belioved that the concept of learner autonomy required the

need to remove “the barriera that often exist between learning and the rest of
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living” {p. 36). He further emphasized thati “the sacial autonemy which is
necessary for successful ‘naturalistic’ second language acquisition” can be
achieved by “the proceases of negotiation” (p. 37). Such a proeess of negotiation
may lead to "learners exploring and making explieit their personal constructs”(p.
37, One of the most important points in Little’s notion is that the learner
aceepts responsibility for the content of his/her learning (p, 49). The learner's
acceptance of responsibility means the desire to “develop a capacity to reflect
critically on the learning process, evaluate the progress, and if necessary malke
adjustments to learning strategies” (p, 62). Such a capacity may be developed
through interdependence rather than independence by recognizing “the need to
take aceount of the learners and their personal construets on the one hand and
the teacher's special expertise on the other” (p. 49). Given such a scenario,

Little saw that, “autonomy is an issue for teachers as well as learnera” {p. 37).

The above concepts may be relevant to all fields of education in the sense
that learning is cons‘ructed through both the teacher and learner reflective
practice, For the purpose of this research, the concepts are specifically related
to language education because the present research is investigating Japanese
EFL (English as a Foreipn Language) learners’ beliefs. Relevance for
cross-curricula teaching and learning will be addressed later in the study.
With regard to the present research, learners’ attitudes of acceptance of
responsibility were examined from learners’ beliefs and refiective practice shout
their own language learning. Learners' awareness of both self-direction and
collaboration was determined from their beliefa about the use of effective
forcign language learning strategies; teacherflearner roles; classrcom

expectations; self-motivation strategies; and, oneself as & learner.

The next section discusses the relationship *-~tween Little's notion of
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learner autonomy, and between the educational theories of Kelly, Vygotsly, and
Dickinsen, The work of these theorists has been selected for further discussion
because Little's notion of autonomy seems to have been significantly influenced

by their insights.

Language Learning and the Relationship to Little's Notion of
Learner Autonomy

Little {1995! suggested that formal languape learning should be related to
the learner'a life experiences. This means that ideally, classrcom learning
should be organised with due consideration being piven to the learner’s
extramural learning. In other words, elasarcom-learning resources should be
considered in terms of their real life applications beyoud the classroom,
Resources designed to suit such a purpose are considered authentic learning
materials.  These include thesa produced for the purpose of mass
communication! newspapers, television documentaries, magazines, and feature
films. ‘Traditional’ resources praduced for lanpuage learning purposes—such as
textbooks, grammar exercises and artificial dialogue practise exercises, are not
as authentic because they seem more removed from real life situations,
Therefore, authentic materiala are truly connected to real world situations
when they provide a learning environment utilizing real life experiences,
including collaboration with peers and teachers, and decision-making
opportunities, Study Three invelves the use of such resources in project work

to enable empirical data to be collected.

Little suggested that language used for authentic communication may lead

to ‘naturalistic lanpuage acquisition’, and therefore, using such an appreach
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creates experiences, which are meaningful to learners, whereby they apply
learning to real life situations. This would potentially allow and encourags
learners to construct knowledpe for themeselves. Such learning shows a
constructivist orientation and equates to Kelly's ‘personal comstruct theory'
{(Williams & Burden, 1997, p. 27). According to Kelly, learning involves the
learners’ active construction of and participation in developing their own
understanding of the world around them. Little (1996) took account of Kelly's
theory in atating that any learning requires the learners’ assimilation of new
knowledge into their current existing system of constructs, or schemata. Little
claimed that "in a class comprising learners from several different cultures,
there may be great variation from one construct system to another...regardless
of the compasition of the class, however, individual experience will always
ensure that ne cwo learners have exactly the same aystem of constructs” (p. 19).
This view was further supported by Halliday's (1979) notion that knowledge
cannot be taught but rather must be constructed by the individusl learner.
Such a porspective is further supported by Williams and Burden (1597 who

wrote that:

worthwhile learning does not entail the reception of ready-made facts,
but must involve the building of new personal meanings and
understanding. Languape ia not learned by the mere memorisation of
diserete jtems of grammar, discourse, function or other aspects of
language. Rather, learners are involved in an active process of making
senge, of creating their own understanding of the world of language that

surrounds them. 7. 27}

Little's emphasis on authenticity, the establishment of meaningful
learning, and the learning process of engagement throupgh learnere’ critieal

reflections, finds its basis in the theoretical viewpoint of constructivism. From
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a constructivist perspective, both teaching and learning are seen as a
knowledge construction. This sees the student as being central, rather than
the transmission of knowledge from the teacher to a learner. Given such an
understanding, the role of the teacher becomes more that of a facilitator of
learning rather than a mere oxpositor of content. Apropes of the above peint,
Murphey & Sato (2000 used a metaphor to describe such educational change as
“gwitching from transmission to construction” (p. 7). Therefore,
Constructivism can play a significant role in supporting learner autonomy,
seeing it as “an innate capacity” (Benson & Voller, 1997, p. 23} and the condition
in which learners see and notice for themselves how the target lanpuage ia
constituted and functivns. Autonomous learners, insisted Ridley (1997,

construct knowledge for themselves.

Another point of view relating to ‘personal construet’ theory ia that
self-directed learning may be enhanced as individual learners harness
opportunities for selfgrowth, Lanpguage learning is life-long learning, which is
not achieved solely within the classroom environment, nor completed by the
time the lanpuage course finishes, but rather carries over into everyday living
beyond formal education. Dickinson {1987) asid that self-directed learners
retain responsibility for the manapgement of their own learning, probably with
en expert’a help. When the learners undertake all the management without
requiring help, they are said to be autonomous. According to Dickinson,
“autonomy is where the learner takes responsibility for his/her learning and
undertakea all of the management tasks concerned with it” (p. 16). Therefore
distinguishing between “being responsible for something and carrying out
coursé_al of action arising from that responaeibility” (p, 12} is considered by

Dickingon the action of an autonomous learner.
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In contrast to Dickinson, Little determined that learner autonomy was the
acceptance of responsibility. Focusing on learning rather than teaching, the
concept of learner autonomy, insisted Little, is connected with a learner’s
metacognitive knowledge (Wenden, 2001} of self-responsibility as a learner
With specific reference to language learning, Wenden stated, “metacognitive
knowledge” is “the naturc of learner beliefs about language learning” (p45).
Whilst metacognitive knowledpe “is essential to the development and
enhancoment of a learner's potential for autonomy” {Wenden, p.62), it is not
only & matter of managing the technical steps of learning stratepies. However,
as Little emphasized, is also the occurrence of learners’ critical reflections of
their learning process, by questioning themselves about the what, when, why,
and how, cf the episode, The important point of Little's nation is that learner
autonomy is considered as the learners' awareness of personal responsibility,
rather than as the practical management of independent learning. According
to Little, that ‘teacher direction’ together with ‘teacher's special expertise’ is

needed together with the learner's self-direction.

Interdependence in Little's notion is sipnificantly influenced by Vygotsky's
theory of socialization for effective language learning, which was also
emphasized by Williams & Burden, (1997}, Vygotsky (1978} articulated the
importance of social interaction via reference to the ‘“Zone of Proximal
Development’, which is defined as “the distance between the actual
developmental level as determined by independent problem-sclving and the
level of potential development as determined through problem-solving under

adult guidance or in collaboration with more capable peers” {p. 86).

Moreover, Little stated that learner autonomy is not only the responsibility
of learners, but toachers as well. The implication here is that in order to

promote learner autonomy teachers need to be aware of the learner’s viewpoints
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about their learning. In recent yeara, the discussion on teacher autonomy has
been increasing {e.g., Barfield, et. al.,, 2002). Barfield and nine other
colleagues, all English teachers at Japanese universities, presented their
working definition of teacher autonomy, They said that, “autonomy ia
characterised by a recognition that teaching is always contextually situated”,
therefore, “teacher autonomy is a continual process of inquiry into how teaching
can best promote autonomous learning for learners’{p. 219). Beeause the
development of learner autonomy may well be related to teacher awareness of,
and sensitivity to it, a consideration of learner autonomy by the teacher may
result in the teacher developing autonomy, This is demonstrated by teachers'
reflective practice with specific regard to how to relate to their students in
promoting autonemy in learning. Based on Little’s notion of learner antonomy,
it can be argued that a true test of teacher autonomy is the ability of teachors to
display an awareneas of their studenta’ needs, and support learner autonomy

within the realm of the learner's eopnitive understanding.

Teachers and students need to be engaged in mutual collaboration and as
such attempt to understand the nature of learning from each other’s perspective,
Such a view augurs well for mutual appraciation and understanding but more
importantly for improved collaboration within the learning environment. Sc
far, learner autonomy has been dealt with as a synonym of independence or
self-directed learning. However, as far as Little's notion is concerned, the
concept of learner autonomy should also be considered from the point of

collaboration between students and teachera and between students or teachers.
The impertance of ‘critical reflections' and ‘interdependence’ for learner

autonomy is also supported by Harvey and Knight's (1996, in Brockbank and
MeGill, 1998} quality of thought for professional development. Harvey and
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Knight emphasized reflective practice, suggesting that it should “be made
explicit as a tool for development” of teaching, moving from transmittive to
transformational practice, “Transmittive practice’ refers to teachers simply
adding new knowledge and information to their existing ideas, whilst
transformational practice is teachers consciously engaging in reflection and
continually learning for as part of ongoing professional development
{Brockbank and McGill, 1958). Brockbank and MeGill {1998) identified the
key notion for facilitating reflective learning as being through reflective
dialogue with others, Such others' feedback is important for transformational
practice. It appears that reflection of current practice is the key to
development of autonemy for teachers and learners, such feedback from others

is a crueial component in that reflection.

Williams & Burden's (1997} four key factors of the learning process
underpin the discussion thus far, these being:
* teachers;
* learners;
- tasks and
* contexts.
According to Williams & Burden, sll factors interact dynamically in the
on-going learning process thus it is important ta integrate the above key factora
into the learning environment. In this way, they viewed learning as “the

dynamic interplay” (p. 43), which emanates from interactions with others.

The Key Cancepts of Learner Autonomy Theory in this Study

The crucial points of Little's notion of learner autonomy already discussed
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are ‘acceptance of responsibility’ and ‘interdependence’. In the present study,
‘acceptance of responsibility’ and ‘interdependence’ will be focused on in the
learners’ critical reflections of how their metacognitive awareness is affected

through their language learning experience.

This study will also investigate how learners reflect on language learning
from the perspective of their affective, social and cognitive awareness,
Affective aspects such as motivation and goal atiainment awareness will be
investigated. Learners’ self-perceptions in relation to their seli-efficacy beliefs
will also be considered. The social aspects of learner beliefs will be
investipated to determine how much learners are aware of their relationship
with their peers, and their elass teachers, Finally, cognitive aspects such as
the langusge learning strategies the learners believe to be effective, how they
perceive insidefoutside classroom learning in terms of their attitude towards
learning, living environments, and of their personal construct epportunities,

will be obtained through a data coliection of their viewpoints.

The Researcier's Conceptualisation
of Learner Autonomy Theory

Based on the theoretical fremework, it can be argued that learner
autonomy and teacher autencmy are probably best considered as being
mutually interdependent. Such interdependent awareness might be termed
collaborative awareness. Incressing learners’ awareness of autonomy does not
necessarily aceur because of setting particular learning activities, but it might
instead occur through a strengthened awareness of rudimentary existont

self-responsibility and self-direction. In particular, the learner’s perception of
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the teacher’s trust, support, and expectations, could be hugely influential with
the heightening of motivation and confidence in their own learning. In
addition, a reasonable expectation may be that when class members have a
relationship of mutual reliance, and a8 a community are directing themselves
towards & common goal, their motivation and stimulation as learners will be
positively affected, There may be a reciprocal relationship at work here
because it seems that promoting learner autonomy leads to collaborative
awareness while such collaboration might in turn lead to stronger learner

autonomy,

Within a class, each member's self-reflective awareness and responsibility
may form crueial building blocks of awareness and establish a sense of
community. Moreover, such learner development may affect the teacher’s
metacognitive awareness and autonomy in terms of how they relate to their
students and how they reflect upon impreving their own teaching. Depending
upon the context, the real issue for teachers is how they can make learning
more effective for their students and it is this question they should be atriving
to anawer, and in so deing, place the focus on learning rather than on teaching,

with results heing measured in terma of studente’ learning outcomes.

The connection between learner development of autonomy and teacher
proft.ssional development, discussed above, is represented by the following
model (Figure 3.1),
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Figura 3: Model of Learner Development and Teacher Davelopment Connections
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Of central importance (Figure 3) for both learner and teacher development is
the stage of Reflecting on their own learning thus justifying its place at the core
of the model, Metacognitive Awareness, Self-directed Awareness, Collaborative
Awareness, and an overall sense of The Learning Community are also erueial
for such development. The process of learner development and teacher
developmont reflects Little's emphasis of interdependence rather than
independence for autonomous learning. Learner autonomy should not be
considered only within the classrcom-learning context but should be extended
to inciude time spent outside the classroom, that is, in the social milieu. Thus,
Classroom Learning, Classroom Teaching and Life Experience need to be
connected, Such connectivity between life and living ia supported by Little's
notion of Learner Autonomy. It has now heen established that learner

autonomy is both a soeial and copnitive construct.

The following chapter will discuss the research methodology of the current

study.
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CHAPTER FOUR
RESEARCH METHODOLOGY

Introduction

The purpose of the current research is to gain greater insight inte how
lezzner autonomy can be understood by examining learners’ views in one
specific context, namely a Japanese university. The research was undertaken
by conducting three separate yet interrelated studies. The qualitative and
quantitative data, from all three studies, examined student beliefs about
language learning. All participants of the three studies are Japanese students
who have learned English in Japanese contexts and have had little learning
experience in a native English-speaking environment. Study One focused on
high achievers' beliefs, whilst Studies Two and Three focused on low middle
achievers' beliefs. For obtaining data, interviews were used in relation to
Study One, Questionnaires in Study Two, and Student Journals in Study Threc.
Each study will be discusged in this chapter,

Study One:
Identifying High Achlevers’ Beliefs

Purpose of Study One

The purpose of thia study was to gain a greater understanding of high
achievers beliefs about foreign language learning in a particular context by

conducting in-depth interview research. An investigation was made into
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learners’ beliefs concerning the use of effective foreign languapge learning
stratepies, teacherflearner roles, clagsroom expectations, self*motivation

strategies and their beliefs ghout themaelves ag learners,

Study One aimed at identifying the nature and dzgree of influence exerted
by learners' beliefs on their language learning.  This study examined high
achievers' beliefs in order to reconsider interpretations of learner autonomy. It
is hypothesized that Janguage learning is influenced by learner’s beliefs, and, as
such, research in this area may lead to a better understanding of learner

autonomy from a consideration of the learners’ viewpoints.

Research Questions

The following research questions were considered:

{1) What beliefs do high achievers of English as a Foreign Language (EFL} hold

about the effectivenesa of their own learning strategies?

{2) What beliefs and expectations do high achievers have about the teacher's

role in helping them to learn and the use of class time?
{3} What beliefs do high achievers have about selfmotivation strategies?
{4} What perceptions do the students have of themselves as language learnera?

In Study One, Little's definition of learner autonomy, the framework
informing this research, was used to examine whether or not the data supports
Little's theory. His theory, widely accepted as the basis of learner autonomy, is

the acceptance of responsibility for one’s own learning, which has both
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socioaffective and cognitive implications. In Study One, learners
self-responsibility was eonsidercd as both: awareness for self-direction; as well
as for collaboration based on Little's theory.  How learners reflect on lanpuage
learning was investigated from their points of their affective, social and

cognitive awareness.

Target Population

In total, sixteen students majoring in Enplish at a private university in
Japan were chosen. These included eight from Fourth Year, four from Third
Year and four from Second Year, to take part in the study. These students had
been identified as high achievers who had significantly improved their TOEIC
geore during their time at university {see the participants’ TOEIC results in
Appendix 4-1). Their responaes malke up the deseriptive cage studies of learner
beliefs, English major students were chosen for the sake of consistency
because their university studies have focused morz on English when compared
with non-English major students. As such, English proficiency levels of
English major studenta tended to be generally higher than for non-English
major students. The English major students have been undertaking TOBIC
examinations several times a year since entering university. The high
achievera were selected based on their score improvement by comparing their
present score with their first examination score. Qut of approximately two
hundred students in each year after first year, the top ten studenta, who showed
both high achievement asnd improvemcnt, were selected. The TOEIC

examination is considered an international standard of English proficiency.
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Design and Procedure

The research procedure for this study consisted of pathering retrospective
self-reports of the participants’ beliefsa about language learning. The
semi-structured, openended, and audic tapewrecorded interviews were
conducted and transeribed by the researcher in order to obtain the similarities
and difforences of the participants’ beliefs in detall. Consent forms were given
to all participants of Study One for reading and signing (see Appendix 4-2).
Before the inturviews, the participants' backpround experience in foreign
language learning was obtained by questionnaires in order to gain information
shout their peet Englieh learning experiences and oversens visits (the
questionnaires were presented in Appendix 4-3). The participants' background
cxperience was obtained in order to choose the students who had learned
English most of the time in Japan and had less experience staying overseas,
The questions are given to each interviewee before the interview (see Appendix
4-4), Each interview took spproximately one hour, Interviews were conducted
in Japanese, which is the mother tongue of both the participants and the
researcher. ‘The students’ TOEIC examination scores, pilot interviews in
English, together with their oral test results were combined to determine their
overall English proficiency. In addition, the participants’ schosl marks of all
English related subjects were obtained. From the interview data, the students'
insights for self-direction weve explored by comparing and contrasting key
words and sentences in their responses. All data were then translated into
English.



Data Analysis

Interview transecriptions were scrutinized and irrelevant information was
identified and discarded. Data was classified as irrelevant if it was deveid of
meaning for the purpose of analysis. Relevant responses were those, which
were information rich with regard to learner beliels about language learning.

These responses were classified into eleven eategories as indicated below:

beliefs about effective learning strategies;

motivation for language learning;

improvement strategies for Jearners’ own language skills;

teacher role in making learnere achieve their goals in English learning:
the nature of claseroom learning;

self-motivational strategies;

problem-solving strategies;

selFmanagement strategies:

teacher expectations:

self-beliefa and

possibilities about learners’ goal achievement.

o o & 9 & ¢ O & 0 O &

When transeribing the responses, each point made by the participant was
set on a separate line and assigned the descriptor that most clogsely matched the
intended meaning of that point, The descriptor waa then a label for that point.
With regard to the analysis of the qualitative data, Frontman and Kunkel
{1994), Glasser & Strauss (1967), and Strauss and Corbin {1994) have used a

similar procedure.

For the identification and cateporization process, the data were compared

and contrasted by eateporical analysis to ensure that there were no
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contradictions between the responses and the categories to which they had been
assigned (Ellis, 1993 Stravderman, 1994; Wilson & Hutchinson, 1991; Yaeri,
1594). TFor validation purposes, an independent person who was working as 4
lanruage teacher at the university was asked to randomly check approximately
10% of the categories and descriptors to see if he agreed with the analysis.
Furthermore, to adequately represent all relevant elements of the participants’
responses und in line with Liitle’s notion of the learner's acceptance of
responsibility based on socio-affective end cognitive factors, five vategorive
emerged from the date. The five categories of learner beliefs were labelled as
follows:

1. Affective beliefs

2. Self-perceptive beliefs

3. Self-motivational beliefs

4. Cognitive heliefs, and

Social beliefs.

@

For the purpose of explicit and systematic data analysis, textual elements
such as sentences and phrases that seemed to express diserete ideas and
meanings were grouped into several descriptors within each category. This was
undertaken so that the model of learner autonomy could be derived from the

empirical data analysis,

Catepories and descriptora about learner beliefs relating to language
learning are shown below. Bald font identifies the categories. The descriptors
are shown under each category. Reverse arrows (€=) signal the oppusite
churacteristies (for exanple, 'positive self-image’ T 'negavive self-image’).

Each category and descriptor was defined as follows:

1. Affective beliefs = Learners’ wishes and feelings .mch as:
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job related motivation: the wish to study at postgraduate level; the wish
to get a certifieate, or high TOEIC scores: the wish to acquire English
skills; the wish to converse with others; learner's interests or enjoyment;
the wish to acquire English waya of thinking {culture) and the wish to

get the advantapes of having English proficiency.

2, Selfperceptional beliefs = Learners’ awareness of self-management and

gelf-responsibility factors.

Under Self-perceptional beliefs, the following descriptora were identified

and cach descriptor defined for the purpose of conceptual clarification:

L 1]

self-regulation = The task of managing one’s own work schedule efficiently
and effectively

self-direction= The quality of possessing an internal locus of contrel for
directing learning

self-encouragement = utilizing internal processes to maintain & positive
outlook,

positive self-image = displaying a reliant self*concept even in the face of
disconcerting information, €9 negative self-image = failing to display a
reliant self-concept in the face of disconcerting information,

self-trust = trusting oneself to achiove one's goal €< self-doubt =
doubting oneself and one's ahilities, and

self-observation = observing cneself and recognizing one’s true self.

Self-motivational beliefs= learners’ needa and reasons for premoting their

own English learning.

Under Self-motivational beliefs, the following descriptors were identified

and defined as follows:



& goal awareneas =setting their future goal end being aware of their own
learning €= short term goal =setting a tentative or incremental goal and
foensing on achieving it,

e weak point awareness = showing an awareness of internal deficit and
developing compensating sirategies in one's own learning schema.

® reflectiona = thinking about learners’ own learning process in a serious and
caraful way.

¢ self-monitoring = watching carefully learncrs’ own progress as to how they
po about their own learning.

® initiative = learning without a need to be told what to do and having active
hehaviour in lanpuapge learning. &= passive = avoiding active behaviour
and having a receptive appreach.

@ conscious effort of continuation = making an effort to continue one's own
leng term learning €< short term effort =heing aware of tentative effort te
achieve one goal at the time.

® flexibility = beinp able to change according to the situation € restriction
= having a limited way of thinking and not being able to change one’s cwn
attitude in language learning.

® stronger internal locus of control = nctively creating one’s own insights
about their learning which may be invisible to external observers €=
weaker internnl loeus of control = not putting encugh effort towards one's
own learning,
critical awereness = being conscious of maintaining one’s academic level.
endlesa posaibilities = believing in their unreatricted posaibilities for
achievement €=<» uncertainty = being not sure about their own possibilities

self-actualisation = being aware of English skilla a3 a means of communication

&3 English proficiency vis-d-vis TOEIC scores = focusing on improving one's

own English skills only.
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4, Cognitive beliefa = learners’ awarencss of language learning strategic skills.

Under Cognitive factors, only two descriptors were identified. They were:
® clossroom learning = learners’ awareness of and attitudes to langage
learning strategies ingide clagsroom learning, and
® effective lanpusge learning strategies = learners’ awareness of effective

outside classroom strategies to improve their own lanpuage learning.

5. Social beliefs = learners' expectationa of teacher's rolerand awareness

of relationship with others,

Interviews

Interviews have been selected as a data gathering tool for this study
because the purpese of the research is to understand the world from the
subjects’ own perspectives (Kvale, 1996). The interviews enabled native
language use by both the interviewer and the interviewees in order to obtain

the participants’ interpretation relating to their internal perspectives,

Books (1997); Byram, Duffy, and Murphy-Lejeune (1996), state that there
are many advantages of conducting interviews - the most advantageous being
the opportunity to gather a large range of meaningful date. Other advantages
include: naturalpess, face-to-face contact, and assessment of non-verbal
communieation, and the immediacy of using follow-up questions for elarification
and extension, Taking account of other researchera explorations informed the

current researcher’s choiee co use the interview as a data'gathering tool.

Wendon (1988) conducted her interview vesearch in the USA with
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twenty-five adult ESL learners, She analysed verhal protocols by using a
grounded theory methadology, and then identified five dimensions of learner
heliefa about language learning in relation to the learners’ learning strategies.
These were “(i) the language, (i) their proficiency in the language, (iii} the
outcomes of their learning endeavours (iv) their role in the language learning
process, and (v) how best to approach the task of language learning” (p. 186).
Her research showed some relationships between learner beliefs and the
learners’ preferred strategies such as, what the learners attend te in learning,

and how they'evaluated the effectivensas of activities,

Benson and Lor {1998) studied sixteen participants in the Independent
Learning Program at Hong Kong University, and carried out case study
interviews for investipating learners' conceptions of learning.  These
researchers wanted to discover the relationship between the students’
conceptions and their readineas for autonomous learning in the context of the
researchers’ own programme. Benson and Lor analysed this relationship
through learner discourse about language learning and autonomy. Benson and
Lor concluded that learners” willingness and capacity to engage in dialogue
about their beliefs, their conceptions of language and languape learning, might
indicate their readiness for autonomous learning. Essentially, they indicated
that listening to learners’' perspectives about languape learning could be one
way of promoting autonomy. Interview data could show the learner's
awareness of autonomy, and the interview itself would become an opportunity

for raising the learner's awareness of autonomy.

Victori (1999) used interviews with think-aloud protocols for her case
study of two effective and two less effective EFL writers, Her study revealed
that differences in metacognitive knowledge could be distinguished between

surcessful and less successful writers, Palfreyman (2002) used interview
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reaearch to obtain students, teachers, and administrators’ perapectives at his
university in Turkey as a major part of an ethnographical study. He concluded
that learner autonomy is a matter of how different participants interpret the

idea of autonomy and learning.

As scen from the sbove, studies conducted through interviews, the
interviewing shown as a means of discovering native terms and meanings.
Often, these may offer interpretations of the concept of autonomy (Byram, Duffy,
Murphy-Lejeune, 1996). Benson and Lor (1998) considered the best approach
to discover the learner's readiness for autonomy is, “to listen to learners and to
pay close attention to what they say” {p.1). Interviewing is onc methodsology

that encourages listen! g in order to glean learners’ insights.

Grounded theory provided a theoretical framework for the analysis of the
interview data. Grounded theory is a general methodology for developing
theory whereby the exploratory analysis can provide “representational
theoretical model of participants’ experience” (Frontman and Kunkel, 1894,
p.493). The analysis can facilitate the conceptualisation of the data into
explicit and meuningfu! schemas and maximize the reliability and validity of
the findings (Glasser & Strauss, 1967 Strauss & Corbin, 1994). When
developing a grounded theory, there is no requirement for a hypothesis, rather,
the procedure followa a “bottom-up” interpretation of a situation or event (Yaeei,
1994). The procedure is grounded in data that is systematically gathered and
analysed, and a theory evolves throupgh constant comparisun of variables
{Cocklin, 1996; Elliz, 1993; Frontman & Kunkel, 1994; Strauss & Corbin, 1494;
Wilsen & Hutchinson, 1991). The comparison of meanings of sentences and
words within the data is continuved until internal eoherence, adequate for the
description of all relevant clements, is achieved (Frontman & Kunkel, 1984),

In Carter's {1996) terms, “the data determines the outcome®. According to

66



Polkinhorne (1994), “this method is appropriate to preduce carefully crafted,
data-based theories and meodels”. Further, this methodology is approached
“from a constructivist position”, where “theoretical formations are always
unfinished and retain a perspectival dimension” (p, 510} The advantages of
grounded theory are well documented and inciude the use of the inductive
process of discovery; the natural development of key experiential conceptsi
systematic data collection: and a reciprocal relationship between data collection,
analysis and theory (Rllis, 1993; Strawderman, 1994; Wilson & Hutchinson,
1991). According to Yacei (1994), grounded theory is useful for bringing to light
an understanding of a situation. It has been shown that grounded theory holds
significant promise for exploratory analysis (Frontman & Kunkel, 1994). As

such, it is appropriate for use in the present research.

Transcriptions of the interviews were interpreted by analysing how each
participant reflected on their own lanpuape learning. It is anticipated that,
cven though there are only sixtesn high achieving participants in Study One,
they may reveal different degrees of autonomy. Any such differences in beliefs

will be discussed in Chapter Five,

Study Two:
Identifying Low-Middle Achiever’s Beliefs

Purpose of Study Two

The purpose of this study was to investigate the beliefs about lanzuage

learning of low - midgle lovel Japanese students. Data was collected from both
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English major and non-English major students. Non'English major students
consist of Law major and Pharmacology major students. In Study Twao,
quantitative data relating to the participants at a private university in Japan
wert examined in relation to their expectations and beliefs about their foreign

language learning.

Research Question

One research question was considered:

© What beliefs and expectations do low-middle achievera hold regarding
effective strategies, teacher role expectations, self-motivation strategies,

and self-efficacy beliefs in their foreipn lanpuage learning?

As Cotterall (1999 noted, the investipation of language learners’ beliefs is
useful to discover different types of behaviours in the langusge classroem and
what characteristics are important for successful lanpuage learning. This ia
especially important in the Japanese context, because Japanese learners'
stereotypical passive attitudes are well attested to in the literature. As such, it
is necessary to investigate whether Japanese students really are passive and

not autonomous learners.

Target Population

Some two hundred and ninety five, First and Second Year students from

the same university participated in the study, They included two groups, those
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studying an English major {104 students), and those studying a Non-English
major {80 x Law students and 111 x Pharmacy students).

Design

The items of Cotterall's (1999) study formed the basis of the questionnaires
and study. The method of anslysia she used was implemented in the current
gtudy. The structured questionnaires and criteria are shown in Chapter Six,
They were analysed descriptively by caleulating percentages and mean scores,

in order to build a picture of the students’ perspectivea about theiy learning,

Instruments

Cotterall's guestionnaire was referred to as a basis for the instrument
developed for this study Cotterall (I1993) established the guestinnnaire in
relation with learner beliefs about lanpuage learning. She designed her
questionnaires by considerirg her carlier work in 1995 and her 1989 study
focrused on the variables affecting sucuessful Second Languape Acquisition
(SLA), especially in autonomous learning., Cotterall's questionnaires were
designed to investigate learner beliefs in relation to six key variables, 1) the role
of the teacher, 2) the role of feedback, 3} the learner's sense of self-efficacy, 4)
important strategies, 5) dimensions of stratepies-related behaviour, and &) the

nature of language learning.

The items of Colterall's (1999) study formed the basis of the questionnaires

in this study. The method of analysia she used was implemented in the current
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study. They were analysed descriptively by calculating percentages and mean
seoreq, in order to build a picture of the students' perspectives about their

learning.

The questionnaires in the present study econsisted of Cottersll’s six key
variables that focused on English language learning. Some of the items were
chanpged, such as the term ‘lanpguape lesrning’ into ‘English learning’. One
item was irrelevant to English learning and appeared confusing and was
therefore was omitted. Cotterall also identified difficulties in administering an
English language questionnaire to non-English speaking people, Considering
such difficulties, the questionnaires of the present study were administered in

the participants’ native lanpuage, Japanese.

Cotterall variously used a three, five and nine point Likert-type seale in
her research end although this raises questions relating to psychometric
consistency, it has nevertheless been adopted in the present study for three
reasons, Firstly, because in nature, the study was closely related to the
present one!  Cotterall’s study was organised to investipate the learner beliefs
as the basis of readiness for learner autonomy, and thus seen as being
extremely valuable for the purposes of the present study. Secondly, like the
present study, it was an investigation of learner beliefs about language learning
using English learners as the sample. In Cotterall's (1999) study, the one
hundred and thirty one subjects were learners of English from nineteen
different eountries, 2nrotled in three different English languape courses, at the
Victoria University of Wellington, New Zealand. Finally, because each
catepory under investigation was discrete, and cross-category comparisons were
not intended, the instrument was satisfactory for the purpose of the current

vesearch,
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Data Analysis

Descriptive statistics were used to analyse the data. HResponses were
obtained to questions ahout teacherflearnerfclassrcom roles and the
participants’ beliefa about language learning. The participants’ responses
were calculated according to Cotterall's {1999) method for the descriptive study.
In Cotterall's investigation, participants' responses were “analysed descriptively
by caleulating percentages and mean scores, in order to determine trends in the
data about the learners’ potential for autonomous language learning behaviour”
{Cotterall, 1989, p. 500). In this present investigation, the same methoda were
used in order to determine and analyse participants’ beliefs about lanpuage

learning.

Questionnaire Survey

As previously discussed, interview rescarch is advantageous in gaining
meaningful in-depth data, However, questionnaire research studies have been
used frequently for data collection relating to language learners’ beliefs {Sakui
& Gaies, 1999}, Researchers have shown that learners' beliefs influence their
language learning behaviour, especially the relationship between learners’
beliefs and their enculturalisation. (Horwitz, 1387, 1989 Liu & Littlewood,
1997).

In order to utilise the most appropriate instrument for the present
investigation, Cotterall's (1999) questicnnaire was seclected for this study.
Cotterall’s study explored the refationship between each fictor and autonomous

lanpuage loarning behaviour. It was designed to identify factors for successful
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language learning, in particular autonomous language learning. In Study Two,
Cotterall's questionnaire was selected but the items within it were reordered by
the current researcher to better suit the purpose of the study, and then
translated into Japanese in erder to make them easier for Japanese students to
underatand. For the purpose of validation, a back-translation was done from
the Japanese translated version of the questionnaire into English, to make sure
that the translation had not coniaminated the instrument., Instead of
statistical caleulations, descri rtive analysis by caleulating percentages and
mean scores was used as the data analysis in order to interpret the learner

beliefs elicited.

Although one of the advantages in questionnaire research is to gain an
overall view of the participants' beliefs, Sakui & Gaies (1999 identified the

limitation of such an investigation. They said that:

Questicnnaires consisting of closed items allow respondents to only
state their beliefs and then only the heliefs which are included in the
questionnaire. Well-conducted interviews allow learners to reveal
beliefa which are nut addressed in the questionnaire and to describe the
reasons, sources, behavioural outcomes and other dimensions of their
beliefs. {p. 4186)

The above atatement suggests that interviewing could be valuable in
compensating for the disadvantages of questionnaire research. In addition,
the advantageous combination of both questionnaire research and interview

resenrch could be useful in developing an understanding of learner beliefs.

Study Two intended to gain an insight into students’ beliefs in one apecific

context as a supplementary study to Study One and the questionnaire ressarch
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allowed the quantitative views of Jearner beliefs to be shown. The overlapping
aspects of Study One and Study Two provided & form of research triangulation.
The findinga are presented in Chapter Six.

Study Three:
Low-Middle English Major Students’ Bellefs

Purpuse of Study Three

The purpoze of Study Three is to explore low-middle achievers' insights
about language learning, both within a classroom setting and through any
extramural study undertaken. This included their reflections abnut developing
learner autonomy through project work., The project work was assigned to
students to give them opportunities for decision-making, collaberation and
authentic resource uge. The purpose of the project work was to promote their
stratepic skills, confidencte and willingness through engaging in independent
learning. From Study Two's findings, the low-middle achievers tended to place
a high value on their own responsibility for language learning. Howover, they
appeared to act passively and demonstrate fewer strategic methods, and
showed a lack of confidencs and willingness to solve their problems, Journal
writing and project work settings were orpanised to give them reflective
opportunities about their awn lanpuage learning and to motivate students to
engage in independent learning. In an sttempt to unearth additional data not
surfacing in the previous studies, a further aim of Study Three was to
determine the effectiveness of journsl writing and project work in the

development of learner autonomy.
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Research Parameters

Journal writing was used in order to discover students’ insights about what
seems to be important for learner autonomy  Through project work
engagement, the atudents were encouraged to participate in individual or group
independent learning experiences and then record their eritical reflestions on
these experiences. The effectiveness of journal writing and project work for
the development of learner asutonomy in language learning was a further

consideration of Study Three.

Target Population

Twenty-nine First Year students, all EFL majors, were chosen for Study
Three. Out of approximately one hundred a«i seventy First Year students,
one English class was selected for this study because the researcher was the
teacher of English for this ¢lass and was thus directly involved in this project.
A TOEIC placement test was administersd at the beginning of the student's
firat year of university. Students' average TOEIC scores in the range of 200 to

300 points identified them as having a low-middle level of English,

Design and Procedure

Journal writings were used for two different purposes: firstly as research
tools, journal extracts provided what and how students felt and thought, how
they identified and used strategies in their own learning process and which

ones; and secondly as learner development tools, jonrnal writing gave students’
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reflective opportunities from which they might modify future behavioura.

EFL major First Year students’ reflections of classroom practice and
extramural learning were identified from their journal writing. The
participants were asked to write their journals in Japanese and the teacher
commented on their writings. The journals were set up in such a way that the
students were piven many opportunities to critically reflect on their own
language learning processes, This would f{acilitate later analysis of learner

autonomy.

Journal writing was organised outside regular lessons and was collected
every two weeks, Students were asked to submit their journala but knew that
the journals were not formally evaluated. They were encouraged to freely
write their reflections about language learning from both an ingide and outside
of classroom perspective. The journals were written in Japanese so that
participants could express their feelings and thoughts with ease. The teacher
then commented on their writings and returned the students’ work during the
following week, Individual journal accounts were kept repgularly by students
for the period of eight months. In this study, the students’ journals were

considerad for data analysis.

Data Analysis

Journal excerpts showing students' beliefs about languepe learning
through self-reflection are presented. The insights presented relate to their
own learning, such as reflections on their psst experience, constraints they

currently feel they operate under in their learning, preferences and
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expectations, communicative opportunities they have sought and utilised, their
perception of their awn improvement and their experiences arising from project
work. Autonomy awareness of these students is also discussed with respect to

the stereotypical views of Japanese students,

Journal Excerpts

The purpose of Study Three was to obtain students’ qualitative journal
extracts as “direct evidence” (Benson, 2001) of learner beliefs and attitudes.
Journal excerpts were of further use to gain the students’ reflections in their
writing. Their descriptions showed the students’ affective factors such as what
constraints the students had in their own study, inside both the classroom and

external to it, and what occasions they felt encouraged and/or discouraped.

For promoting autonomy, frequent journal writing epportunities gave the
students time to reflect about their own learning on a regular basis. Because
journal writing can also funetion as an instrument for self-awareness,
self-analysis or self-evaluation (Matsumoto, 1996) it was from this perapective
that its appropriasteness for this study was determined. The students wrate
their reflections about their own learning, shared them, and received teacher
feedback. Such practices could be seen as encouraping students' autonomous
putput as well as developing their reasoning skills, It was not only the
self-reflective opportunities that were advantageous, but journal writing also
gave the students non-threatening opportunities to speak out and much
discourse ensued when journals were collected for analysis, Thus, students’
journals were used as a means of sharing reflective writing between individual

student and teacher,
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According to Lamb (2000), learner autonomy will be promoted, "if learners
a; offered the opportunity to find a veoice in the processes which affect them”
{p.123). Moreover, journals are useful for establishing the relationship
between the teacher and the individual learners, Both teachera and learners
are able to “zonstruct a shared understanding of the lanpuage learning
processes’ and "this awareness is an essential foundation of learner autonomy”
(Cotterall, 1995, p. 195). Further to this, Cotterall emphasized that dinlogues

between learners and teachers arve central to the fostering of autonomy.

Journal studies are an intraspective account of a second language learning
experience or classroom teaching reflection (Numrich, 1996). According to
Bailey (1983), journal studies allow the classroom experience to be seen as a
dynamie proeess, Further, Matsumoto {1987) acknowledges several
advantages of journal-based studies. Importantly, journal writing is proceas
oriented and enables one to investipate diverse aspeets of the classroom
experience, It also cnables one to discover new variables and to collect natural
classroom data. Importantly, the journal enables one to investigate hidden
peychological variables in second language acquisition. Tinally, they are not

only used as a research tool, but also for purposes of self-improveraent.

Journal writing in this study was considered as the basis of exchange
between the teacher and the individual student's reflectiona, Therefore, journal
writing was a suitable instrument for collecting “direct evidence” of low-middle
achievers' beliefs about language learning. Hesults are presented in Chapter
Seven.
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Interrelationships between the Three Studles

Each study was orpanised separately by using different research
methodologies, such as ‘interviews’, ‘guestionnaire surveys' and ‘journal
excerpts’. All three studies investigated students’ insights, The results of the
three studies are presented descriptively from each set of data in Chapters Five,
Six and Seven, The qualitative data of Study One analyses the similarities
and differences of sixteen high achievers' beliefs about their language learning,
Study Two presents guantitative datn of low-middle achicvers” beliefs,
Differences between high achievers' beliefs and low-middle achievers' beliefs
from both Studies One and Two are shown. Study Three's qualitative data
presents twenty-nine First Year university students’ journal excerpts analysing
their attitudes and beliefa about their own lanpuage learning.  Whilst thisis a
small-scale study, the three interrelated investigations, resulting in both
qualitative and quantitative data of learner beliefs, may provide a deeper
understanding into learner autonomy and have possible implieations for wider

contexts.
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CHAPTER FIVE
RESULTS: STUDY ONE
HIGH ACHIEVERS' BELIEFS ABOUT LANGUAGE LEAF .IING

Introduction

Study One examined sixteen high achievers’ beliefs about language
learning via analysis of interview transcriptions. This interview data was
used to identify high achievers' beliefs about the use of effective foreign
language learning strategies, teacherflearner roles, classroom cxpectations,
solf-motivation strategies, and self-perceptions of learners. In terms of the
overall aims of this resecarch, that is, defining the construct under investigation
and detailing the nature of learner autonomy from the language learners'

insighta, this component was the most impartant part of the overall study,

Study One consisted of two parts. Part one was an analysis of similarities
and differences in heliefs of the sixteen learners. Two different styles of
learning were identified, with six students exhibiting the charncteristics of each
gtyle. The first style may be cateporized na those who are aware that they are
different from other learners and displayed individual learning styles. These
were termed heterogeneous learnera, The second group consisted of those
learners with a similar learning style and sattitude towards their learning, and
who did not want to stand out from each other These were termed

homogeneous learnera,

Of the sixteen participants in Study One, four learners were
undifferentiated and so could not easily be placed into either group, Because of
this unique difference, they became the subjects of Part Two of Study One.
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The aim of Part Two was to explore further links between success and
learner autonomy, particularly the four learners’ internal motivations for
language learning. To amsist with the identification of factors, the four
undifferentiated learners were compared with two outstanding learners {rom
the private university, where this study took place. Both these learners, Hideo
and Fumiko, were widely recognised by staff and students alike as being highly
successful learners based on their results, attitudes to learning and learning
behaviour, Hideo was ulso a participant in Study One (Part One) and Fumike
was g participant in recent research, which provided the stimulus and some
data for this current research. Learner autonomy analysis of Hideo's and
Fumiko's data enabled comparieons to be made with the data of the four
undifferentiated learners, The data showed that the heliefs of the four high

achieving learners indicated different degrees of success and learner autonomy.

