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ABSTRACT

PROMOTING LEARNER AUTONOMY THROUGH ACTIVITES AT GAZI
UNIVERSITY PREPARATORY SCHOOL

Balgikanli, Cem
M. A., Department of English Language Teaching
Supervisor: Assist. Prof. Dr. iskender Hakk1 SARIGOZ
December-2006

The aim of this study is to promote learner autonomy through the activities to
be exploited at Gazi University, Preparatory School. Since the prep school education
is vital for the learners who have just commenced their education in terms of acquiring
several aspects which will aid them in their future education, this study focused on this

point.

In order to reach this aim, two classes, the former of which was the
experimental group and the latter of which was the control group, were appointed
randomly. They were the learners studying English from various faculties at Gazi
University. Prior to the implementation phase, Learner Autonomy Questionnaire,
consisting of three parts a background questionnaire, LAQ 1 and LAQ 2, was
administered to the learners in both groups so as to reveal how much autonomy each

group possessed

Whereas the experimental group was instructed with the autonomy
implementation, the control group continued their education with no change. After the
12-week implementation stage, the same questionnaire was administered to both
groups one more time. The results from both groups were gathered and analyzed by
the use of student t-test and paired sample t-test so as to reveal whether any change

would exist between the groups.
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At the end of this process, the statistics results were commented on. The results
display that the learners in the experimental group scored higher than those in the
control group, and showed more autonomy than the control group with a few
exceptions. Moreover, the results from the experimental group were compared with
those from the control group item by item. Total results were statistically shown in the

tables.

In the following chapter of the study, the conclusion and summary of the study

was made with pedagogical implications and suggestions for further studies included.



OZET

GAZI UNIVERSITESI HAZIRLIK OKULU’NDA AKTIVITELER YOLUYLA
OGRENEN OZERKLIGINTI ARTTIRMAK

Balgikanli, Cem
Yiiksek Lisans, Ingilizce Ogretmenligi Anabilim Dali
Tez Danmismant : Yrd. Dog. Dr. iskender Hakki SARIGOZ
Aralik-2006

Bu ¢alismanin amaci cesitli aktiviteler uygulanarak Gazi Universitesi Hazirlik
ogrencilerinde Ogrenen Ozerkligini arttirmaktir. Hazirhk Egitimi, akademik
egitimlerine heniliz baslayan Ogrencilere gelecek egitim hayatlarinda yardimci

olabilecek bir cok dnemli noktay1 kavrayabilmeleri agisindan ¢ok dnemlidir.

Bu amaca ulagmak icin biri deney oteki kontrol grubu olan iki sinif rastgele
secilmistir. Deney ve Kontrol Grubu, Gazi Universitesi’nin gesitli fakiiltelerinde
okuyan ve bir yillik hazirlik egitimi alan 6grencilerden olugmaktadir. Uygulamaya
baslamadan Once, kisisel bilgiler, 6grenen 6zerkligi anketi 1, 6grenen 6zerkligi anketi
2’den olusan ti¢ boliimlii anket 6grencilerin ne kadar 6zerklige sahip oldugunu ortaya

koymak amaciyla 6grencilere verilmistir.

Deney grubuna oOzerklik uygulamasiyla egtim verilitken, kontrol grubu
degisiklik olmaksizin egitimine devam etmistir. 12 haftalik uygulamadan sonra, aym
anket 6grencilere bir kez daha verilmistir. Her iki gruptan elde edilen sonuglar, gruplar
arasinda bir farkliligin olup olmadigini gostermek amaciyla cifli ornek t testi ve

Ogrenci t testi kullanilarak incelenmistir.

Bu asamanin sonunda, istatistiksel sonuclar iizerine tartismalar yapilmistir.
Sonuglar, deney grubundaki Ogrencilerin kontrol grubundakilerden birkag istisna
disinda daha ytiiksek puanlar aldigini ve kontrol grubundan ¢ok daha fazla bir 6zerklik

durumuna sahip oldugunu gostermektedir. Dahasi, deney grubundan elde edilen
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sonuglar, kontrol grubundan elde edilen sonuglarla madde madde tartisilip yorumlari

yapilmistir. Toplam sonuglar tablolar halinde gosterilmistr.