Discussion of the findings of both parts of Study One, show how learner
autonomy can be interpreted in different ways, and, furthermore, how the
influence of cultural praetices in teaching and learning may affoct the

promotion of autonemous behaviours.
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Part One:
Identification of Two Styles of Learning

In this section, the findings from Study One are presented, that is, the

discussion of the characteristics of Heterogeneous and Homopeneous learners,

In the process of comparing and contrasting the data, it was found that
Heterogeneous learners’ approaches to learning were positive and active, while
Homegeneous learners’ approaches were negative and passive (See Appendix
6.1 for details). Furthermore, learners in the Heterogencous group displayed
some non-stereotypical Japanese characteristics such as being challenging,
brave and independent. On the other hand, learners in the Homopeneous
group expressed a passive attitude, that is, a fear of standing out from others,
and they showed rather stereotypical characteristics such as being quiet, shy

and collectivist in attitude,

As 'homo- and heterogeneity' seemed to be related to stereotypical and
non‘stercotypical behaviour respectively, an investigation of the characteristics
was undertaken. Table 5.1 summarizes stereotypical and non-atereatypical
characteristics of Japanese learners. This summary is based on the literature
review of Chapter Two. The descriptors are identified by acronyms and

explained beneath the table.
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Tabla 51 Hemogeneous {Stereotyplcal)  and Heterogeneous
{Non-Stereotypical) Characterlstics of Japanese Learners

Homogeneous Learnera Stereotypicn! Characteriatics Deecriptora
Acceptance of Teacher Authority SATA
Unguestioning, Unchallenging, Keeping distancs
Baniies J — e DTS
Following the direction set by sthers, Dependent, Shy, Unconfident

Lack of SelfExpression 77 |SLSE

Quiet, Fear of making mistakes, Memorising by rote, Lack of creativity,

Lack of eritical thinking

Groupiem e R - .
Harmony, Collectivist, Same ns others

Heterogencous Learnere Non-etereatypical Characteriatics Descriptora
Queation of Teacher Authority NQRTA
Questioning, Challenging, Relating well
Rive T e —_—— el
Following own direction, Independent, Brave, Confident

Self-Exprossion o o - NSE
Talliative, Acceptance of mistakes, Understanding, Creative, Critical

thinking

Individualism T T NI T
Pereonal interest, Individuslist, Different from others

SATA=Stereotypical characteristics of Acceptanco of Teacher Authority
SP=Stereutypical characteristics of Prasivity

SLSE=Stereatypical characteristics of Lack of Self-Expression
S5G=5toreatypical characteristics of Groupiam

NGTA=Non-Stereotypical characteriatics of Question of Teacher Authority
NA=Non-Storeotypical characteristica of Activeness

NSE=Non- Sterentypical characterigtics of Self Expression

MI=Non- Stercotypical characteristics of Individualism
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The next section further elaborates the stereotypical and non-stereotypical
characteristics of Japanese learners, through the analysis of the excerpts of the

interview transcriptions of the Heterogeneous and Homogenous Groups,

Heterogeneous Group:
Hideo, Kyoko, Tooru, fchiro, Yasuhiro and Kazitko

All six English major students of the heteropencous groun were aware that
their attitudes towards learning were very much individualistic and different
from other students around them. These learners appeared to view

themselves positively, possessing a distinet positive self-image,

In order to consider their pnat language learning experiences, so that an
understanding of present performance can be considered, it 1s important to look
at these individual students’ background. These Heterogeneous learners had
teacher-centred lessons, which were not focused on communieative English uge.
Although they had experienced overseas stays, the stays were limited to a short
period only, which perhaps limited their understanding. They spent most of
their time learning English in Japan, yet despite such a limited
English-speaking learning environment, they still displayed non-stereotypical
self-beliefs.

Profilo of Students

Hideo is a twenty-two-year old male, and a fourth year university student.

At hiph achool, he reported that his English lessons were very much
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teacher-centred, consisting of exercises on reading comprehension,
memorization of vocebulary and idioms, and various grammatical exercises.
In his high school days, he had stayed four weecks in Canada, and during his
university, days had a short experience of travelling on his own to Australia,
America, and Mexico. In addition, on his university school excursion, he had
stayed in New Zealand for a month. In his third year at university, Hideo
scored the hiphest mark in all English subjects. In the future, he wishes to go
to an English-speaking country and study st post-graduate level,

Kyoko is a twenty-one-year old female, and a fourth vear student, At high
school, her English lessons mainly focused on praramatical and reading
exercises for passing a university entrance examination. She had been on a
short trip to America and England. In addition, she had stayed in Australia for
a month on her school excursion. In her third year at university, in addition to
seoring the segond highest mark in English reading, she scorad the highest
mark in all English subjects. She would like to be an English teacher in the
future.

Tooru is a twenty-year-old male, and a third year student. While at high
school, he had experienced a onemonth home-stay trip to Australia. At high
school, he had neither experience of conversational English classes, nor any
contact with English native teachera, Most of his lessons were taught by the
“yakudoku” method (translation from English to Japanese) by Japaness
teachers of English. Despite that, he scored the highest mark in all English
Bubjects in his second year at university. In the future, he hopes to get into a

Master degree course in Japan,

Ichiroo is a twenty-year old male, and a third year student. At high school,

ho had reading and writing English classes, and in addition, ence a week, he
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had an oral communication class with an ALT (Assistant Language Teacher).
He had stayed in America for & month on his school excursion, but except for
this experience, he had never been oversecaa. During his second year at
university, excluding Business English, he scored the highest mark in all
English subjects. One day, he hopes to study linguistics at Master level in
Japan. In addition, in the future, he wishes to get a job with an international

relations eompany and work in under-developed countries.

Yasuhire is a twenty-two-year old male, and a fourth year student. At
high school, his English lessons were structured mainly for preparation for
univeraity entrance examinations, While at high school for two years, he had
attended an English conversational school. He had been overseas several
times on family trips, and had stayed in English-speaking countries for a month.
He scored the highest mark in all English subjects in his third year at university.

In the future, he wants to work as a travel agent in Japan.

Kazuko is a twenty-one-year old female, and a fourth year student. While
at junier high achool, she enjoyed her English lessons for the opportunities they
orovided to learn sonps or have conversations with native speakers. Her
English lessons at high school were also taken in order to prepare her for
university entrance examinations. She had bsen ¢verseas several times. On
her achool excursion, Kazuko had stayed in America for a month, Except for a
second highest mark in the subject ¢alled ‘Discussion & Debate”, she svored the
highast mark in all of her other English subjects in her third year., She has no
definite plans for her future. However, she wants to acquire native-like

English language skills so she can use them overseas.
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Evidence of Heterogeneous Learning Styfe

Non-stereotypical characteristics of these six learners within the
heterogeneous proup can be seen from the following verbatim excerpts of how
they expressed themselves at the Study One interview (see Appendix 5-1 for
excerpts from the interviews). The following evidence of how they felt about
themselves provides further insight into the self-perceptions of these students.
The excerpts are shown in italics, and the stereotypical descriptore, which were
identified in Table 5.1, have been placed here in parentheses for heing able to

identify characteristics of heterogeneous learners,

Hideo

A little strange (curious) (ND
An exceptional student (ND

An odd person {quite a charscter) (ND
My existence itselfis a gag (Na)
Kyoko

Strange (ND
Strong personality (Na)
Anneying (NQTA)
Persistent (NQTA)
A difficulf student (ND

An odd persen (NI
Tooru .

Strange (NT)

A vary positive person (Na)

I feel Fke I'm standing out (ND)

86



ichiroo

Tough (NA)
Hard for others to assimilate (NT)
Sticking out (ND)
Patient (NA)
Yasuhiro

A challenger (NA)
Selfintoxication (NI
A juggler (NAY
Conspiciious (NI}
Kazuko

Optimistic (NA)
Not depressed (NA)
I am unusually confident {(NA)

During interviews, these learners appeared to be confident and responsive
to the interviewer’s questions all the time. Further, of the sixtcen participants
of this study, the above six learners were outstanding with regard to their
improvement and achievement in TOEIC (See Appendixd4-1), Their school
marks in English subjects ware of a high level, a8 were their Englich

eommunication skills,

Homogeneous Group:
Kaori, Tsuyako, Sumiko, Aiko, Asami, Mayumi

Because of the students’ awareness of their passivity and lack of desire to
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atand out from the reat of the group, the following six female English major
students were included into the Homogeneous group: Kaori, Tsuyako, Sumiko,
Aiko, Asami, and Mayumi. These learners spoke openly about their fear of
standing out from others. An examination of these students’ backprounds is
valuable because they shared common aspects in their language learning
experiences. Furthermore, their English lessons focused on university
entrance examinations and all the learners had little experience of an

English-speaking environment.

Profife of Students

Kaori is a nineteen-year old student. At high school, her English lessons
concentrated on grammar and reading comprehension, and once a week she had
lessons with an ALT. She had never been overseas, Kaori scored the highest
mayk in all of her English subjects in her first ysar at university. In the future,

she wishes to be an English teacher.

Tsuyakoe is a nineteen-year o0ld, second year student. While at junior high
school, she had stayed in Canada for a onemonth home-stay, At high school,
her English lessons revolved around reading and writing. In her first year at
university, except for a “pass” in her writing ¢lass, she had scored the second
highest mark in all other English subjects. She has & dream of being an
interpreter, but wishes to have, at least, a job related in some way to the

English language.

Sumiko is a twenty-year old, third year student. At high achool, English

was one of her achool aubjecta for university entrance examinations. She had
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attended English converaation courses at a city culture centre for several years.
She had stayed in Australia for a month on her achool excursion, but except for
this experience, she had never been overseas. She scored the highest mark in
all her English subjects in second year at university. She wishea to be fluent in

Enplish, Regarding her future, she had no clear objectives.

Aiko is a twenty-two-year old, fourth year student. At high school, English
lessons had been very much structured and strict, and of a very demanding
level. The majority of the lessons involved =z large amount of memorization
and vocabulary accumulation, She had been overseas several times, but only
for short trips. She had stayed in Australia for a month on her university
excursion. In her third year at university, in addition to gaining the second
hiphest mark in a translation exercise suiject, she scored the highest mark for
the rest of her English subjects. She had already been promised a job at a
bank upon graduation. She wishes to continue her English study ae a hobby.

Asami js a twenty-one year old, fourth year student. During high school
classes, her English lessons consisted of grammatical exercises, as well aa
reading comprehension (using the yakudeku method). On her school excursion,
she had stayed in Australia for a month, As well as this experience, she had
been overseas only once more, but only for a short trip. Except for one
translation subject, in which she scored the second highest mark, she recorded
the highest mark in all the rest of her Enplish subjects .n her third year at
university. She had already secured her future employment at a company,
although the job itself was not English-oriented. However, she wishes to pass

EIKEN prelevel 1 and continue to learn English for her own skill improvement.

Mayumi is a twenty-two-year ald, fourth year student. At high school, her

English lessons concentrated on reading and writing. In addition te her school
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excursion to Australia, she had stayed in Amerien for a month. She scored the
highest mark in all her English subjects in her third year at university. After
graduating from university, she will probably have a job not related to English.
Despite this, she wishes to continue her study becanse she believes that English

alcills will be useful for oversana trips.

Evidence of Homoganeous Learning Styile

Overall, the improvement in TOEIC scores was higher than the average
students. However, the Homogeneous group learners' individual English
communication skills varied. For example, Sumike, Aitko and Asami had
acquired good communication skilla in terms of adeguately expressing
themeelves. On the other hand, Kaori, Teuyako and Mayumi still had
problems in the actual use of English for effective communication. Although
they were serious students and committed to learning, they were sometimes
hesitant to use English in class. The following excerpts show this internal
ambiguity regarding their stereotypical preference but underlying
non-stereotypical desire. More detailed transcriptions have been provided for
this group as their presentations indicated that they preferred to develop their
reasoning to a greater extent than the previous group. This may in itself, be

indicative of the cognitive processes used by stereotypical learnera.

Kaori

If' I were stricter with myself; I would improve more. Once [ improved, I would
see my potential, IfT did a fittle more, I would see it, (SP)

I think of myself as not ag a hard worker; as others think of me. I worry before
tests, and worry how others will do on tests, (SG)
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Teuyaka

I think of myself ns & normal student, nat so bad, but not so smart efther, just
the same as people around me. (SG)

T am a Iittle passive. As I don't have enough ability, I can't say what I wiic to
say (SP)

Sumike

I have a feeling of not wanting to stick out. When I stand out a little from
others, people around me look at me us to they would fike to aveid me. Even
when I consciously try not to stand out, I am told that I am a serfous student,
Elel

Aiko

What can I say, I fbel shy in front of my classmates, because they are the same
age as I am. (SG) It would be no problem if I could speak English perfectly, but
my English is not perfect at all, (SLSE) I feel shy when my class members see
me trying hard, (SP)

Asami

£ beligve that my teachers think of me as an average student, (SA)

1 think that in elass I ask questions quite oiten, and may be too often. So, to
avoid embarrassment, I ask teachers more, afier lessons. Idon’t want anyone
to think about me, as a pushy person, (SQ)

T have lots of things in my mind, but I can express only 20% of what I think in
English, Beeause of this, I feel very frustrated. (SLSE)

My conversational class teacher might think that I am not so good. Also, I did
not have such good rapport with him, (SA)
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Mayumi

I don'’t stand out. Idon't make a strong impression on people, (8Q) I'm a quiet
person, My teachers might not notice me. Although my scheol marks are
good, I don't contribute much in class, {(SLSE)

1 feel like I should not do anything wrong, I feel like I should not speak out too
much, I worry about making mistakes. (SLSE)

Ag can be seen from the students’ interviews, all six learners indicated that
they were uncomfortable with their passive behaviour, and wished to be more
active in the class. Compared with the Heterogeneous proup, these learners
were less talkative and less confident. For example, Kaori kept silent for a
while before replying to zach interview question, and then, she replied quietly
with only a few short sentences. Mayumi was close to crying during the
interview, which may have been due to her lack of confidence. There seemed to
be a clear gap between what she wanted to say and what she could not say in
class. Moreover, Mayumi, as well as Kaori, waa often very quiet. This may
indicate that for both girls, their basic communicative skills, as well as their

characters, somehow influenced their behaviour in English classes.

The next scetion compares the TOEIC scores of each student of the
Heterogeneous and Homogeneous group, and, in order to further investigate the
differences in beliefs, analyses each group's learner beliefs categorizing them
into Affective, Self-perceptive, Self-motivational, Cognitive, and Social beliefs.
These represent the categories developed and discussed in Chapter Four, From
the interview transeriptions, each of the participants' responees, pertaining to
Little's (1995) notion of learner autenomy, was categorized. A descriptor was
attached to each discrete aspect of learner autonomy revealed by the
participants. After translating the responses into English, the responses and

their corresponding autonomy descriptors were collated and placed into the five



broad categories,

Comparison of

Heterogeneous Group vs. Homogeneous Group

TOEIC Score of Two Groups

The twelve learners’ TOEIC results are shown in Table 6.2 and 5.3. The

Heterogeneous group’s achievement profile tended to be higher than for those in

the Homogeneous group.

Tahle 5.2: Heterogeneous Learners’ TOEIC Achievement Profile over Time

learmer 1" yoar 2™ yaar 3™ year 4" yaar

Hideo 480 615 770 a10*

Eyocko 445 460 876 T95*

Toory 366 586 580 760

Ichiroo 275 456 Sa0* B35

Yasuhire B20 670 745 B26™

Kazuke 336 480 640 685*

Meansoore  Mean403,3 Mesan 545.8 Mean 674.2 Mean 771.7
£:N] (B) ()] {m

[mprovement (Br)=+1425 (Or(R)=+1284 (D)(C)=+97.6

(*TOEIC score at the time the interview was conducted)
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Table 5.3: Homogeneous Learners’ TOEIC Achievement Profile over Time

leamer 1" year 2™ yoar 37 year A" year

Kaori 320 576* 545 Na record

Tauyako 270 - 470% 490 No record

Sumiko 385 B65 700* 680

Aiko 430 g10 6356 T20*

Asami 330 490 B20 656

Mayumi 386 220 736 670"

Mean score Mean 353.3  Mean 538.3 Mean 604.2 Mean GB1.3
A (B © m

Improvement (B)-(A)=+186.0 (O)-(B)=+65.9 ) (C)=+77.1

{* TOEIC score at the time the interview was conducted)

The TOEIC results in the above tables show that at the commencement of
their university education the Hetwrogeneous proup learners’ mean score was
402.3 and it was 50 peints higher than the Homogenecous learners' mean score of
353.3. The mean score of the Heterogeneous group improved by 142.5 points in
their second year (B)— (4), and by 128.4 in their third year (C}-(B). On the
other hand, the mean scora of the Homogeneous group improved by 185.0 points
in their second year (B)-{A). This improvement was greater than the
Heterogeneous group. However, the mean score for the Homogeneous group in
the third year improved by only 66.9 points (C)-(B). Considering the score
improvement from the time when students entered university (A}, the
Heterogeneous group improved by 270.9 points over two year period (C)-(A).
This improvement was 20.0 pointa greater than the 250.9 points improvement
of the Homopeneous group. The mean achievement in the thivd year for the
Heterogeneous group was 674.2points, 70.0 points higher than the scores in the

Heterogeneous group. In summary, the Heterogeneous learners’ achievement
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and improvement was consistently higher than that of the Homogeneous
learnera with the exception of the Homogeneous learners’ improvement between

their firat and second year acores.

Learner Beliefs about Learning English

Trom the analysis of the interview transeriptions, learner beliefs for the
two groups were compared and described under the five categories discussed
earlier: Affective, Self-perceptive, Self-motivational, Cognitive, and Social

beliefs (see Appendix 5-1 for details of individual learner cases),

Below, the Heterogeneous group learners’ beliefs are described, followed by
the Homogeneous group learners' beliefa, Under each category, the descriptors
are underlined. Where two descriptors appear which have opposite
characteristics, these have been indicated by the inclusion of arrowe. This
symbol €= shows that the learners in the group demonstrated both
characteristics. This is first encountered wunder the subheading
“positive/negative self-image beliefs” and in some of the subsequent

subhieadings.

Heterogeneous group

Affactive belfefs

The Heterogeneous learners seemed to be aware of their own future carser

endeavours, They tended to consider English skills as the one of the most
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important tools for their carcer cstablishment. As such, they believed that
English aequisition was necessary to reach the final goal of a desired job.
Other common aapects of the Heterogeneous learners included their interests in
and enjoyment of English learning, They were strongly motivated to acquire

English and enjoyed learning in their own ways.

Self-percaptive bellofs

Self-perceptions were investipated in terms of the gix characteristics
discussed below, with positivity being a key indicator of heterogeneity. Despite
the fact that the Heterogeneous learners were positive about themselves, they
seemed to feel that somehow they were different from others {See p.86 — 87 in
this chapter as well as Appendix 5-1). With reference to teacher expectations, all
Heterogenenuas learners tended to believe that their teachers thought of them as
being very individua) and thersfore as standing out from other students. This
recognition stemmed from the students’ active behaviour and their teachers'
positive reinforcement of them. They seemed to feel that their teachers

recognized their hard work.

elf- io
The Heterogeneous learners appeared to regulate themselves effectively.
They seemed to have clear ideas about which matters ought to be given priority

over others. They also tried to usa their time wisely.

self-direction
Pacing their swin learning and doing things their own way were very much
stronp characteristics of the Hetercgeneous lesrners. They were very much

aware of their own responsibility in the learning process, Hideo saw it as a
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matter of mental strength or willpower not to get depressed at his failures.
Kycko was always aware that she should not wait for something to be given to
her by the teacher but that she should try to learn independently. Tooru tried
to maintain an independent approach and exhibited his own style of learning.
Ichiroo also persevered in his chosen strategies even if others suppested a
contrary approach. Yasuhiro was not ashamed of making mistakes and tried a
variety of approsches in order to achieve. Kazuko utilized whatever strategy

she thought had pragmatic value,

self-encouragement

The Heterogeneous learners told themselves that they should make
effective use of their experiences of failure. In this way, they seemed to try to
encourage themeelves to do more, instead of regretting any unsatiefactory

results scored in the past.

poaitive self*image

The group felt that they were different from others. Although they
thought of themselves as being different, they nevertheless were positive about
this difference, All the Heterogeneous learners appeared to have a positive

self*image in every aspect and tended to show a high degree of solf-confidencs.

self-trust

These learners also trusted themeselves that they were able to promote their
own language learning. They tended to believe that they could do something if
they wanted to do it. This selitrust seemed to create an internal power for

self-driven learning.

elf-obseryation

Through their English learning experiences, Hideo, Iiyoko and Tooru felt
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that they had increased their awareness of Japanese sensibilities, language and
culture. Hideo realized that he had a Japanese mind and wanted to keep his
“Japanese-ness”. Kyoko could think more about Japan through her English
learning experience, Similarly, Tooru became aware of some of the unique

Japanese ways of doing various things.

Seff-motivational beliefs

This group seemed to focus on the communicative use of English as well as
their own improvement in proficiency. Their consciousness was not directed
towards English acquisition itself but to using it for some particular purpose.
With regard to TOEIC of other tests, these students considered the teststobe a
means of monitoring their own improvement, In this regard, they would set
target test scores as a series of small progress-checking milestones, but not as
their final poal. They were open-minded and flexible in their thinking, They
controlled themselves well and enjoyed both learning English and their seeial
life with their friends at university. The group members most definitely had a
long-term view of their language learning. The desecriptors below, firat
discuseed in Chapter Four, give further insight into their self*motivational

characteristica.

goal awareness

The members of the Heterogeneous group showed consensus in being
clearly aware of their future poals, They asked themselves “why am I learning
and what do I wish to achieve from it?" They tried to ensure they got the
chance to follow their chosen direction through the processes developed in

learning. This metacognitive awareness of self-monitoring eeemed to be one of
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the prominent features of the non-stereotypical group.

weale-point awareness

All the learners appuared to be aware of their weak-points. They seemed
to be aware of the need to remedy these points, in order to progress their
learning. Hidzo sometimes felt neglectful, and was aware that this was his
wealkness, Kyoko concentrated on some aspects of English proficiency only
and missed other parts. Tooru waa not able to make progress in his TOEIC
scores as he expected, but told himself that he should not get de-motivated in
his study. Ichireo felt that he could not catch up with the speed of spoken
English. To improve his ability, he thought he needed learning opportunities to
talk with native speakers more often. Yasuhiro saw himself, as a timid person
wha was afraid of losing his Enplish proficiency and that was the reason why he
should continue to learn English. Kazuko thought that it was not enough to be
able to talk with native speakers, and felt she needed to study the finer details

of the language thoroughly by reading and learning grammar.

reflections

The group members all reviewed their learning process in various ways.
Hideo saw that his learning changed after deliberatively setting his poals.
Kyoko frequently reminded herself about why she was interested in English
communication. Tooru had positive experiences about individual class work.
Ichiroo felt that he needed to concentrate on listening, because in the past he
had epent most of his time on reading and writing. Yasuhire had a difficult
time because of his family problems and his search for subsequent employment.
However, he put his greatest effort into learning Enplish and succeeded in
overcoming all his diffieulties, Kazuko was able to measure her learning needs

and ability by reflecting on experiences of support from one of her teachers.
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Hideo, Kyoko and Yasuhiro sought to take opportunities to monitor and ¢
extend their learning skilla. They did this by various strategies such as
talking with English native speakers, E-mailing in English, checking TOEIC
scores, getting teachers’ feedback, and laarning from their mistakes. Such
opportunities provided them with effective stratepies for further improvement.
Tooru, Ichiroo and Kazuko monitored which study techniques and language
components were more effective, and questioned themselves regarding the

reasons for their own improvement.

initiative

All 51x learners demonstrated initiative. Hideo liked to take on leadership
roles; Kyocko pave thought to her work beyond what was expected; and Tooru
preferred to do something that interested him rather than doing the preseribed
work set by his teacher. Ichirco thought that class work was important, but
felt that it was not enough for him to improve his lenguage skills quickly.
Yasuhiro expressed his active behaviour in the class. He claimed that he uzsed
the class as a learning opportunity. Kazuko took the initiative of indicating to
her teachera the particular type of class work or materials that she preferred,

which she believed would be good for her learning.

OnBe il i i
All six learners also possessed life-long perspectives with regard to their
language learning. These perspectives inepired them to improve their

language levels continucusly.

flexibility
Flexibility in thought was a further distinguishing characteristic of the
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Heterogeneous learners. Hideo kept a balance between enjoyment and study
as well as managing to involve himself in various activities such as his sporta
club and watching movies. Yasuhiro was similar in this regard in that he tried
to use his independent time wisely not only for his English learning but also for
his hobbies. Kyoke, Kazuke, Tooru and Ichiroo tried to change their thinking

and the methods they used when their learning was not proving to be effective,

stronger internal locus of control

All the students in this proup seemed to be stronply aware of their active
involvement in learning English in their everyday life. Hideo talked positively
about his learning opportunities, Kyoko was aware that everyone counted on
her to ask questions. Tooru was actively seeking opportunities to learn
English and thought about how to use English in his daily life. Ichireo and
Kazuko wanted to push harder with more challenging work.

critical awareness

Ancther salient characteristic of these learners was that they tried to
analyse their learning with critical objectivity. Hideo urged himself to do his
best at all times because he knew that occasionally his results were not good.
Kyoks, Tooru, Yasuhiro, and Kazuko believed that they must continuously
strive to maintain their English proficiency levelsi atherwise, their English
levels would suffer, Ichirco was once mortified at not being able to cope with a
real communicative situation. Consequently, he realized the need to study

harder.

endless pogsihilities
All the learners tended to believe they had the potential to achieve

whatever they wished in not only their language learning but also in other

aspects of their life. Hideo and Kyoko mentionied “motivation” and “effort” as
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successful aspects in improvement. Ichiroo and Kazuko alse used the notion of
“effort” to indicate the possibilities for improving their language gkills, Tooru
and Yasuhira believed that anything was possible as long as they focused on
what they wanted.

self-actualisation

All the learners seemed to think that learning English was for the purpose
of better ecommunieation, so they focused on trying to build high-level
eommunicative skills in English. This seemed to reflect their awareness of and
wish for self-actualisation as human heings, that is, to make their own worlds
bigger and to maximise their potential in life. In this respect, their learning
was a lifetime commitment. Therefore, learning English connected them to

their actual future goals, Both Ichires and Kazuko used looking for someone

superior to themselves ss & strategy of motivating themselves. With this ;

strategy, they were able to see which particular points they needed to work on to
improve their overall ability, This seemed to be an effective and purposeful

metacognitive strategy for them.

Cognitive helfefs

All aix learnera in this proup seemed to consider classroom learning to be a
part of their own learning process. The Heterogeneous learnaers sesmed to be
aware of selfresponsibility for their active invelvement in English learning.
For cffeclive language learning strategies, the learners in this group tried to
create as many English learning opportunities as possible, The descriptors

below provide further insight into interpreting this category.
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classroom learning

The learners used their clagses to obtain the sort of infermation, which
could be then practiced in a less formal environment or build up their basic
gkills, The pgroup members wished to have tasks that are tasks that are more
challenging and stimulating activities, rather than simply being given
prescriptive materials, Tooru felt that the present class lesson structure
actually interrupted his own learning. Therefore, he had been working by
himeelf without connecting his self-acudy to his classroom learning, although he
wished that lessons would be more meaningful for him. Tooru was therefore
an exception in that he did not see his classroom learning as important for
establishing his basic skills. The other five learners connected their in-class
and extramural learning by praviewing and reviewing all lessons, In nddition,
thoy tried to conceatrate during their lessons to ensure that they acquired the
greatest benefit.

effective lanpuape learning strategies

Using authentic materials, all the Heterogeneous learners ereated English
study opportunities for themselves, Hideo, Yashuhiro, snd Ichiroo continned
listening practice everyday over a long period. Kyoko tried to manufacture
opportunities for selfexpression, while Kazuko did extensive reading practice.
Tooru actively thought in Enplish while engaging in daily activities, Therefore,
opportunities for authentic input, which utilized their listening skills, seemed to

be important for the group.
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Social bellefs

The Heterogeneous group seemed to be aware of their own responsibility
as learnera, All tended to believe that the key to learning was not the help
from the teacher alone, but what they learnt themsslves, Therefore, thoy
considered the teacher's key role to be that of a facilitator or supporter. They
oxpected teachera to present useful ideas, advice and encouragement and
provide support. They also believed that other students admired their
attitudes and that this learning was firmly supported by both teachers and
other students’ expectations of them. The Heterogeneous learners also
considered that the relationship of trust between the teacher and learner, and
between the learner and learner was important. In thia respect, they seemed

to be aware of the need for both self-direction and eollaboration,

Homogeneous group
Affactive bollefs

The Homogeneous learners appeared to like English and were intereated
in learning the language and about the cultures that it represented. However,
without any clear objectives for themselves, they merely seemed to feel
admiration for English proficiency and perceived some advantages in paining
further language skills for gaining potential employment. Unlike being
different from the Heterogeneous learners, these learners seemed not to have a
clear awareness about their futura carcer. In addition, their aecquisition of
Enplish seemed fo be suffering, because of the perceived gap between their

present skill levela and admired proficiency levels,
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Self-parcaptive bellefs

‘This group had gained high marka in English tests through considerable
effort. These Homogeneous learnery were, in fact, very autonomous in terms of
gaining high marks, However, they scemed to be struggling with the
realisation that they could not use the skills and strategies, which they had
gained and utilised for past examinations., TFor their lecture-type lessons, they
felt that they would therefore have to make a very pood impression on their
teachers. In fact, these students rarely failed to do what was required of them.
They would preview and review the lessons. In their conversation classes, they
felt that their teachers did not pay attention to them, even though they would
try hard. However, they reproved themselves, for not achieving. All these
learners seemed to have ambiguous feelings about their learning. In addition,

their perceptions seemed to be inconsistent with their actual behaviours.

Regarding teachers’ expectations towards them, most of the Homogeneous
learners felt that they were recognized as serious students in lecture-type
classes. This was because they were working properly by reviewing and
previewing the lessons and they rerely failed to do their homework. Tsuyako
and Asami felt that their teachers regarded them as average students.
However, in converaation classes, they thought that they were not well regarded,
They tended to believe that teachers thought of them as quiet students, or at
worst, that they were unnoticed by teachers, Depending on her relationship
with teachers and on the nature of classroom tasks, Aiko especially, said that
she waa recognized as both a motivated student and not a geod student. In
short, Homopencus learners seemed fo feel that they were recognized

differontly depending upon the teacher and the clasa,
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self-repnlation

The entire Homogeneous group utilised self-regulatory strategies for the
purpose of improving their TOEIC scores and improving in their English
subjects penerally. These processes consistod of strategies such as not
watching TV, revising their work regularly and concentrating on completing

necessary work on time.

gelf-direction

Al the learners seemed to be aware of selfresponsibility for their learning,
For example, Tsuyako and Mayumi felt that it was their own fault if their
results were not good enough. Kaori and Asami were of the opinion that they
needed fo put in more effort into learning than they were at present. Sumiko
had a ‘self*directive’ attitude, and Aiko, in contrast, sought more challenging
learning opportunities,

self-encouragement

These students tried to get rid of negative feelings about their learning by
engaging stratepies such gs previewing and reviewing their classes, or
practicing for examinations, They forced themselves to work harder and (with
the exception of Aike) reproved themselves for their current insufficient effort,
despite their professed sericus attitude. However, Aiko admitted to being
satisfied, when she could understand something and encouraged herself to

learn more English.

poaitive sel{-image €= nagative self'image

Tsuyako and Kaori scemed to be dissatisfied with their present attitude,
They felt that they should be stricter with themselves. Sumiko wes aware of
her attitude and was careful about not standing out from other students,

From one perspective, she had a positive feeling about herself. However, from
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anocther perspective, she did not like to be perceived ns being overly interactive.
Aiko, Asami and Mayumi showed both positive and negative self-images. Aiko
sasw herself as an active learner, but she pretended to be a passive learner in
some situations. Asami and Mayumi shared similar negative feelings about
themselves which resembled those of Tsuyako and Kaori, Asami did not want
to appear to be a pushy person, Alse, both Asami and Mayumi appeared to be
frustrated with their spesking skills, yet deapite these feelings, they had
positive feelings about their potentizal for improvement,

selftrust €< selfdoubt

Kaori and Teuyako seemed not to trust themselves and were uncertain
ahout their potential. Sumike did not mention her beliefs about her capacity to
pucceed. Aiko and Aeami trusted themeelves to achieve their potential.
Mayumi also wished to achieve her potential. However, she felt that her
-present level of achievement was not good enough because she was not making

enough effort in her study.

gelf-observation

All six Homogeneous learneras were able to monitor hoth the negative as
well aa pesitive aspects of their performance, that is to say, they displayed
insight into their level of porformance. In fact, they seemed to be extremely
conacious about their skills and the opinions of others. They seemed to he

strongly aware of how they were evaluated by othor people around them.

Self-motivational beliefs

Although the Homogeneous group of students made every effort at
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self-motivation, they seemed to be dissatisfied with themselves, feeling that
their achievement was still not good enough. They seemed to have no clear
purpose for learning, although some of them admired and vaguely aspired to
native-like English pronunciation. Usually they saw the teacher as a
leaderfadvisor from whom they obtained direction. They were serious, earnest
students who never failed to do their assignmenta, They tended to get positive
recognition from teachers in lecture type lessons, but they were quiet and
passive in conversational elagses, focusing on their own English preficiency

improvement rather than on communieation with others,

weal-point awareness

Asami explained that she analysed her weak points to get ideas of what and
how to improve., However, the other five learners aonly made negative
comments about their skills and showed dissatisfaction with their current
gituation. Kaori felt that she did not possess adequate English skills and that
her ways of learning were useless. Sumikoe believed that the time she spent
listening t¢ English wae nowhere near enough. Tsuysko thought that her
speaking practices with Japanese partners were not effective. Aiko felt that
she had problems expressing herself fraely, and Mayumi thought that she knew
what she needed to do but could not do it.

aflections

All of theae students reflected on experiences and asked themsslvea why
they had become involved in learning English. They all seemed to have had
good experiences that provided them with the motivation for their present

atudy,
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gelf-monitoring

TOEILC scores provided the main impetus for this group of learners to
strive for higher-level achievement and overall improvement. They were zll
focused on their scores. Kaori compared herself with others but secemed to
have no strategies to rectify her perceived shortcomings and just became
depressed. On the other hand, Teuyako would see what she had to do next,
how she had to do it, and why. Inexhibiting a deliberate speech delay, Sumiko
demonstrating a degree of metacognitive ability. She was also concentrating
on improving her listening skills at the time of this research. Aiko was also
conscious of her listening skills and tried to use her listening comprehension
skills in her day-to-day life. She also felt that she was not studying enough.
Agami had been conscientiously listening to an English radio program in order
to improve her listening and comprehension skills. When she felt depressed
ahout her language and speaking skills, she would stop studying and take a
short break. Mayumi discovered an effective stratepy when she was a third
year student, Through listening to the tape and writing what she could hear,
she found she could improve her language skills greatly. This strategy
connected her general learning to speaking skilla through self-divected learming.
initiativ asgive

Kaori was a serious student who worked hard. She did whatever was
noeded for losson preparation and review. However, she was very passive in
class, always waiting for someone else's leadership. Tsuyako felt that she was
required to be compliant and passive in clags. Sumiko, helieved in her
possibilities to improve her English skills and stated that all lessons were
uwseful learning opportunities, Aiko stressed that it is the atudents
responsibility as well as the teacher's in facilitating effective learning. She

actually wanted more challenging and difficult work. Asemi had aclear idea of
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the sorts of classes that were effective for her learning. She preferred to have
explicit checks on her progress, rather than just being lefi alone to complete her
work, Thus, she did not believe that student-centred freedom was conducive to
effective learning. Mayumi like Kanori, was a hard worker who always did the
prescribed work correctly. She admitted that this constituted a passive way of
learning, but also felt it to be the most suitable way for her. In this group, half
of the learners felt that with regard to their own learning, they took some
initintive and the other half felt they were passive and did not display much
initiative.  Owerall, though, this entire group seemed to be aware that they

were responaible for their own learning in different ways,

copscions effort of continuation short:term effort

Knorl had & very limited perspective of learning English. During her
interview, she said that she realized she had never thought abeut what it really
meant to learn English.  She had been, until that time, concentrating solely on
learning what was required for each test. Tauyako did not mention anything
about what it meant to learn English, while Sumiko, Aiko, Asami and Mayumi
were aware of their continual conseious effort, Sumiko saw her learning as a
longrterm process. She had told herself not to expect good results straight
away. Her beliefs were based on the need for continuous effort, The other
three learners had already chosen careers that had no requirements for English.,

However, they wished to continue learning English at their own pace.

ilit: icti
Kaori, Tsuyako, and Mayumi seemed to have very restricted beliefs about
their learning. Knori appeared to be afraid to change her strategies even
though she felt they were not very effective. Tsuyalko believed that English
needed to be learnt with American pronunciation, Mayumi thoupht that she

must speak properly without mistakes in order to make her English
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understandable, These beliefs seemed to prevent Tsuyako's and Mayumi's
furtber improvement. On the other hand, the cther three learners showed
gsome flaxibility as ta what is, or is not effective, making them more motivated

ang their learning experiences more positive.

strong internal locus of control €= weaker internsl logus of control
Kaori and Tsuyako were similar in that they did not think they had a

sufficiently developed locus of control to advance their own learning. They felt
dissatisfied and lacked confidence. Sumiko, Aike, Asami and Mayumi were
positive about themselves in that they felt they were doing their best. They
were always aware of English in their daily lives, Both Asami and Mayumi
had been thinking that, although they were trying hard, they were not

involving themselves in a sufficiently interactive fashion in their lessons.

critical awarenpgsa

Kaori and Tsuyake knew that an awareness of English in their daily life
was important for them to keep up their level of proficiency.  They also felt
that heing actively involved in learning made a difference. Sumiko and Aiko
were afraid that their English level would deteriorate if they stopped their
present method of learning. Asami and Mayumi had nothing to say about
critical awareness.

endless possibilities €==» uncertainty

Sumike and Aiko believed that they would achieve what they wanted so
long as they continued to make an effort. Kaori thought that her strategics
were not effective, but she did not have the confidence to change them and thus
she feared she would not achieve what she had set out to do. Tsuyake made no
comment relating to this descriptor, Asami believed that pegple with greater

language skill than her were once at the same level that she is at now.
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Therefore, she thought that it should be possible for her to improve. However,
at the same time, she had doubts that she could even retain her current level of
proficiency. Mayumi wished to maintain her currant level, but this was not a

stronply held desire,

goal awareness

Kaori wiehed to be a teacher so she was aware that she should learn
Enplish more comprehensively, whereas Tsuyako, Asami, and Mayumi were
focused on the goal of achieving high TOEIC scores and doing well in other tests.
Sumiko and Aiko did not mention any particular goals.

English proficiency vis-d-vis TOEIC scarves

All six Homogeneous learners seemed to be accurately aware of their own
shills vis-d-vis test scoree, However, they all appeared to lack ideas about
lanpuage as a tool for communicative use. Grammatical knowledge, proper
pronuncistion and vocabulary skills were thought of in terms of being
measurable skills rather than having eommunivative qualities and purposes.
Ironically, this precccupation with perfection and the development of skills

secmed to be one of the primary causes blocking their improvement.

Cognitive baliefs

All six Homogeneous learners seemed to be aware of the importance of
having an interactive active attitude in the class, Thay also considered their
classroom learning to be directly related to oui-of-class learning. However,
these learners’ actual attitudes in class appeared to be passive in terms of
responding to questions and asking questions. For effective language learning

stratepies to be activated, the Homopgensous learnsrs seemed to be aware of the
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need for authentic input and appreciated the importance of getting

opportunities to listen to English in their daily lives.

clagsroom learning

Challenging tasks wero something these learners wished for in the
classroom activities, They seemed to be aware of the importance of active
involvement in their English learning, This may suggest that the learners in
the Homogeneous group seemed to have a similar awareness regarding ways of
learning, as did the learners in the Heterogeneous group. However, the
difference was in the Homogeneous group’e actual attitude in class, Ifthe clasas
consisted of motivated students of various ages, for example, learners would
exhibit greater preparedness to participate. Their attitude would change when
g different classroom atmosphere was established. Because they were
meotivated to learn English, they wished that they could behave more actively
and use opportunitics more effectively, PFurthermore, instead of adjusting
their attitudes to make better use of classroom learning, the Homogeneous
learners stressed their own needs and preferences. In other words, they were
more preoccupied with specifically individual needs rather than exhibiting a

apirit of interactive or co-operative learning.

effective language learning strategie:

All learners seemed to be consciously aware of the need foy English input
into their daily lives. They thought that authentic materials were important to
better understand English, especiallr as mediated through listening practice, in

order to improve their general comprehension or understanding,
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Soclal bellefs

The six Homopeneous learners seemed to expect the teacher to act as a
helper or advisor, looking to the teacher to direct them by using histher
comparatively rich experience and expertise.  They felt that what the teacher
expected from them differed according to the nature of the clnessroom lesson,
which had been taught, and the nature of any relationships, which exdsted.
That is, teachers in lecture-type leasons or particulur teachers regarded them as
good students. Conversely, they felt that teachers in conversational lessons
regarded them as aversge students or did not even know them. Teuyako
considered that a relationship based on equality between teacher and learner
was important. The other learners in this group, however, seemed not to have
any awarenesa of a collaborative context in their classroom learning. Rather
than locking for collaboration in the classrcom, they put more pressure on

themaelves as individual learners.

The comparisons between the Heterogeneous and Homogeneous groups are

summarized below in Table 6.4,
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Table 5.4: The Comparisons of Two
Categories

group Learners' Beliefs under Five

{1} Affactive heliefa

Hstemgenenus group

Homapeneous group

having jeberelated motivation ® ‘having no ¢lear cbjectives
0 seting English skills as tools ®  boing interested in English for cultural
® enjoying and having interest in their underatanding rather than using skilla
learning for their future career
8 being strongly motivated to acquira | @ having admiration for, or placing value
English on the advantages of English
acquisition

| {2) Solf-percoptive boliefs

Heterogeneona proup

®  being positive and displaying a belief in
self.

being  aware of  self-regulation,
self-direction, self-enconragement,
positive self-image, self-trust

i th
teachers thought of them ag different
from other studenta,
® teachers’ positive expectation towards
them

AL,
o

Homogenous group

@ gaining high marks in English tests
through considerable effore

® heing awere of both positive and
negative selfimage, self-trust and
doubt

8 feeling that they make s very good
impresaion on their teachers for the
lectura-type leasons

#  having ambipuous feelings about their
learning.

& Tbeing inconsistont with their actual
behaviour

Teacher expectation towards the learne

© heing recognized as sericus studonts in
leeture-type classes,

@ ‘Teachers thought of them as quiet
ptudents, or at worst they were
unnoticed by teachors.

@ Being rocopgnized differently depending

on the teacher and the class.

Table continues,
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‘Table cantinued.

{3} Ssif-motivational bellefs

Heterogeneoun group

Homogoneous Group

© being aware of the classroom asg a part
of their Jearning process
being aware of learners’ active
involvement needs

®  heing aware of selPresponsibility

@  being aware of English-use needs

affective lanpuaps loarning stratesics

©® creating an environment to support
English Janguage opportunitiea

&  heing aware of authentic input

® externally  embellishing  classroom
learning

® focusing on the communicative use of | ® having no clear purpose for learning,
English ae well as their own proficlency | ® seeing the tencher ne a leaderfadvimor
improvement, and from whom they obtained
® petting target test scorss as a series of nocessary skills and direction for
amall progresa-checking milestonos, further learning
© being open'minded and possessing a{® being serious, earpest atudents who
flexible way of thinking. never fail to do their given assignmoenta.
® being good at controlling themsolves, ® goiping  positive  recognition  from
® onjoving both lenrniog English end teachers in lecture-type lessons but
their social lifs, & being quiet and passive in
® having & longterm wview for thoir conversational classes,
language lenrning. ® focugsing on their own English
proficiency improvement rathor than on
communication with others.

@ Having passive, short term effore,
restrictedness, insufficient internal
enorgy, — uncertainty  about akills
application

{4) Cognitiva boliefa
Heterogeneous group Homegeneous group
Classgroom learning Classroom learning

0 being awere of the classroom as an
important opportunity for their Fnglish
learning

® being aware of challenging and eetive:
involvement needs but oot following
through

® emphasising - their own needs

effective lan arping stratepien

¢ being aware of English learning

® being aware of authentic input

(5) Social bellefs

Hetorogeneous Group

® being awsre of self-responsibility s o
laarner

® considoring toacher role as a facilitator
or a aupporter

@ being cogmizant of dovoloping
positiva-relationships betwean
teacher and students and amangst
atudents

&  boing aware of collaborative necds

Homogencous Group

#  having different attitude and behavionr
roforent to teacher-expectation and type
of class involvement

@ considering teachers' role as a helper
and an adviser

@ boing awasre of the teachers
understanding of their neods

@ being aware of pesr pressure for

conformity rather than facilitating
interactivences
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To further illustrate the differences in learner beliefs between the twe
groups, data from two participants, Hideo (Heterogeneous) and Mayumi
(Homogeneous), are discussed in the following section. Hideo and Mayumi's
cases are reported in order to show the clear differences between the

Heterogeneous and Homopeneous learner beliefs.

From Hideo and Mayumi's reports:
The exireme cases of fwo group fearners

When the interviews were conducted, both Hideo and Mayumi were fourth
year students, Both learnera had good marks in all English subjects, Hideo
had improved by 430 points in his TOEIC score since he entered university,
recently scoring 910 points, while Mayumi had improved by 360 points, recently
seoring 735 points, Hideo was well known at university because his
involvement in the learning process was impressive compared with other
students and impreseive in the cyos of many teachers. On the ather hang,
Mayumi was not noticeable, mainly because of her guiat character (see
Appendix 51 for details). The different beliefa and awarenese levels of the
above learners were clearly scen from Hideo's and Mayumi'a replies to the
interview questions (see Appendix 5-2). The differences in each learner's
attitudes to their language learning are discussed below, where their respective

responses to preparad interview questions are summarized.
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1. In what ways do you believe you can improve your language skills?

Hideo

Hideo believed that suitable strategies were the secret of success. In hie case,
the key to learning was an exposure to an Enplirh-speaking environment. He
thoupht that the best strategies were discovered through learning. In terms of
gelf-motivational strategies, Hideo used his dreams and goals to activate
behaviours,

Mayumi

Mayumi tried to create a good environment for learning by, for example,
choosing to study in the library. She tried to repulate herself by having breaks
and by continuslly setting herself short-term goals for getting good marks in
tests.

2. What are your reasons for studying English?

Hideo
Hideo's reason for learning English was that he wanted to be accepted for
postgraduate studies at an overseas university. For this reason, he believed

that he had to use English everyday.

Mayumi
Mayumi's reason for learning English was for her own interests, She was
interested in English speaking cultures and customs, travelling, listening to

English songs and watching English apeaking movies.
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3, What in your opinion, should successful students do, and how should they

behave inside and cutside the classroom?

Hideo
Hideo believed that finding stratepies suitable to ihe individual, strong

motivation, and the continuation of effort would lead to success.

Mayumi
Mayumi believed that an active attitude, confidence and self"responsibility were

necessary factors for success,

4, What should be the role of the teacher so that you can achieve your goal of

learning Engliah?

Hideo
For Hideo, the teachers' and other students’ trust was most important. He
thought that teachera' roles could be different depending on the relationship

with the student. He expected teachers to encourage and support him,

Mayumi
Mayumi expected teachers to create a2 good class atmosphere, She wanted
teachers to lead her in the right directions, but she did not desire any special

attention. She wanted to learn in an environment free from worry and fear.

5. How should lanpuape clase time be used to achieve your goal of learning
finglish?

Hideo
Hideo wanted his class to stimulate him, He expected classroom learning to be

a place for activities such as discussions, debates, or presentations, because
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these kinds of skills were difficult to acquire individually.

Mayumi

Mayumi wished to have a comfortable clasargom atmosphere. She thoupht
that it would be easier for her to learn with people similar to herself, that is,
who was quiet and shy. She expected her teachera to lead her and she expected

to learn from their rich experiences.

8. Have you developed any ways of motivating youraelf to learn English?

Hideo
By setting objectives and goals for himself, Hideo always tried te be aware of

why he was learninpg., This sugpested a strong self-motivational strategy.

Mayumi

Through effort and memorization strategies, Mayumi believed that she would
improve her English, as she waa very concerned abhout her own akillz and scores.
However, despite her wish to improve her speaking skills, she had problems
doing so. These problems seemed to be internal barriers that prevented her

from focusing on short-term goals.

7. When you have difficulties and problems achieving your goal, how do you try
to solve them?

Hideo
Hideo's strategies consisted of reflecting on his attitude and goals, and seeking
advice from others,

Mayumi
Mayumi's strategies consisted of selfmonitoring through checking her skills, by
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way of TOEIC or other tests, In addition, Mayumi tried to get stimulation
from watching movies, This strategy was also a way of enjoying one of her
favourite things in English. Another strategy for getting stimulation was

observing other students who were studying hard.

8. Many times students have difficulty studying on their own at home hecause
there are other more interesting thinpgs they would rather do such as
watching television or going out with friends. What strategies do you use
for motivating yourself to complete your work under these circumstances?

What do you do if vou are trying to achieve a certain goal?

Hideo
Hideo reflected on his dream and geal. In addition, he thought about his
parents, friends, and teachers who helped and supported him along the way.

This inspired him to continue te achieve what he wished.

Mayumi
Mayumi concentrated on her study, as she wanted to choose 4 place where she

had no interruptions and which was comfortable, to better allow her to study.

9, What do you believe your teachars’ expectations are of you? Why do you
think so?

Hideo

Hideo believed in the power of teachers’ positive recognition of his conscientious
effort. Ho described himself as a hardworking, enthusiastic person and as one
who could be relied on.
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Mayumi

Mayumi believed in both positive and negative feedback from her teachers,
because she was serfous in terma of doing her work properly and so saw both
forms of feedback as valunble. On the other hand, she was quiet, passive and

unresponsive and believed that this was viewed negatively by some teachers.

10.How do you feel about yourself as a language learner? Please describe in
ten sentences how you see yourself in terms of being a Japanese learner
studying English.  Start with “T am a...".

Hideo

Hideo believed himeself to be a capable learner. However, he still wished to
achieve more, and he was aware of the required strategies to realize his wish.
He accepted making mistakes. He also encouraged himself and sought more

opportunities to interact with other people.

Mayumi

Mayumi admitted that she made an effort, because she wished to be able to
speak English, however, sho was negative about her ability to improve her
skills.

Compared with Hideo's flexible thinking and pesitive attitude, Mayumi
demonstrated limited beliefs that acted as barciers to her learning and active
ecngagement. Shyness, fear of making mistakes, perfectionism, lack of
confidence, and extessive concern for others’ opinions are consistent with the
stereotypical Japanese learners’ pasaivity, At the same time, Mayumi scemed
to feel frustration with her language learning because her English acquisition

skills and strategies seemed useless for effective communication.
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Summary of Part One

The aim of Study One was to gain insights of high achievers' beliefs about
languape learning.  Sixteen participants were selected for Study One.
Through interviaw transcription analysis, twelve learners' beliefs were clearly
identified a8 representing either stereotypical or non-stereotypical
characteristics of Japanese learners. Six learners were termed a
Heterogeneous group of learners beecause of their non-stereotypieal
consciousness. Another six learners were lsbelled as a Homogeneous group of
learners hecause of their broadly stereotypical attitudes. Heterogeneous and
Homogeneous group learners' beliefs were compared and discussed in Study
One: Part One. The following five categories of comparisons summarize the

differences between the two groups.

Affective Beliefs

In terms of affective beliefs, the main difference between the two groups of
learners seemed fo he one of goal awarensss, The Heteropeneous group
learners had a clear goal for learning English, and this goal was related to their
self-actualisation in life generally. Their English learning was, therefore, just
a means of accessing the achievement of their final goal. On the other hand,
the Homogeneous learners seemed to be interested in learning English and
better appreciating the cultures in which this lanpuage was spoken. They liked
studying English and they admired fluent English speskers, In this respect,

their goal was the acquisition of English proficiency as an end in itself.



Self-Perceptive Beliefs

The Heterogeneous learners were positive about themselves, They
believed in their potential, They also felt that their teachers had high
expectations of them. Their teachers' high expectations further supported
their confidence building. They were aware of and utilized the metacognitive
strategies of self'regulation, self-direction and self-motivation. They always
reflected on what they were doing, why they were doing it, and where it waa
taking them. The Homopeneous group, however, was very different in terms of
self-image and self-trust.  They seemed to have ambiguous, almost
dichotomous feelings of both positive and negative self"image. They were very
congeious and sensitive about others’ opinions, Although they wished to
acquire native-like fluency, they seemed to take a passive attitude in their
conversational classes. They were recognized as good students in their
lecture-type lessons, whereas they were not recognized in the same way in their
conversational classes. Thua, their self-image received conflicting positive and

negative reinforcement from their teachers.

Self-Motivational Belfefs

The Heterogeneous and Homogeneous groups tended to hold differing
views about learning. The Heterogeneous group was aware of English as a
means of communieation and a matter of life'long learning. Conversely, the
Homogeneous learners seemed only to focus on their skill improvement rather
than learning for communicative use. The Homogeneous group displayed an
acute concern for perfection. As a result, they doubted that it would be

possible for them to acquire their desired skills, In fact, they seamed to have
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not enough drive for learning English. Such contradictions between theis
thinking and their actions seem to be ane of the defining characteristics of the
Homogeneous group. The Heteropeneous group of learners was active and
confident. One of their major characteristics was their flexibility. In addition,
they had a strong, critical awareness that they neaded to continue their present
effort to maintain their English proficiency level. Through this attitude, they
seemed to have sufficient internal drive to motivate themselves towards their

goal.

Coghritive Beliefs

In classroom learning, the Heterogeneous learners were recognized as
active students, while the Homopeneous learners were seen as serigus students.
The Heterogeneous learners stood put from others, but they themselves, their
teachera and other students had a positive acceptance of their characters. The
Homogeneous group, on the other hand, consciously tried to aveid standing out.
They were recognized as normal students, and in fact, they behaved like that.
The Heterogeneous group members were aware of themselves as class members,
and sought to create a good relationship with teachers and fellow classmates,
They wanted a good class atmosphere to promote effective elassroom learning,
The Homogeneous group was highly conscicus of their own English skills and
how others thought about them. They seemed to lack awareness about the

strategies, which existed in the classrcom,
As for effective learning strategies, both groups believed that authentic

input was very important, in particular, with regard to listening practies. In

addition, separate strategies for learning hoth inside and outside the classroom
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were considered important in meking learning more effective, In this respect,
both groups of learners were strongly aware of the tofality of their learning

process incorporating both the classroom and the world beyond it.

Social Beliefs

Learners in hoth groupa were aware of their own responsibility as learners.
They were all self-directed in their study. The Heterogeneous group believed
that the teacher's role should be as a facilitator or supporter, where the students
were respensible for learning but needed the teachers' support or assistance.
The Homogeneous group felt the need for teacher direction and understanding.
The Heterogeneous group also seemed to be more aware of the need for a good
relationship with other students, while the Homogeneous group focused on the

tacit relationship among students.

In summary, in Study One: Part One, sixteen English language learners
wera selected on the basis of being high achievers through analysis of their
TOEIC results.  All sixtesn students were interviewed regarding their
learning hebits and attitudes and from this data, Heterogeneous or
Homogeneous learner profilos were identiffed by a number of referent
characteristics. 'Twelve of the students were immediately categorised as being
either Heterogeneous or Homopeneous learners and formed two groups of six.
However, four students could not be immediately categorised and this needed
further investigation. Study One: Part Two below details this investigation
and includes brief case studiea of the learners, highlighting the degreen of

learner autonomy and succeasful learning practice.
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Part Twa:

What Can Successful Learners Tell Us?
A Comparison of Six Learners’ Beliefs

In this section, six successful learners’ beliefs are presented. One, Hideo,
was selected from Study One: Part One baszed on his TOEIC results, attitudes ta
learning and learning behaviours. The second, Fumiko, was salected based on
prior research (Usuki, 2002), which provided the impetus for the current
research. Learner autonomy analysis of these two studenta provided data for
comparison with that of the four students who were now the subjects of Part
Two. The data showed that the beliefs of the four learners indicated different

degreea of success and learner autonemy.

Preliminary Study of Successful Learners’ Beliefs:

Learner Aufonomy Seen from
the Point of View of Hideo and Fumiko

Below are extracts from interviews conducted with the two university
students, Fumiko and Hideo, who are both very successful Japanese learners of
English, Importantly, both managed to acquire a high level of English
proficiency while remaining in Japan. Not only did they achieve high TOEICQ
test scores, but also both students gained sufficient English skills to be able to
express themselves well. Their experiences are therefore of special interest
and their responses about languape learning demonstrate a high degree of

learner independence.

Retrospective interviews were orpanised regarding the studentis'
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perspectives of their own English learning. The intarviews were tape recorded
and transcribed, then analysed by focusing on what the learners thought about
their own learning in order o clarify various aspects of learner autonomy. The
interviews were carried out in Japanese and translated inte English by the

author.

Pumiko was a fourth year student majoring in English when she was
interviewed in 1999. She started learning English at junior high achool in
Japan, and had no overseas study experience except for a four-week school
excursion in New Zealand. Since Fumiko entered the university, her TOEIC

score improved 375 points to surpasa 500 pointa.

Hideo was a fourth year student when he was interviewed in the middle of
2000, As with Fumiko, he learned English at junior high school and high
achool. He had a one'month home-stay experience in Canada during his high
school days. Other than that, his English learning was completely in Japan.
Hideo also achieved a scors of more than 900 points in TOEIC (having improved

it by 430 points over 8 years).

Considering the remarkable improvement of test scores, both Fumika's
and Hideo's learning experiences are of interest, Extracts from interviews in
which they explain their learning strategies and orientations are indicated
below. These opinions seem to suggest that these learners’ success is due to &

kind of specifically conatructed learner autonomy.

Goal setting:
Both students expressed feelings of frustration experienced while learning
English without any clear objectives. They reported an improvement in their

attitudes and performances once they had established clear goals, {The student
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quotes are in italics with non-sequential cnes starting on separate lines.)

I had a feeling English learning would be endless. Bven if I' studied hard, I
couldn’t be a native speaker. Enpglish fo still my second fanguage. So, I thought
that I had to decide my goal for using my Enplish skills, my purpose for study
and my Intended use of English. Otherwise, my learning would have no aim.” T
folt I had been groping biindly in the dark for a long time. At that timme, I really
suffered, I was studying but didn’t have a vision. I didnt have a final point of
achievement, I just attended the lessons and blindly studied hard o digest
given work. (Pumiko)

I kad problems that sheer effort eould not overcome. I reflected on my basie
reason why I was learning English and looked at my goal again. I iried to get rid
of my unmotivated feeling.

Before I had a visible goal, I was just trying to improve my English in a

haphazard manner. {Hideo)

Self-trust:
Successful Japanese learners of English display strong beliefs in their learning
abilities. They are not overly concerned about their peers' opinions and are not

afraid of ‘standing out'.

What I had to do was fo belleve in myself alone. Only I know what I need to do.

It does not matter what others think of me. (Fumiko)

I feef that each day 1s struggle. By myself I make progress. T would fike to stand
out as someone different. We can do whatever we want if we have mofivation.

Really, we are a conglomoeration of possibilities. (Hideo)
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Making use of the environment:

Learners skilfully use the available environment and attempt to create ‘their
own' English world. They have a critical uwareness of their own learning
needs and a flexible way of thinking,

1 tried to think positively and make my environment as mesningful as possible,
I have done my best whenever I could. I wanted fo make full use of my
opportunities, (Pumike)

1 take opportunities to be in contact with the English language as much as
possible. I make my swn environment aritficielly like an English speaking
country. We can do various things for English learning. The riost fmportant

thiing is how well we can use the resources around us.  (Hideo)

Learner responsibility in the clasg:

Although good learnera expect and need a teacher’s understanding, they are
aware of both the teacher’s and students’ responsihility for making lessons
useful, They see teacher — student collaboration as an essential prerequisite of &

foreign language class,

We should seriously set a purpese for ourselves and learn in order to achieve It.

Lessong should be done by cooperation between teachers and students. Poor
lesson are oneg that don't Jet us think anything because they are just ona-way
traffic from the teacher to the students. (Fumilko)

Not only does a tescher give something to the students, but also the teacher can
learn from the students. It is best if we have z give and take relationstip. Ideal
olasses are when the students are responsibie for doing something, So, I think
that both the teacher and the students are responsible for the class. A

relationsfiip of frust needs to be buill firmly between teachers and students.
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(Hideo}

Student initiativen and teacher role expectations:

Both of these participants agree thas it is the learners’ responsibility to take the
initiative for their own learning. At the saama time, they mention that they need
their teachers' advice and wish to benefit from their teachers’ experiences, Both
learners expect their teachera to provide mental support to aid the students’
learning. In this sense, both learners expect their teachera not just to help them,
but also te take a far more important role in giving psychological support and

engendering trust.

The teachers role is to advise learners. Learners have in achleve
selfactualisation by themselves. Teachers can help By using their experience

in various ways. {(Fumike)

The teachker’s role is to lead their students in better directions, not only fo feach
us but to give us mental support, Whether we can achieve our goal or not, 1t Is
up to us. Teachers can help us to keep our metivation, msake us aware of

oursefves, and our possibilities. (Hideo)

Fumik. and Hideo's comments display sorie important features of learner
autonozay. Hideo and Fumiko conneeted their English learning to the aim of
gaining future employigent. As a result, their English learning had become
closely linked with their future goals and was therefore meaningful to them.
They were s2lf-directed and aware of their own responsibility for lanpuage
learning, They believed that only they themselves could initiate and maintain
their own language skills. With this aim in mind, they created language

strategies, which were easily availsble to them in their daily life in & Japanese
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environment. Part of the common daily learning strategy included both input
and output opportunities. Tnput opportunities included use of authentic
materials such as English newspapers, mapazines and radio. Qutput
opportunities indicated were the use of English for communication in real-life
situations. Other important strategies indicated were the memorization of
vocabulary and expressions and jpreviewingfreviewing each leason.
Interestingly, both learners said that it was also important to read Japanese
newspapers every day te ensure they have background knowledge and
information. In this sense, they seemed to have a metacognitive awareness in

relation te English learping itself.

Four Learners’ Beliefs:
Hiroshi, Ryoo, Naoko and Kenlchi

Hideo and Fumike's vases were considered these of very successful
autenomous learners. The following four learners, Hiroshi, Ryoo, Nacke, and
Kenichi showed their similar awareness of self-responsibility, although they did

not achieve same depree of success and learner autonomy as Hideo and Fumiko.

Hiroshi was a third year student when he was interviewed. He could be
congidered as one of the mere successful learners at the university,. He had
improved his English ekills considerably in both TOEIC scores and actual

proficiency level.

Ryoo waa a sacond year student when he was interviewed. He was one of
the best students in the second year at the university, although generally

second year students’ levels of Enplish were not so high. Ryoo's proficiency
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level and rate of improvement in TOEIC scores were lower than the third or
fourth year participants of this study. Looking at his TOEIC result one year on
from this interview, however, Ryon had improved his score considerably. From

this interview, it was possible to see some of the reasons for his success.

Like Ryno, Naoko was a second year student when she was interviewed.
Nacko at first refused to be interviewed because she thought that she waa not
trying hard enough with her learning, but later she agreed to talk about her
thoughts. She was motivated to learn BEnglish but had problems with the
self-management required at university. She seemed to have a gap between
what she thought she needed to do and what she actually did. Although she
had improved her TOEIC scores since entering university, she had not been able
to make good progress since the time of the interview and the reasons for this
lack of progress could be seen in the interview analysis, which iz presented

below.

Kenichi was a fourth year student when he was interviewed. When he
was g firat year student, his TOEIC score was in the 200s. Since then, he had
been able to raise his score into the 6005, He was not an outstanding student,
and was not recognized widely in the university. He was simply an average

student,

In the next section, firstly, the four learners’ TOEIC score records are
shown in Table 5.5, and secondly, the four learners’ belief are described using
the five categories previcusly employed to compare the Heteropenecus and

Homogeneous learners’ beliefs,
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Tahle 5.5: Four Learners' TOEIC Score Achlevament and Improvament

tearncrs Ist year 2°7 year 3™ year 4% year improvement
since 1% year

Hiroshi 300 470 635% 766 466

Ryoo 326 575" 68D 356

Nooke 915 B10* 480 185

Kennichi 280 480 B66 &05* 326

(* TOEIC score at the time the interviewa was condueted)

Hirgshi's improvement was the greatest amongst the sixteen participants
in Study One. He seemed to have inersased his gonfidence in communication
skills as well. Ryoo, similar to Hiroshi, had also improved his English skills
rapidly. Naoko, on the other hand, seemed to have problems improving her
skilla further, Kenichi’sa TOEIC score was low in hia first year. Although he
was able to Lift this score to more than 600 in his fourth year, Kennichi's overall

English skill improvement seemed to be not as great as Hiroshi or Ryan,

Analysis of Learners’ Beliefs under Five Categories

Affective Bellefs

Hiroshi wanted to be a teacher. His desire was very strong. He liked
meeting and communicating with people and learning English provided the
opportunity for him to do so. Like Kyoko {in Part Omne in this chapter), he
hoped te give his future students ideas for enjoying and seeing the advantages
of learning English., He wanted to show how good it was for people if they

could communieate in English. Hiroshi's motivation seemed to go beyond his
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own career seeking to contribute to Japanese education as well.

Ryoc focused on both English skill improvement and his TOEIC scores.
He believed that there was equivalence between getting pood marks on tests
and trying to improve his English gkills, He had been using exercise hooks
repeatedly for listening and reading practice. He thought that listening and
reading were an important part of gaining speaking skills, He had a conscious
desire to improve his reading skills as well, and in the future, he wanted tobe a

translator or get another English lanpuage related job.

Naoko also desired to be an English teacher. She was interested in
English native speakers and wanted to acquire native-like English skills.
Rather than studying JUKEN EIGO (Engplish for examination purposes), she
preferred. to study English for her own interest.

Kenichi had strong affective motivation. He was espeeially pleased with
himself when he used English and he had a general desire to communicate with
various people, He enjoyed learning English very much, but despite wishing to

have an English-related job in the future, his desire was not very strong,

Seil-Perceptive Belfefs (the excerpts of four learners in each descriptor are

shown in Appendix 5-3).

Hiroshi took whichever direction he thought was right or good, and what
waa necessary and unneceasary for improving his English by himself. He felt
confidence in what he had done so far. He knew that according to his past
experience, his efforta were always rewarded, He believed his way of thinking

was right and was able to motivate himself. As well as showing such flexibility

135



and selftrust, he had never failed to complete his set work and showed that he

waa condcientious as well.

Regarding teacher expectstions towards him, Hiroshi helieved that
teachers thought of him as a serious student because he always did his set
assignments. He also thought that he sometimes disappointed teachers when
he could not improve his proficiency level. He believed that he should learn
something from each teacher's best points. If he did not like teachers, he could
not respect their lessons. He thought that it was important to look for a

teacher's good points and to make positive efforts to benefit from them,

Ryoo believed that he had good concentration skills and rated himself
highly in this regard because he could concentrate well on whatever he had ta
do. He thought that he was uniquely himself and nobody eclss, and in this way,
he wag an independent person who lesrnt at his own pace without caring too
much, about what others were doing. He sometimes felt lazy and admonished
himself that he had not used his time effectively. Others said that he studied
hard, but he did not think he did enough. He was spurred on when he
eompared himaglf with someone better than himself. He did whatever he conld
and believed that his potential depended on how hard he worked. Ho reflected
that he had not failed =o far, so he would earry on studying in the same way that
he had been doing. While he remained in Japan, Ryoo thought he had to do
whatever possible to advance his studies and if he got chances to practice
English, he wanted to use such chances effectively, Ultimately, he wished to be

like a native apeaker.

Regarding teacher expectations of him, Ryco believed that teachers
thoupht of him a8 n hardworking person, He had had friendly relationshina

with his previous Japaneee teacher and native English teachers, He believed
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that he would improve if he did his best.

Naoko thought that she was not strict enough with herself, Althoupgh she
evaluated herself as not doing enough, athers told her she was doing well. She
had a streng motivation to study English and also thought critically of the
present education system, but thought she should have studied more than she
did at present. Naoko thoupght that if she worked harder, more possibilities
would open up for her. As long as she always thought ahout her gozl and did
nof give up, she felt it was a real possibility. She wished to speak fluently but
believed she lacked sufficient grammatical knowledge to do so. She alse
thought that she needed to know about the culture in order to learn the
lanpuage. She felt that she had also to listen to the radio conscientiously, and in
this way, she would gain ideas ahout how to improve her skills.

Regarding teacher expectations towards her, Naoko belisved that different
teachers had different expectations. For example, one teacher seemed to be
unaware of anything about her, and Naoke did not have as good as contact with
this teacher as she did with other teachers. On the other hand, another
teacher scemed to regard her as a motivated student, but since she had not been
spending much time on her studies, she felt that thia teacher thought she was

under performing,

KEenichi pave himeelf rewards after completing something. He set small
goals for himeself each time as a means of encouragemant, because he did not
want to defeat himself with impessible targets. He thought that if he did not
improve, he was at fault for not making enough effort, which waa the samse
thinking as displayed by Kyoko and discussed in Part One. Kenichi enjoyed
himself when he could use English and he put a lot of energy into his favourite
things. He was positive about himself in that he enjoyed his English learning,
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but at the same time, felt that ao far he had not been learning English properly.
Like the other participants, Kenichi thought that whatover he was able to

achieve depended on his effort and motivation.

Reparding teacher expectations towards him, Kenichi was aware that he
had differing attitudes towardas his faveurite and non-favourite teachers. He
felt happy if teachers recognized him and had high expectations of him, and

believed he could motivate himself to respond to such high expectations.

Self-Motivational Beliefs (the excerpts of four learners in each descriptor are

shown in Appendix 5-3).

Hiroshi's English learning was strongly influenced by his feeling of
enjoyment, as he believed that his interests and enjoyment were very important,
Hiroshi logked to his strong points and tried to sustain them, and in turn, his
consciousness raised his motivation. He reflected on his goal and told himself
that he had to work to achieve his goal. He valued having a goal above
anything else. He sometimes felt foar ag to whether or not he could realize his
goal, and this fear always forced him to study. Presently, he listened to his
teachors’ advice. He believed that it was important to keep a link between his
interests and English and to continue to work patiently towards small targets.
Hiroshi’s learning was not always a smooth process and he experienced 'slumps’
in his learning, When faced with such situations, he went and talked with
someone, He did not expect anyone to provide aolutions, but he folt better after
talking through his problems. He thought that he needed to do something
beyond the ordinary, For example, Hiroshi had not put an antenna on his TV,

because he liked TV and knew that he would waste time watching it if given the
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chance to do s0. He pushed himsclf to make time to study. He believed that
ideally he wanted to have time for both recreation and study as he thought both
of these activities were important, so he tried to do homewerk and extra study
before going ouf to enjoy himself. He did not formally plan, but tried to nee his

time wisely by working regularly and doing required assignments on time.

Ryoo tried to use English to keep in touch with his favourite things such as
aports, newspapers, or watching TV. When he waa depressed, he could not talk
with people and instead he retreated into himself. When this happened, he
tried to do more study in srder to forget that he felt depressed. He often got
frustrated when he could not express himself in English, although ideas for how
to do so sometimes only came to him later. As part of his coping strategy, he
went to someone whom he trusted. He also believed he could always overcome
his problems. Ryoo did not wateh very much TV aither, and he chose which TV
programs he would watch, He tried to complete his required work either

before going out or immediately after returning home,

Nacko was not competing to better anyone in the class. She thought she
was keeping to her own pace, but sometimes worried about how others were
doing. In her view however, this had a positive effect on her. Naoko thought it
was not good to continue to study the way she was, and should therefore change
something. She felt that there was a difference between her TOEIC scores and
her aectual skills, She belioved, however, that it was up to her to improve
through her own effort. Naoko told herself that she should not give up because
once she eased off, her level of English would fall and therefore she should strive
for continupus effort, She thoupht that she should sometimes have time to
enjoy hersell, and accepted her friends’ invitations te go out. However, when she
had particular work to do, she would refuse such invitations. Except for her

few favourite T.V, programmes, Nacko did not watch TV very often, She did
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not have an overall study plan and simply did what she needed to do each day,
If she eould remain at her current level, she would like to pet EIKEN JUN 1
level and a TOEIC score of 800 during her second year, She thought that she

would not be able to compare her English improvement with anybody else.

Kenichi surgested the importance of preparation for, and review of,
English lessons. He also tried to use what he had learnt. Outside the
clagsroom, he sometimes talked to himself in English., He emphasized his
enjoyment of learning snd felt happy when he saw his progress and
improvement, which he menitored by checking TORIC asccres, He was not enly
optimistic about his learning, but he was also flexible and eager to try different
approaches fo learning. When he had problems, he did not give up but tried to
chanpe his perapective or find some other way of studying, He did not find
learning English to be a chore or hard work, but rather, he enjoyed his studies.

He thought that he had to do something useful, whatever the environment.

Cognitive Beliefs
Classroom learning

Hiroshi valued his classrcom learning opportunities. He thought that he
should listen to teachera and absorb valuable information from them. He also
thought that it was important to connect his in-clase learning and his
out-of-class learning by following up unknown words introduced in lessons,
researching new voeabulary brought to lessons, asking questions, and of course,
previewing and reviewing lesson material. He believed that lessons were pood

chances for learning English and he should make the moat effective use of them,
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Beyond the actual lesson, he thought that students needed to do their
homework thoroughly and work with other materials as well. Hiroshi
expected te gain new knowledge from his classroom learning and he did not like
to waste his time doing meaningless activities. In conversational classes, he
expected to be able to practice talking on given topics. Finally, he believed that
for a lesson to proceed effectively, the learners had to feel motivated and have a

sense of enjoyment in learning.

Ryoo believed that merely listening to lectures was not enough, and that in
order to improve, he needed to do other work on his own. He always prepared
for the lessons and paid attention to what he needed to know. He believed that
the connection between what he did outside the classroom and what he learned
inaide classroom was important for his English skill improvement. In his
opinion, self-directed awareness was crucial for the learner. Interestingly,
Ryco also sought to complement this self-directed awareness throuph being
motivated by othera in the classreom, which explained his having both a

competitive and co-operative attitude toward his classmates.

Nacko thought that students should be aware that, like teachers, they
have responsibility for the lessons, For her, lessona seemed to be a place for
checking and solving her problems. She [elt strongly that students were
obliged to prepare for the lessons, sad that teachers should not put up barriera
batween themeselves and students. This meant that teachers should make
lessons enjoyable and set the pace according to the students’ needs as well as
the teacher's desire, She felt that homework was neeeasary and that she could

check her knowledge by previewing the lessons.

Kenichi seid that students needed to take their interest and enjoyment

into the lesson, whereas teachers should provide direetion and stimulate the
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gtudents toward effective learning. Kenichi believed that English acquisition
was 4 matter of the students’ awarenusa to use learning opportunities as much
as possible, TFor example, he maintained that it was important to try to use
English expressions outside classroom once students had learnt them. In
addition, he insisted that following lessons, students should review whether

they understond the contents of the lessons.

Effective learning strategles

Hiroshi thought that he needed to develop his listening skilla by using
tapes or CDa, and he thought that he needed to build up his vecabulary and his
ability te predict the meaning of unknown words. Consequently, he believed
that vocabulary and listening skills were erucial to the improvement of his
English ability because he would not be able to pick up unknown words in
comprehension exercises if he did not have enough vocabulary. Further, before
being able to converse in English, he believed that he would have to be able to
listen and understand the language. He had been conscientiously following hia
teachers' instructions, and he needed to do work on his own. For example,
during his summer holidays, he listenad to CNN English tapes and he believed

that he should continue to do so.

Ryoo liked only English among the subjects that he studied at school. He
got top marks in English during high school and started thinking then that he
could be good at English. Ryoo also said that an active attitude was vital and
students should not worry about making mistakes or going to the teacher's
office to ask questions. He believed that it was important to listen to lessons
with full attention. He reflected that the reasons where he had been able to
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improve his English skills ineluded proviewing the lessons properly and
completing extra exercise books outside the classroom. He thought that his

private study and his curricular lessons connected with each other,

Nacke emphasized the importance of students’ motivation and
responsibility such as doing previews and the basics, getting actively involved
in lessons and asking queations when they were unsure of scmething, Apart
from attending lessons, she sugpested reading books or listening to good
proprams in English. She believed that students should use English learning
facilities actively and that they needed to be surrounded by an
English-speaking environment, She thought it was important to get away
from the Japanese environment sometimes. In this way of thinking, she
believed in creating an English-speaking enviroument and using whatever
useful things might be around people. She actually bought radic program
texts and recorded the program in order to work on them in eonjunction., She
thought that it was better to make time for self-atudy in TOEIC or similar, or to
mgke E'mail friends. Bhe seemed to know what she should have done and
what was likely to be ugeful, but she still had problems carrying out what she
had determined was best, There was a clear gap between what she wanted to be
doing and what she actually was doing. In this respect, she was similar to
Tsuyako (Homogencous learner] in Part One. She believed that successful
learners had an aetive attitude in the class such as expressing their opinions
clearly, while not worrying about msaking mistakes, Outside the classroom,
previewing and reviewing were important for remembering the main points, so
too were the underlining of key points and saying out aloud the more useful
expressions, She believed that keeping a connection between what was
learned inside and outside the classroom was important, as was doing work

othe * than that which was assigned.
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Kenichi believed that it was important to use English without worrying
about the mistakes he made and was aware of the need for active
self-involvement by students. In addition, he mentioned the strategy of taking
nates of phrases and expressions that were meaningful to him, as Kazuko had
indicated earlier in Part One, she also liked to use such strategies of note-taking.
In addition, Kenichi monitored his skill improvement through his TOEIC scoras,
conversational practices of reading comprehension exercises. Kenichi felf that
he liked learning English and such a feeling of enjoyment was important for

him to keep going.

Social Bellefs

Hiroshi expected teachers to suggest what was good for him to learn,
ingtead of just teaching him everything, If he believed something was
worthwhile, it was important to do it. In his view, if teachera were too remote
from their students, it was as if theve was no relationship with them. Hisideal
teacher-student relationship was a friendly one and Hiroshi expected to have
this rapport with his teachers. ‘This was a further demonstration of his
metacognitive awareness in providing the reasons why students learn English

and how they motivate themaelves.

Ry.oo thought he knew his proficiency level very well. He wanted his
teachers to set up tasks according to students’ levels. He expected teachers to
teach ondy those things which he did not already know. He thought that the
exercise of simultanecusly listening and speaking aloud as his teacher taught
him was effective, His teacher alse told him that geed TOEIC scores were
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important when trying to obtain employment., He was very strongly influenced
by teachers in his thinking and learning methods. When he met native
English teachers, he tried to talk with them although initially he was afraid to

do so.

Naoko wanted to be a teacher and one day would facilitate learning so that
her students eould find out how enjoyable it was to learn English, She wanted
to help others get rid of their boredom, which arose from JUKEN EIGO
{studying English for the purpose of passing the entrance examination). Todo
this, she bolieved that teachers needed to recognize, accept and enhance
students' motivation and advise them how to solve their problems. She
thought that teachers needed to be both strict and kind and have a good
wcaching manner and method. Conversely, she did not like teachers who

erected barriers between themaelves and their students,

Kenichi emphasized the importance of students’ involvement in their own
learning. He thought that studenta should be interested in their lessons.
Teachers could supgest the important points and facilitate students’ learning,
but ultimately what was learnt remained the responaibility of the student. He
believed, like Kazuke in Part One, which being forced by a teacher to do what
students perceived, as meaningless homeswork was not an effective Iearning

method at all.

Summary of Part Two

All four learners were self-directed and motivated. In particular, Hiroshi

was one of the most outstanding third year students at the university. He had
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a very similar attitude and beliefs to Hideo and Fumiko. For example, he had
a atreng, clear goal in his mind and he had self-trust regarding his potential.
He liked communicating with people and saw English as one means of gaining
oppertunities to do so. He bad his own learning strategies and s metacognitive
awarenecsa of these strategies, In addition, he was consistent in his approach
towards his teachers and classroom activities which he considered part of his
learning process. His positiveness and sincerity provided the drive for him to

make progress.

Ryoc was also a successful learner. He had a very strong motivation
towards learning English and he was very positive about his potential.
However, he was atill concentrating on his own skill improvement rather than
on communicative enjoyment. Therefore, in this respect, his flexibility and
communicative strategies were still insufficiently developed in comparison with
the above three learners, Hideo, Fumiko and Hireshi. One of the reasons for
this might have been his limited cxperience in Enplish. At the time he waa
interviewed, he had never been overseas and consequently had only limited
experience of communications using English. Apart from this point, Ryoo

seemed to have similar beliefs to the above three learners.

in contrast, Kenichi had no clear objectives associated with his learning
although he enjoyed it and was highly motivated to learn. Without a clear
objective, he did not have a strong wish to improve his English skills, which
reade his learning ineffective because he had no particular goal to accomgplish.
In addition, he had a different attitude towards his favourite and non-favourite
classes and teachers. These factors limited his current and future

achievement and improvement.
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Meanwhile, Nacko's main problem was the gap between her thought and
action. In addition, although she was a reflective person, her negative
seli-image and self-doubt seemed to be barriers to her effective learning.
These same problems, the gap between thought and action and a negative

self-image and self-doubt, also appeared in Kenichi's data.

Considering those aspects which were common to both Kenichi and Naoko,
it was apparent that their metacognitive awareness of learning English and
selfknowledge should be promoted to help them identify why they were
learning, how they conducted that learning and the prozress they were malking.
In addition, their teachers' support, suggestions, and encouragement might
have helped with their confidence building and assisted them to create clear

objectives for their learning.

Discussion from the Findings of
Study One: Part One and Part Two

Heterogeneous and Homogeneous Learmners’ Beliefs

The Study One data revealed that high achievere’ beliefs could be divided
into two typea: Heterogeneous and Homogeneous. In comparing both groups of
learners, it was seen that the Heterogencous-type learners’ beliefs were seen to
be more effective and should be promoted to all students for successful language
learning. Therefore, the poal of fostering learner autonomy in language
education should aim at engendering and encouraging Heterogeneous-type

learners’ beliefa. Homogeneous-type learners’ beliefs, such as low confidence,
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being afraid of standing out, perfectionism, and the contradictory behaviour of
wanting to be communicative but not displaying any such desire were seen aa
not being conducive to language learning. These behaviours are arpuably a

product of Japanese edueational influences upon the students,

Althourh there were different degrees of autonomous attitudes, learners in
Study One were aware of their own responsibility as learners. All of them
were self-directed. From the different beliefs and behaviours amongst the
sixteen participants presented in the data, the students’ innermost thoughts
deliver clear evidence that ‘typical’ passive attitudes attributed to Japanese

students are not a true reflection of the students' veal attitudes.

From the findings in Study One, learner autonomy is now considered from
the standpoint of successful learners’ beliefs. Then, Japanese stereotypical
passivity is discussed in relation to Japanese educational influence on learner
belicfs.

Learner Autonomy from Successful Learners’ Beliefs

All sixteen participants' beliefs showed evidence that there are different
degrees of learner autonomy. Each learner’s beliefs revealed his or her
autonomous attitudes as developmental rather than static. Successful
learners accept the responsibility of ereating their own learning environment in
their own situation. The ability io create a personal learning environment is of
particular importance for foreign learners of English who acquire English in

their own countries, away from an English-speaking environment.
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Successful learners think positively, they arve flexibly and are not
compromised by personal difficulties. They focus on their language learning as
communicating and expressing ideas and thus accept the imperfection of their
own askills. Their awareness of the need for collaboration with others seems
particularly to be one of the crucial factors contributing to their success, Their
awarcness of collaboration, as well as self-direction, supports Little’s {1996)
suggestion of interdependence for learner antonemy. Their individual effort
and sense of responsibility are strong for both their in-class and private
learning. They are self-reflective, confident, goal-oriented, and apﬁreciative of
their increased knowledge and improvement. [n order to motivate themsalves,
they reflect on why they learn English and what they nead to do to succeed
further. Learners' reflective seif-questioning might be a key to making learning
meaningful. This awareness supports Little's (1995) notion of the importance
of eritical reflection. Furthermore, confidenve and personal trust powerful tools
for these learners. Such positive beliefs towarda self can be built through
psychological support frem others as well as through the learners’ own efforta.
Thus, it seems that learner autonomy development is not a matter of solitary
gelf-instructional skills, but of the learner’s active search for and engagement
with internal and external resources (Norton 2000), in their languape learning.
Their responsibility does 1ot mean their management of learning alone hut also
an awareness of responsibility for their own learning that concerns them deeply,

and in one zense, presupposes management of their learning.

Stereoiypical Views of Japanese Learners’ Passivily

The Homogencous learners’ beliefs showed that the constraints they

cperated under were influenced by their past edueational experience. Their
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attitude of shyness, fear of making miatakes, perfectioniam, lack of confidence,
as well as excessive concern regarding the opinions of others are, in fact, widely
helieved to constitute Japanese students’ behavioural passivity. The students,
however, perceive their own personality to be a source of frustration and an
obstacle in language learning in addition to the above factors and desperately
want to change. Their frustration is compounded because they all succeeded in
their English university entrance examinations, yet somehow feel 'falae’ when
speaking English. The skills and strategies they gained and used successfully to
pass tests in the past seem useless to them now. The Homogeneous learners
show contradictory feclinga about being passive dua to peer preasure, teacher
pressure, or lack of confidence and flexibility, despite their stated desire to be
otherwise. They seem to strupgle with the eonflict between their attained
skills from past learning experiences and the need for better communicative
skills and better experiences where they could develop the latter skills, In
addition, their stronp preroccupation with ‘native’ Engplish hinders their
learning for communication. Their beliefs may be interpreted to show that
they are not intrinsically passive, but have attained such be™'+fa from the

influence of their past Japanese educational experience.

The following chapter will discuss low-middle achievers' beliefs about

language learning as evidenced from questionnaire data,
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CHAPTER SIX
RESULTS: STUDY TWO
LOW-MIDDLE ACHIEVERS' BELIEFS
ABOUT LANGUAGE LEARNING

Introduction

Study Two, conaiders obtaining data from low-middle achievers regarding
the beliefs they held about their language learning. The participants of Study
Two were chosen from g amall, private university in Japan that has
approximately one thousand students belonging to each of the three Faculties:
TFaculty of Foreign Language; Faculty of Lawi and Faculty of Pharmacolopy.
The sample size was 295 students consisting of 104 English majors, 80 Law
majors and 111 Pharmacology majors. Subjects were asked to respond to a
questionnaire for which no time constraints were imposed. It was anticipated
that differences between high achievers’ beliefs (reported in study one) and

low-middle achievers' beliefs would he readily identifiable,

From research undertaken in 1996 and study of other SLA (Second
language Acquisition} research, Cotterall developed questionnaire items from
which she identified six key variables about learner beliefs, The questionnaire
items for Study Two were drawn from those identified in a later study by
Cotterall {1999} of a number of successful SLA learnerd beliefs related to
learner autonomy. Thia study utilised Cotterall’s (1899) methods of analysia
which identified iteres under six categories, namely: 1} the role of the teacher: 2)
the role of feedback; 3) the learner’s sense of self-efficacy; 4) the utilization of
important strategies; 5) dimonsions of strategies-related behaviour: and 6) the

nature of language learning. Cotterall's analytical method of pairing
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contiguous question responses was also employed. For example, participants'
Likert-type reaponses 5 and 4 (strongly agree and agree) were grouped together
18 were their responses 2 and 1 responses (disagree and strongly disagree) “in
order to allow generalizations to be made about overall trends in subjects’
responses” {Cotterall, 1999, p, 500), Students who did not respond to the

questions were not considered for the analyeis,

The Questionnaire Results

A questionnaire was administered and data was obtained from each
Faculty’s students separately. This was uadertaken to allow a comparison of
English major students (Il students), Law major students (L students), and
Pharmaey major students (P students) to be undertaken. Thus, students are
identified by E, L or P nomenclatura. Data were considered diseretely, as well
as comparatively, with reference being made back to Coterall's data. Cotterall
utilized a total of 92 questiona aeross the six dimensions identified earlier.
Data were collected in relation to each of the six dimensions and reported,
Responses to questions are presented under relevant subheadings and reported
as! Tables 6.1 to 6.14, Tables 6.1 and 6.2 relate to students’ beliefs about the
teacher’s role (Dimension 1}, whilst Tables 6.3 and 6.4 relate to teacher
feedback (Dimension 2}, Table 6.5 to 6.8 relate to self-efficacy beliefs
{Dimension 3} with Table 8.8 also indicating the utilization of important
strategies (Dimension 4). Tables 6.9 and 6.10 represent students’ learning
strategies-related-behaviour (Dimension 5) and the remaining four tables, 8,11
to 6.14, present the students’ beliefs about suceceasful lanpuage learning practice

{Dimension 6).
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Role of the Teacher

The items in Tables 6.1 and 6.2 included under the “role of the teacher” were
defined as “the functions and attributes of the language teacher” (Cotterall, 1999,
p. 500). The participants in Study Two indicated the belief that the teacher's
role as a facilitator was very important., However, when compared with
Cotterail's (1999) response data, the participants in Study Two showed low
expcetations for their teacher's help (Table 6,1).  In addition, the participants in
Study Two expected teachers’ expertise at teaching language, rather than their
ability for showing students how to learn. This is explored further in what follows
(Table 6.1 and 6.2).

Table 6.1: Responses to Likart Scale role of the teacher itams (expressed as
parcentage of total population). N=295 (English: N=104, Law; N=80, Pharmacy:
N=111)

Enpglish major _[Law Pharmacy  |Cottorall data

E+4(E)2+1 b+d 2+1E+42+1 f5+4 [B43

1. tell mo what to do 30.2 26.8 0.1 (263 |46 [324 I:G.B 20.7
2. help me learn effectively B3.6 L7 213 [2.6 8BS |7.2 76 0.7
3, tell me what progress I am)

making 55.2 12 63.8 113 |53.2 1153 [834_ 4.6

4, say what my difficultics gre 56,2 12,1 |pla 126 622 108 G661 162
5. croate opportunitics for mo to

practise 46.5 16,6 488 |88 |51.3 |26.1 |79 10.8
6. decide how long [ spend onl

activitiea 14,7 GB.6 8.8 57.6 |12.6 |61.3 |2G.1 [6GLT
7. axplain why we re deoing an

activity 19 46,7 126,83 |43.8 |26.1 4B 7.7 _|16.4
8. sct my learning goals 189 1] 276 |5L.3 270 (604 F30.8 MH8d
9. give me repulnr tests 21.6 42.2 176 |46.3 |17.1 495 [56.5 |22.8
IID. offer to help me 60.9 5.8 47.6_ 213 |6V.6 (.9 Iﬂﬁ.g 3.8

6+4 & 142 = rosults from 2 collapsing of these two semantic differential categories in order
to add potency to trends.
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Tahle 6.2
Responses to ranked role of the teacher items (expressed as percentage of tofal
population)

|§;ngl'mh Law Pharma Cotterall
[ believe the teach
should be an expert at...[3 |2 1 3 2 1 3 i 3 2 1
11. teaching language  J53.5 |33.6 26 |50 |42.6 )7.0 [63.2 |40.6_|6.3 |31.6 48 20.56
12. learning languages  [36.2 [44.8 |B.ﬁ 28,8 158.8 [12.6 [31.5 153.2 [36.3 J11.8 |27.6 |60.6G
13. showing students| 1
how to learn 53.6 (28,4 9.6 |41.3 |48.8 10 514 36,7 (9.9 (683 (252 16,5

8 = most Important, 2 = next most Important, 1 = least Important: 3, % and 1 results from the

participants' rank ordering of threo teacher attributes (Cotterall, 1989, p, 501)

Table 6.1 shows that a hiph proportion of the participants held the view
that the teacher's primary role is one of “helping learners learn effectively”
{item 2). When compared with Cotterall's (1999} respanse data {87.8%), the
participants in Study Two did not rate this category as highly (English major=E
B3.6%; Law major=L $1.3%; Pharmacy major=F 88.3%), however they still
demonstrated the belief that the teacher's role as a facilitator was very
important. Results similar to those of Cotterall were found regarding the notion
that “the teacher should decide how long learners spend on activities” (item 8),
{Cotterall = 50.7%; E=58.8%, L=57.6%, P=51.3%), and that “the teacher should
set learners' goals” {item 8), (Cotterall = 48.4%; E=56.0%, L=51.3%, P=50.4%).

Whilst the above responses were similar to those obtained by Cotterall
(1999), the responses to the following items showed different trends,
Approximately half of the participants shewed high expectations or support for
the following teacher roles such as “telling learners what progress they are
making” (item 8) (E=55,2%: L=53.8%4; P=53.2%), “offering them help” (item 10)
(E=50.9%; L=48.8%; P=51.3%), and “saying what learners’ difficulties are” (item
4) (8=66.9%; 1=51.3%, P=62.2%). Regarding the following three items, the
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participants showed low expectations fori "oxplaining why they are doing an
activity” (item 7} (E=19.0%, L=26.3%, P=26.1%), “telling them what to do” {item
1) (E=30.2%, L=40.1%, P=45.0%}, and “giving learners regular tests” (item 9)
E=21.6%, 1=17.7%, P=17.1%). In contrast, the participants in Cotterall's
study responded positively to? item3 (83.6%), item 10 (86.9%), and item 4
(65.1%). More than half of the participants in Cotterall's study showed further
high expectations in the same category of teacher's role items, agreeing to the
following; item 7 (67.7%}, item 1 (66.8%}, and item 9 (58,5%),

Table 6.2 indicates the participants’ belief that teachers should exhibit
their expertise in teaching language (item 11) (E=53.5%, L=50.0%, P=53,29%)
which was stronger than the belief that teachers should demeonstrate an ability
for showing students how to learn (item 18) (E=62.8%, L=41.3%, P=51.4%) or at
learning languages (item 12) (E=36.2%, L=28.8%, P=31.5%). In Cotteralls
data, the students considered that teachers should have expertise in showing
them how to learn {item 13) {58.3%) rather thaa at teaching language (item 11}
{31.56%) or at learning languages (item 12 (11.8%),

Role of Feedback

The items in Tables 6.3 and 6.4 included under the “role of feedback” were
concerned with “the souree and functions of feedback in language learning”
{Cotterall, 1999, p. 501), The participants in Study Two showed their
expectations about their own ability to know how to learn rather than relying
on the teacher's feedback on their learning (Table 6.3 and 6.4},
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Tabla 6.3

Responses to Likert items on faedback (expressed as percentage of total population)

English lLaw Pharmacy Cotterall
I helieve that... 5+40)2+ 1 +4 I2+1 5+4 |24+1 [B+d 2+1
14. The teacher known best how well 1
am learning 35.3 164 48.8 |20 46.8 [17.1 \ESJ 20
15, I know best how well ] am learning |76.7 0.9 |80 1o 8.5 1.8 5.6 119.1

§+4 & 1+2 = resulta from a collapaing of these two semantic differential categories in order

to add potancy to trends,
Table 6.4
Responses to ranked items on feedback {expressed as percentage of tota! population)
English Lew Pharma Cotterall

I believe feedback on  my
language learning. .. 3 2 1L 13 2 1 3 2 1 3 2 1
18. that I give myself helps me

most 43.1 |30.7 |6 1469 1519 |26 |65.8 |36.9 |7.2 [20.1 |24.8 |65
17. from the teacher helps me] 12,

most 17.2 [60.56 j1 |17.5 |66.3 [16.3 153 469 |19.8 |63.1 |26.9 |10
18, from other people helps me) I_ 2.

most & 38.6 (1 J10  |66.3 |33.8 5.4 [47.8 1469 §16.3 [49.6 [34.1

3 = most important, 2= next most important, 1 = least important

Table 6,3 shows that the majority of the participants {(E=76.7%, L=30.0%,
P=86.5%) had expectations about their own ability to “know best how well they

were learning” (item 15} rather than relying on the teacher's assessment {item
14) (E=35.5%, L=48.8%, P=46.8%). In Table 6.4, the participants in Study Two
also valued the “self-penerated feedback” (item 16) (Cotterall, 1999, pp. 501)
morve highly (E=43.1%, L=46.3%, P=55.9%) than "feedback from the teacher”
(item 17) (E=17.2%, L~=17.5%, P=15.3%).
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Sense of Self-Efficacy

The items in Tables 6.5 to 6.8 included under “sense of self-efficacy” were
defined aa “the learners’ confidence in their overall ability to learn a language,
ag well as their ability to achieve more specific language goals” (Cotterall, 1998,
p. 502). Students generally indicated that self-efficacy was an important factor
in autonomous language learning. Results indicate, however, that those
involved in Cotterall’s study showed a higher level of self-efficacy (Table 6.5).
It was also found that regardless of discipline area, Cotteral's cohort achieved
generally higher selfefficacy results (Table 6.6 and 8.7). Confidence in using
stratepies succeasfully were somewhat undifferentiated by diseipline area and
generally lower than for Coterall's data set. This is explor d Rurther in what

follows.

Table 6.5 reveals that a minoerity of the participants in Study Two considered
themselves “abuove average at language learning” (item 20) (E=7.7%, L=7.5%,
P=6.3%) or “average at lanpuage learning” (item 19 {E=28.4%, 1=25.0%,
P=32.4%). This result sho+. that approximately 70% of the participants

believed themselves to be below average.

More than half of the participants in Study Twa believed that “having their
work evaluated by others was helpful” {item 22) {E=63.8%, L=62.6%, P=61.2%).
Fewer participants believed that “having their work evaluated by others was
seary” (item 21) (E=36.2%, L=41.8%, 28.8%).
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Table 6.5
Responses to Likert Scale seli-efficacy {tems (expressed as percentage of
total population}

English Law Pharmacy [Cotterall
[ believe that... A+ala2+1 5+4!2+ il +4 2+1||5+42+ i
19, I am average at language learning 28.4 I20.7 (26 [33.B [32.4 |26.1 [63.8 ;Zh4
120, I am abave averago ot language learning|7.7 8.2 7.6 56,1 6.3 |58.5(20.2 |31.4

21. having my work evaluated by othors i836.2 37.1 41.3 |35.1 |28.5 |34.2 |22.4 |48
scary

2. having my work evaluated by others isIGE.B 7.7 B2 |125 ‘61.2 8.1 [B4.7]3.8
helpful

B+4 & 1+2 = results from a collapsing of these two semantic differential categories in order

to add potency to trends.

From Tuble 6.6, the majority of the participants showed leas confidenes in
their ability “to write accurately in English” (item 24} (E=82.7%, L=88.7%,
P=§8.3%} and “to find an effective way to learn English” (item 26) (E=71.2%,
1=71.5%, P=80.2%), More than half of the narticipants did not believe in their
ability “to get the score ther were trying for in their next test” (item 25}
(F=69.2%, 1.=71.2%, P=73.9%). Approximately, half of English major students
believed in their ability “to learn s language successfully” (item 23), while a
minority of non-English major students expressed belief in their own ability
(item 23} (E=55.8%, 1L=27.5%, P=36.9%). Overall, tho participants tended to

show extremely low confidence in their ability.
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Table 6.6
Responses to self-efficacy magnltude items (expressed as percentage of total population)

1English Law Pharmacy JCottera!.l
Wes [No [Yea |No [Yea |No [Yes [iWo

=T

3. Do you believe you have the ability to learn)]
a language successfuliy? 55.8 [44.2 375 |72.5(36.9 [83.1 |87.6 i2.4
24. Do you believe you have the ability to write
accurately in English? 17.4 82,7 j11.3 |88.7 [11.7 |88.3 K53

25, Do you beliove you have the ability to ged
the score you are trying for in your nexy
English test? 30.8 1602 P8 |71.2 (26.1 {73.9 |75.0 24

26. Do you believe you know how to find an
effective way to learn English? 28.8 |71.2 |22.5 |77.5 [19.8 [80.2 |58.2 1318

37,7

Table 6.7 aleo shows a low senee of self-efficacy among the participuats,
When compared to those etudents in Cotterall's {1899) study and considering the
mean scores for each item, the tendency was the same as for Cotterall's datai the
participants’ confidence was highest on “ability to learn a language successfully”
{item 27} (E=4.84, L=8.83, P=4,35, Cotterall=6.68), and lewest on “shility to write
aecurately in English” (item 28) (E=2.53, L=23.38, P=23.8, Cotterall=5.39),
However, the participants in this study tended to view themselves less positively

in all itema when compered with those in Cotterall's study.

Table 6.7
Responses to self-efflcacy strength items (expressed as perceniage of total population)

|Eng1ish [an 1Pharmacy ICattera}]

27, have the ability to learn a language

succaesfully? 4.84 .GB
28. have the ability to write accurately in
English? 2.53 .33

20. have the ability to get the score you are
|__ trving for in vour next English test?  14.09
30. koow how to find an effective way to
learn Engliah? 4.2
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The next variable was that of the learners’ confidence in their own ability to
learn & language. Table 6.8 details learners' confidence in their ability to learn a
lanpuage suceeasfully, In items 31 to 38, the participants in this study scored
around 30% for the combined seore 5 'strongly agree' and seore 4 'agree’, which is
much lower than Cotterall's (1999) results. Excepting the items “I know how to
check my work for mistakes” (itemn 32) (Cotterall=31.5%) and *I know how to
measure my progreas” {ilem 38) (Cotterall=43.5%), the responses in Cotterall's

data showed more than 60% positive agreement with the reat of the items.

Table 6.8
Responses to strategies items (expressed as percentage of total population)

Igg]ish Law Pharmacy ICottera]l
I know how to... 5+a@fet1lsralprifsraaribbraaen
31, find my own ways of practising 32.8 18.9 [31.1 |30.1 [36  [23.4 67 I!].l
|32, choek my work for mistakes 34.4 19 [28.8 32.5 [44.1 |28.8 [31.5 |36.9
33, explain why I need English 37.9 11.2 |30.1 [26.3 45 [15.3 |79.3 |B.3
&4, identify my strengths and weaknesses [42.2 12 [33.8 |23.8 31.5 |25.2 [73.3 3.9
135. ask for help when I need it 36.4 25.9 |30  [21.3 |26.1 |26.1 [8G6.2 |6.9
#5. Jet my own learning gonle r37 16,4 [30.1 |\7.5 |39.6 121.6 [66.4 |12.9
|37. plan my learning FI.B i24.1 31.3 (22.5 36.9 |21.6 E?.Q 9.5
38. measure my propress 24.2 23.3 |18.8 [31.3 i19.8 33.3 "43.5 17.6

544 & 142 = results from a eollapsing of these two semantic differential categorios in order
to add potency ta trems,

The results of Tables 6.6 to 6.8 show that the partieipants in this study
hold considerably lower self-efficacy beliefs regarding their own language

learning ability than the participants in Cotterail's study.,
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Important Strategles

The items in Table 6.8 also related to learner beliefs about “important
strategies”, which were defined as “the knowledpge of a number of strategies
considered important in successful learning, and especially for autcnomous
language learning” (Cotterall, 1999, p. 503). The items in Table 6.8 reflect an
insufficient knowledge of successful learning strategies. The students' positive

responses to all items were lower than 50%.

The lowest scores were for item 38 “knowing how to messure their propress”
(E=24.2%, L=18.8%, P=19.8%, Cotterall=43.6%). Compared with Cotterall's
results, the subjects in this study responded with far less agreement in most
items. The level of positive response waa much lower as shown by the following
reaults: “knowing how to find my own ways of practicing” (e 31) (E=32,8%,
L=31.1%, P=26.0%, Cotterall=67,0%), “knowing how to explain why I need
English” {item 33) (E=37.9, 1=80.1, P=45.0%, Cotterall=79.2%), “knowing how to
identify my strengths and weaknesses” (iters 34} (E=42.2%, L=33.8%, P=31.5%,
Cotterall=73.8%), “knowing how to ask for help when I need it" {item 38) (E=35.4,
L=30.0%, P=26.1, Cotterall=86.2%}, “knowing how to set my own learning goal”
{item 38) (E=37.0%, L=30.1%, P=39.6%, Cotterall=66,4%), and “knowing how to
plan my learning” {item 37) (E=31.9%, 31.3%, P=3G.9, Cotterall=67.9%),

Dimensions of Strategies-Related Behaviour
The items in Tables 6.9 and 6.10 presented “dimensions of strategies-related

behaviour”, which were defined as “subjects’ knowledge, confidence, willingness to

adopt and acceptance of responseibility for eight language learning strategies”
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{(Cotterall, 1999, p. 504).  The results indicated that the Study Two participants’
lack confidence, willingness, and aceeptance of responsibility for asking in help.
In contrast, the majority of the participants in Cotterall's study showed greater
confidence, willingness and acceptance of responsibility for asking for assistance
(Table 6.9 and 6.10),

Table 6.9
Responses to ltam 35-dimensions of strategies-related behaviour (expressed
as percentage of total population)

English Law Pharmacy  [Cotterall
Ack for help... B+aCofz+1 [5+4 J2+1 [5+4 [2+1 [5+4 B+1

59.1om confident about.. |10.8 |37.1 |238 |38.8 1234 (342 |77 9.
40. I am willing to... 241 40,7 213 [52.6 |2a.s 43.2 5.4 ’g
3.8

d41. 1 acrept responsibili;
ffor... 24.3 21.5 [30.1 |26 32.4 |25.2 [AD.2

5+4 & 142 = results from a collopsing of these two semantic differential categories in order
to add potency to trends.
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Table 6,10

Mean responses for dimensions of strategles-related behaviour items

. English Law Pharmacy {Cotterall
[tems: find my own ways of practising [moeans means means means
42. 1 know how to 2.88 2.9 3.12 3.63
43, 1 am confident about 2.81 2.8 2,99 3.42
d4. I am willing to 2.84 2,74 4.13 4.23
45. T accept responsibility for 2.83 2.95 3.08 4,24
Itom: check my work for mistakes

46. I know how to 2.83 2.9 3.12 2.92
47, [ am confidont about 2.66 2.76 3.03 2.8
48. I am willing to 2.68 2.76 3.21 4.04
49. 1 accept responsibility for 277 2.09 3.19 |8.85
Item: oxplain why I need English

50. T knew how to }3.07 2.96 3,36 3.88
51. I am confident about 3.16 271 .05 3.74
52. I am willing to 2.16 2.26 2.59 3.15
53. I accept responaibility for 2.83 2.49 2,85 i3.09
Item: identify my strengthe and weakness

54. [ know how ta 3.13 2.96 3.1 3.91
56. I am confident about 3.01 3.01 3.16 3.69
66. I am willing to 261 2.4 2.76 4.21
57. T accept respensibility for 2.71 2.9 2.95 4.24
Item: ask for help when I need it

58. I know how to 2.78 3.08 2.88 Il
59. ] am confident about 2.37 2.83 2.86 3.88
80. I am willing to 2.43 2.56 2.78 4.22
61, I accept responsibility for 2.78 3.04 3.08 f1.23
Item: set my own lenrning goals

62. I know how to 2.94 3.00 13.18 Ta.6L
63, I am confident about 2.87 2,76 3.04 ‘F.as
|64. I am willing to 2.62 5.56 2.97 4,92
85. T aceept responaibility for 2,71 2.84 3 |4.23
Item: plan my learning

GG, I know how to 2,76 3.08 3.14 3.7
67. | am confident about 2.62 2.8 2.99 3.62
68. [ am WilIing to 2.61 2.46 2.94 3.97
69, I nceept responaibility for 2.74 2.76 3.04 4.01
Item: mensure my progress

70. I know hew to 2.7 2.83 2.78 [3.52
71. T am eanlident about 2.4 2.01 2.54 3.55
72. I am willing to 2.4b 231 2.61 4.07
73. 1 accept responsibility for 2.6 2.66 2.81 4.26
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Tables 6.9 and 6.10 include “(a) learncrs’ knowledge of each strategy, (b} their
confidence to adoept it, (¢} willingness to adopt it and (d) acceptance of
responsibility for adopting it” (Cotterall, 1999, p, 504). Table 6.9 shows that a
minority of the participanta reported that they "were confident about asking for
help” item 39) (E=19.8%, L=21.3%, P=28.8%), “were willing to ask for help” {item
40) (E=24,1%, 1=21,3%, P=28,8%), and “accepted responsibility for asking for
help” (item 41) (E=20.3%, L=30.1%, P=82.4%). Approximately half of the
participants indieated their unwillingness to ask for help (item 41) (E=40.7%,
1=52.5%, P=43.2%). In contrast, the majority of the participants in Cotterali's
study showed greater confidence (item 39) (77.0%), willingneas (itam 40} (88.4%),

and acceptance of responsibility {item 41) (89,29} in asking for assistance.

Table 6.10 shows the mean response for each item relating to personal
practice. This table presents a comparison of the subjects’ heliefa about the
four dimensions of strategies related behaviour. Overail, the mean scores for
all items were consistently lower (around or below 3.0} than those chtained in
Cotterall's study. Thia result also shows a dearth of strategic knowledge (item
42, 46, 54, 58, 62, 66, 70), confidence (item 43, 47, 55, 59, 63, 67, 71) and
willingness (item 44, 48, 56, 60, 64, 68, 72) combined with less scceptance of
responsibility (item 45, 49, 57, 61, 65, 89, 73), concerning strategies-related

hehavicur.

The Nature of Language Learning

The items in Tables 6.11 and 6.14 included under “the nature of language

learning” were defined as “beliefs about variables which contribute to successful
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language learning” (Cotterall, 1999, p. 505). The participants in Study Two
generally believed that making mistakes in language learning is a natural part of
learning (Table 6.11). In addition, the participants believed that all people learn
languages differently, and language learning is & time consuming matter (Table
8.11), The participants in Study Two demonstrated their responsibility for
finding opportunities to use the language rather than being provided with
opportunities by their teachers or classmates. They also valued their own effort
for successful languape learning. These results showed the similar tendency to
Cotterall's date (Table 6,11, 6.12, 6.13 and 6.143,

Tahble 6.11
Responses to Likert scale nature of language learning items (expressed as
percentage of tota! population)

English Law Pharmacy |Cotterall
I believs that... 5+402+15+42+15+4[2+1 5+4I2+1

74. 1 cun communicate in English withouy

knowing the rules 203 44.9 [21.3 |67.6 [20.7 [67.6 17.6 |E|7.2
75, 1 need to know language rules before I can l‘

communicate in English 33.7 42.2 137.6 (37.6 [92.4 |46.8 B3 |32.2
76, all peaple learn ianguages in the same way26 40.5 |32.6 137.5 |24.3 [46.8 4.5 |87
77. making mistakes is harmful in language

lear@lg 2.6 B3.6 2.5 876 60 (87.4 (12,1 B0.1
78, making mistakes is a natural part of

learning 83.9 §3.4 |B6.3 6.3 928 |4.6 96,1 3.1
9. it ia poesible to learn a language in & shor]

time 25 40.2 127.6 |42.6 (25,2 |48.6 §23.1 66,4
80. languago learning takes n long time  [638 10,3 Isz.a 16.3 o84 [11.7 J82.4 1.6

5+4 & 1+2 = results from a collopaing of these two semantic differential categories in order
to add potency to trends.

Table 6.12 indicates the participants’ understanding of the nature of
language learning by their ranking of certain variables, The participants

helieved that they “should find their own opportunities to use the language” (item
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82),

Fewer participants expected that such epportunities should be provided by

either the teacher (item 83) or their classmates (item 81),

Table 6.12

Respanses to ranked nature of language learning ltems-Opportunities to use
the language (expressed as percentage of total population)

language should be provided by

the teacher

English Law Pharmacy _ [Cotterall
I believe that... GHAe 12+1 [5+4 (2+1 [544 (241 |6+4 [2+1
8l. Opportunities to use the|30.2 51 138 |40 1.7 (414 |5.4 519
language should be provided by
my classmates
82, I should find my own|75 3.4 70 6.3 684 |17 16T |93
opportunities  to  use  the
language
83. Opportunities to use the/26.9 36.4 |21.3 376 |19.8 |43.2 178 |379

5+4 & 1+2 = results from a collapsing of these two semantic differentisl categeries in order to
add potency to trends,

Table 6.13 presents the participants’ beliefs in respect of four varigbles of

effort for success in language learning (Cotterall, 1998, p. 606). The most

popularly held belief was that “learners’ own efforts outside the classroom is the
most important variable” (item 84} (E=45.7%, L=26.3%, P=45.1%). However,
fower than half of the participants in each faculty responded positively to the

itemas in relation to inside elassroom learning (item 85, 86, 87).
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Table 6.13
Responsas to rankad nature of language learning items-Effort (expressed as
percentage of total population)

English Law Pharmacy Cotterall
[ believe my
language
learning
quCeess

depend on... |g

84, What I do
putsida
the

clasaroum 45.7 (31 |86 |43 |36 |42.6 176 2.6 [46.1 [41.4 6.3 [6.3 [65.6 {18.7 ]10.1

5.5

85. What I dg
in the

L&

86. What my|
classmate
a doin the

clasaroom 128.5 |44 |11.2 |6 11.3 |GB.8 [20 |8.8 |16.2 [37.8 30.6 [14.4 FZ.G 52.3 |g3.4

76.8

classroom 4.3 [17.2 134.5 |33.6 [6.3 |18.8 |41.3 {31.3 |2.7 |14.4 [43.2 [38.7 |1.6 [4
87. What ths|
teacher
doea  in|
the

claseroom 12.1 |26.7 |36.2 [14.7 111.3 (30 |41.8 |16 [9.9 16,9 |32.4 |I8.9 }13.3 |26.6 |a

4, Most important: 2, next most important; 3, next most important 4, least important

Table 6.14 presents the participanta’ overzll reflections on five variables in
their languape learning auccess. They believed that “their own effort” (item
92} was the most important variable (E=79.3%, L=61.3%, P=69.4%), the secand
most important variable was “opportunities to use the languape” (item 89)
(E=71.6%, L=50.0%, P=55.0%), and thirdly ranked was "practice" (item 90)
{E=66.6%, L=36.0%, P=48.7%). The results showed the same tendency
recardless of the students’ major area of study. However, the English major
strdents show a higher rate of agreement with all propositions than the
no» English major students in Table 6.14. Feedback (item 83) and the

langzuage teachor (item 91) were ranked by students as being less important
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than the first three items mentioned (item 89, 90, 92).

Table 6.14

Responzes to ranked nature of language learning ltems-Overall (oxpreased as

percentage of total population)

English Law

Pharmacy

Caotterall

Wploysanft 3 2 N M 3 B I
important
rale in
successful
lenguage
learning

4

3

4

3

88, 84,6 |43.1 (8.5 |i.7 |22.5 (b6 |16.3 |1.8
Feedback

34.2

42.3

18

13.3

18.4

33.46

36.7

89. 716 (15.6(1.7 |09 |60 (36.3 10 |25
Opportuni
tiza to use

the
language

33.8

8.1

19.2 20.3 21.1

%4

48.7

39.6

8.1

67.2

203

9.3

90. 63.6 |21.6 |17 |0.9 [356 {46.3]16 |25
Practica...
51, The|31,9 |456.7 |10.83 |1.7 [17.5 |a2.5 23.8 |5

language
1. h Lnn

26.1

48.7

19.8

154

18.6

26.3

30.5

5%, my(79.3 [10.3 [0 0 61.3 |27.5 8.8 |13
oawn
effort...

65.4

25.2

1.8

217

0.3

4, Most important: 2, next moat important! 3, next most important: 4, least important

The majority of the participants believed that “making mistakes in language

learning was a natural part of learning” fitem 78) (E=83.9%, L~=86.3%, P=92.8%,
Cotterall=96.1), and that “language learning teok a long time” (item 80) (E=63.8%,
62.6%, P=66.4%, Cotterall=82.4%). Item 75 “I need to know language rules
before 1 can communicate in English” was spread between negatively held
(E=42.2%, L=37.6%, P'=46.8%) and positively held (E=33.7%, L=37.6%, P=32.4%)

beliefs. The remaining items (74, 76, 79) received negative responses. It would
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seern from the results of the three items above, the participants did not believe
that language rules are important for the acquisition of English communication
gkills. Further, the participants believed that all people learn languages

differently, and lanpuage learning is a time consuming matter.

Consideration of the results in Study Two and Study One

Overall, the participants in each faculty had similar responses to all
questionnaire items, These results confirmed the participants’ belief tendeney in
this particular university setting. Japanese learners’ beliefs in this context
showed clear differences when compared with Cotterall’s contextual findinga in
Cotterall's context.

Whilst Cotterall utilized six categories for identifying aspects of learners’
beliefs and learner autonomy, the research question at the centre of Study Two
utilizes four aspects to discuss low-middle achievers' beliefs about language
learning. This reduction has been achieved by conflating Cotterall’s the “role of
the teacher” and “the role of feedback” categories into one category, namely
teacher role expectations. In addition, Cotterall's categories of “important
strateries” and “dimenaions of strategies related behaviour” have been conflated
into the category of self-motivation strategies. Furthermore, these four
categories closely correlate with those employed in Study Ons to establish high
achievers' beliefs about language learning. Thus, the following section discusses
the beliefs and expectations that low-middle achievers hold regarding, effective
strategies, teacher role expectations, self*motivation strategies, and self-effieacy
beliefs in their foreign language learning, and compares these beliefs with those
of the high achievers in Study One.
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Effective Language Learning Strategies

The results of this study indicate that the majority of the participants tended
to value learning autonomy. They seemed to accept that making mistakes and a
long-term commitment is necessary in language learning. Their awareness
appeared to contradict some typical views of Japanese learners such as a

fordness for rote learning and a few of making mistakes,

Their performance for autonomy was confirmed by their responaes as given
in Tables 6.12, 6.13 and 6.14. The participants believed that finding
language-learning opportunities was their own reaponsibility rather than
expecting these to be provided by others. Accordingly, they reported that the
most important variable for language learning success is their own effort outside
the classroom, the second most important variable being opportunities to use the
language, and the third being practise. In contrast, variables stemming from
persons other than themselves such as feedback or the language teacher were

considered less important than the above three factors.

In Study One, the sixteen high achievers were aware of the totality of their
learning process, which incorporated hoth the classroom and the world beyond.
This avareness was seen in hoth the Heterogeneous and Homogeneous groups.
In other words, their language learning did not sclely exist in the clasaccom:
rather the classroom waa part of the overall process. In addition, these high
achieving learners did not see themselves existing in isolalion in this language
learning process; they saw themselves as being connected with fellow studonts,
teachers and others outside of the classroom. Thia awareness of the totality of
the language learning process was arguably the distinguishing feature between

high and low-middle achievers.
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Teacher Role

The majority of the participants considered the teacher’s role to be that of a
facilitator for effective languape learning. However, they showed low
expectations of needing teachers' help in providing actual learning strategies for
how to learn. The participants tended to expect the teacher to democnstrate
expertise at teaching lanpuage rather than possessing the ability to show
students how to learn or an ability tc learn languages themselves. The
majority of the partivcipants relied on their own ability to know how well they
were learning rather than relying on teacher feedback. The results showed
that the participants were aware of responsibility for their own learning, and
accepted the teacher as a facilitator, However, they did not tend to seek the
teacher's help or feedback and seemed to keep a distance between themselves

aud their teachers.

Comparing the beliefs of low-middle achievers in Study Two with the beliefs
of hizh achievers in Study One, the Heterogeneous learners seemed to believe the
teacher's role to be that of a facilitator or supporter. These learners appeared to
be aware of the need for self-direction in managing their own learning and for
needing teachers' support or assistance on occasions. In classroom learning, the
Heterogeneous learners tended te create a pood relationship with teachers and
fellow classmates. The Homogenecus learners, on the other hand, while still
looking to teachers for feedback and support, felt the need for teachers’ direction
and understanding more than the Heterogeneous pgroup and were thus less
proactive in building relationships, In all instances of the Heterogeneous and
Homogensous learners, the difference between low-middle and high achievers

regarding the teacher's role seemed to be the desire for and willingness to seck
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the teacher’s feedback and support,

Seif-Motivation Strategies

Overall, the participants’ responses reflected an insufficient strategic
knowledpe of autonomous language learning, In all items related to knowing
how to learn, less than 50% of participants in all faculties claimed possession of
this knowledge. These results showed that regarding strategies to manage their
own learning process, the participants lacked knowledsge of these strategies, had
no confidence in them, displayed no willingness to use them and failed to take
responsibility for the neglect of such strategies by not aseeking help, As the
findings of $tudy One showed, successful learners displayed all characteristics
that related to their own lesrning processes. In additio: , stccessful learners
appear to have developed strategic skills and a metacognitive awareness of
effective language learning, Thus, one of the significant differences between
high and low-middle achievers is possibly the use of metacopnitive strategies
regardiag the conduet of autonomous learning and motivation strategies with

such strategies providing means of coping with their difficulties.

Self-Efficacy Beliefs

The participants in this study showed. relatively low self-efficacy hellefs as
to their own language learning ability. Approximately 70% of participants
believed themselves to be below average. Only half of the English major



students believed in “"their ability to learn & lenguage successfully”.  The
minority of non-English major students held positive beliefs as to the same ability.
Considering the above results, the participants tended to show an extremely low
confidence in their ability. From successful learners’ beliefs identified in Study
One, positive self-imape and seclftrust of their own ability, were the most
significant elements in their beliefs about self. In contrast, low-middle
achievers' negative self-image and doubts as to their own ability might hinder
their further progress in language learning. Mereover, the low self-efficacy
beliefs might lead to the use of poor motivational strategies or no strategies at all.
The results in Study Two suggest that strong support should be provided to build

their strategie knowledpe, confidence and willingness to undertake new activities.

Discussions of Low-middle Japanese Learners’ Beliefs
and Learner Autonomy

The following findinga from Study Two relating to low middle achievers’

beliefs about learner autonomy are summarized below:

These learners:
® are aware of their responsibility for their own learning.

® expect the teacher to act as a facilitator, helping students to learn the
language effectively.

o tend to lack strategic knowledge for autonomous language learning, Alse,
they have less willingness te use and confidence in using motivation
strategies,
tend not to expect the teacher's help or feadback.

show a lack of confidence in their own ability to learn the language.



€ scom to have negative self-images. Their self-efficacy beliefs tend to be

low.

In shert, low-middle achievers tend to aceept responsibility for learning, but
not to expect their teacher’s help in providing a method of learnin,, This
tendency to plough a lene furrow seems to draw them into helpless situations,
which might affeet their motivation to learn. Instead of actively seeking help to
solve their problems, they tend to keep a distance from teachers. They place &
high value on their own responsibility for language learning, but despite this,
they act passively in class and utilise fewer strategic techniquea. This
contradiction between concept and behavipur might and in understanding
Japanese learners’ perceived passivity vis-i-vis actual awareness of their own

responsibility to in acquiring knowledge.

Scaffolding Learner Autonomy for Low-Middle Achievers

Given the sbove, it is imperative to establish a means of promoting
low'middle achievers’' autonomy and consider how this can be implemented to
help them towards suecessful language learning, Becanse most of the students
in this study are low-middle achievers, high achicvers must be considered as
exceptional students, The Heterogeneous group learners in Study One
especially were able to develop their positive beliefs and attitudes through
learning experiences built up over a long period. All their cultural and
educational experiences combined to influence their beliefs positively. Similarly,
most of the low-middle achievers' beliefs might have been constructed in the same
pradual and ineremental way, but with nepative outcomes because of fecdback.

Using this as a starting point, the following could be considered four key points
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for positively accentuating learner development in low-middle achievers, The
learners need to develop (1) greater confidence as learners, (2) a willingness to
sttempt new lerrning strategics, (3) a positive selfacceptance and, (4) the ability

to self-motivate by various learning strategies,

In order to promote students' autonomeus internal attitudes and external
behaviours, the following aspects ought to be included in learner autonomy

development:

¢ Providing confidence-building opportunities to develop positive self-belief,
Providing reflective opportunities to assist with developing motivation
strategies,

® Supporting self-direction and eollaboration in the learning environment,
and,

@ Encouraging willingness in learners to ask for help, to ask questions and to

request feedback.
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CHAPTER SEVEN

RESULTS: STUDY THREE

EFL FIRST YEAR STUDENTS' BELIEFS AND EXPECTATIONS
ABOUT LANGUAGE LEARNING THROUGH REFLECTIVE PRACTICE

Introduction

This study was undertaken in order to discover low'middle achievers'
beliefs and expectations about autonomous language learning through their
own reflective processes. Data was collected using the technique of journal
writing. In this section, firatly, the students’ reflections of their own learning
are presented from their journal excerpts.  Secondly, their renctions to set
project work are addvessed. Thirdly, the effectiveness of journal writing and

the setting of project work for learner autonomy development are discussed.

Participants and Methodology

Study Three pathered data from English major students regarding their
views of both classroom languare learning and language learning that occurred
outside the formal classroom. The participants for Study Three were chosen
from one of the first year English classes in order to discover low-middie

achievers' language learning insights.

Twenty nine first year students at a private university in Japan, who

participated in Study Two, were asked to write about their past language learning
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vxperivnce at the beginning of their course. These students were seleeted by
convenience sampling as they consisted of the class currently being taught by the
resenrcher.  Acceording to their pre-course test results, the studer s were placed
in the low-middle level class of English {200 - 300 TOEIC scores). All of the
students had graduated from Japanese high schools and none of them had
experienced studying overseas.  They shared n common history in that one of
their schuol subjeets (being English)  was taught by Japancse  teachers.
Experience in English learning had focused on grammar and translation.
Although some had oceasional ALT (Assistant Language Tencher) classes, most of
the students had practically no eontact with nutive speakers of English,  They

hind little experience of English learning as i means of contmunication.

The Students’ Reflections of Language Learning

The journals were an opporiunity {or students to express their feelings about
the progress of their pwn langunge learning during the course of study in which
they were involved. Some of these deseriptiong are presented in the discussion
below. This discussion of the students’ journals is related to the students'
awareness of learner autonumy factors and the apparent contradictions regarding

Japanese learners’ passivity in their language classroom behaviour

The Use of Strategles

The teacher sot the journal tapies. Using Little's (1993) notion of critical
rellections, what, how am! why questions were asked for promoting the

students' reflective practices, for example:
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Topics:

What have you done?

How well do vou think vou have done it?

What do vou thipk vou have learned?

What is the best way to go nbout your learning? And
Why do you think so?

The journals were analysed by extracting events, which appeared to be
sigmificant in preducing a pattern of learning atrategies. The strategics

secmed to fall into three categories as indicated in the summary below:

Making connections between insidefoutside classroom learning:
+ previewing techniques such as trying te understand er reciting the
textbook, checking unknown words.
s roviewing vocabulary, and prammar.
+ completing homework properly and regularly

+ listening to CDs & tapes.

Active involvement during classroom learning:
« concentrating on the teacher's comments.

¢ listening for key points.

Enpaging in own independent work:
+ watching movies and videos.
¢ listening to music.
s conversing with native speaking Enplish teachers.
» reading English books.
+ listening to English stories,

« making word-notebooks.
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s translating passages into Japanese.

s completing practice exercises in exercise bogks.

What follows is an expansion of the summary points indicated ns above.
This was undertaken in order to provide detail relating to learner autonomy

and to substantiate points by referring to student vignettes.

According to their journals, many students emploved various learning
activitics outside the elassroom by themselves, which included activities such as
listeniing to the radio and cassette tapes. The students saw such practices, as
constituting communieative strategies, which facilitated input deemed necesaary
for developing production that is more accurate. They tended to believe that
they could improve their skills practising English by themaselves. This focus on
listening tended to reflect the students' preoccupation with input strategies,
which was also reflected in the classroom procedures, Students mostly wished to
focus on listening, some pven wished explanations to be given in Japanese whilst
others wished to listen to English native pronunciation. The students’ language
learning views are further explored below in an attempt to elucidate students'

views and represent their own voices. Journal extracts appear in italics,

After entering university, most of the students were motivated to learn
English in their own way. Some students also realised that outside classroom

learning made lessons more enjoyable and effective as the extract shows below:

When I preview the lesson, T enjoy the lesson and it makes me able to do twice the

amount. Consequently, I can make (botter) progress in my English. (Yoshie)

hMany students were aware of their need for listening practice. For

examuple, Yoshie tried to learn English by focusing on pronunciation. Yuki
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listened to tapes and wrote down what she heard, Similarly, Ryuusuke
undertook dictation for listening skill improvement. Miki listened to CDs or
tapes for shadowing practice. Kazuhiko listened to tapes before going to bed
everyday, Tomoko tried to familisrize herseif with the speech of native
speaking English teachers by focusing on the key points of the contents, and

Shinji and Shingo focused on understanding what the teacher said.

As for their independent work, some students set their own learning
schedules according to their interests, Shizue read English comics and watched
movies; in fact, many students mentioned watching movies and videos, Yuka
listened, to her favourite stories in English everyday on the bus or train on her
way to school. In addition, most students indicated a desire to communicate in
English. For the purpose of skill improvement, they seemed to focus on listening

to “authentic” Engligh inside and outside the classroom.

In spite of using communicative strategics, there was also a strong
preference for learning through traditional strategies. Many students
mentioned the importance of prammar and vocabulary learning. Although thia
involved rote learning such as repetition or memorization work, the students’
awarenesa was focused on understanding new voeabulary and making use of it in
practical situations. For example, Tomoko said that she repeatedly wrote down

words:

I waite down repeatedly in a notebook unknown woerds I want to remember.
Thday, there was the same word which I had written down before and should have
remembered, but I couldn’t reeall it Truly I realized that it is better to
remember the words by writing them repeatedly-

Keiko and Miki indicated a similar awareness to Tomoke in the use of
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memorization strategies, Shingo said that he made it his ohjective to remember
ten words per week. Ryuusuke memorized and translated sample sentences.
He believed that he could memorize all new words in the sentence at the same
time. Shinji tried to remember words and sentences until he esuld understand

their meaning.
Other independent learning strategies included the following:

Ryuusuke and Tetsuya practiced reading sentences aloud. Ryuusuke did
exercises for EIKEN (recognized as one of the English examinations in Japan)
tests in addition to his university studies. Yuki believed that translation work is

effective, as can ke evidenced in the following vignette:

What I have done to improve my skills is to translale long sentences from my

Imagination. I believe that if ] repeat such practices, I will be able to improve,

Through the methods outlined above, the students wanted to improve their
communicative skills, To do this, they seemed to be focusing on authentic
English input, rather than on their own cutput. That is to say, their focus was
on listening strategies rather than on their production skills, Btudents were also
aware of traditional strategies such as grammar exercises, memorization work, or
translations, which seemed to be a carry-over influence from their past test-
oriented educational experience. In addition, they had a desire te get good
TOEIC scores or to pass EIKEN tests. This would influence their school

curriculum as well as their future employment aspirations.

The data clearly illustrated that the students were actively motivated to
improve practical language skills in their own individual ways. However, they

seemed to focus on traditional strategies, which they had learned in the past, and
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still needed to develop suitable and effective learning strategies for their

communication skill improvement.

Past Experienice

Experiences are important to consider because they form the antecedents of
future learning stratepies. A series of questions waa created using Little's profile
structure, These were aimed at extracting past experiences as well as providing
opportunity for the students to engage in reflective thinking related to the use of
learning strategies. Opportunity was also provided for students to consider why
they choose to learn English. Direct student responses are examined in an

attempt to provide insight into the process in which the students were engaged.

What sort of English learning did vou experience in your high school days?
Why do you learn English?

Most of the students experieneed English learning for passing university
entrance examinations. Although they had an ALT (Assistant Language
Teacher) teacher in their school, they did not seem to have too much contact with
the teacher. Japanese teachers of English had taught most of the students.
Their lessons were, in most cases, translation and memorization work. Apart
from one student in the class, none of the ather students had experienced much

conversational practice.

The jeurnal responges to the above questions are illuminating. Yuka did

not understand the meaning of her classroom work at high school. In her
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journal, she wrote!

My high school Englisk classes were for the purpese of universily entrance
evaminations. In the class, we had to translate long sentences from the textbook.
I didn't undorstand what my teacher expected from such work., In my Ist and
Znd year, I learned new grammar and sentence structures, but we didn'’t fearn
pronunciation, Also, my teacher did not explain why the grammar fs used in
certain ways. 5o, I could not understand the grammar clearly and exactly. The
reason why I wanted to Jearn English is that I like movies, I think that I admire
other worlds, T am not sure what I am interested in, but [ would like to know

various things.

Atsuyo also wrote of similar experiences in her high school English class,.
Tor the tests, she needed only to remember the Japanese translated sentences.
Ai wrote of her nepative feelings about her English learning at high school,

stating:

I hated my English lessons at high school. We just used to repeat our
texthook translation and do memorfeation work. 1 thought, what is the point
in remembering sentences translated from Japanese? So, it was boring. [
starfed to become Interested in Englich because of my overseas home'stay
experience. When I folt enjoyment conversing with people, I wanted to talk

mare.

Kana wrote about her learning passivity:

I concentrated on reading and grommar exercises, I was not active enough,

maybe. I acvepted my own passive attitude. I could count on teachers'
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explanations’ I just waited and received them.

Although Yuki also wrote that her high school English learning experience
wag similar to that of the above atudents, she felt that she needed to review the
basic knowledge, which she gained during high school. Because Yuld did not
have speaking and listening practice in her high school English classes, she
thought that she needed to put extra effort into improving these skills in order to
be able to understand her favourite movies and tapes. In addition, she helieved
that reviewing basic words and idicms was also important, as this strengthened

her grasp of the language.

Ai became interested in English when she was in Year six at primary
school.  She started learning English at a private school and she enjoyed this
learning experience. She wished to be able to speak English fluently because
English skills were important for her future. Howoever, she had to admit the
foct that she was not able to speak English to her satisfaction even after
learning it for seven yeara. She thought the reason was that she did not need
English for daily life and so gained grammatical knowledge rather than

experiencing contextual embedding. She wrote.

English Is the mest important language for socrety in the future, That’s why I
wisfi to improve my Englizh fluency up to the level of my Japanese. But the fact
is that I can't speak English even though I have learned it for sevent years. The
reason could be that we don’t need fo use English in our daily life, Also, we
fearned only grammatical knowledge. So, wo never had the chance to hear
native English. So, from now on, I would like to use Englizh actively without

woriying about mistakes.

Cverall, the students learned English at high school as translation and
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mernorization work in a teacher-centred classroom. Communication skills were
given less emphasis in high school where passing examinations was the focus.
This tended to change at university, where students experienced greater
comt municative inpuf. At present, most of the students wished to improve their
speaking skills for gaining preater utility and so upward mobility. Their goals
for English skill acquisition were, however, not altogether clear. They seemed to
be motivated by a broad admiration of the ability to speak native-like English but

without having a apecific purpose in terms of application,

Learner Autonomy Constraints

Topie:

In what ways do vou feel that you are interrupted in your study?

Some students expressed a feeling of frustration because they wers being
given too much homework, They complained that this did not aliow them to
focus on their own languape learning strategics and thus were unclear as to
which was the more important, namely, completing the homework or doing those
things they believed would make them more proficient, Some alse said that they
were not sure of the purpose of the homeweork because they were just given it

without any explanation.

Although the teachers tended to think that the more homework they gave to
students the better, it was for the student's skill improvement, the students’
commenta revealed that the latter clearly thought otherwige. The students’
observations were found in this research to be consistent with autonomous

learner behaviour, whilst the teachers' veliance upon setting large amounts of
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homeworl was found to be consistent with viewing students as passive learners.

This errant teacher belief reparding the efficeey of homework has occurred
due & failure on the teachers’ behalf to ascertain their students’ thoughts about
languape learning. The teachers interpreted the students’ presccupation with
input (listening), as being symptomatic of passive learning. In other words,
because they were not saying mucl, the teachers made assumptions about them
as learners. However, the students’ silence was possibly not indicative of their
passivity, but rather, of the internal language processing that was taking place.
One unfortunate consequence of this misunderstanding may be that the teachers’
actions in setting so much homework required students to adopt passive practices
at the expense of those active language learning strategies that they no longer
had time to develon, This in itself is perhaps a systemic issue for as long as the
teachers mive homework and the students' course marks are decided by the
results of tests, then it is understandable that students would foeus their efforts

on obtaining good marks and passing tests,

Once at university, many students felt that finally they would have time to
utilise English to facilitate their own interests and hobbies rather than merely
learn the lanpuage to pass exama. The data presented here indicate that atudents
were willing to include English study in their personal time, and they were
sufficiently motivated to realize the value of doing homework. However, too
much homework was seen by some a8 causing too much stress and waa perceived

as a threat to the independence of these learners. Several students wrote:

When I am given too much homework firom several teschers at once, I feel
disturbed, T cannot do what I want to do such as preview the lessons or listen to
English tapes. When the homework is given without any explanations, I am not

sure why I should do it 8o I feel Jost. If I were given a firm explanation, I
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would try to do it and trust my teachers. (Shizue)

I know that I have something that T should Jearn but if I am given lots of
homework, I foel disturbed, Even little by Iittle, T would fike to de something
usefui so I could improve my English. 45 much as possible, I wish I could use my
own time for what I wanted to Jearn. (Yulki)

When I get lots of homework, I beconte confused as to wiich one I should do first.
{Kazuhiro}

I have no time to read the book, which I bought especially for my own studies
{Ryuusuke)

Communicative Opportunities for English Expression

Topic:

Fhat value did you see i vinpg converaation with exchange studenta?

During the course of this research, exchange students from five different
countries came to the university to study Japanese for ene month, The students
involved in this study tock part in-group conversations with these students from
overseas. The participants in the class were allowed to use both Japanese and
English. Most of the students were positive about this cpportunity. They noted

in their journals that the converasation class gave them a chance to:

@ cowmpare their learning of English with the exchange students learning of
Japanese;

@& monitor their nervousnesa during conversation;
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® monitor their own frustration at not being able to express themselves easily
in English;

® maintain an interest in target culture; and
@ relate to other languape learning students who were in the same age group.

As previously stated, most of the students' past experience with English
learning focused on grammar and translation, but included little experience of
learning Baglish for communicative purpeses. This experience with foreign
students showed that the Japanese students were able to develop an awareness of

and strategies for real cominunication opportunities.

Reflections on improvement in Englisf Language Proficiency

Tapiea!
What are ware of in term uilding your skills?
[ ive ia wh oing?

What ig useful for you?

Trom their journals, the students’ awareness of their own skill improvement
could be recognized in various ways, There was no chango in the way that they
tended to engage in listening practice, but some students in their own way started
making a connection between output learning and input learning. Through
attempting and monitoring their performance, they gained new perspectives, as

evidenced in the following:

When I was at high school, my only strategy was to use textbooks, and I don't
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think that this is good. o, I have adopted a new learning styie of spealing out
loud, such as reading afoud English sentences or practicing pronunciation by
following the tapes, (Yoshie)

I speak out loud after Hstening to the fapes, while reading the text. Because of
this stratepy, I beliove that I have been able to understand better compared with
the time when I entered the university, [I'm not sure why, but when I read out
the sentences after Nstening fo the tapes, I can speak smoethly. I also feel that
my pronunciation has become better. I am glad that I could find a way to be r.ble
to speak English better. (Yuki)

I practive moving my mouth (fo form BEnglish sounds) by listening to music.
Since I translated some English songs into Japanese, now I can understand the
meaning of them. That's good. It is good to learn by connecting English with
iy favourtte things. (Seijirao)

Fecently, I have been checking unknown words in the dictionary whenever I
encounter them in my lessons. Then I'add them to my word-nofebook. [In order
fo improve my English skills, it is important fo have good vocabulary. So, 1

would like to continue fo remember many words. (Chiharu)

Further, some atudents wrote about how they were monitering their own

English learning through their daily practices:

I foel that I can understand better than before.  Belpre going to sleep, I listen fo

tapes and CDs.  That ssems to be effoctive for me, (Fumie)

As I study Enplish everyday, I somotimes notice that I am trying to transiate into
English what I am thinking about or what I telked about. I'm not really doing it
Infentionallys it just seems to be my aatural thinking. {Yalki)
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On TV when I hear English, I try to understand it consciousfy. (Shinichi)

T am using my time more effectively, [ ensure that I listen to English evaryday,
even fFit is ondy for five minutes. Sometimes I foel that I can understand when I
hear English., I have noticed that It iz important to understand the contents of

what is said, rather than transiating each sentence. (Ryuusuke)

Learning Expectations

Tupic:
What is your i jon in Semester Two?
¥ is your cetation of you

Regarding their learning expectations, most of the students mentioned
TOEIC scores and EIKEN tests, They seemed intent on improving their TOEIC
scores, or getting the EIKEN certificate. They also reflected on what they might
or might not be able to do by the end of the semester. In their journals, the
students expressed very strongly their listening skills, Importantly, passive
attitudes to learning were not at all evidenced in their journals. For example,
they indicated that they were not simply accepting everything they were told
without having their own thouphta on the matter. However, at the same time,
they felt a strong need for support from their teachera, For example, Shingo
failed the BIKEN cxamination. After receiving the teacher’s encouragement,
however, he could sce this in a positive light as motivation for him to make a now

start.

Yoshie set herself a goal of obtaining a 400+TORIC score. To achieve this,
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she thought that she must o her best in each lesson, Onece she felt that her
skills were improving, she helieved that she would be able to get the desired
results. Yuki also wanted to get a score of 4004+ in her TOEIC exam. She
believed that she would be able to achieve this because she had already improved
by 130 points since began TOEIC exams. Kaoru aimed to do something in line
with her interests, and not just do the work that she was given by the teacher
As with Yoshie, Kaoru believed that she could improve her English skills if she
continued to make the effort. Kazuhiro indicated that he would like the teacher
to speak about her (the teacher's) experience of living in foreign eountries in order
to know more about different cultures, thus indicating a desire to connect the
language he was learning to a country where that language was the native

tonpue,

Ryuusuke wanted to forus on understanding English texts regardless of
what was done in the classroom. In addition, he believed that if he paid closer
attention to the teacher's speaking, he would be able to improve his listening
skills. Erina thought that her listening skills were weak and that she would
therefore like to get used to listening to English and to abeorbing the important
elemants of her lessons. Noriko also wanted to develop a better ear for listening.
For this reason, she always listened to English on TV. Shinge and Seijiron
mentioned that they would have to be strict with themselves, They beliaved that
maximum effort would lead to success, Akike and Hiromi thought that word
memaorization and grammar were important. They both believed that all their
problems with English stemmed from their weakness in basic skills such as
vocabulary and grammatical knowledge, With regard to his TOEIC results,
Kasuhiko reflected that he was not able to improve in spite of his efforts to date,
citing ineffective learning strategies as the main handicap, Chiharu wanted to

focua on her weak points, which she identified in semester one, these included her
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communieation skills. She also thought that she should follow her teachers’

advice in the area of listening and speaking English.

The above views demonstrate that the students were indeed aware of their
objectives for learning and strategies for skill improvement. They focused on
TOEIC or other test score improvement in order to moniter their own learning.
They also connected their lanpuage learning to their interests and enjoyment and
gaw classroom learning as part of the language learning process as opposed to a

mere analysis of the constitutory part of that process.
Reflections Relating to Leaming Preferences
Topigs:

What sort of learning activities do you prefer, and what are the reasons?
What sort of learning activities do you hate, and what are the reasons?

Reflecting on what you have done this week, what do you believe has been useful
for improving your English skills?

Although the students’ favourite activities were varied, complaints about
undesirable activities concentrated on having too much homework and receiving

too much expository input from the teacher.

Tomoko wanted to do more than just follow the textbocks, preferring instead
to enpape in communieative activities. Chiharu preferred to have enjoyable
lessons such as playing games or watching videos instead of translating work.
She thought that it was important to actively participate instead of just engaging
in translating or writing. She believed that speaking and listening were most

important for improving English, Shizue itked the English conversational class
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because it gave her a feeling of satisfaction communieating with native speakers.
Ai also liked the conversational English class because she wanted to have more
opportunities to use English. Conversely, she did not like the elass where she
was forced to do mere memorization work. Like Shizue and Ai, many students
enjoyed conversation opportunities. However, a few preferred reading or writing
classes to conversation classes. Some students had no particular preferred type
of lessons indieating that for them, every lesson was useful so long as the lesson
velated to English. Hiromi, on the other band, wrote that she did not like
purprise lessons for which she had not had the time to prepare. Ryuusuke
stressed that the teacher's own level of motivation was important for students

enjoying themselves because the teacher's attitude affects the students’ feelings.

Such comments suggest that these students’ behaviours do not support the
stercotypically held view that all Japanese learners are passive recipients of

knowledge and prefer to ingest material in a rote fashion,

Reffections on Improvement of Skills

Reflecting on your Enelish learning ao far

Some students were frustrated with their skill levels because they perceived
they were not improving. At this point, they seemed to have started reflecting
critically on the study methods that they had used and what benefit they had
gained thus far. Although Ai had been enjoying her conversation opportunities,
she began to think sbout the need to review grammar to develop that skill.

Kaoru, who had the habit of questioning whether she was able to speak English
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fluently or not, was now worried that she had not acquired such skills in apite of
her offorts. Satoko started to question the value of her habit of checking all
unknown words each time she ancountered them. She now felt that she needed
more guessing skills in order to understand the meaning of English passages
more casily. Kazuhiko also became aware that he used the dictionary too often,
and Ryuusuke felt that his skills would only improve if he kept up a high level of
daily effort. Such views tend to indicate that these students felt as though their

proficiency had plateau, which lead to foelings of frustration and uncertainty.

The above critical reflections on the students’ own skills in their journal
writing are impressive because they show that students have an emerging

awareness of questioning themselves about their English language learning.

A New Experience of Indepandent Learning:
Reflections on Project Work

The teacher organised clagsroom learning with a particular focus on the
content engaging a textbook and video. Gradually, the class activities moved
from being teacher-cenired, which the teacher organised, to learner-centred,
where the students presented their own ideas in the class. The final two months
of the course were set aside for project work, Students were asked to plan,
enpage in and evaluate an activity designed to promote stratepic skills, confidence
and willingness through engagement with independent learning. For project
work, the students were given opportunitics for decision-making, collaboration
and authentic resource nse. Little's (1895) notion of acceptance of responsibility

through interdependence underpinned the project work.
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The decision was left to the students whether they chose textbook materials
or their own materials for completing the project. They could choose to worl
either independently, in either pairs or groups, The students were required to
produce written assipnments such as book chapter summaries, translations, or
cesays, and to organise oral presentations about their project in the class, In
this way, the students decided the theme, the materiala and the method of
presentation. Instead of leading the students, the teacher's truat in the students
was emphasized in order to promote the students’ sense of self-direction. This
clarified for the students their degree of choice, duty and limits regarding time,
procedures, and roles. In addition, the students were told to think about why
they needed the project for their own development, what they wished to learn
from the work, and then to write their thoughts on their planning sheet. The
importance of planning was emphasized; this included what they could complete,
what they were interested in and what they could submit. The project work
allowed them to think about their own ideas. After each elass, individual
students were also given time to write ahout what they did and how they did it as

part of their project work engagement.

After completing the project, the students wrote reflections on their own work.
All of them expressed difficulty yet enjoyment with their new experionce. When
initiative was piven to the students, they reacted and performed positively
Ryuusuke, for example, recovered his enjoyment of learning, which he had nearly
lost. Seijiroo felt aatisfied with using his initialive for creating activities in his
own ¢lass, Yoshie realized how much she had depended on someone else in the

past:

I 2kt particular enjoyment in learning English, which I had nearly forgotten, [T
have not felt such enfoyment for so long. Besides, I thought that the class

atmosphere was betior when we were working on our project. (Ryuusuke)
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I foit that we were running our elass by ourselves. (Beijiroo)

Tt was very hard for me to do project work. 1 foit that I studied much more than I
did for usual fessons, It was very difficult for me because I had fo do everything
by myself Bui, from this work, I could realize how much [ had depended on
someone else. My praject work gave me an epportunity to reflect on my learning
in the past. {Yoshie}

Some students realized their need for collaboration. Tomoko grew to
understand the importance of collaboration with others where she and her
partners had to submit each idea and consider it in terms of preparing better

quality work.

In the process of this profect work, I realized the importance of ca-operation with
my partner we had fo cooperate and negotiate with each other, and clearly
express our own opinions. In other words, we could not complete good work
without collaboration. For example, we had to produce each ides and consider it
strenuoeusly so that we could make a better quality of work., This might be the
same in our society  We need negotiation and cogperation.  Through
relationships among people, we will be able fo make creative and excellent work.
{Tomoko)

Promoting the students’ self-motivation strategies resulted in providing
them with an opportunity to develop further peraonal interests. Tatsuya
faund that he could work hard on his favourite topics when interest levels were
maintained. Akike did not wish to get involved in the project work at firat and
wan thinking of the easiest way to get her mark by completing whatever ehe

could. Once she started to do the work, she enjoyed the experience:
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From this experience, I have found out for myself that I ean work reaily hard for
something related to my favourste topics. (Tatsuya)

Through progressing in my work, I have noticed that I have become serious about
it. Twas suffering because I was thinking how to clo it easily. It was really hard
or me to complete my work., Next time if I bave such an opportunity, T would
Hike to pian properly and do it seriously from the beginning. It was very good fo
do the project work. I suffered very much, but also I feel satisfaction ahout my
achievement. (Akiko)

Through individual initiative and responsibility for work, the students could
build their confidence in language learning. Hiromi usually stopped half way
through doing her studying, but in this case, she found she could complete the
project work., She said this experience gave her confidence and facilitated
greater levels of intrinsic motivation. Yuka felt freedom because she could do
her work using her own reasoning power. At the same time, she said she

realized that she had responsibility for her own learning.

T usually stop doing my study half way, But I could complete this project work.
This pave me confidence that I could do it. (Hiromi)

As the project work is not given to one persen only; I could enjay what I did on my
own. Without any interference, I'felt fee that I could check whatever I wanted.
Because we were all doing different things, I conld not count on anyone. That
gave me confidencs fo lake responsibility In repards te my work., T have also
found what Internet information is fike. 8o, I think the project opened up a new

world for me, being able to manage my own work. {Yuka)

The students enjoyed taking the initiative in their own language learning.
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Mikd, for example reflected on her past learning experiences and noted that she
had been trapped in a traditional educational framework restricted to receiving
information. She found exercising her own initiative to be refreshing and
rewarding. Keiko had not enjoyed her English learning in the past, however she
said she enjoyed and felt satisfied with her project work now because she could

work at her own pace.

Yo have been learning within the typical Japanese ediucation system sitice our
childhood, through which we digested what was given fo us. 5o, it was very
refreshing that I Bad to act on my own initiative and I was at the centre of
learning. This project has really influenced me as I have even thought about the
need for others fo Bave this kind of educational experience In order to change
Japanese social problems. (Mik)

After doing my project work, I felt it was important to use my time efficiently.
This was my first experience with this kind of werk, so I was worried about 1t.
But, after completing oy work, I don't think that I suffered with my work at ell.
I falt it was enjayable, (Keiko)

Some students became aware of their past teacher-directed learning
experience, Kaguhiko had a problem deciding what to do for his project.
Through his project work, he realized that he had until now, been directed too

much by the teacher instead of making his own decisions.

It was unespectedly hard to be able to decide what to do on ourown. In tha past,
T faft that T was directed what to do by my teachers. When we wanted to start,
we were not sure what to do first. We had frouble, but the work was not
unmotivated, so ence we started, we could make quite good prograss, Through
this project, I realized that I should study by mpself with stricter
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obfectives. (Kazuhiko)

Through engaping in project work, the students recopnized their attitude
change in language learning. Kaocru reported that she developed a self-directed
attitude after completing her project. She felt that in the past she had been
digesting received information., Because of this project worls, she discovered that
the most important thing is to form her own thoughts and opinions from the

information she obtains.

I fool that my attitude toward my work has changed through my project work in
terms of checking Information and thinking about the theme. Until then, I
counted on the given materfals and information only. But In this praject, I have
realized that such materisl and information is only a referonce. The Important
thing is that I need to understand these In my own way; and then, I shonld form
my original thoughts and epinions. (Kaoru)

In addition, the students became interested in authentie English as
opposed to the more artificial English of written texts rather than the spoken
werd, Noriko had not had any opportunity to read authentic English in the past.
Her learning had oecurred primarily by way of textbooks. From her project on
reading and translating advertisements in magazines, she had expanded her

interesats to include authentic English materiala.

1 feel it was beneficial for me. I found out that formal passages in our textbooks
are far easier to understand (than authentic text). It was a shock for me. There
were very special expressions in the magazfnes, and therefore, I often felt
discouraged from continuing my work. From now, I wonld fike to pay meore

attention to foreign magazines and advertisements, {Noriko)
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From the students’ reflections of their project work involvement, it aeema
important to pravide opportunities for students to experience independent
management of their own learning. The project work set for the students in
this study clearly increased the low-middle achievers’ confidence and
willingness to learn for themselves. It would appear that once motivation ia
enhanced this becomes self-perpetuating and leads to greater levels of

achievement.

In summary, it could be contended that a new experience of independent

learning was facilitated by the use of project wark. In short, students:

exhibited positive reactions and performances when initiative waa given;
recognised the value of collaboration:
valued solf'motivational strategies as a means of further developing
personal interests;
¢ found building confidence through individual initiative and responsibility to
be effective;
received enjoyment from taking the initiative;
became more aware of past teacher-directed learning;

recagnised a changed in their attitude toward learning:

displayed a greater interest in authentic English.

The Effectiveness of Learner Autonomy Development

The Effect of Journal Writing

In line with Little's (19956) eritical reflection principles, students were given
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weekly journal-writing opportunities. The teacher gave the studeats topics to
reflect on in their own English learning. After reading their reflections, the
teacher gave comments to the students individually. In this way, the journal
pave the teacher and the students’ opportunities for one-te-one student-teacher
exchange as well as opportunities for reflecting on their developmental progrees.
The journala were the primary means of exchange between the teacher and the
studonts throughout of the course. Overall, the students’ comments in their
journal writing sctivities were very positive. The students coutinuously
rveflecting on their progress and the process were very beneficial for enhancing the

relationship between the individual students and the teacher.

The journal writing had several effects as is shown in the students’ following

comments:

© The journal writing gave opportunities for the students to get advice from the

teacher:
I could ask questions or tell her my problems to get her advice. (Yauli)
8 A cloae relationship developed between the teacher and individual students:

T fnit that the journal writing made the distance shorter between the teacher and
me. (Kaiko)

@ The journal writing gave the students a place to converse with the teacher:
It was fike an individual conversation with the teacher I could feel that the

teacher was listening to me, (Atsuyo)
@ The students ured their journal for getting support from the teacher:

When I had problems with my study; the journal was my support. (Kaoru)

201



® The students were encouraged through their journal exchange with the
teacher and the journal writing created a trust between the students and
the teacher:

The teacher could listen to and consider my thoughts. I was encouraged and
thought about myself, I was very glad that the teacher was thinking about me
so muck. I hated teachers in my past. But, now I think that the journal could

create a trust between the teacher and me. (Akiko)

® The students started realizing their goal of English learning through the

process of their journal writing:

I could think sbout my dream and my interest in foreign countries through my
Journal writing. (Ryuusuke)

® 'The journal writing engendered a feeling of safety’

I was glad and [elt safe because the teacher thought about what I wrote.
(Tatsuya)

& The students clarified thoughts about their own language learning:

By writing what I was thinking about, it became clearer fo me than just thinking
about it by myself, (Hiromi)

® The journal writing gave the students regular reflective opportunities:

The journal gave me an epportunity to think back over my English learning once
a week, (Chiharu)

From the journal, I could get the feachers advice. It was beneficial for me.
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Alsg, when I read back my journals, I could reflect on my previous thoughts and
compere myself with how I had been in the past. (Sachi)

# The students could see progress in their language acquisition, and thought

positively about their language learning:

I could see my progress day by day. So, ft was & plus for me. [ could start
thinking positively about myself and my future. (Tomoko)

® The students experienced challenging tasks on their own?

It was difficult for me, because it was the first time that I revealed my thoughis

and opinions on certain themes and topics, (Miki)

Not only did the students pain benefits from the journal writing, but also so
did the teacher who could get an idea of the individual students’ thoughte. This
made the teacher aware of the level of student autonomy and any external
constraints acting against it. Finally, journal exchanges could be ane of the tools

that help mediate productive interchanpes between atudents and the teacher.

The Further Effects of \'roject Work

Setting project work for the students resulted in giving them opportunities
to challenge the accepted system, As has been shown, it seems to be important
to gain an awareness of one's personal responsibility in and capaeity for
developing positive impressions of oneself by overcoming difficulties. This kind
of student-initiated learning opportunity is just cne of the starting points for
fostering avtonomy. I hope that this experience will prove useful for the

students for future reflection and for the activation of atratepies such as those
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discussed. From the students’ writing, it can be seen that the students have
been able to learn something beyond English itself. 'The project work provided a
link between their learning inside and outside the classroom, The students had
the chanee to plan, select, carry out, and control their work on their own, Most
of them felt a sense of achievement from their work., During the process, they
experienced both difficulties and enjoyment. The relationship between the
teacher and the atudents improved in a way, which was not limited to the confines
of the classroom. Through presentations in English, the students had the
chanee to use English in a natural way, At the same time, they had

opportunities for self-reflection and strategy enhancement.

Altheugh the independent project work has varicus advantages as outlined,
several points should be considered further. Heolee (1981} describes how learners
can take charge of their own learning through planning, wenitoring and
evaluating independent project work to deliver learner sutonomy. However,
there is a need for caution. The principle of learner autonomy, which emphasises
the learner aceepting responsibility for his / her own learning, should be piven
greater emphasia. Ofter, the teacher places far too much emphasis on the skills:
of planning, monitoring and evaluating rather than on allowing the students to
develop their own intrinsic motivation learning strategies. Teachers may focus
on explicit behaviours rather than recopnizing that it is the more implicit
behaviours, which are responsible for ultimate attitude change in learning, Not
surprisingly, self-motivated students seem to be more successful in individual
projects where greater autonomy needs to be exhibited, Less autonomous
learners may require greater scaffolding by the teacher. However, students can
also chocse an easy option, for example, one of the groups did a very eaay tagk
with respect to English acquisition and concentrated on finishing a colouring beok.

They did not seem to he aware of how useful their project work could be in terms
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of improving their English skille, They just enjoyed their time focusing on the
completion of the book, majoring on process goal management as opposed to any

lenrner autonomy goals.

The teacher, in order to prevent some of the potential pitfalls of independent
project work such as the example outlined above, students with lower motivation
could be given a range of choices by the teacher. As these students require more
seaffolding support than motivated learners do, opportunities for discussions may

be needed between the teacher and students to ensure they stay on track.

From what has been discussed to date, the fellowing general points have

heen identified as being significant in the development of learner autonomy:

& Enjoysble learning is important but it should not only be for the students’
self-satisfaction, Learner autonomy should be considered in relation te
students’ language proficiency improvement. For this reason, activities are

needed that allow sufficient scope for language learning.

© The teacher's positive cxpectations, trust, and interest in individual
students are more important than the intention to train students.
® Teacherstudent and interstudent collaboration is important for making an

effective learning envirenment.

® The need for and feeling of self-expression should be the meotivational
mainspring of the students' own activities. The real focus should be on how
the learners start considering their language learning in relation to
expressing themselves, Students' learning should be closely connected to

their own life and interests.

There are some limitations of the independent project work from the
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teacher's point of view that need to be addressed here. Firatly, the
independent project posed great difficulty in providing proper feedback to the
students. The teacherfresearcher felt her limitations in coping with all the
students' demands when the fields of interest were outeide her experience. In
addition, unlike teaching from a textbook, she was sometimes unable to answer
students' spontaneous inquiries and requests about authentic language.
Probably, it would be a good idea to negotiate with the students what ia
acceptable or available to them as subject areas for their projects. A framework
for controlling their choice of learning materials is needed. In addition, a
non-native teacher could enlist the help of a native English teacher to assist with
more technical language matters. Another solution could be for different group

members to help each other a fz a peer tutoring approach.

Summary of Study Three

The results of Study Twoe suggested that the development of the low-middle
achievers' autenomous attitudes, both internal and external, involves several
key learner characteristies,  These characteristics include promoting
confidence, accepting positive beliefs about oneself, beinpg willing to ask for help

and feedback and having strategic knowledge for relf~motivational purposes.

The analysis in Study Three considerad learner autonomy from the first-year
students’ viewpoints. The students seemed to value listening as a way of
learning English inside and outside the clagsrcom. In the students’ journals,
thore was evidence of ideas about how to improve communicative skills outside
the classroom such as listening to radio programs, cassette tapes, CDs, English

music, or watching movies. The students also seemed to consider their
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classroom lessons as basie learning, which they could build on in their own time.
Therefore, a conecious effort to improve their English proficiency in class was
demenstrated in their journal excerpts, From the students’ viswpoints, passive
participaticon via listening rather than talking does not necessarily equate to the
notion of & ‘passive learner’. Therefore, it may be unwise to first, stereotype
passivity of the basis on participation: and sccond, to push students to talk in
English before they are ready for it. [t would appear that a proactive attitude to
Histening can constitute active involvement in ono’s own learning later. Students
might go through a stage of concentrating on input, which would be =&
predominantly receptive phase of their development as language learners, rather

than focusing on output in the eurly stages of acquisition,

Tho journal excerpts also indieated that students were willing to include
activities in their own time, which improved their English studies. Although
some teachers may tend to think that the more homework they give to students,
the more they will improve, this does not necessarily hold true. The students are
mature enough to realize that doing homework may be of littla value to them, In
fact, too much homework seemed to cause stress for this cohort and was perceived
as a threat to their independence as learners. These students seemed to show
greater interest in learning English after being freed from the pressures

associated with university entrance examinations,

One of the major effects of the journal writing was that it gave opportunities
for a good relationship to be established between the teacher and individual
students. The students had a place to express themselves freely in a very
private and personal manner. Japanese teachers can fulfil an important rele in
encouraging students to be more willing to ask for help, question, and seek
foedback. As far as low-middle achievers are concerned, it is very important that

they ars given a space to request teacher feedback and help. Successful class
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management seems to hinga on whether the teacher has an accepting attitude
towards the astudents or not and the use of writing journals can promate such an
attitude. Relationships between teachers and students are a twoway affair,
providing both with feedback that will enable them to modify their behavieurs

and ereate classroom atmospheres that are conducive to learning,

The project work was effective in promoting the students’ involvement in
their own learning in various ways. When organizing and managing project
work for learner auvtemomy development, teacher contrel, learning materials,
strategies and methods, and learnercentred activities are all factors that need to
be considered in terms of providing meaningful work for students. It alse
ghould be considered whether the students' project work is effective to promote
their language proficiency, and whether the students could gain useful ideas for

their future learning.

Piscussion for the Implications for
Learner Autonomy Development

In light of the research question' What seems to be important for the
development of learner autonemy in languape learning?, the effects of the
students’ project work and journal reflections suggest some implications for

autonomous learner development.

It seems that passivity in class is not necessarily a sign of a passive learner.
Students seem to be aware that their role should be that of active learners, In
addition, they seem to seek interaction with others in their ¢lassroom learning.

There seems to be a barrier between what the students think and do. Keim, B.,
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Furuya, B. Doye, C. and Carlson, A. (1596) study of Japanese students’ attitudes
and beliefs ahout foreipn lanpuage learning supports the above point. I{eim et al
are convinced that there exists a real divergence between the students’ awareness
about new strategies and their actual behaviour in elass, In addition, the
attempts to elicit more information from the students, by journal writing,
revealed that fear and insecurity play a significant role in the way students
behave in class, even though they genuinely wish to improve their English, and in

some cases, would actually like to behave differently.

Possibly the students’ behaviour in the classroom is affected by the learning
atmasphere of the class; the classroom atmosphere may be influenced by their
relationehip with the teacher or the relationship with other students. It may be
the case, which some students' expressed insights that differed considerably from
what they are feeling, but also they were reluctant to reveal. Therefore, the
development of learner autonomy should be concerned not only with
self-directedness, but also with creating and providing a supportive and
collaborative classroom atmosphere. In this regard, Cotterall (1998) emphasized

the crucial role of the learner-teacher relationship for fostering learner autonomy.

Another point raised by the students is that the teacher's attitude might be
the key to developing learner autonomy. The importance of teachers’ attitudes
towarda their students was supported by Cotterall {1898). In fact, the teacher's
attompt to initiate learner development also resulted in the teacher's
development of herself a3 a teacher and learner. The more she was involved in
the development of learner autonomy, the more she reflected on her teaching and
rvelationship with her students. In other words, through the pursuit of learner
autonomy development, she had an increased awareness of both her students and
her own teaching. In fact, at the beginning of the course she conceived of the

class as & whole, failing to aea the individual students. In addition, she saw the
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students as being primarily passive. It was only when the project werk
eommenced later in the course, which she started paying more attention to
individuals, She became aware of establishing trust and respect for what the
students wished to do. What is crucial, is whether the teacher can recognize the
individual needs of students, trust them to act autonomously and try to promote
their potential, so that the students’ will respond more freely and be prepared to

engage in greater self-disclosure regarding their own learning preferences.

It ia often said that Japanese students are unresponsive and quiet in the
classroom and that group settings are pood for breaking such silences. However,
teachers who are concerned sbout the development of learner sutonomy should
not make classroom learning a hive of activity Rather, teachers should
encourage each learner to focus on those points, which are necessary for them to
progress their own lanpuage learning. The students should be free to decide haw
much to involve themselves in each ¢lase and in what they absorb. Especially,
opportunities should be provided for confidence building, willingness for learning,
and acceptance of responsibility for both self-direction and collaboration. Such
changes in internal behavicur might then conceivably lead to external
autonomous behavicurs. Furthermore, continuous critical reflection is needed
for both teachers and learnera to enhance the teaching and learning process. In
doing so, positive classroom atmospheres that foster learner autonomy are

created, not only in the classroom but beyond it as well.

The following chapter will synthesise insights gleaned from the three studies

eonsidered in this research.
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CHAPTER EIGHT
SUMMARY & DISCUSSION OF THREE STUDIES

Introduction

In thia chapter, discussion is developed from the findings of Study One,
Two and Three. In Study One, the Heterogeneous vs. the Homogeneous group
learners, and successful learners’ characteristics were identified with regard to
how learner beliefs influenced foreign language learning., In Study Two, the
beliefs survey results were analysed focusing on four aspects of learning which
included: 1) the role of the teacher, 2) effective language learning, 3} motivation
strategies and 4) sclf-efficacy. From Study Three, the development of learner
autonomy in language learning was congidered in relation to the learners’
reflections, The intention in this chapter is to consider and draw together the
information from all three studies in order to develop a more accurate profile of

the data under investigation.

Discussion of Study One

Study One used in-depth interviow data to identify sixteen high achievers'
beliefs about the use of effective foreign langusge learning stratepiesi
teacher/laarner roles; classroom expectations: self-motivation strategiesi and,
oneself as a learner. This study was necessary in order to develop an

understanding of learner autonomy from the insights of succeseful learners,

Study One was divided into two studies: Part One, and Fart Two. From

the analysis of similarities and differences in beliefs, Heterogeneous and
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Homogeneous learners wera identified: the former were labelled as those
possessing non-stereotypical Japanese awareness, while the latter were labelled
as exhibiting Japanese stereotypes. This analysis was presented in Study
One: Part One in Chapter Five. In addition, the common aspects of euccessiul
learning and the learners’ beliefe leading to different degrees of success were
described in Study One: Part Two in Chapter Five,

Part One; Heterogeneous vs. Homogeneous Consciousness

Following student interviews, two types of learners were classified as either
‘Heterogensous’ or ‘Homopeneous' from among sixteen participants of Study
One. Heterogencous group learners possessed non-stereotypical
characteristics of Japanese learners. In contrast, Homogeneous group learners
showed more stereotypical characteristics in their beliefs about learning.
Hideo, Kycko, Toorn, Ichirco, Yasuhira and Kazuke were selected as the
Heterogeneous learners, while, Kaori, Tsuyako, Sumiko, Aike, Asemi, and

Mayumi were selected as The Homopeneous learners,

Apart from differences, the groups also possessed common characteristics:

@ Learners in both groups were aware of their own responesibility as

learners;

@ All learners of both groups believed that authentic input is very
important. In particular, the importance of listening practise was
hiphlighted by most of the learners;

@ With repard to effective learning strategies, the learners were very
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aware of the totality of the learning process incorporating contexts

both inside and outside the classroom.

With regard to differences, the Heterogeneous and Homogeneous groups

could be characterised as follows:

© Heterogenecus learners had a clear poal for self-promotion and
learning English was a way of achieving it. On the other hand,
Homogeneous learners saw the acquisition of English proficiency as

an end in itself.

@ Heterogeneous learners were positive about themselves. They alsc
folt that their teachers had high expectations of them. They were
aware of their own metacognitive strategies and usually reflected on
their learning processes. The Homogeneous learners, on the other
hand, vacillated between positive and negative self-regard depending

on the nature of the classroom atmosphere and type of teacher input,

@ Heteropeneous learners were aware of English as a means of
communication and a matter of life-long learning. The
Heterogeneous learners were active and flexible. They posacased a
gtrong critical awareness that they needed to continue their present
efforts to maintain their level of English proficieney. On the other
hand, the Homogeneous learners only focused on their skill
improvement rather than learning for genuine communicative
purposes which ultimately held the preatest rewards. In other
words, their learning was instrumental rather than deeper in

character,
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© Heterogeneous learners stood out as & group in the sense that they
were lesa concerned about the views of others and focused more on
promoting their own independence. Homogeneous learners, on the
other hand, conaciously tried to avoid this. Heterogeneous learners
were aware of themselves as ¢lass members, and sought to create a
good relationship with teachers and fellow clasemates, whereas
Homogeneous learners lacked awsareness shout the synerpgy of

classroom relationships.

o Heterogeneous learners believed the tercher's role to be that of a
facilitator or supporter. Homogeneou. learners falt the need of
teachers’ direction and understanding more than the Heterogeneous

group.

The results of Study One! Part One suggest that Heterogeneous learner
characteristica and positive beliefs in the self as a tool for successful language
learning could be explicitly promoted to less strategically-oriented students in
languape learning contexis. Such promotion is likely contribute to the
developmant of students’ learning hoth inside and cutside classroom contexts,
Autonomy, expressed in both attitude and behaviour, as in the cages of Fumiko
and Hideo, would seem to be the desired goal for all learners, Homogeneous
learners, however, were well aware of self-responsibility for their learning and
had a strong desire to acquire the language, but their internal barriers and
negative self-belief appeared to prevent them from making further
improvement. This was evident in the gap between their external performance
and their internally held beliefs. From the Homogeneous learners’ interview
data, it was found that they were constrained by their personal beliaf systems,

which is a product of the Japanese educational system,
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Part Two: Four Learners’ Beliefs

From the Chapter Five analysis of similaritics and differences in lanpuage
learning beliefs, two different types of learners: the Heterogeneous and the
Homopeneous groups were identified. Of sixteen participants in Study One,
four learnera could not be differentiated (Hiroshi, Ryoo, Nacke, and Kenichi),
and these became the subject of Part Two of Study One. To assist with
comparative analysis of thess four learnsrs' language learning beliefs, two
highly successful learners, Hideo from Study One! Part One and Fumiko frem
previcus studies (Usuki, 2002) were selected. The data showed that the beliefs

of the four learners indicated different degrees of auceess and learner autonemy.

All four learners were shown to be self-directed and seif-motivated.
Hiroshi, in particular, was one of the moast cutstanding third-year students at
the university. He had very similar attitudes and beliefs to Hideo and Fumiko.
For examople, he had a strong, clear goal in his mind and self-trust regarding his
potential, He liked communicating with people and saw English as 3 means of
doing so. He had his own learning strategies and possessed a metacognitive
awareness of these strategies. In addition, he was positive in his responses to
his teachers and classroom activities, which he considered part of his own
learning process. His positiveness and sincerity provided the mativation fox
him to maintain progress. On the other hand, he differed from Hideo and
Fumiko in that he did not want to stand out from other students and had a

greater respect for the teacher's knowledge base and authority.

Ryoo was also a successful learner. He exhibited a very strong
self-motivation and he waa very positive about his potential. However, he was
still concentrating on skill improvement rather than on communicative

enjoyment. Therefore, in this respect, his flexibility and communieative
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strategies were insufficiently developed in comparison with the other three
learnera. One of the reasons fop this might be his limited experience in
English. At the time he was interviewed, he had never been overseas and
consequently had had limited experience actually using English in its native
context.

By contrast, Kenichi had no clear objectives associated with his learning,
although he enjoyed it and was highly motivated to learn. Without a <lear
objective, he did not have a strong wish to achieve, which made his learning
quite tentative. In addition, he had differing attitudes towards his favourite
and non-favourite classes and teachers. ‘These factors limited his achievement
and improvement. Moanwhile, Nacke's main problem was the gap between her
understanding and actual self-presentation. In addition, she was a reflective
person and the negative self-image and self-doubt arising from this reflection
scemed to be a barrier to her effeetive learning. These same two issues

appeared in Kenichi's data.

Regarding both Kenichi and Nacko, it iz apparent that their metacognitive
awareness of learning English needs to be challenged to help them identify why
they are learning, what their learning stratepies are and how they are
progressing. In addition, teachers' support, suggestions, and encouragement
would help to build the students' confidence and assist them in creating clear

objectives for their learning.
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Study One Implications for English Language Education in Japan

Several implications arise for English language education in Japan from
Study Omne. The current education system strongly influences student
performange, for the most part, preventing students from developing
autonomous learning attitudes and behaviours. In this respect, the following

recommendations are made:

® Clear poal setting along the lines of selfprowth is needed. Aspart of
these broader goals, smaller goals should be set for English language
learning. English languapge learning then becomes & means to an

end, providing focus, motivation and purpose.

& Metacognitive awareness should be raised to enable students to
consider such matters as why Enplish ia learned, how it ean be

learned effectively, and what they need to do to achieve their gonls.

® The focus of language learning should be on communicative
awareness and enjoyment rather than on personsl skillfscore

improvement.

® A variety of forms of spoken English should be intreduced in order to
avoid the obsession with perfection as exposure to varieties of English

can help atudents’ eommunicative competence.

® The strategy of learning both inside and outside the classroom should

be promoted for all learners.

® Teachers need to recognize and understand that learners are

individuals rather than mere subsets of a predetermined group
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mindaet.

® If teachers show trust in and have high expectations of learners, this

seems to provide powerful support and motivation for learning.

@ Developing learner autonomy can be considered an element of the
process of learning. Therefore, promoting learner autonomy should

be considered as a part of the overall goal.

Discussion of Study Two

Study Twe obtained data from low-middle achievers regarding the beliefs
held about their languape learning. A sample of two hundred and ninety five
low to middle achieving university students, comprising one hundred and four
Enplish majors, eighty Law majors, and one hundred and eleven Pharmacy

majors in the same university were surveyed.

Cotterall's (1999) gquostionnaire was used as a basis for the instrument
developed for this study. The guestions were designed to investigate learner
beliefs in relation to six key variables, 1) the role of the teacher, 2} the role of
feadbacle, 3) the learner's sense of self-efficacy, 4) important strategies, B
dimensions of strategies-related behaviour, and €) the nature of language
learning. The questionnaires in the present study consisted of the above six
key variables, The guestions were organised under the above six variables in
order to male it clearer and simpler for the participants of complete the survey
in Study Two. Descriptive statistics were used for analysis of the data.

Responses to guestions shout teacherflearnericlassroom roles, beliefs about
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language learning, the participants’ responses weve caleulated according to
Cotterall’s {1999} method.

Study Two: Low-Middle Achievers’ Language Learning Beliels

Students from the three faculty groups {(English major, Law major,
Pharmacy major) tended to have similar views, that is, there were no clear
differences between students with different majors. As such, Japanese
studenis in the context of Study Two valued responsibility for their own

learning and did not expect teachers to wield great authority.

The main constraints included, however, their reluctance to ask for the
taacher's feedback or help. They tended to value their own effort and kept a
distance from their teacher. These stratepies scemed to contribute to their low
self-motivation and low sell-efficacy. The gap between their acceptance of
responsibility and actual skill presentation can be understeod in terms of
Japanese students’ need flor conformity and hence passivity, A lack of
confidence and self-trust, borne of this stereotypical understanding, could

negatively affect their performance,

The findings of Study Two are summarized under the following four
headings, namely, effective language learning, teacher role, self-motivation

gtratepies, and seliefficacy beliefs.

Effective Language Learning Strategies

The majority of the students believed that making mistales was a natural’



part of language learning, which indicates that they were aware that failure
was a atrategic component in the learning process. The behaviour of Japanese
students usually tends to demonstrate a fear of making mistakes in the
classroore. Burden (2002) found, from his study of one thousand and fifty
sevent Japanese university students’ attitudes to foreign language that they
tended to fae] over-concerned with making errors in front of peers. This point
could ke very important for teachers wishing to bridge the gap between the
students' awarenese of strategies and their reluctance in class to try these for

fear of making mistakes.

Teacher Rols

In this study, the majority of students believed in their ability to accept
responsibility for their learning and considered the teacher’s role more as that
of a facilitator. They therefore exhibited the traits of clagsified as autonomous
learners. In fact, the students in this study tended to have low expectations of
their teachers' authority. This was aleo reflected in their belief that their
lanpuage learning success depended on their own efforts, and that it was their
own responsibility to find opportunities to use and experience the language.
These vesults show evidence of the students’ awareness of their autonomy in
contrast to the stereotypical view of Japanese students as passive recipients of

knowledge.

Seen from this different perspective, however, they lacked strategic
knowledpe and the necessary internal security for solving problems. In other
words, they did not see the need for collaboration with teachers. They seemed
to blame themselves for not making enough effort in their skill improvement.

This resulted in them behaving passively and somewhat helpleasly.
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Self-Motivation Strategles

The data in Chapter Six showed that the studenta lacked the knowledge,
confidence, willingness, and acceptance of reaponasibility for various strategies
relating to autonomous learning behaviour. A divergence between awareness
and actual application in the classroom may be eperating here, in that the
students tended to be aware of autoniomy, yet lacked sufficient knowledge,
willingness, and confidence to behave autonomously. This seems to suggest
that it is imperative to train the student in the acquisition and development of

autonomous behaviour,

Self.Efficacy Beliefs

The results of the subjects’ inability to use metacognitive strategies is also
linked to their having less confidence in their ability in language learning as
shown in Chapter Six (Table 6.5 to 6.8}, Just over half of the English major
students thought that they had the ahility to learn a lanpunge successfully
(55.8%). However, most non-major students did not fee! that they had this
ability (Law=72.5%, Pharmacy=63.1), These findings suggest that the
students in this study need considerable suppert to develop their sense of
gelf-efficacy. Their negative self'image seemed to lead to negative attitudes,

even if they knew that they were responsible for their own language learning.

Summaty of Study Two

In Study Two, the students tended to be aware of the responsibility for

their own learning, and so possessed low expactations of their teaehers.
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However, the students appeared unable to address these concerns of their
awareness because they showed less ability to use metacognitive strategies
were lesa eonfident, less willing, and less likely to accept responsibility for their
behaviour in strategic learning. Owverall, the students had a very low sense of
self-efficacy. This manifested as helplessness. The more conscious they wers
of their responsibility, the more they eastigated themgelves for their inability to
cope with language learning. It appeared that they did not have enough
knowledge about learning stratapies to help themselves out of this vicious circle.
Further, it may be that large class sizes and different teachers for each of their
different English classes reduced the students' relationship development with
their teachera. As a result, they tended not to expeet very much from their
teachera. Study Two indicated the need for developing confidence along with

knowledge about metacognitive strategies and attitudes.

Discussion of Study Three

The purposa of Study Three was to obtain low middle achievers insiphts
regarding their views of insidefoutside clagsroom learning via comments
reported in their journals, This included their reflections about developing
learner autonomy through project work, Twenty nine first year English major
students of low-middle achievement level were selected from the group of one
hundred and four English major studenta of Study Two. This wae the group
taught by the researcher,
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Students’ Journal Excerpts Findings

In the first-year students' journals, ideas of how to improve communicative
gkills cutside the classrgom were identified. Strategies such as listening to
radio programs, cassette tapes, CDs, English musie, or watching movies were
reported. A conacious effort to improve Enplish proficiency in class was
demonstrated in the excerpts presented, It was found that from the students'
viewpeints, passive participation in class did not equate to the notion of a
‘passive learner’. In fact, the atudents valued listening as a way of learning
English both inside and outside the classroom. The data from Study Three,
therefore, reflected learner autonomy from the viewpoint of the first years.
From journal writing, it was revealed that passivity in clasa is not necessarily

the sign of a passive learner,

The Effects of Journal Writing

QOverall, the students' comments in their journal writing activities were

very positive. They indicated that:

® Asgking for advice from teachers meant that they could receive a response
without losing face;

© Engendering a close relationahip between the teacher and individual
students assisted in developing positive relationships:

@ Conversing with the teacher was valuable in furthering their expressive
needs;

@ Support waa sought earlier;

Getting encouragement and trust were facilitated;
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Realizing a goal was made significantly easier;

Feeling safe in an environment was enhanced:

Making things clearer was facilitated:

Having regular reflectiva thinking opportunities was hiphly beneficial;
Thinking positively was enhanced;

Challenging oneself was made possibla,

The Effect of Project Work and
Further Implications for Autonomous Learning

From students' reflections of their project work, it is clear that it is
important to provide opportunities for students to experience independent
management of their own learning. The set project work was highly effective
in raising the low-middle achievers’ awareness of their own learning

particularly with regard to the following points:

® Positive reactions and performance when initiative is granted to the
students;

Realization of the need to collaborate;

Promotion of self-motivation, since it provides a learner with an opportunity
to develop hisfher personal interests;

Confidence-building through individual initiative and responsibility:
Enjoyment from taking the initiativei

Awareness of past teacher-directed learning:

Recognition of attitude ¢change te learning

e & & O ©

Interest in exploiting authentic English opportunities,
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Findinga also have implications for the setting of project work, insofar as
the project work needs to be carefully designed and managed. The prineiple of
learner autonomy, which is the learner accepting responsibility for hisfher own
learning, shouid be given greater emphasis, rather than focusing too much en
the independent learning activities themselves. This is particularly so for the
students with lower maotivation who could be given greater guidance by the
teacher in the selection of project work. These students need more support than
intrinsically motivated learners do. In addition, opportunities for discussion
between the teacher and students may be needed to ensure that students stay

on track. The study revealed the following:
© Autonomous learning improves students' language proficiency.

© Enjoyable learning is important but it should not be only for the students’
pressura, Real involvement and a feeling of achievement should be

promoted as a part of the experience.
® Students' learning should be relevant to their own life and interests.
@ Activities are needed that a¥low sufficient scope for languape learning.

@ Learner autonomy principles need to be interpreted in various ways,
depending on teachers ideas of autonomy. This mesna that no one
direction exists for the development of autonomy, but that there are many

possible ways to promate learner autonomy depending on the contexts,

© The toacher's positive expectations, trust, and interest in the students are

miore important than the intention to train students.

® Teacher-student and inter-student collaboration is alse important for an
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effective learning environment,

@ The need for and feeling of seif-expression should be the motivational
mainspring of the studente' own activities, The real foeus should be on how
the learnars begin to consider their language learning in relation to
expressing themselves. Self-motivation should be considered as the basis

of learner sutonomy.

Discussion of the Three Studies

The findings of the study suggest that the learners' positive beliefs in
themselves and the awareness of their metacognitive knowledge and strategies
could be the most important aspects for success. The most successful learners,
in fact, heve developed their autonomous attitudes in language learning, as
they could perceive themselves positively as a language learner, and they
seemed to think confidently and flexibly in creating their own personal learning
environment. It is possible that those learners’ self-reflective and
goal-oriented attitudes could make their learning meaningful. Furthermore,
the successful learners defined success in term of effectively communicating
with others. Thercfore, they were aware of collaborative needs with others in
order to use the language for expressing themselves, Their awareness of both

coliaboration and self-direction might be the eruecial factora for their success.

The study showed evidence for the view that there were different degrees
in learner autonomy. The high achievers’ beliefs revealed that their
autonomous attitudes sre developmental. The successful learners possessed
the characteristics of Heterogeneous learners. These scemed to be in

opposition to the paseivity normally associated with stereotypical

226



characteristics of Japanese learners. On the other hand, some of the high
achievers still showed ambivalence between their desired level of interaction
and actual passive presentation in class. In spite of their tacit acceptance of
autonomy, they remained passive and this was displayed in shyness, lack of
confidence and flexibility. Their drive for perfectionism and fear of making
mistakes could be seen in the Homopeneous learners’ beliefa, These students’
beliefs seemed to be limited to paining good marks on tests which might be
influenced by their past language learning experience in Japan, Although the
learnera wished to atiain communicative skills and fluency in English, their

learning strategies scemed to concentrate on test-oriented learning.

Similarly, the low middle achievers saw value in taking responsibility for
their own learning. In spite of this awareness, however, the resuits of the
questionnaires showed that participants lacked overall strategic abilities and
had a low level of self-efficacy. Instead of actively seeking help and obtaining
feedback from teachers, they seemed to act passively in class and utilize fewer
metacognitive strategies in language learning. Their beliefs showed that they
are not intrinsically passive learners, but their lack of confidence in their

strategic skills could be the reason for their passive behaviour in class.

As the low-middle achievers' engagement in journzl writing and project
work in the study suggests, once students gain confidence in their ability, they
geem to behave autonomously. In order to promote low-middle achisvers’
autonomy and lead them towards successful language learning, positive
self-beliefa and attitude need to be constructed through learning experiences.
The learners should be encouraged to use various learning stratepies aimed a
building confidence. They also need to be encouraged to have positive

self-perceptions and develop self-motivational strategies.
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Thercfore, learner autonomy development is not a matter of instructing
learners in independent management skills but rather; of the teacher's trusting
and encouraging students develop as individuals, The successful learners in
Study One suggeated that their teachers’ high expectations were important to
their success. However, the participants in Study Two showed less intimacy
with their teacher. In Study Three, the relationship between the teacher and
the students improved berause of the journal exchanges and the project work
engagement. This seemed to have a pesitive influence on the students’ active
involvement in their work., The reason for suecess in the first year clasa could
be the teacher’s respect for what the students had to say, which was based on an
awareness of teacher-learncr autonomy. In other words, it wae the teacher’s
clear approach to objective setting based on the students’ needs, which proved to
be important. The most sipnificant point is that teachers should look beyond
the tentative nature of active involvement in the elass, and considers how to
enhance students’ confidence in their own learning. Both teachers and
loarners need to discover for themselves what language learning really means
to them and how such meaning leads to individual autonomy. This strikes at

the heart of what it means to ‘'make meaning’ for teacher and student alike.

In the following chapter, conelusions, recammendations und suggestions for
further research will be discussed. A model for understanding autonomy,

based upon the findings of the current study, is also considered.,
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CHAPTER NINE
CONCLUSIONS AND RECOMMENDATIONS

Introduciion

This study attempted to identify high achievers' beliefs about effective
foreign language learning strategies, teacherflearner roles, classrocom
expectations, self-motivation atrategies, and the self as a learner en the basis of
Little's (1996) definition of learner autonomy. Comparing these beliefs with
low-middle achievers' attitudes to their own learning, learner autonomy was
geen from the internal viewpoint of learners’ insights rather than from the
external behaviour of their classroom. From the study, a theovetical

frameworl for learner autonomy can be proposed,

The Three Studies

Three related studies were organised within the particular context of Bb 1,
learning in a private university in Japan. In Stody One, suceceasful learners’
positive beliefs regarding the gelf and their metacognitive awnreness were
deri~ed from in-depth interview research. Most importantly, the degree of
learner autonomy for each student was confirmed from the data, by way of
differences in internal attitudes. As in the archetypal cases of autonomous
learners, such as these of Fumiko and Hideo, an active internal attitude was
also displayed externally. Such autonomy could be eonsidered as the ideal for
language education. Another significant finding was the identification of two

different awareness groups among high achievers, which were labelled
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‘Heterogeneous’ and ‘Homogeneous' leaynera. From the interview data, some
learners were awars that they were different from other students and
demonstrated a positive attitude in making this admission. Being aware of
this difference mado them more active and willing to challenge themselves.
Tor this reason, they were termed Heterogeneous learners, Conversely, there
wore learners who were afraid of being different from others and, as such, were
termed Homogeneous learners. These students were also very serious about
their language learning and had in fact been making considerable effort to
improve their TOEIC scores and their school marks. However, instead of
possessing a clear future goal for utilizing English, they were distracted by an
admiration for native-like English and a vague desire to acquire it. Their
ambiguous beliefs about language learning such as no objectives for learning in
spite of their desire for English proficiency improvement, and their passive
external attitude, could have created a barrier against their further success in

language learning,

The Heterogeneous learners focused on communication and collaboration
with others. Although they were not coneerned with TOEIC scores as their
final goals, their positive attitude and affection for English enabled them to
make progress with their actual TOEIC score achievement and improvement.
By contrast, the Homogeneous learners tended to concentrate more on their
own language learning ability and less on the awareness of language as a
meana of communieation. This group suffered difficulties in respect to TOEIC
scores and had problems with actual proficiency improvement. Thus, based on
Study One, learner autonomy could be defined as the learners’ internal active
cnergy, which leads to cffcetive language lzarning. Positive selfbeliefs and
metacognitive awareness could be considered as the keya to promoting learner

autonomy,
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Study Two results showed that low-middle achievers were overtly aware of
self-responsibility and tended to believe that their own effort was the most
important factor in lanpguapge learning. However, the students lacked the
metacognitive knowledge and strategies to manage their language learning,
Moreover, they tended to hold a negative view of their ability to learn a
language successfully, Exacerbated by their acute awareness of
self'responsibility, negativity and low confidence seemed to be their major
problem, This shows how important it is to know about students’ self-beliefs in

language learning for their development as learners.

Considering the results of the three groups with different majors, there
were no clear distinctions in the beliefa in lanpuage learning between English
and non*English major students. English major students could be assumed to
have a sironger motivation for English learning as opposed to non'English
major students, but this relationship between students’ motivation and their

beliefs was not established in this research and this needs further investipation,

In Study Three, low-middle English level students’ beliefs were
investigated via data extracted from journals. Tha students' journals showed
their awareness of self-responsibility and their various struggles with languape
learning. From the thoughts on the project work recorded in the journals, it
was clear that confidencebuilding and metacognitive awarensss were
important for the students’' motivation. Moreover, negotiation between
teachers and students could be very important for managing effective clasarcom

learning. A modal for learner autonomy can now be considered,
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Figure 9.1: A Model of Learner Autenomy
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This proposed model (Figure 8.1) shows five aspacts, which relate to the
development of learner autonomy. The model shows that learnor autonomy

is o matter of degree ranging from Jess successful to more succossfid,

All five categorics of learner beliefs developed in chapter four should be
considered as the goal for promoting learner autonomy for successful
language learning. These beliefs include affective beliefs, self*perceptive
beliefs, self-motivational beliefs, cognitive beliefs and social beliefs. These
five beliefs are interrelated, affecting the degree of learner autonomy in

language learning.

With reference to affective beliefs, learners that are more successful
seem to have clear goal setting strategies for their language learning.  Their
woal is not limited to the language learning itself, but involves life-long
learning for self-growth and self-promotion. Their language learning
beecomes meaningful and purposelul, and therefore, a decpor level of learning
is engaged. In contrast, less successful learmers have ambiguous feelings
regarding the purpose of language learning. They do not have a clear goal
for language learning and the learning is limited to surface level
congiderations. In order to direct less successful students towards maore
successful language learning, the motivation for learning needs to be
considered beyond instrumental language learning, The learners should be

cneouraged to have a clear goal for life-long learning.

As for sclf*perception of beliefs, the more successful learners scem to
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have positive beliefs in themselves. They display greater self-confidence
and trust in their ability to achieve their chosen goal. In contrast, less
successfiul learners exhibit the converse, They fail to display positiveness
and doubt their ability in gaining the desired language proficiency level,
Positive self-perceptions seem to be a erucial key for success. This appears
to be because the learners' positive or negative self-beliefs seem to affect
their degree of autonomeus behaviour in language learning.  Thus, a
change in the learners’ belief about their innate ability seems to be the

prerequisite for behaviour change in class,

Whether or not learners can demonstrate autonomous learning
self-motivational helicfs become important in that they drive the process of
developing a greater degree of autonomy. Learners that are more successful
have an awareness of a long-term commitment for their own learning, They
critically engage in roflective practice and devise their own strategies for
developing autonomy. They also have good metacognitive ability in terms of
regulating effective management of their own work. Further, it could be
argued that they possess an internal locus of control, which further
encourages the formation of self-directive behaviours. Less successful
learners, on the other hand, display a lack of self-confidence and willingness
to manage metacopnitive strategies. Their awareness is limited to
short-term goals for learning.  Therefore, the learners need to be
encouraged to promote self-motivational strategies and attitudes. Lese

successful learmers should be supported in increasing their autonomy
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through developing various strategies for motivating their own learning.

This is very much within the ambit of the teacher’s facilitative powers.

With regard to cognitive beliefs, classroom learning can be considered
aa a basic skill improvement opportunity for the whole process of developing
the learnmers’ langunge learning. The learners’ awareness of learning
processes should be extended fo cutside classroorn environments. The
connection hetween inside and outside classroom learning is important in
encouraging autonomous language learning. Cognitive strategies are the
cornerstone of the development of effective autonomous behaviours and

should thus be facilitated hy the teacher.

The degree of learner autonomy seems to be related ta social beliefs,
Less autonomous learners tend to put themselves in competitive situations
rather than cooperative ones. The learners who develeped a higher degree
of learner autonomy have an awareness of both self-direction and
collaboration.  The successful learners expect to develop positive
relationships with others and are aware of the berefits of such collaboration.
As Little (1996) claimed in his notion of learner autonomy, in this way,
autornomous learning becomes not only independent, but also interdependent

in learning the process.
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Conclusion

This study confirmed that successful foreign language learners have
positive attitudes and confidence in thomselves. They know what is
important for them, and approach their own learning from the point of wiew
of predetermined goals. This kind of self-trust leads to the possession of an
active rather than passive attitude toward Jearning both inside and outside

the classroom.

In order to adapt learner autonomy theory to various contexts, learners’
internal attitudes should be given more focus than externsal behaviour
Aoki and Smith (1999} note that, “autonomy is not an approach enforeing
a particular way of learning. It is, rather, an eduecational geal” {p. 21),
Thus, learner autonomy can be understood as the learner’s internalisation
of their beliefs and attitudes for taking charge of their own learning.
In Little’s {1995} terms, it is the acceptance of responsibility for personal
legrning which is important. Therefore, learner autonomy is unniversal
goal applicable to any context. When the learner'’s autonomous
behaviour is concerned from external viewpoints, it might be situational
and specific. The same learner might behave differently, depending on
different teachers and different classroom situations. The same learner
might show active autonomous behaviour in svme settings, and remain
passive in others. However, it is the learner's internal attitude, which is

the basis for external autonomeous behaviour. Without consideration of
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the learner's internalisation of autonomy, intervention for active
autonomous behaviour inside and outside classroom learning is
meaningless. The students’ beliafs in this study provided evidence for the
contention that Japanese discipline-oriented educational values can be

influenced either positively or negatively.

This study has sugpested sipnificant implications for the future
direction of language education in Japan, Promoting autonomous language
learning should not be limited to only learner-centred classroom setivity
gettings. Encouraping positive selfbeliefs and promoting metacognitive
awareness could be more important than independent language learning
approaches. Not only should their actual classroom behaviours be a focus,
but also assisting students to develop insights into their own learning.
Language learning should be enjoyable and should motivate learners
towards pwrposeful communication, rather than concentrating on the
acquisition of perfect native-like alility. As the increasing globalisution of
English has led to greater recognition of the varicus forms of English in the
world, the particular dominance on American or British English should be
reconsidered in Japanese society so that learners can confidently express

themeselves in their own form of English.

As Wenden (1568) reported, sometimes efforts towards developing
learner autonomy are resisted. Accordingly, Wenden suggests that learner
training may be necessary to promote learners’ awarenoess of their antonomy.

In Asian contexts, however, the concept of such learner training might not be
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appropriate. This notion requires exploration, for as Bronner (2000}

emphasizes:

what often seems absant or insufficient is an in-depth consideration
of how learner autonomy and affective factors may differ among
cultures, It appears that learners are expected to adjust to the
English teaching and learning style of a native speaking instructor,
rather than the teacher adjusting to the different cultural modes of
teaching and learning of the learners, Whereas this may be
unavoidable in an ESL (English as a Second Language) setting, it is
not inevitable, nor practical, in an EFL {English as a Foreign

Language) environment such as Japan {p. 27).

Following Bronner's (2000) line of thinking, different ways of
considering learner autonomy might be required for Asian contexts, instead
of merely impeosing Western values on Astan learners.  Learner
development might include the promoting of internal awareness to generate

autonomous learning in the context of Asian classrooms,

Loearners’ self-responsibility means awareness for both self-direction
and collaboration. Learner autonomy emganates not just from the given
learning environment, but also because of because of the students’
motivation to create their own environment for learning.  Thus,
autonomous learning might not necessarily mean & complete shift of

instructional mode for teachers, but could involve the creation of a more
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appropriate learning environment. It could thus involve varicus teaching
styles or ways of promoting learner autonomy, which centre on greater

consideration heing given to the context of the classroom.

Learner development alao requires recensideration of what really
makes language learning effective in a particular context. Instead of
training learners o satisfy teacher expectations, or alternatively instead of
piving students unlimited freedom to make decisions, learner development
should be more concerned with the nature of both students' and teachers’

learning as both walk the path towards self"growth.
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Appendix 4-1: Sixteen Participants’ TOEIC Results

{(July, 2000 = at the interview time}

participants | year achievement Improvement
in July, 00 since first year

Kaori 2rd yoar 578 256

Ryoo 2rd year 676 260

Nacko 2nd year 510 196

Tsuyako 2rd yaar 470 200

Sumiko Bed yany 700 316

Tooru 3ed yeqr 680 316

Hiroshi 3 year 636 336

Ichiroo 3ed year 530 326

Hideo 4th yaar 910 430

Kyoko 4th year 795 360

Kazuko 4t yaar 6885 360

Kenichi 4th yaar 605 326

Yasuhire 4th yaar 826 306

Mayumi Ath vear 736 360

Aiko 4th year 720 290

Asami 4th year 650 325

(May, 2001=follow up results)

participants | year achievement improvement

in May, ‘01 ginece first year

Kaori 3rd year fid5 226

Ryoo 3¢d year 680 366

Naoko 3¢ year 500 186

Tauyako 3ré yoar 400 220

Sumike 4th year 680 316

Tooru 4th yaar 760 396

Hirashi 4th year 766 466

Iehiroo 4th yanr 630 366
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APPENDIX 4-2; informed Consent Form

Informed Consent Form

Thank you for agresing to be involved in this study. The purpose of the
study is to help me gain greater insight into thinking processes of foreign
language learners.

The study involves a background language learning questionnaire, the task
of essay writing, and the interview.

The backpround language learning questionnaire and essay topics will be
given to you in a written form. “You will be asked to write all responses on
the sheet.

The interview will be tape-recorded and done individually. The interview
questions will be given beforehand of the interview so that you can prepare
yourself, The interview will be done by one interviewer in your own
language, and it will take approximately one hour. Each participant will be
offered A$ 25.60 for time spent of the interview, sssay writing and
questionnaires.

I would be happy to answer any questions regarding the project at any time.
1 can be reached at work +81-76-229-2626(TEL) / +81-76-229-0021(Fax)}, or
you can send me e-mail to! m-usuki@hgkurikm.ueejp, or my supervisor Dr.
Richard G. Berlach on (08) 9273-8402(TEL) / (08) 9273-8705(Fax).

You are free to participate or withdraw from the project at any time. You
can also discuas the project with me at any time and you are eatitled to know
what data I have gathered once the data collection has been concluded.

If you agree to participate in the study, please complete the information on
the next page. You will be provided with a copy of this document once the
information overleaf has been completed.

Thank you for your help.

Miyuki Usuki Surmg

254



I have read the information on the previous
page and any questions I have asked have been answered to my satisfaction.
I agree to participate in this activity, realising I may withdraw at any time.

I agree to have the sessions audiotape recorded.

I also agree that the research data gathered for this study may be published
provided I am not identified.

Signatures:

Participant, Date

Address

Phone Number,

Researcher Date




APPENDIX 4-3: Language Learners’ Background
{ Learning Experience / Learning Environment
{ Learning Purpose / English Level

(* The original version will be set up in Japanese}.

Please write down the following factors in Japenese.

1. Learrerd Background
(1) Name:

(2) Age:

(3) Sex :

(4) Nutionality =

(5) Firet language

{6) Educational hackpround :

the completed course , the year,

{7) Prosent course and major !

(8) Titles of English textbooka which are used in the present course

{9) Langusege level: heginners { )]
pre-intermediate( )
intermediate  ( )
advanced { )
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{* Plenac tick the most appreciate level)

2, Learning Experience / Learning Environment / Interests
{1) Where da you live and what language do you use?

city : ;
language used at home:

mother tongue :

{2) What langusges have you learnt in the past?

(3) Have you been to English spenking countries? Nol ), Yes(
If YES,
Which countries? !

how many times ?:

how long 7

and

for what purpose?

{4) Write down sbout your English langusge learning experience,

(4-1) At university leve]

the pericd of course attending * years months

the text books in the past :

hours of learning/week : present. past_

{4-2} Before the wniversity level

the period of course attending : YEArs months

the text books:
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houra of learning fwveek :

{4-3) Have you ever loarnt English by yourself? Nol ), Yes( )
IfYES,
write down how and how long did you learn it for?

{(5) How many hours do you spend for your language study per day?

{8) How often do you have a chance to talk with English speaking people?

{10}Do you try to read English newspapers, magazines, or books?

(11)Do you try to resd something related with English or English speaking
countries?

3. Learning Purpnse
(1) What ia your purpose in learning English?

{2) Which skill is the most important far you? Write the number from the most
imgortant to the least important.
Listening( )/ Bpeaking < } 7 Reading ( ¢ Writing ( b]

(3) What are three most important learning needs for you? Choose the appropriate
fuctors from the followinge.(*Write 1, 2, 3,from the mest important one.}

1) daily conversation( )

2) understunding of TV/Radio programs( )

3) understanding of nowspaper articles! magaz noefbooks( }
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4) understanding of lectures / reading reference booke / presentation / writing
reports ( }
B) job related English { )

{4) After you ecomplete university, what do you intend to do?

4, Your comments
{1) Are you satisfied with your English learning?

{2) Why do you think so?

{(3) If you have any comments, please write them below.

Thank you for your cooperation,
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APPENDIX 4-4: Interview Questions

Baliefs about lnngunge lesrning {related to research question (1))

1. In what ways do you believe you can improve your languape akills?

2. What are your ressons for studying Engligh?

3.What, in your opinion, should successful students do and how should they be inside

and outside the classroom?

Beliefs on teacher role and classroom expectations {related to research question (2}

4, What should be the role of the teacher 5o that you can achieve your goal of learning
English?

5. How should language class time be used to achieve your goal of learning English?

Self motivation strategies (related to research question (31

6. Heve you developed any ways of motivating yourself to learn English?

9. When you have diffienlties and problems achieving your goal, how do you try to
solve them?
10. Please give your thought on the following motters.  Try ta explain them in detail,
Many times students have difficulty studying on their own at home because there
are other more interesting things they would rather do such as watching TV or going
out with friends. What strategies do you use for meotivating yourself to complete
your work under these sircumatances? What do you doifyou are trying to nchieve a

certain goal?

Beliefs about self {related to rescarch question {4}

9. What do you believe your teachers’ expectations are of you? Why do you think so?
10.How de you feel nbout yourself ra a language learner? Plense describe how you sez
yourgelf in teyms of being & Japanese language learner studying English.
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APPENDIX 5-1: Individual Case Analysis in Study One :
Part One

{1) AFFECTIVE BELIEFS

(1-1) Heterogeneous group

Hideo

Hideo has a clear goal for his future which relates to using his Enplish skills,
He wishes to do post-graduate level study in an English speaking country.
His dream is to got a job as an international public worker. He plans to
acquire English for use as a major tool for his future career.

Kyoko

Kyoko would like to be an English teacher. She emphasizes English as a
communication tool for selfexpression. As does Hideo, she also has
motivation in relation to her future career opportunities. However, her
instrumental motivation is based on her enjoyment of English learning itself,
Cne day, as a teacher, she would like to pass on to her students how good
they will feel if they ean communicate in English,

Tooru

Tooru shares Kyoko's wish to become a teacher. However, his real interest
is travelling abroad. He regards English as a hobby. It does not mean,
however, that his motivation is weak, Rather, he is strongly motivated to
acquire English skills and therefore, purposely connects everything to
English learning. He enjoys doing things in English.

Iehiroo

Ichirco has job related motivation since he would like to work in
underdeveloped countries,

Also, he has a wish to get a TOEIC pre-one level certificate. His one-month
overseas school excursion in his 2nd year significantly increased his
motivation for learning English. He started to feel an enjoyment for
learnirg after this experience. His motivation has also inereased after some
mortifying experiences when on several occasions he could not express
himself properly in conversations in English. It hurt his pride and as a
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result he realized that he has to put in full effort.

Yasuhiro

Yasuhiro is also thinking of English in relation to his future job. He has to
take over his father's business and wishes to make use of his English skille
for it. He considera that increasing his English skills make him more
attractive. He enjoys his English learning in his own way,

Kazuka

Kazuko wishes to use English for her future job, although she hasn't decided
on a particular job as yet. She would like to acquire an English-speaker's
way of thinking., She would like to converse with others and use English
freely as if it were her native language.

Summary:

These 6 learners' common aspects ares

-having job-related motivation

-thinking of English skiils as tools

-enjoying and having interest in their learning
-being strongly motivated for English acquisition

{1-2) Homogenaous group

Kaori

Kaori has liked English since junior high school. She thinks that heing an
English teacher could be a good job for her in future.

Teuyako

Tsuyako thinks that English is important in the present world. She
believes that it will never be disadvantageous for her to acquire English and
it may even be hard for her to find employment if she does noi have adequate
English skills. Although her wish to learn seems to be based on her
admiration of English, Tsuyake actually has no elear ohjective for learning.

Sumiko
Bumiko likes learning English. She believes that she can make her world
bigger by getting to know various penple’s ways of thinking in other
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countries through her English learning. However, similar to Tsuyako she
does not have a clear objective for her study. In fact, she says that she
wants to be a housewife and maybe do translation work if she can to satisfy
her wish to connect with English speakera even if only a little,

Aiko

Aiko does not have a clear objective for her English learning, either. She
says, “f just like Englich, English and I are congenial, English is like my
hobby. Its for my own persopal satisfaction.” She feels that her
relationship with Englich is very natural. She daes not hate English study,
That's why she continues to learn. " My duséralian home-stay family wrote
me a Christmas card saying that they had prepared a bed for e and that
they were waiting for me to come. [ fele that I would like to communicate
with them without any problems. If I try to give you other reasons - at the
moment, I don't have anything else. Basically I was not intending to de
English at first. But simply I didn't hate it, so-—" As the above exiract
shows, her intention i8 not so strong her attitude seems to be that while it is
not necessary for her, it is better to have English skills than not have them.

Asami

Asami also has no clear objectives similar to the preceding learners. She
vaguely thinks about the advantape of English skills. " JF we can falk
English fuently with foreigners, it will be useful for suré'. She does not
have job related motivation. She is interested in foreign cultures and
history and thinks that English may be useful and may help her to enjoy
travelling,

Mayumi
Mayumi has an interest in English. She wishes to get in touch with foreign
cultures and to know daily conversational sktils.

Summary:

These 6 learners have in common;

~having no clear chjectives

~being interested in English or cultures rather than using skills for their
future caresr.
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{2) SELF-PERSPECTIVE BELIEFS

{2-1) Heterogeneous group

Hidzo

Hideo tries to keep a balance between his study and enjoyment. He tries to
complete what he needs to do before doing something enjoyable. He tries to
make contact with Enplish each day. He thinks that it is valuable for him to
have such time. He knows that he is different from others, but he feels
positive about 'sticking out' in this way. He feels unsafe because he doea not
know whether he can achieve his goal or not, Even though he has worries
and frustrations, he encourages himself through positive self-belief.

Teacher expectations

Hideo thinks that teachers regard him as an cxception, being different from
others. However, he believes that his effort is recognized and encouraped.
He supports himself and tries to respond to such expectations. He says that
he tells teachers what he wants and doesn't merely agree with everything,

golf-repulation
First of all, I try to do whatever I need to do.  Then, I enjoy something like
TV maovies, ete, - I make the effort to manage my tima like this,

self-direction

I have a weekly plan. But there are times when Iean't foffow it. So, it is a
matter of mental strength or willpower not fo got depressed at these failares’
fo reach my target. [ make time to keep in fouch with English each dayv. T
consider such time as gquite important.

self*encouragement
T encourage myself'to do my work at my own pace.

positive gelf-imgge

A tittle strange (curious)

An exceptional student

An odd person (quite s character)
My existence itself'is a gag.

264



I would like fo stick out as someone difterent. I don't mind that ‘the nail
that sticks out gets hammered. If I don't oxpress myself I cannot telf
people what I want to sgy,  Tdon't care whay others think of me.

I usually do things in my own way., Sometimes, as a resuit, pecple around
me get upset, That can't be helped. [ don'’t care what athers think about it.
I think that I am understood to ie a good student [ believe that all
teachers know that I'm working hard.

gelf-trugl
1 feel that ‘each day is struggle.  Through my own effort I make progress, T
believe in myself,
Ve can do what ever we want i we have motivation, Realfy, we are a fump
of possibilities,

1f-observation
I have a Japanese mind, I would like to kesp this Japanese-ness. [ try to
understand the good qualities of being Japansse.

Kyoko

Kyoko has no TV. She always completes her work hefore going out to meet
her friends. When she has homework, she always does it as spon os it is
mven, She feels that her teachers and other students think that she is
different from others. She alsa feels that she is strong and does not accept
anything until satisfied herself. Like Hideo, she believes that everything is
posaible as long a5 she motivates herself to lear.,. Only, time and effort are
needed. And she is aware that once she stops, it will finish.

Teacher expectations

Kyoko believes that teachers think of her as being different, However, she
also thinks her teachers regard her as one of the difficult students who has a
strong personality and is persistent. The reason is that she asks questions
until she is satisfied she understands.

self*regulation

I try to do my homework within a few days, My friends tell me as a joke
that I am an unsociable person. But if they stop belng friends for this
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reason, [ just think that is the kind of people they are, and it deesn't really
matfer o me.

self-direction
T am always aware that I should not waif for something to be given to me by
my teacher,

self-ancouragement

T couldn’t pass one test because I wag three points shy of the mark. Iregret
that T il so many times. And I really think that I should never fail to pass,
any more.

ositi i a
Strange
Strong personality
Annoying
Persistent
A difficult student

An odd person

[often ask questions if I don't know something.

I i don't understand something I keep on at it like a terrier, and even my
teacher lovks annoyed, or the other students wonder wity I can't understand.
8o, sometimes, I wonder whether I should care more about others. I'm the
persen whom aother students expect (o ask all the questions they are oo shy
to.

self*truat
T hafieve that there is nothing I can'’t do if f try to

self-obgervation
Through learning English, I can think better of myselfin Japan.
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Tooru

Tooru chocses to watch English programs on TV becausc he tries not to
waste time. He records only his favourite programs and watches them
during his dinner. He likes English and enjoys English learning, He also
has pride that he has been doing his best. He believes that good results will
follow if he does his best. He does not eare too much about others' reaults.
It dees not help anything. He knows that he is thought of as a strange
person, He even admits that he behaves like that purposely. He is very
positive about his attitude. He considers it important to have his own space
and atmosphere. His own evaluation is that he strongly prefers to work
independently at his own pace and doesn't feel good working together with
others when he has to adjust his own preferred methods, He has also
become more aware of Japanese culture and language through studying
ancther language.

Teacher expectation

Although he thinks that his teachers consider him a serious student because
they see him studying English very often, Toorn dees not like being
recopnized as such. In small classes, he talks with teachers, but in lecture
type classes, he is not sure that his teachers know him,

selfregulation
1 choose my real favourite TV program to watch.
I try to use time effectively and valfunbly

self-direction

I try to keep my space; I make up my own style.

I make my temptations positive for me by connecting them to my study of
English

1 connect my favourite things, hobbies to English learning

gelfencouragement
First and foremest, I will never give ap,
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Strange

A very positive person

I have np regrots

1 have pride that I have done my best

Basically, I de not think of myselfas a learner. [ just really like English.

I don’t think that English is study.

I foel pressure from others when I am the only one actively trying to talk, I
feel fike I'm standing out

seiftrust

I will never be defeated by my difficufties.

Good resuits follow as a consequence if I do certain things

I refuse to recognise that there are sny Impossibilities

If I decide on a possibility, at that moment I féel it is cortain I will achlieve it

self-ohservation

Through learning foroign languages, I have become fonder of Japan. Ihave
become gware of some of the unigue Japanese ways of expression and other
good vorats. I have begun to think better ufJapan and Japanese culture,

Ichirao

Ichirco is alsc concerned about time. First of all, he thinks that he has to
manage his own time affectively in order to achieve his goal. He also does
not watech TV go much. He only spends time with his real friends, He
believes that others understand him. He thinks of himself as being tough
and different from others. He feels that he is sticking out. But he has a
positive feeling towards himself. He even tries to avoid working with cthers
and doesn't force himself to adjust to what. others are doing. He does things
at his pace regardless of what others say. He has a clear vision of his futare,
ke wishes to improve and believes that he wili improve. Whenr he cannot do
something the way he wants to, he geis mare motivated rathar than getting
dopressed. He believes that correcting mistakes will come naturally later
on when he improves his speaking skills. He beligves that he can realize his
wish through his own actions.
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Teacher expectations

Ichiroo thinks that his teachers recognize him ae an active student, because
he is actively involved in conversational classes and he talks alot, Also, he
faithfully does what he is told to do by his teachers. He accepts what his
teachers say and the advice they give him. TFbor insiance, he stops and
chanpes his ways of doing things according to his teachers' advice.

selfregulation

Idon't watch TV

People around me don't ask ms to hang around with them anymore. It is
good for me

Iwork hard, Others understand me. [am not treated badly by them.

In order to achisve my goal, I try to use my time wisely

I-directi
Even whon others say something, I never change my pace, 1 proceed in my
own way.

self-encouragement
I tell myself that I will not fail j¢ this time, Instead of being depressed, I
motivate myself mare by starting to think about the next focus of my study.

positive gelf*belief

Tough

Hard for others to assimilate
Stieiing out

Patient

I am probably sticking out. But I think it Is not a bed thing for me, TIavord
getting into a group. IfI try to do things together with people around me, I
have to have a difficult and challenging task.

T will realize my wishes.
I am szlways aware that f can do more.
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self*observation
I admire people who work in undeveloped countries, I hate unfairness and
Injusticn.

Yasuhiro

Yasuhiro tells himself that the more he studies, the more he can improve his
English. In some respects, he foels himself to be a weak person. Hawever,
basically, he feels that he is different from others, and he likes himself as he
is. Heo tries to trust himself and maintain a forward-looking spproach.

Teacher expectation

Yasuhiro thinks that his teachers see him in a positive light. He fesls that
his teachers have high expectatione of him. This belief supporte his
learning. He thinks that if he does a better job, his teachers will be happy
about it, and will even appreciate his active attitude in the classroom as he
says, "I hesitate fc say it, but I think that I am a belpful student for teachers

ar

f- lati

I'm very much feusing on my time. Some people say that 24 hours a day
are given equally to everyone. It is possible to de anything if we use our
time efficiently. [ think so, too. By using my time efficiently;, more and
more I can both enjoy fo play and leern English. It Is a principle to live by
This principle doesn't just apply to English only. I make clear distinctions
between my various activities. When [ do something, I concentrate totally
on what I necd to do.

selfdireetion

I was not ashamed of myself even if I made mistakes, even if someone told
me about my nustakes, Of course, I regretted my lack of ability; but I have
been doing various things by considering my feeling as achieving,

seif-encouragement

Even though I am a timid person, I can continue my English learning,
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itive self-beli
A challenger
A timid person
Selfintoxication
A juggler
Conspicuous

T a person whose atiitude is appreciated by teachers,

I talk all the time, [ stand out. But, so what? There’s nothing wrong with
the fact that.

‘the nail that sticks out gets bammered . 8o, at the same time as we (Hideo
and I} are envied, we are criticized and talked about by everyone. That’s
why we should be even more unconventionally active. Then people who
envy us will wish to do or achieve similar things. Then, thoy will imitate us,
We do really well and then peaple will see us as fnteresting. Generally it is
said that Japanese peaple are such and such... This js stupid, We never
think Like that.

gelf-trust

I beflieve that evervene can achifeve what they want if they follow my method,
1t iz a kind of brainwashing, I can only bring about my desires by belleving
Iin myself

Kazuko

Kazuko selects and records TV programs that she wants to watch.

Like the above students, she also completes her work before going out.

She provides her own motivation for study. She believes that progress will

be a natural consequence if ehe continues to learn, In this way, she
_expresses strong eelftrust in her learning. She also believes that while it

will take time, it is possible for her to become what she wants to be, She

thinks that although language learning is an endless process, as long as she

continues to study she can achieve anything

Teacher expectation

Kazuko believea that some teachers have no worries about her progress so
far, while others expect her to be able to make more improvement, She

b1



thinks that teachers understand that she is working hard.

-regul
I complete what I need to do and then [ go out.
When it is necassary; I refuse to go out.

1f-directi
I do whatever I think is good.

gelf-encourapement
In the final analysis, what matters iz whether we are thinking about our
fearning or not.  Anyway; I believe that it is all right if I do my best.

ositi 1f-im
Optimistic
Not depressed
Tam unusually confident,

I think that I have confidence In my ability to act at my own discretion.

gelf-trust

If we are just taught how to enjoy studying English, we can jmprove our
skills,

1 have unusual confidence + I'm confident that I will never fail fto improve.

Tt will take time but I can do and achieve anything.

(2-2) Homogeneous group

Kaori

Kaori likes English but sometimes feels like not wanting to atudy very much.
For her, English is just ons of the subjects she studies. She realizes that she
has never taken the long view. Each time, in each test, she has been trying to
get high marks. Kaori feels that she gave up other opportunities while at
high school, So, she would like to continue English in order to achieve her
earlier goal. She doesn't think of English as a hobby. Sha tells herself that
she should not give up English because whatever we do, it is sometimes
difficult. She tries to ride through the difficult periods. Her life is quite
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full because she is invalved in a club activity, Because she is 30 busy now,
she does not watch TV, or go out with friends.

She needs to preview lessons in order not to have any problems. She thinks
that she needs to use time effectively to get spare time. She thinks that her
study is important but she is not doing encugh. She feels that she must
study harder. She believes that doing just enough study to pass does not
allow her to make any improvement, and she has to suffer a little more.
She thinks that if she studies harder, she should be able to go up one more
level, and if she can measure her improvement, she should be able to
determine her possibilities, She believes that someone who has ability and
a sense of BEnplish can improve a lot by making effort. She is not sure
whether sie is such a person or not. For both herself and her learning, she
seema te have a negative attitude. Despite her strenuous effort, she
continvously hlames herself for her lack of progress.

Teacher expectations

Kaori believes that her teachers think of hor as a serious student. In
conversational classes, however, she is quiet and not aclive. She thinks
about the theme seriously, but does not speak out. Some teachers
understand her and give her encouragement.

selfregulation

If I tried ro use my time more efficiently;, T would have enough time.
If I had been stricter with myself I would have improved more.
Idon't watch TV,

1f-direction
Before tests, I review the relovant paris several times in a planned manner,
I don’t do this except for the fests.
I have to attend the class. Ihave to understand by myself

self-encouragement

1 like English, but sometimes I really hate it. I can't help it. Buat I know
that if I give up, I will never decide what else I want to do. Even though I
sometimes hate it, I feel everyone must overcome such difficuities in their
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Hives, Itry io think in this way.

For me, English is my study. So, it fs hard. [ don't want to do it as my
hobby  Even though I suffer because of it, I still have to do it.

What I have done so far is to find someone botter than me and establish how
fow my ability is as a spur to make myself better.

negative gelf image
I I were stricter with myself, I would Improve more. Once [ improved, [
would see it (my potentinl). ITdid a little more, I would sev Jt.

gelf-douixt

I think of myself as not working as hard as others think of me. I feel
worried before the tests about how the others will do.

English learning needs & kind of a suitable abifity or sense, Ifsomeone who
has such suitability makes the effort, anything 1s possible for them. Idont
know myself whether f am a such person.

Tsuyako

Tsuyako stops studying for a while when she has problems. She tries to do
something else and enjoy herself. Then, she tries studying again because
she feels there is no point trying to do somgthing while she dislikes doing it.
Before she stops to enjoy something clse, she tries to complete all necessary
work. She also does not watch TV go often. She knows that she should be
mere active and rigorous. She believes that the more she talks, the more
she would acquire the language and therefore she heeds more listening and
speaking skills. She feels that she needs a place for asking questions as
well a5 the lessons from teachers. She is aware of what she has to do.

In this respect, Teuyako seems to have a gap between how she wants to be
and what she actually does.

Teacher expectation

Tyuyake thinks that teachers think of her as a normal student, not bad, but
not so excellant either, She regards herself the same as people around her.
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pelf-regulation
When I feel no motivation for study, I accept the feeling, and then, I iry to
reduce my stress. It Is belter to work after relaxing.

self-di
I try to solve any problems by myself, I believe that it is my fault that T
could not succeed (could not improve my scores or could not got a cortificate),

gelf-encouragement

I am (overly) conscious of others. I think that what I do should be more
Important than the perceptions of peaple around me.  So, I think that I need
to be more sctive, 1t should not be a matter of what others think, but--.

ive self
£ think of myself as a normal student, not so bad, but not so smart either, just
the same as peaple around me.

I Iike English, but sometimes I am too Iax and I suffer paor resulis from that.

on.. [ like English but sometimes I am too timid and I don't believe in myself
enough

self-deubt

Fam a little passive, As Idon'’t have enough ability; I ean't say what I wanit
o 58y

I feo! strange to talk English with my Japanese classmates. [ sometimes
stop trying to use English in class or become passive,

Sumiko

Sumiko also does not watch TV so often. She imagines that succeasful
people are studying hard while she is being Jazy, She uses this approach to
keep her motivation up. Before going out to enjoy herself, she regulates
herself to complete what should be done. Although she is busy previewing
the lessons, she likes to feel that sho is improving her listening skills and
conseguently tries to preserve time for listening practice. She believes that
all lessons are useful and it is not always possible for people to improve their
skills if they only do whatever they want. She regards herself in a positive
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light and believes that she is doing fine. However, she does not mention
anything about her self-trust aspect. Rather, she talks of only her present
learning in a posifive manner.  She also has an admiration for American
societies and English speakers. Also, She wishes to be a native-like English
speaker. She feels uncomfortable in Japanese society, because she has to
worry sbout being conspicuously different,

Teacher expectations

Sumiko thinks that her teachers consider her a serious student, because she
always does whatever she needs to do and always proviews the lessona,
Also, sometimes she goes to teachers to ask questions. She has faith in her
teachers. She does not express her preference for any particular teachers
because she feels she should not.

self-regulation

Fdon't watch TV

Before going out to enjoy myself I complete what I have to do
£ consistentiy preview the classes

I need to keep some time for listening to tapes

self*direction

¥ preview and review properly

I try to listen to English everyday

T take meros whenever teachers say something useful

self-encouragement

1 believe that effects cannot be seen straightaway.

The effects will appear fater

Bven if I can't see the good result /efiect of my learning, I should not be
impatient

1 need to overcome my occasional feelings of Inziness and imagine successful
people are working hard while I am being lazy

positive self-image

I kave a feeling of not wanting to stick out. When I stand cut a little fiom
athers, peaple arcund me look at me like they want fo aveid me, Even when I
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consciously try not to stand out I am told that { am a serious student. I
really want to ask questions during the classes, bur I feel that I should nsk
them later.

self-trust (Not indicated)

Aiko

Aiko does not like to talk English in front of her friends at achool, although
she has a wish to speak English fluently. On the other hand, she attends
adult English classes in the city for the reascn that she can be frank and
talkative there without worrying about what other people think. The class
members consist of various age groups and everyone is motivated to learn
English. She has both positive and negative self-image towards herself,
She is talkative and seems to be very motivated to learn English. In fact,
Aiko fecls that she is an active learner due to such things as having nn
English-speaking language partner or joining volunteer activities. She
attempts to explain her complicated, almost self-contradictory feclings by
saying that while it is not her intention to do soi she pretends to be a passive
learner in her class, 77

Teacher expectation

Ajko believes teachers’ expectations towards her differ, depending on her
relationship with the teacher and the contents of the class. If she reacts to
the class positively, she participates actively. In these cases, the teacher
thinks of her as a motivated student. However, if the class is given
non-challenging materials, she believes that the teacher doesn't notice her in
the class because in such a class, although she does not disrupt the class, she
is not motivated at all. She does her beat not to show her lack of motivation.
The teacher whom she most trusts knows that Aike wishes to be active but
hesitates to behave actively.

gelf-regulation

Ideally; It Is better to do whatever I need to do before enjaying myself. Even
If I do something else, I always think about my work.
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gelf-direction
1 have chosen more difficult elasses.
I think for myself and choose what I feel comibrtable doing.

self-encourapement

I take an interest In what I'm doing. I feel satisfaction when I understand
something. When I listen (to something in English) and understand it, T
foal happy.

pogitive self*image

When I attended adult English elass in the city, there were older peaple or
more varied people In the class. [ falt open-minded, and I did nor think
about other people looking at me, so I could talk more than at school.  Such
cinsses where people tall English outside school are a place where motivated
people who really want ta learn English gather,

negative self-

What can 1 say -+, { feel shy In front of my classmates, because they are the
same age as me. It would ba no problem if I could spealk (English) perfectly.
But my English is not perfoct at all. [ feel shy if my class members see me
trying hard.

I foel awkward that I am seen as an exception.

At school Fm not sure that everyone wants to learn or even o be there.
There are people wha are not working hard, And amongst them, I feel kind
of hesitant. I cannot be active, I dread being seen as special. So, I'm nat
strong enough fo stand out in public. That's why I'm passive In class.

1f-tru
I behave passively in front of people.  Tb tell the truth, I think that I am an
active persen, In fact, T have goften invelfved in volunteer work for
International events, and also, I have had an Bnglish-speaking partner to
practice my Englisch. I am not passive, only pretending to be so
unintentionally (without intent/.
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Asami

Asami has both positive and nepative self-images.

She believes that she is evaluated as a good student in lecture-type
classrooms., The reason is that she always does whatever she needs for the
class such os given assignments or previewing. Outside the classroom, she
extends her efforts by listening practice.  On the other hand, she has
nobody to communicate with in English, She feels there is no chance for her.
However the fact is that she seems not to seek such opportunities actively.
Her feelings are spmewhat contradictory as to whether she still can improve
her English or not. In the past, she could readily feel she was making
progress in Englich. In spite of her wish for further improvement, she has a
sense of limitation as well,

Teacher expectation

Asami believes that teachers think of her as an average student. She also
thinks that lecture-type class teachers evaluate her as n good student, while
conversational class teachers believes her to be not 2o good.  She feels that it
all depends on the teacher and her rapport with the teacher.

self*regulation
Ornce a day; at least, I listen to two radio programs- English conversatfon and
Business English, so that's at Jeast 40 minutes of Engifsh listening practice.

gelf-direction
I believe that we have to do extra things by ourselves beyond lessons.

self-epcouragement
I try not to give up. And I make this my habit.
1 am putting in mors efort than others, but I still don't work hard enough.

poeitive self-image
I believe that my teachers think me an average student. Feport fype
teachers might evaluate me better because 1y marks are good.

nepative selfimage

279



I think that I ask questions quite often, but I'm shy, so I ask teachers after
lessons. T don't want everyone to tiink about me as a pushy person.

I have lots of things in my mind, but I can express only 20% of these in
English. [ feel very frustrated.

My convarsational class teacher might think that I am not se good, Alss, I
did not have such good rapport with him.

gelf-trust
Maybe, if I can make foreign friends, or if I lsten (o foreign news or
something all the time, my English will improve a lot.

Mayumi

Mayumi assesses herself by comparison with her friends. This scems to
force her to study more but her attitude toward herself seems to be negative
ghe glways accuses herself of putting in effort that is inferior to her fellow
studente,

Mayumi seems to be an obedient student. She never fails to do her given
assignments; she always attends the classes; when she is called upon by her
teacher, she can provide the appropriats answer in class,

Teacher expectation

Mayumi thinks that her teachers do not recognize her very readily. She
believes that she has not made a strong impression on them. Therefore,
they do not know her although they might remember her face.

lation
I memorize & Kttle new vocabulary or grammar everyday,
At home, there are lots of interruptions, so I made the Ibrary my study
envirenment.

gelf-direction

I went through a time when I counld not jmprove my TOEIC scores. 1
thought the reason was that I didn’t know enough vocabulary and I' didn't
malke enough effort.
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self-encouragement
My TOEIC seore has improved, and now I can understand Englisfi more.  So,
ifI continue to follow this diselpline, I will coptinue to improve.

poaitive gelf-image
I give my full attontion in lessons,
It was not sudden, but gradually, I think I have raised my level

negative self-image

I don't stand out. I don't make a strong impression on people. I'm gulet.
My teachers might not notice me. My school marks are good, but I don't
contribute much fn class.

1 foel Hike I shouwld not do anything wrong ..., I feel like I should not speak,.. T
worry about my mistakes, Ifmy English cannot be understood, I think that
I cannot continue the conversation. I feel compelled to speak properly; so
Iy nervousness prevents me from speaking at alf.

gelf-truet
If I make more effort, I would Iike to believe that I have the potential to
achieve more.

1f- ti
I apr a person who tries hard and works conscientiously, but sometimes I give
up half way:

(3) SELF-MOTIVATIONAL BELIEFS

{3-1) Heterogeneous group

Hideo

Hideo says he felt terrible frustration when he was learning English without
any clear objective. Hideo started guestioning why he was making the
effort to learn English, Then, he set g goal in accordance with his future
dream. 'This goal provides him the direction he needs to study English, He
wishes to acquire English skills, not for tests or certificates but to use those
gkills as & communication tool in an expert capacity. He always tells
himself that study is a challenge to be maintained continuously and



patiently with small daily efforts. He thinks hiz one month home-stay
experience in Canads had influenced him very much. Since then, he has
had the flexibility of both Japanese thinking and Western thinking

goal AWArencs|s

1 had problems that sheer effort could not overcome. I reflected on my basic
reason for fearning English and looked at my goal again, I tried to get rid of
any apathy or lethargy.

weak point awayenesg

Fam sometimes my own worst enemy. I'm quite neglectfid, but I am aware
of this weakness,

reflectionsg
Bofore I had a visible goal, I was just frying to improve my English in a
haphazard manner,

self*monitoring

I check my Fnglish through tafking with English native speakers. It is a
good way fo assess my level of ability, whether I can understand her/him or
how I ean conduct our conversation.

initiati
I want to get ahead of others} ] am aware that I'm pulling against others.

Iz trying to pull others along with me

It iz boring fo sit down and keep gquiet. We can be more animated

occastonally.

enngcious effort of continuation
I will try to do what I am doing now,
1 have fo continue In my life.

fexibili
It is importent to keap balance, I have various hobbles, and my study. T
domn't have a strict order of priority, but try te balance my activities.

It is all vight for me fo po off on tangents. [ take it easy. I tell myseif that
' a genius is slow to develop.
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stronger intornal of gantrol
£ try to absorb as much as possible from wherever and whatever I can.

critical ness
I feel that I'm on a cliff and at the {op of my power

endless possibilities
Effort. It all depends on our motivation. We can do what ever we want if
we kave motivation, Really, we are a fump of possibilities.

gelf-getualisation

I always think that basically true English ability cannot be measured by
TOFEL, TOEIC or FIKEN etc. They are just figures or cortificates, Until
we got out itito real situations, we will not know our own English skills. It
dapends on the practical matter of how we can communicate with people.

Eyoko

Kyoko emphasizes self-expression in English. For her, English is a
communication tool for self-expression. Therefore, she seeks cpportunities
for, and motivates herself through contact with other pecple. She also
reminds herself that she needs to at least maintain her present English level.
When she can't make good results in tests, she thinks that she didn't put in
enough effort. In this respect, rhe is a self-directed learner who takes
responsibility for her own learning.

goal awareness

Solfexpression. 1 study FEnglish to express semething as a means of
communication. I would Iike fo be a teacher I would like my students to
know the foeling of happiness that can come from being able to communicate
in English.

k point awareness
When [ study there are periods when I strongly feel that I dont like
studying.
When I concentrate (too exciusively) on some aspects, then I completely miss
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other aspects, *

reflectionsg .
The time when I began to think English was enjoyable was when I wrote a
latter to an ALT in English. I study so that I can communicate.

self-moepitoring

I think that it (the bad result) Is because I don't stua{}:-bard enough, or I have
been lazy.

My American e-mail friend asks questions about the things he cannot
understand,

8o, I try hard to explain it in a way he will underséand. This Iind of thing is
usefid,

initiative .
Unless I try to make it happen, It i3 not so easy to have contact with English,
Instead of being given material, I would prefer te have tasks requiring me to
express myself

iou of inuation
T'would ke to continue my effort to keap up my English skills.

flexibility
Once I wondered why I couldn’t read a particular book. Then, I substituted
an easier one and thought that this book was more interesting.

stronper internal locus of contro]

I believe that people count on me as a person who aska guestions others
would like to ask.

critical awareness

Sometimes ,even though I am trying my best, I can’t make apy headway at
all. At theso times, T feel disappointed, but Iif I don't do anything about it, T
am sure that I'will fall behind. IfI stop somewhere, it will ba over.

endless jhiliti
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If we can successfully maintain motivation, we can progress. indefinitely.
If'we put in the time, anything is possible. It all deponds on our efibrt.

self-actualisation

I try to make use of English as a communication tool,

In order to improve my Engfish skills, I need to have a spea!rmg pmmer and
always have opportunities for real communication.

-

Tooru .

Tooru has s unique learning style. He prefers not to think of English as
study. He connects his favourite activities to learning English.  He also
makes opportunities to talk with his friends ir English {n daily life. In
these ways, he uses all of his time connecting with Englith. Ha feels the
learning of English to be a kind of hobby. The use of English.is a second
pwrpose achieved while accomplishing his first purpose, In this way, he
does as much as possible in English. For him, English is semething to enjoy,
.and a tool for doing things. He is always looking for new ideas and ways teo
enjoy himself while learning. He thinks it is important to make his
environment an English-spegking one through TV, movies, radio, ete. He is
awaro that he must keep up his English level.

Ha does not liks exercise books because he believes that language is a mesns
of communication and a mediator for talking and learning something, Also,
he wishes to travel around the world. He mentions that it is important to
meet people and exchange opinions in order to add to the pessibilities you
already have. For this reason, he is interested in other language learning
as well, He trusts himself and is always positive in what he is deing. He
also works at his own pace. When test resulis are not as good as he
expected, he tries to have a broak for a while. Then, he tells himself that he
will try to do better next time. He thinks that once he quits his language
learning, it will over his success with English,  He knows he still hae a long
way to run and tells himself to never give up. Furthermore, he reflects on
why he sometimes can't make improvement, and on the efficacy of his way of
learning.

goal awareness
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I try to find why I need to Jearn, what the purpose of learning English is for
S,

8 Nnes:
At the moment, I can’t inake progress in my TOEIC score. Whenaver I get
back bad EIKEN or TOFEIC results, which differ; from my expectations, [ am
really shocked, But if I get de-motivated and give up everything, then, it
will ail be over.

roflections

I attended an EIKEN BENKYOOKAI (study group) as my own wish, There
was no compulsory aitendance but we attended of our own free will. e
studied very serfously there.

gself-monitoring

When my TOEIC scores are not improved, I think about various rer-ons as
to why it happens, whether my methods are not se good, or maybe, it is a
natural stage for me.

initiative
There is homeworl:, but lots of it [s not what I want to do.

conegigus effort of continuation

For the whole of my Iifs, I will never stop learning...until I die.

For example, when I pass EIKEN lgvel 1, or TOEIC 90" points, will my
learning stop? No. Basically no highest point exisis,

I will comtinue to do as I have been doing so far.

I will learn English my whole life. I will never stop. There is no ending
point. I'would like to take myself to the furthest point of achievement that I
carn.

fexibility

Not onfy do I have to continue my current ways, but I try to add new ideas
and always exainine various ways to study.

I do not eare too much ( feel all right) even If1t is Japanese English’,
Something like... it is belioved that our English should be as the language
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native teachers talk, with fuency and good pronunciation.

stronger internal locus of control

If I don't make use of English, it is meaninglesa.

itical
I have te put English into myself I have to make necessity for learning it
by myself Otherwise, my English fevel will gn down. 5o, I need to
maintain my levef and not let it slip.

1 hiliti

Possibilities? I may not have possibilities..., or I just may not realize my
possibilities by myself When I think about my possibilities, I feel that 1
will have reached the Iimit whenever I decide what the possibifities are.

In my case, learning Engiish Is not the first purpose, bt it Is my second
purpase.

My frst purpose is to learn or absorb something such as manga, family
computer, or cooking, and English is simply a tool for doing so.  In general,
Japanese-English is believed to be no good and not able to be understood, but
I think it is all right, If we don't talk, it is meaningless fo attempt to
acquire a language.

Ichirco

Ichiroo keeps his stimulation by talking with native speakers to see how well
he can communicate with them, or comparing his TOEIC scores with other
students. He does not want io defeat anyons. He merely motivates
himself that he can be bstter and has the potential to de anything, He
beliaves that he has the ability to put in strenuous effort. When he can’t
improve his English, Ichiroo tells himself that he just needs to endure (be
patient). He is a positive thinker. He has a renl purpose to learn Englich
for identified outcomes in his futurs. He keeps his own pace and follaws a
step-by-step approach towarls his final goal. He is aware of what he nesds
to do. He thinks that daily conversational skills alone are not enough, and
that he needs to acquire the skills to be able to cone with specinlized areas.
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goal AWAreness

My final goal is to be similar to native speakers.

I have g personal geal I would like to go abroad and work in an
under-developed country. Anyway, I have something to aim at.

weak point awgreness

I can’t catch up with the speed of spoken English, Pm not good af
maintaining 2 natural rhythm or fong sentences.

When I try to check my English ability by talking with & native speaker,
probably, I can’t make them understand my English. This kind of thing
becomes 8 learning opportunity for me,

reflections
I would like to spend the same amount of time on Iistening as I have spent
wrrting and reading so far.

self-monitoring

1 have been improving my reading and writing skilfs. Actually, my Enghish
level as a whole has boen improving.

My monitoring strategy Is to remember: | made a mistake with this aspect in
the past, so this time; I have to do such and such.

ipitiative
I believe that I know my deficiencies. Ihave to do the rest on my own.

conscious effort of continnation

The reaf objective is to be able to speak English, That remains the only
point I have to achieve.

When I go through a period when I can’t improve my English, T tell mysell’
that it is a time to be patient, I have heard that improving one’s English is
like elimbing stairs. o, Timagine F am on the stairs, If] make more offort,
[ can take another step up.

flaxibility
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Through experiencing and trying varions things, my scores will come up
naturally, I believe.

Onee [ am able to talk, I can start to correct my mistakes. The more chances
Thave to talk, the more I will be able to notice my mistakes, naturally.

I sometimes break off doing things my own way and try to do what my
feacher suggests.

ronger j u nirol
In conversation, I try to talk without carfng about any mistakes because I
know that mistakes are inevitable. I feel sure that I will be able to correct
my mistakes after I am able to tafk.

critical awarenesa

My pride sometimes got hurt, I wondered what I was doing, and then I
realfzed that I had to do my best. I started from an experience of
morfification.

ndl saibilities
I believe that I will be able to raise my fevel higher and higher So, I never
think I can't do amymore. [ may not have a natural facility for Ianguages
but I have an ability fo make effort.

self-actualisation
In order to keap myself stimulated, I try fo talk with English speakers,

Yasuhiro

Yasuhiro knows the advantage that having English skills will bring to his life.
It is not a big issue but he thinks learning English has priority over spending
time doing nothing, He had a difficult time but succeeded in overcoming all
his diffieulties. At that time, his English level went down because he could
not dedicate enough time for his English study He dreads his
abilityfachievement level going down, and for this reason, he forces himself
to continue his study, On the other hand, he takes & strongly active attitude,
not only in his English learning but in his leisure time with friends and his
hobbies as well. In this respect, he is a very flexible person whe uses his
independent fime wisely.
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goal awaceness
Interests and needs - these two are essential.
An uncertarin goal is no use, but we should set n clear goal for ourseives first,

own weak point awareness
I am a timid person.  That's why I can continue my English learning.

roflections

When I was & second year studeni, it (my English level) was at its peak, I
think. [ took EIKEN pre-1 level My present level s fower than at that
time, mavbe. Really life doesn't alvays run smoothly, with family matters
or my search for future employment etc. Then, I couldn't davote so much
time to my English study. My mind got disturbed. These kinds of matters
affected my Iife and consequently my English suffered, However, T wanted
to finfsh these matters off and resume studying English as soon ns possible.

I have the feeling that I have to respond to my leachers’ expectation.
Actuaily, I have been like that, [ feel satisfied and [ believe that I am
learning when I discuss my study with and get feedback from my teacher,

initiative

Being Active Is absolute.

1 always sit at the front of the class, and ask questions,

1 think that I can ask questions about anything. [ always try fo get the
most out of my elasses.

conaeious effort of continugtion
There Is nobody who can improve his Jevel without doing anything.

xibility
In fact, we are second language learners. So, there are difficulties for us
that don't apply to native speakers. We should accept it as part of the
fearning process.
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When I fatled pra-1 level EIKEN twice I folt something was wrong with me,
“f can't do anymore” I thought. Idon't think I stopped learning, but I feft
sad because I was sure that I hed done my best. In the library;, T read a book
about a successfidl person'’s experience.

If I stop now, I will be just a usual person. But I stilf continue - I might be
able to improve. I can't achieve my target right now, but one day - Iam
optimistic,

stronger internal locue of control

I was greedy - I was motivated to become atiractive through English.

Value. English surely has a big potential, which everyone admits. It Is
useful.  So, why not do it?

What's the matter with making mistakes? IFImake misinkes, I will learn
something from them.

critical awareness

I befieve that it fe important to be eritical.  If we don't, our competence lovel
will surely go down ke an elevator, In short, when I stop, somecne
overtakes me, and I go down. This critical sense is becoming more and more
important to me.

endless possibilities

Endless, There is nothing we capnot do, If we try to. As Walt Disney
famously said, “if you can dream i, you can do it". It iz really frve. If we
can dreans, we can bring it Into being.

self-actualisation

If'we can think that Englich seems to be Interesting, thats good. If'we can
see advantages in knowledge, for exampls, being able to make hotel
resarvations in & forefgn country in English - it becomes important, If it is
more valuable, wa study it.

Kazuko



Iazuko thinks of herself 13 an optimistic learner. She is confident that sha
can improve through her own effort. Also, she is aware of learning as
something requiring persistence. She believes that teachers understand
her as an effortful person, and see potential in her. She thinks that it is
enough for her to be accepted and given opportunities for growth, She is
motivated by her own dedication to study, goal setting and the influence of
others.

goal awarenesy

A person who kas no goal will not improve, But I have a goal. This is the
point.  In my case, I have a goal, so I have no reasen to stap studying. As
long as I have my goal, and I pursue it until the end, I have possibilities
{many things are possible for me).

1 have a goal to get a 1st lavel certificate

wesk point pwareness

1 have to study properly the things that I should know. It Is not enough that
Tjust talk with native speakers. I have to study the finer details thoroughly
by reading prammar books or talking to myself

reflections

{ can make progress automatically - The teacher gave me materials for
reforral and feft me alone, BRecause I had such a teacher, - someone who
didn't meddle but helped me progress - I could improve my skills,

pelf-monitoring

I always follow the same procedures. I should learn an appropriate amount
thoroughly - I should not try to bite off more than I can chew. I need to be
boware not to underestimate the difficulty of English, [T have to study
conitinyeusly in order not fo forget English,

initiative
For any given materials, I advise my teacher what I wish to do with them,

conscions effort of continuation
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I have been continuing to increase my skills, Idon't want to lose what I
have acquired at school 8o, I should continue fo study. Learning &
Ianguage iz an endless process.

We can fmprove by applying ourselves serfously and aiming to get better
Tittle by Iittle over long poriods - that is a kind of one of the characteristics of
English,

Rexibili
Ifthere are tasks I disfike, I ean change/modily them to swit myselll

stronger internal locue of cantrol
I fel it's hard, but I believe that it Is worth doing
8o I like lessons, which are fiard to grasp.

critical awareness
If f fsel 58 is too hard for me and I stop learning, that's it - everything I have
gained so far will disappeai.

less possibilities
Compared to others - it is a plus for me that I can change myself for sure.
Sometimes, I fosl inferior  Then, T feel that it is good to feel Iike that
bacause I realise I can still improve much more.
If I don’t give up half way, anything must be possible for me.
I have confidence in myself that I can improve over the long haul.

I would like to talk with various people. All conversation is communication,
but for nuance, in order to communicate accurately, grammatical knowledge
will be essentinl We reed to know these nuances exactly Lecause we
cannot predict all cases that will aiise, emergency situations for example,

(5-2) Homogeneous group
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Kaori

Kaori had problems and felt depressed when she could not improve her
TOREIC scores in her 1st year. She consulted her close friend from her high
school days and also asked her teachers what she should do. She reflected
on why she could not improve her scores, but she could not get any answers.
Her aim has always been to get better marks on tests. She has been
thinking about English only in the short term, and has never thought to
improve her real English skills. She thinks that she should do TOEIC
exercises rather than lessons. She has been trying to find someone better
than her in order to determine her weak points. Her evaluation is that she
likes reading but also that she does not have enough skills to apply her
knowledge to something else. She bad to memorize everything in advance
to cope with classroom lessons, She has begun to hate her strategy because
it seems not to be effective.

goal awaregness

Fwould like to have an English-related job, to be g high school teacher.

I beligve that what we can teach is very different from what we know

When I hate studving, [ tell myself that I can't achieve my gonl without doing
this now:

weak point awareness

I don’t fiave the skills to apply fo non-memory gquestions, Until now I have
got my test scores by remembering things, which I have already done in the
texthooks. T think my way of learning is useless at university Jevel, [ean
do things, which I have memorized, Ifit isn't something which can just bs
remembered, I am not able to cope with it,

pelf-monjtoring

Everyone else has improved, I was not so low at fivst, but haven't boen able
fv progress from n1y starting level. I have been doing my best, and feel that
I have got used to English as well But my score didn’t improve, it even
went down. What should I do? Where was I going wrong? Something
other than previewing, or class attitude-- those other sorts of things? Was
there something efso? Are thers any completely different reasons? I was
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thinking gbout myself I didu't know what to do. I just got depressed.

initiative )

I have never failed to do my assignments. But probably, my teachers think
of me ag a passive student. There are distinctions between active and
non-active peaple in the class. Nobody can say that I am one of the active
ones. [am quiet in the elass, It is nut that I do not think about the topics,
but I do not talk.

passive

1 know that if I become actively involved in English conversational practices,
my English can improve. In group-work situations, I always wait for
somebady else to take leadsrship.

short term effort

I have never thought seriously how fo improve my English skills. I have
only been thinking about English in short bursts - just working for each test.
T have been getting good marks by rememboring texts and words for fests,

restriction

If I change my method, It may work well or it may become worse. I worry
about It and I'm unable to change my styie. So, I always study in the same
Way,

weaaker internal locus of eontro]
Considering--- study it is important, but I am not doing as moch ag I think T
should.

critical awareness

T have been trying fo ind someone botter than me, and establish which slalls
I'm lacking

I ueed to preview the lesson vary thoroughly in order not to khave any
problama.

T eannot improve If I continue as I am now. I have to do something beyond
elazsroom learning. I beliova that doing just enough study (to survive) doas
not enable me to make any improvement. [ have to suifer a Uittle, I bave
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to be stricter with myseif.

uncertainty

I have realized my way of learning is useless at university level, so I have
started hating the way I'm doing things.

I don’t have confidence as to whether or not I ean do it without having
previougly learned i,

I asked my teacher (for feedback), and he said I was doing all right, but I am
wondering.

lish ciency visti-vi T by
I were an active talker, I could improve my Englich.
I wonder whether I should study TOEIC or BIKEN exercises Looks in
addition to my lessons.

Tsuyako

She believes that TOEIC scores and skills to use English are the same. She
belioven that it is her fault if she cannot make progress or cannot get
certificates. She reflects on her deficiencies, and tries to solve her problems
by herself. In spite of her wish to have Englich fluency, she seemas not {o get
actively involved in conversational classes. She does not wish to stand out
from others. She worries about people looking at her. She feels herself to
be passive and lenient on herself. Sometimes, she does not know how to say
in English what she is trying te say. Other times, her partner is Japanese, so
she uses Japaness instead of English.

short term goal

I don't make any plan

1 decide what to do each day

I don’t want my scores to go dewn

weak point awareness

I ean do reading and writing practice by myselfin may room. But I cannot do
speaking practice alone. Speaking is the most important. [ use Japanese
with my partner in my conversational class. I feal strange when I telk with
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a Japanese partner in English.

flegtion
I need to reflect on my shorteomings even if I did my best. [ need to reflect
on myselfand find the reason(s) for not doing as wel as I need to.
Even if I think I did my best, it is still necessary to re-examine my fauwlts.

selfmonitoying

At frst, I reflect on myself and determine the cause of my problems, Then,
IF (T think) I can sofve the problem by myself! I do such things as go to the
Iibrary to get & CDete. [ can study by myself,

ive
I ask questions after lessons.
In the conversational class, I take the easy way out and talk in Japanese. T
have a passive side in me,

-
Japanese people try to talk in Japanese English. I balieve that you can’t
make yourself understood in such Japanese-Epglish.

weaker internal loeus of contral
IFT try to foree myself to study, T staré not wanting to. 5o, I prefer fo do my
favourite things when I study.  Ifit is a plus for me, It Is the best.

critical awareness

I boligva that the ones, who succeed, are those who consclousiy or
unconseiously are always thinking about English In their daily Iife.

We need to make the effort ourselves o get chances to talk with foreign
teachers

Enelish proficiency vig-d-vis TOEIC scores
For me, improving TOEIC scores and being able to talk with foreigners are
the snme thing,

Sumilkao

297



She believes that she keeps her lessons the basic constituent of study by
doing previews and reviews, and by taking notes of the-teachers' lecture.
She thinks that she enjoys and likes English because of the influence of her
past teacher. She wishes to be a native-like English speaker one day. She
values listening to English everyday Sometimes she talke to herself in
English. She prefers American society or movies to Japanese ones, but also
is aware of the need to know about Japan when learning the languape or
culture of other countries. She is aware of the long commitment required
for language learning and tries to tell herself not to be impatient. She
believes that the effects of her study will appear later but not straightaway.
In this way, she is a flexible thinker. When she feels lazy, she reminds hergelf
that successful people are studying/doing something while she is not. In
this way, she stimulates hergelf. She sets a small goal each time,

& in rEnens
I was told that we need 1000 hours of listening in the same way that babies
learn by Hstening nagurally, Therefore, our Epglish learning time ig not
enough at all.

reflections

When I was young, I got to know the enjoyment of fearning English in my
English class.

Because of the teacher, I have become fond of Epglish,

gelf-monitoring
First I think of what I want to say;, and then I try to say it in English.
I believe that my listening siills have been Improving

initiative
Insidefoutsitde ofass, I try to make time for Dstaning to Englich each day
All lessong are usefirl

gomscious effort of continuation

Generally, we cannot impraove our English level by doing whatever we want.
The only thing we can do is put in effort.

flexibility
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I try nat o get upsei even If my study doesn’t appear fo lead to good resuits
straightaway

wealker infernal locus of control

Sometime-s','.aﬂ day I was thinking about what would be a good Japanes=
transiation for English sentences

IfT hear something new and useful while someone’s talking, I take a mermo of
such expressions.

I try to use Japanese as little as possihis.

I complete the lessoir previews, I will not have time for my Iistening
eXBICISEs,

pritical awareness
Ifi don't study, my level will go dowan rapidiy.

endlesr possibilities
The effect will come a long time from now.

short sight goal
Iset small goals each time,

English profigiency vig-a-vig TOEIC scores
I wish to acquire the same FEnplish, which Amarican people use to talk with
each other,

Aiko

Aiko worries about her Buglish skills nervously. She expresaes impatience
when she does not understand something during listening or reading tasks.
In this matter, she is concerned about her own proficiency rather than
communicative ability to talk with others.

When challenging taske are set by a reliable teacher, she faels herself to be
an active participant. Aiko is aware of students' self-responaibility. She
feels she must show initiative for her own learning. She confirms that it is
not a teacher s job to think about their students’ work, but rather it should be
the students themeselves to think about their own study.

waak point awareness
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When I don't understand something, I feel impationt that I cannot
understand.

reflections
The first TORIC scors was quite good., Then, I thought that I was sulted o
English,

self-monitoring

I wonder why I cannot understand. In daily ife, I stay In touch with
English, and feel that I have not been studying enough.

I would like to continue to attend examinations. (EIKEN)

initiative

It 1o not right that teachers glways have to preparg Interesting materials for
English classes, Hasically, it iz the students who are going to study,

I am more eager to do the lessons in which we have fo do many pages per day
and the teacher talks exclusively in English,

consel fort o inugti
Although I don’t need English for my employment, I'would ke to continue to
learn it

flexibility
If I can Improve my English, I would like to. If I cannot marfntain my level,
it 1z all right, but...

& intern ug of
In daily Iits, I always feel angry with myselfif I don't underséand what they
sayon TWVorsoon, So, the times when F'm unmaotivated don't last so long.
I am very sensitive to things related te English.

gritieal awareness
I have drifted a little away from English recontly, I have not done enough
study so I feel that I don't have the necessary patience.

endless possibilities
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Now, it i3 a challenge for me, The challenge is to see how much I can
aciiieve,

I should have possibilities in mind for my Epglish Iearning the same, as
avervone should have,

Enelish proficieney vis-a-vis TOEIC scores

(The possibilities) mean that the more I listen, the more the extent of my
understanding can be increased. Also, my ability to speak, read or wiite
can be increased and my vocabulary too.

Asami

Asami’s wish is to be a fiuent speaker of English, She thinks indistinctly
that English skills will be useful for her future. She admires her classmate
who can speak English very well. But her abjectives seem io be not so clear.
In contrast to her vague admiration for English fluency, she is specifically
concerned with TOELC scores and RIKEN tests. Her goal is to be able to get
a TOEIC score of more than 700 and pass EIKEN preliminary level 1. She
believes that she knows her own weak points in the way she learns English.
Therefore, she thinks that she must rectify those particular skills. She also
thinks that she has been trying harder than others, but still not enough for
her own liking. Her awareness is directed towards the improvement of her
English skill. However, there is not enough concern about language for the
purpose of communication with others,

(A} Aare:
My final goal i to (be able to} say rhatever I want on any topic in any
situation.

short sight eoal

I did best in a lower Jevel class in my 1st year. [ trfed to mointain my level
and set my goal as gaining higher scores in TOEIC. At the moment, I would
Jika to pass BIKEN pre-1 level and get more than 700 points in TOEIC.

wenk point awareness
1 need to improve my voeabulary retention skilfs.
T analyse my weak point.
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Analysing my TOEIC results or EINEN rosuits: I sce I score poorly in the
same parts. I don’t have enough reading comprehension skifls,

reflections

At first, I was doing my best in a fower lfevel class.

in the placement test, I Bad to explain the picture, but I could not say
anything. I was shocked.

1 thought that I difn't know how to express myself how to say something.

self*monitoring

1 try to continue attending TOEIC or FINEN tests.

I am sometimes depressed a lot, At such times, I try to stop for a whife. T
don't want to do anything and I stop Iistening to the radio for s week. Then,
after I bave taken a break for a while, I feal that I should continue it.
Something like that,

initiative

During conversational classes, I thought that this fype of class was
necegsary but if students are left completely alone, there is no progress - just
talking freely

Tam pot sure what we should do, but it would be better if we could progress.
[ ask gquestions more than others,

conscioug effort of continuation
Tnead to continue my study as I have been doing so far.
I should not stop.

flexibility
I sometimes try fo change my way of doing things.

weaker internal loens of control
I diligently do a little everyday, I am making more effort than people
around me but still I am not making envugh effort.

gndlzss possibilities
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I'm sure that even high leve! people In the ciass went threugh the same stage
as me.

I wender if it really is true that we can Improve our English if we liston to it
every day. [ fave read about this in a book. Anyway, I just continue
listening while I have faith in my possibilities.

uncertainty
I wonder if I might have already reached my final English Jevel without
being able to improve agymore.

Enclis} fici i5-4-vis TOEIC
Comparing my TOEIC score with when I entered university, my present
score is double, My peak was when I had completed a TOEIC preparation
exercise book. Se, ifI repeat this method, I might Improve my score,

Mayumi

Her school marks are excellent and TOELC results are aleo high. But as for
what frustrates her, she stiti has lots of problems speaking English. It may
be that her problems come from her own attitude; she seems to have set up a
barrier, which blocks her improvement.

short sight goal
I had a time when I could not improve my TOEIC scores so easily,
int ne:
I still have problemns expressing myself freely.  So, I wish I could say
whatever I want smoothly:
reflections
JIn my 8rd year, I had an interpretation class. When I was participating in
this class, my TOEIC scores improved and I could understand English better.

selfmonitoring
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I think if I continue doing this kind of exercise, I might improve my level,
1 should take TOEIC or EIKEN exsminations to check the results of my
study.

passivate
At least, I do the work given to me.
{ answer when I am asked questions,

conacious effort of continuation
1 would like to continue as now.

restriction

I worzy about (the opinions of) people around me. [ feel I should not do or
say anything wrong. I I cannot make myself undarstood, I cannot conifnue
the conversation. If I am foeused on speaking accurately, I canpot say

anything.

wosker internai lorus of control
I think I am dofng my best, But it is still not encugh.

neertain
1 would like to believe that I ean do what I aim for if F make more effors.
I wish [ could improve a little or at least maintain my level while at
university

Engligh profict ig-f-vi e

I should Listen to Englizh as much as possible and practice speaking it out
Ioud, Ishould get used to the speed. [ should remember more words and
get (better) vocabulary skills. T should Increase my grammatical
knowledge,

(4) LANGUAGE
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(4-1) Heterogeneous group

Hideo

Classroom learning

In classroom lessons, he wishes to have a place for speaking and expressing
his ewn thoughts.

Hideo thinks that learners should make each lesson valuable by trying to
absorb whatever possible. He emphasizes the importance of the learner's
own responsibility, enthusiasm, and motivation. Particularly, Hideo is
aware of the need for leadership to make a good atmosphere in the class.
He thinks that he should take the role of motivating and even influencing
class membera,

He wishes to have a place in the class for producing language such as
presentation work or discussions. He thinks that both teachers and
students should be responsible for the organization of classroom learning.
He says that if students have (opportunities for) active participation then
outside and inside elassroom learning will connect with each other more
effectively.

Effective language learning strategies

Beyond formal learning, he believes that he should put himself into English
environment as much as possible by using various learning materials around
him. He emphasizes that opportunities to use English and an English
learning environment can be made by learners in Japan, Hideo is
skilfully using the available environment and atiempts to create ‘his own’
English world. He tries to expose himself to English in his daily Life.

I take apportunities to be in contact with English as much aa possibla, It is
Important for me to expose myself to an environment where I can always use
and listen to English. I make my own environment ortifivially ke an
Engfish speaking country. We can do various things for English learning.
The most important thing is how well wa can use the resources around us.

Kyoko

Classroom learning

Kyoko thinks that students need to have an atmosphere where they are able
to give voice to their opinions in the c¢lass. She believes that classroom
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while learning should not just be fun, there should be room for students to
take the initiative. She does not like unilateral lessons in which
information only flows from the teacher., She asks for teachers to make
space for students to think and express themselves.

She admits that classroom learning is the means of basic slill acquisition.
Kyoko's classroom awareness is directed more at her own learning itself
rather than making & good atmosphere as Hideo tries to do.

It is boring if only the teacher talks and it 1s all just information given in a
one-sided manner. Wa need a cushion. Iwould like fo have mors students’
work. Not just things we enjoy at the time either, but I really wané to have
clpsses in which we alweys tackie something,

I can learn grammar and language basics in the classroom, not only by
taking notes, but also keeping memos of how teachers express themselves.

Effective language learning atrategies

As for outside learning, she supgests authentic language use such as reading
newapapers, e-mail exchange, and talking with native teachers? She hopes
to keep her English skills through effort.

Tooru

Classroom learning

In classroom learning, he feels that his own time is taken away from him.
He feels the lessons are not effective and even a heavy burden (interruption
of his own learning). He wishes to study in his own way and at his own pace.
Therefore, he is not good at keeping in step with othera.  His ideal leasons
would be individual independent work in the class. On the other hand, he
believes that learner-centred lessons should be crganised, for example it is
better for the students to do something together using Englizh instead of
learning Enpglish in isolation. He wishes to have something like debates or
discussions to practice using English naturally.

We feel lessons are a heavy burden, because there is lots of homework, and
most of it is gtuff we don't want to do.

I believe that there are two reasons why we might not be able to talk- one is
having nothing fo say and the other is an atmogphere where it is not easy to
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talk.

Everyone believes that Fnglish muat bo spoken fuently with native-like
pronunciation

but I do not mind Japanose-English.

Thers is no meaning in learning a language if we don’t talk

Effective language learning strategies

Tooru believes he needs to be in touch with English in the class. He
sometimos feels pressure from others when he tries to telk English -
something like standing cut. But he beliaves that there is no meaning
(being a language student) without having opportunities to practice speaking.
He does not mind that his English is not like native speakers' pronunciation.
He makes no connection between what happens inside and outside the
classroom. He thinks that successful learners do work hard outside the
classroom, Hoe belisves many people focus on listening. He is a very
independent learner.

Ichirgo

Classroom learning

Ichiroo sets objectives for himself in his mind. He expects of classrcom
learning something, which he cannot do on his own, Classroom learning for
him is the place where he tries to solve his problems. FHe tries to
concentrate on the lessons. For conversational classes, he talks as much as
possible, He believes that amount of talking practice he does is connected
to his reading and writing skill improvement, and when he improves his
gkills there will naturally be a reduction of his mistakes as well. 8o, he
believes that he should talk without worrying tooc much about his
grammatical mistakes. Ichiroo believes that effective learners are active
participants iz the class, He thinke that everyone should work at their own
pace according to their own level.

In the class, there are people who are at varipus levels, but we are all
studving togethern

So, each person needs o consider their own personal level and work on their
awn

I don't have any complaints, T have no room for them because I concentrate
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vary hard on listening fo the lessons
I don’t need word tests in the class because I can remember words by myself

Effective language learning stratepies

Ichiroo is doing a ‘Hearing Marathon' on the suggestion of his teacher. He
would like to spend the same amount of time on listening practice as he
spent on writing and reading. He believes that increasing one's vocabulary
improves one's listening skill. Also, he thinks he should memorize
unknown words. Algo, he believes that if he can improve his Bstening skills,
he will be able to speak out more. He also values previewing and reviewing
the lassons. He feels however that various leamming activities other than
the lessons should be done for immersion in and stimulation for English.
He also believes it is important to know one's own weak points and
compensate for them (by studying) cutside the class.

I remember things I didn't previously know. [ need to remember words. (g}
This will assist with reading or writing skills and If we can acguire the
knowledge, we can be aware of mistakes

Yasuhire

Classroom learning

Yasuhiro expects leasons to be useful opportunities for him He does not like
cne-way lessons. For him, one of his favourite leasons was the Business
English class in which he reads companies' annual reports. The authentic
topic was closely related to his interest. In class, he always sits at the front
of the classroom, Ha iries to ask questions and along with hies friend Hideo
he tries to make good atmosphere.

I would be happy if I had lessons, which expand out more and more from
questions Iiwe ask like the branches of a free.

Effective lanpuage learning strategies

He considers his lessons as basic learning opportunities. He always
previews and reviews the lessons, He prepares in advance to ask questions
related to his key-points.

Outside the classroom, he continues to listen to the radic program that he
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has listened to everyday since junior high school. He makes a distinction
between learning English and doing other things. Ha thinks that
concentration is important.

Kazuko

Classroom learning

Kazuko thinks that classroom learning is the place for stimulation of interest.
She prefers to have lots of work to do in her lessons, and she wishes to have
hard/challenging work. She also expresses her wish to have lessons from
which she can recognize her improvement, From her excerpts, Kazuko is
very motivated to learn and needs to enforce her learning with stimvlation
and support.

It ig ideal to have lessone that are very hard to grasp without previewing

I wish to have a class which makes me conscious of my improvement, for
example - lessons in which I feel I participated bhetter this week than last
week in how much I said or I how securately I conveyed my opinien.

Effective language learning

Kazuko thinks continuous everyday rhythm for learning is important. As
well a8 Kyoko or Yasuhiro, she also thinks that classroom learning is for
gaining basic skills such as vocabulary building. However she believes that
she needs more in-put (receptive) skills such as listening and reading
authentic English rather than out-put (productive) skills, Kazuko believes
that she would like to acquire English naturally by reading extensively. She
emphasizes the importance of her strategy to get main ideas from reading.
She believes that a firm grasp of grammar is very imporiant to make her
lanpuage skills effective. She feels that she must study grammar more
seriously to be able to cope with real situations.

Rather than trving to remember grammar by using grammar textbooks, it is
better to get sentence siructures into your own head naturally. I believe
that naturally acguired sentencas will be refined Iike real English. Without
checking each time, we can guess the kev-points.

Through such reading, we can acquire Engligh natavally, I think it is a good
Idea to use such a practice in the classroom, buf even If we are given lots of
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information and articles, we can’t read them if we are not interested in thom.

(4-2) Homogeneous group
Kaori

Claseroom learning

In the classraom, Kaori thinks an active attitude as important, such as
asking questions or taking leadership in group work, even though her own
attitude is passive. Also, she thinks that if she tries to speak more and
more, her conversational skills might improve, Actually though, she is very
quiet in her class. She would like te know how to explain things well
because she thinks there is a difference between knowing something herself
and being able to teach it to somecne. She believes that attending,
understanding and reviewing the lessons makes a difference.

Ifwe review each lesson properly; it (the effectiveness of lessons) will be very
different,

Previewing and attending lessons regularly - It is central to our ability fo
understand lessons.

Effective learning strategies

She is aware of effective learning through using authentic materials ontside
the clarsroom setting. However, her learning seems to focus on TOEIC
seore improvement and class exercises only.

Gutside the classroom, there is a clear difference in English expression skills
between those who read newspapers, do Istening and speaking practices
with tapes, Hsten fu radio programs and watch TV and those wiha do not,

Tsuyako

Classroom learning

Tsuyako thinks that speaking practices are the most important for her. She
feels that she would like to do something in class, which she cannot do on her
own. She wanis to have opportunities to talk with foreigners in the class,
She believes that Japanese teachers should not teach conversational classes
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hecause they are limited in their English.

{ can do writing and reading practices by myself But I can’t do speaking
practices by myself

I would like to do something in a specialized area of study; which I can't do by
ryself,

I preview and atfend the fessons, Then, I listen to the Jesson and try to
understand what I couldn’t understand in my preview.

We need a place for asking questions and elarifying our understanding in the
class.

Effective lanpunge learning strategies

Tsuyako thinks that she should study listening and speaking more. She
watches movies trying not to look at the sub-titles, When she sees native
teachers, she tries to talk with them. She likes Western movies and music,
so she lisfens to them. She believes that she should not force herself to do
uninteresting things, and it is best to learn what sha likes to do.

Tsuyako also believes that willingness and an active attitude are important
to improve such English skills as asking questions and talking with
native'spegkers of English. She believes imitation of native speech is an
effective strategy. Outside the classroom, she thinks the onee whe will
succeed are those who are interested in English and maintain consciousness
of English learning in their daily life.

Sumike

Classroom learning

Sumika rays that she wants useful things from her lessons. She cannot
atand boring one-way lessons. She says that students need to have time to
think about their own opinions, As for classroom learning, she wants to
listen to English as much as possible.  Also, she wants to have opportunities
to express her opinions. She feels enjoyment when she gets such
opportunities,

Effective learning strategies

Sumiko strongly emphasizes the importance of listening practices in her
daily life auch as radio programus or movies in English. She watches mavies
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without translated sub-titles, She too is doing the “Hearing Marathon'
(1000 hours listening) correspondence program as Ichiroo is. She thinks it
is important to concentrate on lessons. Sho also mentions the strategy of
trying to pick up unknown expressicns angd take memos of them. She
helieves that improving conversationgl skills depends on effort and the
awareness of not using Japanese.

Aiko

Classroom learning

Aiko says that, in her opinion, whather students behave passively or not is
ontirely dependant on students’ interest in the class. If students are not
interested in the class, they will behave passively. Moreover, she seems to
adopt her attitude depending on the nature of the class, Aikc admits she
takes a different attitude depending on the class, s¢ for example, she tends to
be de-motivated in a class where unchallenging tasks ars given. In these
gituations, she behaves in a way where it is not sure whether she is there or
not. For example, when she is given a topic in her conversational class that
is meaningless for her, she feels bored and usosg Japanese, -

In the classroom, if the lessen (material) is challenging, students will have
no tine to care about others, and passive students will fall in with the active
class atmosphere,

Effective learning strategies .
Aiko believes that it is irnportant to get in touch with authentic English as
much as possible, For example, she thinks that it is most important to
listen out for English news on TV or radic. Also, she thinks that successful
learners do something extra to their lessons beyond the tasks given them by
their teachers. In conversational classes, she believes the most effective
learner is scmeone who does not worry too much about what other students
think of them, although she does,

I would like to got in fouch with authentic Euglivh as much as possible
aNVWEY. .

For example, even ifI cannot understand it very well, it iz most Important to
try to listen to Englizh news on the radio. If I can underatand it, T am very
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happy.
Successful learners do exira things, such as ehecking unknown words in the
dictionary and getting other usages of the words.

Asami

Classroom learning :

Asami has been doing the translation work diligently every time, quite well,
She liked the Debate & Discussion class, hecause she felt she could see her
progress clearly. In the class, students practiced using new words related to
the various topics each week. She felt her improvement not only in her
vocabulary skills, but also in her debating skills.

She believes that basic knowledge {of English) was acquired at kigh school,
but that she was not given encuph skills on how to uae the knowledge.

Effective language learning strategies

Asami continues to listen to the Enplisk conversational program on the radio
everyday. She believes that listening has been & big part of her learning.
She thinks that she needs more opportunities for keeping in touch with
English speakers. 'To improve, she wonders if it is necessary to go abroad.
On the other hand, she is afraid to make contact with someone whom she
does not know because she is not sure that she will ba able to express herself
fully in such correspondence as letters or email.

Mayumi
Classroom learning

"She always attends clasees, regularly. In the classroom, she is very quiet
znd behaves in such a way that her teachers are not able to readily recognize
her. She is shy and does not like to get the teacher's attention either,
However, she believes that it is important to participate actively in the class
as well as to conecentrate on listening to the class,

Effective langvage learning strategies

Her strategies are concentrated on grammar, vocabulary exercises and
listening. Her focus is on improving her TOEIC scores. When she can't
improve the score, she feels that she should have made more effort.

(5) COLLABORATION
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(5-1} Heterogeneous Group

Hideo thinks that it is up to students to achieve their goal. He believes that
the teacher's role is to give mental support for their students to head in good
directions.

Hideo is aware of collaboration between teachers and students and among
gtudents. Regarding the relationship befween a teacher and their
students, Hideo sugpgests that a solid relationship should be established on
the hasis of trust that both parties have in each other, Moreover, Hideo
thinks that & ‘give and take’ relationship is needed, in which teachers not
only give something to students, but also teachers learn from their students.
He thinks both teachers and students have a responsibility to make their
lessons useful,

T value each lesson.

Not only does 7 teacher give something to the students, but also the teacher
can learn from the students. It fs best if we have a give and take
relationship, [Fdeal classes are when the students are responsible for doing
something., So, I think that both the teacher and the students are
responsible for the class.

A relationship of trust needs to be built firmly between teachers and
students.

I make the effort to make the classroom atmasphere befter I have besn
stimulated by others, and we have eocouraged esch other If there are
many motivated students, the class atmosphere becomes better. So, we
shonld influence each other (positively).

The teachers rofe ¥s to lead their students in better directions, not only
teaching us but also giving us mental support, Whether we can gehieve our
goal or nat, it fs up fto us, Teachers can help us to keep our motivation, and
mako us aware of ourselves and our potential,

Kyoko

Kyoko says that classmates should try to co-operate with and encourage each
other. She is aware that classroom is the place for learning together and
influencing each other,

She requests that teachers make space for students to think and express
themselves,
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Tooru

Toorn says that the teacher's role is very important, but he thinks that the
role should be assisting or providing a little help a8 a supporter. He expects
that Japanese and native teachors’ roles are different. He would like to go
to the teacher who is a specialist in the area, which he is interested in. He
says that the teacher should be cooperative.

From one (teacher to another, fthey afl have difforont areas of
specializationfexpertise. So, if I become interested In their arvea, I will ask
them

I expect Japanese teachers and native-speaking teachers to have different
roles

In the class, they should be supportive - we need help and cooperation

Ichiroo
He too respects teachers’ longer and wider experience. He expects their
ideas and information will be useful in his future,

Yasuhiro

Yasuhiro requests that teachers do research on what their students are
interested in. He has self*directed thinking, but also considers teachers’
expectations and encouragement ss very important to keep up his
motivation

Ifmy teacher cares ahout me, I foel that I need to do my best, I would like
to live up to my teacher’s expectation, I feel worthwhile if I have a good
relationshup with my teacher.

Kazuko

Kazulko expects teachers to act as as a facilitator. Although the teacher's
influence is very important, she believes that learners can improve by
themselves if they are stimulated to do so. At the same time she feels that
there is no meaning for her when she is inundated with learning materials
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and teachers cannat force their students to study.

I think it Is all right to do the materials, which my teacher fias chosen,
Teachers cannot do much. They can only improve us by correcting our
wrong points. - stimulate us - thats enongh.

(5-2) Homogeneous Group

Kaori

Kaori thinks that teachers can help and advise how to improve her weak
points because teachers have more experience than her. She thinks that it
is useful for her to tap into teachers' experience or idems. As for the
teacher's role, she expects more direction,

I world like teachers to talk about their experiences or what they have done
s0 far.

I would Iike my teacher to lead me and help me decide what to do.

Do I have to find my own weak peints by myself? I want toachers to help
and direct me how to do betier. Bocause teachers have rich experience, they
know better than me. I would like to know how they learned in the pasi,
{oo.

Thachers have more experience than we kave. Sp, In that respect, I would
Iike them to lead us.

When the teacher checked my fiomework and praised me, I thought the
teacher knew fiow well I was doing.

Toacher told us to plan for the test and since then I have done so.

Tsuyako

Tyuyake thinke that teachers regard her as a normal student - not bad, but
not excellent either. She thinks of herself as being the same as people
around her.

She wishes to be able to talk actively with foreigners as an equal. She
wishes to have teachers who listen to students’ problems and respond to
them, She thinks that it is better to have a relationship between teachers
and students in which they both teach and learn from each other. She feels
that it is better to have equal statusfmutual respect wheraby students attend
the lessons and teachers listen to the students.
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Sumiko

Sumiko expects teachers ta tell her ghout English from different perspectives.
Teachers can tell her various things from their experience, which she could
not otherwise have known by herself.

Aiko

For the teacher's role, rhe expects a teacher as a helper or a supporter who
can motivate her. She mentions the importance of teachers having empathy
with students, She aleo expects the teacher to function as a resource person
who can help learners by giving them necessary information. She liked the
Debate & Discussion class. The class was challenging and also involved
collesboration with fellow class members. Also, she feels her teacher
understande her, The teacher knows that she really wishes to be active but
at the same time feels hesitant,

Asami

She expects the teachex's role to be that of an advisor. This does not mean
just giving advice whenever she needs something, but also telling her
effective ways of learning.

Mayumi

For the teacher's role, she expects an adviser who can give effective learning
stratepies from their own rich experiences. Her attitude is obedient and
faithfuli she dutifully accepts her teachers’ instructions. Therefore, she is
evaluated as a guist but good student.

I do whatever my teachers set. I follow them. It is the most suitable way
1or me.
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Appendix 5-2; From Hideo & Mayumli's Self-Report (Two
Different Types of Learners' Beliefs)

Questions:

Beliefs about language learning

1. In what ways do you believe you can improve your language skills?

2, What are your reasons for studying English?

3.What, in your opinion, should successful students do and how should they
be inside and cutside the classroom?

Beliefs about the rale of the teacher and classroom expectations

4. What should be the role of the teacher se that you can achieve your goal of
learning English?

k. How sheuld language class time be used to achieve your gogl of learning
English?

Self*motivation strategies

6. Have you developed any ways of motivating yourself to learn English?

7. When you have difficulties and problems achieving your goal, how do you
try to solve them?

8. Please pive your thoughts on the following matters. Try to explain them
in detail.

“BMany timas students have diffeulty studying on their own at home
because there are othier move interesting things they would rather de such
as watching TV or going cut with fiends, What stratepiss do you use for
motivating yourself to complate your work under these circummstances?
What do you do if you are trying to achieve a certain goal?”

Beliafs about the self

9. What do you believe your teachers’ expectations are of you? Why do you
think so?

10.How do you feel about yourself as a language learner? Please describe in
ten sentences how you see yourself in terms of being a Japanese language
learner studying English,  Start from "I am a.”.
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Hideo's Self-Report

. Its a secret — as previously said, there are switable ways for each
Individual, In order to look for the way suitable for oneself one has to
learn FEnglish for g2 whife, Then, through the process of learning tha
language, we Rave to find the way. In order to immmerse myself as much
as possible in an English lapguage environment, I' make an effort by
Iistening to radio programs, and the news in English, or by watching
niovies.

. The reason is simply that it is necessary for my future, [ have a wish to
study abroad at postgraduate level In an English speaking country
Therefore, I need to use English as a tool in my daily lifs,

Afier all I believe that the individusl person who is successfuf at
learning English is the one who succeeds In Anding suitable ways of
learning. Before thinking about what sort of things lead to success, I
believe that sustaining motivation to learn English is an important factor.
The person who does not give up and continues until the end will succead.
This iz the frenbound rufe of success.

. Probably, the role a feacher can take Is changeable depending on the
relationship with the students. At £irst, the teacher’s role is to increase
the students’ motivation to Jearn. And 1t is necessary to guide students
directly and successiully towards their goal.  For this, it is vital fo butld
trust between the teacher and the students.

. Ideally, lessons are nesded which make all studenis participate actively
and motivate them. (One fdea would be for teachers to give opportunities
for the students to practise their spoken skills (being able to speak cut).
Through discussions, presentations, debates, they should give students
the enviremment to use English in a more sophisticated manner,

. I am clearly aware of the reason why I am learning English, And It Is
necessary to have the purposs and the continuous feeling of

accomplishing 1t,  The above awareness of both the purpose and the goal
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are the basis of keeping my molivation strong.

At first, I return o the basic point, Ity fo Iook at my attitude towards
FEnglish or my pwipose, again. Then, I make a fresh start to tackle it
again. Also, I try to solve my problems By talking to my close Friends or
getting the teachers' advice.

I tell myself that I need to make an effort in order to achieve my future
dream, Orn Ithink about my parents who pay high educational expenses
for me, and my friends who are going fo go far in Iifs, as T will, Probably,
it jg the most important to be always aware of my own dream, (purpose).

One teacher said to me, "you are powerful and have guts”. These words
were very mspirational for me and made me happy  Iam not sure, but 1
think that teachers think of me as a hard worker with strong motivation.
Alse, I think that I am recognized as being a Iitile exceptional. I don't
know the regson very well but I guess that I show my enthusiasm
towards English learning in my usual studies and daily life,

10, D) I am still immature. Istill need to make fots of effort,

2) I need to participate more in the places where English is used,

3} I need to have more contact with foreign people.

4} I should make more mistakes through using English.

5} I should have a clearer obfective for forsien language learning.

&} I should devise more ways to learn a foreign language.

7} I should make more effort to make foreign friends.

& I belisve that I am a learner who has a firm purpose and proceed with
my English fearning towards the purpose.

9 I beligve that I am a learner who makes considers his mother tongue
equally Important.
10) I believa that I can keep my own pace up and lsarn.
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Mayumi’'s Self-Report

I think that I could acquire English skills by my everyday effort and
memorization practice, As I have had vacabulery tests in every lesson
from I¢t to 2 year, I was memorizing fittle by Hitle while travelling to
school. Also, at least, By the day before the lesson, I never failed to
preview — look over the English (sentences, words, ete.) related with the
fosson and check unknown words in a dictionary.  In that way, I believe
that I have gained my English skills. In oy 34 year, when I got a score
of 735 in TORIC IB I falt a Little bit more confident in my English.
Until then, 500 was the maximum score I could get. My reading skills
were better in my 3 year I took some reading and writing lessons,
but I was the most successiil in interpreting lessons. Because of this, T
beliove that I improved my Nstening skills n fot, Ungif then, T had not
Listoned to authentic English except the English Ianguape assistants’
conversations. Alse, I realized how slow they were talking to make us
understand more easily,. Really, [ eaught up with this lesson with great
diffficulty and in the 27 Semester, it was very hard. It went without
saying that the speed of English was so quick, I suffered becanse T could
not resort to using Japanese. I still remember the time when I foft as if 7
were actually engaging In conversation.
If I try to fmprove my English more, I think that T need to be able to
practisg my conversation skills Even if I can read, write and fransiats
somehow; I think that I am not good at listening snd speaking. In
TOEIC, we can see the standard of our listening skills and reading
skills.  But even if I can get guite good scores In the tests, I sometimes
foel that I don't know how much I can actually handle, and I don’t have
enougdt confidence. Except in tests, I can do writing and reading with
a dictionary or a refarence book even ifit takes a lot of time. But as for
conversation, I cannot predict or prepare because it is impossibla to
know what the topic will be or when the conversation will cccur Even
IfI don’t understand, I cannot ask so many times, and there is no time
to think about the grammar, In the end, I feel impatient and eannot
think of any words.

In the first place, I tried to convey what I wished to say by using
gestures or something. [ tried to share my thoughts very hard, but
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couldn’t express myself very offen. I felt as if I was no good to my
partner and frusérated with myself as well. Then, I think that T
gradually stopped trying. Instead, I started trying to cheat. When I
couldu’t reply to my pariner because I didn't know the proper
expressions, I smiled it away Afier all, I might not have enough
English skills to express myself In nddition, I foel that I am acting out
when [ speak in English. [ feel that it 1s not myself 8o, It needs
plenty of courage for me to speak English to a Japaness partner, Iam
not sure whether it is because I feel ashamed of myself or I domr't have
confidence in my English. The list is endless to think how I conld
Improve my English.

« I thought that it would be good If I could talk with foreigners.

- I thought that T wonld like to experience foreign countries

o I thought that it would be convenient if I could use English for my
trips abroad,

v I thought that I liked English. Thats why I wanted to learn more,

- I thought that I liked movies. Thatls why it would be good if I can
understand without translations.

« I thought thae I would be able to understand the meaning of English
songs.

« I thought that I wished to know the foreigners’ way of thinking, their
sense of values, customs, wiich are different from the Japanese and
thiz would be possible through studying English,

(* From a third persen’s view: oljectively viewing/

In conversational classes, (suceessful) peaple talk actively or speak up
without worrying about their mistakes. They falk with confidence.
They don't worry. They are usually good at tafking Japanese as well.

In lecture-type lessons, thay answer even if they make mistakes when
they are callod.  They do at least their given work properly,  Anywayp T
believa that successful people have their own opinions or ask questions.
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My goal is to speak in English, and be able to improve my TOEIC
scores. *

In order to do this, I would Iike to request teachers to make a
comforiable atmosphere in conversational classes (suck ag doing games
or a quiz). In my case, it is easior not to be noticed. I prefer small
cinsses together with people who are of a similar level and personality
as me.

Also, in other classes, T expect to be given the teachers' advice or
learning methods (strategies) from their experience. It is botter to tell
us clearly what the class’ afms are. It is better if' I can sometimes hear
the teschers' own experience. I would like them fo vrganise the class
g0 we are not bored.

I prefor work to be given to us taking into account the teachers'ideas of
selting up times to do the work and of a suitable fevel

1 think thet it might be passive but I sometimes do not know bow I can
improve my

conversational skills, or pet good TOEIC scores. 5o, at least, I believe
that teachors

are telling us some idensa through classes. I iry to do it in this way, and
I it does not work, then I will think about it. Anyway, at frst, it s
ensler to do whatever tenchers give me.

* Checking my skills by attending TOEIC tests or EIKEN
+ Observing my friends are studying or talking fo them
~ Watching movies

It is very hard for me to improve my TOEIC scores.  In such ime, T get
so depressed. Or I re-frosh myself without studving and enjoy myself
And then, I apply myself again. I also reflect to myself what the
probiem was and what the sofutions will be.

I cannot talk even if I' would like to talk because I stumble over my
words. [In this case, I should tell myself that it is narurs! and talk
without worrying about mistakes,

I should study at my own pace without worrving about others around
me, [ should try to do what I think, But honestly speaking, the fact
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Ia that T know this, hut I cannot do it se easily.

When I was a high school student, I put pressure on myself to get high
marks. 8o unconseiously, I appesared to be nerveus and could not make
the grade. But since entering university, I think that the so-called
Entrance Exmmnination® skills of my high school days were almost
useless. Of courss, depending on the lessons, (reading or writing, ete.),
they were usefid though. Fspecially in conversation, I had Iots of
trouble how to express myself eguipped with only my Examination
skills. But also, I fzel that I could start learning from scratch using a
completely new methodology: .

In addition, 1t was help that I could see various peaple and people with
various levels of English at university [ realized that people might
make effort without being noticed, and there was no one who can do
perfectly,  Because of this realization, I could make myself refax, [
could study at my own pace comioriably without feefing pressured.
And I feel that I could enjoy the classas, by not just cramming,

I do not have many friends, My friends are not close fo me, So, I did
not play much outside school, I also do not have a can, nor a mobile
phone.  So, I could not move or contact them so easily And on
Saturdays and Sundays, I had a part-time job. 5o, I could have my
own thme.  In these situations, I did not have any problems to reject my
friends'invitations, When I was busy, my fiiends were also busy

On the other hand, when I had some friends’invitation other than from
my university fiends at the time when I had something to da, I told
them the renson and refused them, IfI thought that I conld make it, T
accepted and enjoved myself with them. In many cases, 1 sccepted, T
think.

But, when I felt that I couldn’t refuse them because I had rofused them
too often already, I went to the library so that they could not contact ma.
Now, I feel that I was dofng terrible things to my friends, If I could
study harder, it would be all right.  But I could not study so hard at
that time.

When [ foel that it is difficuft to study at home, I try to change my
environmernt. It is the best for me to use the study room of the library,
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10.

1 ean concentrafte ou my study because it is quiof and comfortable. In
summer, the air-conditioning ia on. At home, I stay in a reom with no
TV and make an effort to finish in a short timae, Sometimes I go out to
re-fresh myself, Inn this situation, Idon't go to the TV room. Basically,
I choose to only watch my favourite programs, [ eannof continue
studying for a very Jong time. So, I try to have n break. It i3
necegsary for me to decide my goal and achieve it in a short time,

I believe that many teachers think me as a serfous and quiet student.
Because I never fail to attend the lessons and never come late or be
absent at ali, and always take notes. Being quiet — I speak in a small
voice and not so clear  Also, I don't talk much and just listen, or be
UILeSpenSIve.

1) I would Iike to be able to talk English.

2} I believe that I have been making an effort to be able to do this by
deciding my goal,

8} I like English that is why I would like to learn it.

4) I ehink that I am doing it seriously when I have to do it

&) I have not enough confidence fn conversation,

6) Sometimes, I give up halfway. I neglect my work and finish it off in
g halthearted way.

7} I'wounld like fo think that I have possibilities to be able to improve my
level even a little. Because IfI give up on the possibility of doing so in
the first placa, I will not make any efiort and will not bo not able to
anything, [Ifeel that there would be no point fn doing so.

8) I cannot deny my feeling that I wish to be able to speak very well or
Improve my TOEIC scores, But the moment when I feel I could
improve or understand even a lttle, I folt that it was worth making
such a big effore.

& I am happy snd motivated to do more.

9 I believe that I can do it, and my courage increases.

‘herafore, T would like to believe In the possibility of improving my
English people can work hard, make ofiort, and grow because we believe
in the possibility of being able to do something by seme means.
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Appendix 5-3: Four Learners’ Beliefs in Study One: Part Two

(1) Affective Boliefs

Hiroshi

Hiroshi would like to be a teacher. His wish is very strong. Ha likes
English. But basically, he likes meeting and communicating with people.

+Job related motivation

-Wish to acquire English gkills
-Interests

-Wish to converse with ethers
*Enjoyment

Ryoo

Ryoo targets to improve both English skills and TOEIC scores. He believes
that it is the same thing that he gets good marks for tests and tries to
improve his English ekills. He has been doing repeatedly exercises books
for listening and reading. He thinks that listening and reading are
important to get speaking skills as welll. He is aware of his own
improvement for reading skills. He thinks that the exercises of listening
and speaking out are effective gs his teacher taught him. His teacher told
that TOEIC score is important for employment. So, he believes that it is
important. He has very strong teachers’ influence of his thinking and
methods. When he meets native teachers, he tries to talk with them, but
before he was afraid to do so.

-Job related motivation
“Wish to acquire English skills
-Interests
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Naoko

Naoko also would like ta be an English teacher. She has been interested in
English native speakers and admires their English lessons, Not JUKEN
EIGO, but she would like to study English on her own.

-Job related motivation

“Wish to acquire English skills

-Interests

‘Enjoyment

-Wish to acquire English ways of thinking (culture)

Kennichi

Kenichi has strong affective motivation. Especially, he likes himself when
he uses Enplish, As well as other three students, he also wishes to use
English for hig future job and communicate with various people.

-Job related mativation

*Wish to acquire English skills
-Interests

“Wish to converse with othera
‘Enjoyment

-Wish to get advantages of English skills

{2) Self Perceptive Beliefs

Hiroshi

selfregulation

I have a TV set, but I haven't put the antenna on. I go home and want to
watch TV, but thers Is oo sptenna, so I ea:r't watch it.

[ use my time effectively:

self-direction

I am doing what I need to do.  And the important concern is fiow I cann make
extra learning opportunities bayond the ones I am given.
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gelf*encouragement

I motivate myself by trying to maintain my fevel

1t is not & matter of whether or not I can be something' I just will be that
thing.

positive self-image

I really like English, so I enfoy studving it. I think it is iraportant to feel
thisg way.

It Is not overconfidence on my part, but I think I have achieved what I have
so far by following the divection that I set for myself.

gelf*trust

I do whatever I beliove is good to do.  On the face of it, it may be a false
Tmpression but when T believe that I am good at English, then I will have
started to be able to study.

self-observation
I like English songs, so I did not fee! a sense of incongruity with the language
and the

Ryoo
gelfregulation

When I come home after enjoying myself gs a minimum I thoroughiy
complete my required work, If there s something I have to do, I give priority
to it
I sefect which programs I watch on TV, and I don't watch TV so often,

gelf-direction
I can'’t rely just on teachers' lectures, and I can only improve if I do extra
work on my own.

self*encouragement
I cannot talk (n English) as I want to. Ihaven't besn able to fmprove my

spesking skills as yet - this is a kind of problem, which I face. However,
when I am facing & difficulty; I iry to study as much as possible...in order to
forget that I have a diffioulty at all.
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gelf-trust

I know my lovel, [Ican concentrate whenever I need to. [ecan do it

gelf*pbeervation
The teacher told me that compantes put great importance on TOEIC results,
sa TOEI( is important for me,

Naoko

Selfregulation

If I need to, I refusse my friends’ invitation to go out and Instead I give
priovity to my study

Tdon't usually watch TV. I watch only my favourite programs.

Tec
I belisve that, as a minimum, we should never fail to do the basic work we
are given.
I think that we should be active in our study,
I think that we should do something beyond what we are given in lessons.

gelf-encourpgement
After reflecting on Semester 1, I feel that F would like to study harder:

I didn’t ask teachers about the things I dont understand or ask them fo
check my work. I have not been doing enough so far to enable me to say
that T am doing my best,

gonacious effort of continuation
The way I am now is no good.  Evervthing depends on how much effort Fput
in. Iwon't qurt, but my current inadeguacy is always on my mind.

self-doubt
I haven'’t studied properly, so I ecant say clearly that I have positive
possibilities. I think abont my future quite negaiively.
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self-ohseryation
I have trouble deciding which work to do first.

IKenichi

selfregulation

After achieving my objactive, I give myselfa reward. Until then, I am really
patient.

solfdirection

If the person him/herself has no wish to learn, then he/she will just be there -
that's all. Without wishing to work by ourselves, we can't acliave snything.
When I get 8 bad result, it is my fauit. T hate to get lower scores than I have

previously got because I take St as kind of defeat.

I dont Hike to think that the environment can prevent me from doing
anyvthing. Whatever our current environmen!, there should always be
something we can do to practice or improve our English.

gelf*encouragement

Uneil now, I have not done anything special for TOEIC, but I know my score
has been increasing so it increases my motivation.

I like myself when I do my best. [ would Iike to fearn more because I am
happy when people can understand me.

Because I have been evaluated highly, I'would Like to do as is expected of me.

positive self'image

I don’t worry too much, If I can solve a guestion, that's fine, but there are
many things that I'm unable to work out even if I really think about it
deepiv

& nepative self*image

I didn't make any effort. [ feel that I have to do something but I cant get
my actions and my feelings to agree with each other.

capricious

stubrhorn
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gelf-trust

I am positive about myself

Onca I can see that I can communicate, I think that I will be happy and
Improve even more.

€Deelf*donbt
T evaluate myself ag having fow skills, With respect to learning English, as
a whole, I am not sure what I have achieved so far. S, I don’t know...

self*observation
I feel that I am doing my best when I am telking in English, I Iike myself
whon I am doing my best.

{2) Self-Motivational Beliefs

Hiroshi
own wealk/strong point awareness

I don’t have snough vocabulary skifls. [ need to spend more time Joarning
vocabulary than on other subjects,

reflection

T reflect that the reason for getting good results so far has been that I have
been enjoying English, Because of this fecling of enjoyment, I have besn
studying English without really being aware that I am studying.

Somehow, the fact that I am able to be fond of English has been a strong
Iinfluence.

I did have a period when I could not improve. [ hate bottiing up problems
inside myself, so I spoke with various people and then I felt easler:

I enjoved English, so my test resuits became better - a pattern emerged, [
feel Hke T bave been studving Englisk without my knowledge.

At university, for the first time, [ have started real Hstening praciices.

gelf-monitoring

When I become a teacher, and my students believe in me, and they sre
Interested in Enghlish, then I will give whatever I can. Why are we learning
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English?

initiative
Unless we commit ourselves to it there is no lesson, So, our Infention i3 vital,

congrious effort of continuation

The only thing I can do is to continue what I am doing.

I am continuously interested in English. For example, I watch movies
without fransiated sub-titles, ete. It Is just a trivial thing but I think that it
1s Important to continue to do such things.

flexibility

In my ideal thinking, I enjoy myself by having fun and also do my utmost
when studying. When I have fun, I really have fun, [t is important. IfT
believe it will be good for me, I try it, but iIf I think § shoulda't do it, I don't do
it

internal locus of control

[ have to listen to the fessons closely and if I have questions, I ask teachers
after the lessons.

T don't make the most effoctive use of my lessons, Il Jose out.

critical awareness
If [ ignore what I dom't understand, I will got further and further behind,
1 would Iike to refax, but I sometimes fear for my future,

endless possibilities

1t is not at all wrong te think that we can succeed if we make the effort,

If we do our best, one day we will reap the reward, I bslieve in this
principle. It is not a matter of whether or not I can be what I want to be,
but how strongly I want to realize my wish.

goal awareness
I have a strong desire, so to achieve the goal I have set for myself T have
begun to think deeply about learning English,
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gelf*actualiantion

When we meet Epnglish-speaking people and ecan talk with them, we (will be
able to) foel & glow of satisfaction in our mind.

I like people. I am learning sign language for the deaf Everything is
related fo communication with people. I enjoy relating with people.
Basieally, I like communicating with others.

Ryoo

own weak/strong point awarenssg

I know myself what my weaknesses are and what I'm good at. I know my
fevel. Inmy mind, I have something to say, but I can’t express it fn English.

reflection

Whan I was a drd year junior high student, I was able to get top marks, T
realised that success in English was within my capabilits; so I was very
happy: That was when I reafly started studving,

self-monitoring

When I cannot at firat express what I want fo say, I try to tap info my
knowledge and think of some way to say it.

Before university, I had never been in econtact with foreigners, so at first T
cowld not talk to them, but now; I can talk with them,

initiative
I know my own levef and both my wealk points and my good points. 5o, it is
encugh to be taught only those things which I do not undarstend,

internal locus of control

There are things I would Iike to say in English, but I don't have the correct
expressions. When this happens, later on I sometimes unconsciously think
about how I could have said it. It is a matter of getting used to speaking in
Engfish, so I should try to do so more actively and freely,

critjeal awareness
If T don't do it by myself I will never progress,

333



I I study, [ will improve. I do whatever I can, and make the moest of my
chances. Many possibilities ars open to me. IfI study;, I can achieve what I
want to.

goal awareness

My goal should not just be based on speaking English, because that is a
given with learning a language. I would like to have another purpose. I
should have aoother purpose.

Completing exercise books on my own is good for both improving my English
skills and raising my test scores.

galf-actualisation

I try to tall with English native teachers.

Ity to catch up with my favourite things while using English. For
example, I like sports, so I enjoy watching sports on TV with English
commentary, or raading about sporis in English language newspapers.

inglish proficlency vis-a-vi TIC scor:

Well, to help with my reading, I bought an exercise book with grammar
explanations and lots of exercises. [ went through it 5 - 6 times during my
spring holidavs. Then, when I had finished with ft, I bought another one.
I have been doing this in order to get used to the exercises and I think it Is
valuable for improvement of my English skill as well as improving my Scores,

Naoko
own weakfstrong point awareness

My English level is not the same as my TOEIC or EIKEN scores.
When I preview lessons - which are the step for acquiring new knowle“7e - f
see that there are lots of things I still don’t know.

reflection

I study because I would like to learn something by myself for my own use.
At my junior or senior high school, I learned Enplish solely for entrance
examinations,
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self*monitoring

I feel thar there are problems in the pressnt method of providing English
education (in schools)  Actually I have opinions about how to improve the
way Bnglish is tnughtdearned, but I don't speak out forcefully. I can speak,
but only softly.

initiative
students have to show thelr teachers that they are motivated.

ibilj
IfT happen to go through a flat or stagnating period, I accept it as being just
that. Ilknow that If T continue with my studies, the results may show later
on. Firy to be patient while I'm learning.

<« i ne

Liike to find small, subtle pieces of knowledge.

I Like to find examples of the same expressions being used in different
texthooks.

stronger inte cug of cont:

I have to do more than just the given work aven If it is just teying to find
Inconseguential things. IfI come across something I have already learnt in
a different textbook, I try to recall these repeated English expressions. T
Iike to have such things confirmed as baing valid.

it Is fmportant to be surrounded by an English environment.

= weaker internal locus of contro
I haven’t studied properly or well. I haven’t studied in the way that I think
I'should have.

critical awareness
If I don'’t study effectively, my English Jevel witl not improve, and instead it
will get worse end worse,
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& uncertainty

I don’t really choose to, but I suppose I must think about my potential and
what possibilities are open to me,

T don’t know how to compare my abilities with others. [ think that I should
be abls to improve more, but so far I have not been doing my best, so I can't
tell you what my possibilities are. However, the more I study; the more
posgibilities I will gain.

goal aAwareness
Even Ifit takes anather 4-5 years, I would Iike to be an English teacher, so I
hope to keap studying towards my goal

self-actualisation

Beyond just lessons, we should do something else if we foel we want to learn
English more - such s reading good books or listening to good programs in
English.

It fs important to be surrounded by an English-speaking environment, so
vccasionally it is important to get away from our Japanese environment.

I believe that the most efiective students are those who try to express their
own gpinions completely, and try to speak their thoughts clearly without
worrying too much about making misiakes, while at the same time taking
miemps or recording important things which teachers tell them.

&< Englis fiei vig-arvi B

I I can mmainiain the progress I fave made so far, I would like to pass the
pre-1 level In EIKEN, and get a score of more than 800 in TOEIC,

Kenichi:
pwn weak/atrong point awarengss

If I know what is wrong, T work on it.
reflections

From the Ist year fo the dth year, I have certainly been increasing my score -
that means I will be able to continue increasing It from now as well.
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My score Is shown as a numbern, so I can see how much I have improved or
not improved. It is good to see the progress I have made because I think I
need to know my level of achievement.

I am happy when I feg! that I am able to converse in greater detail than
before, or when I am talking with 8 native-speaker about more difficuit
issues.

I really go for it with my favourite activities, but I don't do things I don't Iike.
So, I show very different commitment to different things.

initiati
I try to speak a fot without caring about my mistakes.
I put as much energy as much as possible into what I am interested in.

conacious effor Inugtio

If I decide that I can't Jearn any more, then that will be the end of my study,
but I am Roping to improve more than now, so...

language learning fs an efiort,

When we learn with enjoyment and stimulation, then we can fmprove more
and more.

flexibility

I don't worry and (if necessary) I try to study in different ways, or change the
axercise books I'm working with, In this way I regain my enthusiasm. It
ig better to ba able to changr one's direction.”

stronger internal locus ¢i control

When I think I hear a useful expression, I take a memo of it

If I ean understand everything, thats all right but if not, there may be
something I'm unsure about, then I have to review it properly later on.
Otherwise, I Aaven't gof the most sut of it

EIw r i 1 locus of control

When I consider whether or not I put in enough effort, I am not doing
anything particularly:

i have to put myself in the right environment,
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goal awareness
{ belipve that the goal is actually fogt a step.
At first, it is a dream, then, graduslly, it becomes a goal, and then a step.

self~actualisation
1 study the grammar used in datly conversation, and also I think about what
words I needed when I couldn’t express what I wanted to say,

€ > Englich proficiency vis-i-vis TORIC seores
Being able to express what I want to say is not the same thing as tost scores.
cwlture, [like peaple; I like to got in touch with people.

(4) Cognitive Beliefs

Hirashi

Input: authenticity
CDitapes

Musie

Moviss

Memorisation: vocabulary learning

It Is important to remember with sounds for learning practical English.

If I don't know words, I can't catch the words by both Iistening and resding.
8o, at first, I am aware of my needs for increasing my vocabulary skills.

Ryoo

Input: authenticity
TViRadio news
Newspapers

Naoko

Input: authenticity

Radio program

Reypoint {underlineg)

expostre of Knglish environment
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Qutput: communicative opportunities
self-directed practices in talking to oneself
talking with fricnds in English

talk with native teachers

Kenichi

Memorization: vocabulary learning

I order to express what I want to say, knowledge or vacabulary skills sro
Important which I have to remember.

{5) Social Beliefs

Hiroshi
Teacher role:
facilitator
advisor
supporter
helper
recourse person
leader

Relationship between teacher and students:
frust

good rafationship

faithful to the teacher

support

Ryeo
Teacher role:
advisor
supporter
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Relationship between teacher and students:
trust
good relationship

Relationship with others:
stimulation
making good atniosphere

Naoko
Teacher role:
facilitator
advisor
helper
feader

Relationship between teacher and students:
trost

fajthiul to the teacher

teacher-learner responsibility

Relationship with cthers:

influence

making good atmosphere

seeking opportunities for refationship

Kenichi
Tencher role:
facilitator
advisor

Relationship between teacher and students:
good relationsiip

farthiul to the teacher

teacher influence
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