Calismanin son bdliimiinde de, ¢aligmanin sonucu ve Ozeti, ¢ikarimlar ve

gelecekteki ¢aligmalar i¢in Oneriler baghigi altinda verilmistir.
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CHAPTER 1

INTRODUCTION

1.0. Presentation

In this chapter, the background to the study, the problem, the aim and scope of
the study, the method and the assumptions of the study will be presented.

1.1. Background to the Study

Give a man a fish and he eats for a day.
Teach him how to fish and he eats for a lifetime.

A Chinese Proverb

When human beings are born, they need to be catered by their parents closely
since they need attention and affection. But, this does not take a long time. As time
passes, this need diminishes as a consequence of human nature. Time comes when
they have to survive alone in the life, as the proverb points out. We, human beings,
have the capacity to take control of our own learning in our daily life (Thomson,
1996). As young children, we take control over the learning of our mother tongue,
but as learning becomes more complex and is channeled through the institution of the
school, we appear to give up much of our autonomy. When we learn foreign
languages as teenagers or adults, we seem to find self-directed learning difficult and
even show a preference for direction by teacher and learning materials (Benson,
2001). In this point, the term autonomy comes to fore seeing that many researchers
on autonomy would argue, however, that the learning tasks prescribed by modern
education systems require a higher degree of autonomy that must be acquired in the
course of institutionalized learning. Owing to the fact that a large number of people

experience the process of learning a foreign language, becoming an effective



language learner is demanding and challenging. It takes a lot of time and effort to
acquire in a difficult and challenging path, which is called “language learning”. In
order to achieve language learning, one bear in mind that there are a great number of
features a learner ought to perform and own. In the context of education, learning is
defined as “the permanent change into the behavior through practice and repetition.”
It is obvious from this definition that a language learner should do more practice and
repetition so as to become proficient enough in this path. It may be inferred that this
can occur with both the guidance of the teacher and without the teacher. In this
respect, learning can happen at any time with the guidance of the teacher. It does not
mean that the learner can do that on his own. Learner autonomy, therefore, deals with
the responsibility the learner has to take to fulfill this difficult task. Learner
autonomy is the commitment learners ought to take for their own learning, rather
than be dependent on the teacher. In addition to that, Holec (1981) defines this term
as “the ability to take charge of one’s learning”. It should be noted that there are lots
of strategies and ways for the learners to follow and perform so as to become more
autonomous learners, which is the last destination where each learner can reach in

this journey.

There have been several studies on Learner Autonomy up till now from
various perspectives in Turkey. Among theses studies are, “The Effects of Direct
Formative Testing on Learner Performance and the Development of Learner
Autonomy” (Kucuroglu, 1997), “Learner Autonomy: A profile of teacher trainees in
pre-service teacher education” (Sancar, 2001), “A study on learners’ readiness for
autonomous learning of English as a foreign language” (Kogak, 2003), “A Survey on
Learner Autonomy and Motivation in ESP in a Turkish Context” (Tayar, 2003) ,
“The impact of the European language portfolio on the learner autonomy of Turkish
primary school students” (Egel, 2003), “ELT student's perceptions and behavior
related to learner autonomy as learners and future teachers” (Yildirim, 2005), “The
role of metacognitive strategies in promoting learner autonomy: A case study at the
ELT Department, Gazi University” (Sahin, 2005). “State-supported provincial
university English language instructors’ attitudes towards learner autonomy”

(Ozdere, 2005). Nonetheless, the study with the aim of fostering autonomy through



the activities in the foreign language learning/teaching should be studied in Turkey.
This study will shed light on the promotion of learner autonomy through the

activities and implementation to develop the sense of autonomy on the learners.

1.2. Problem

It is a fact that adults do not know how to diagnose their own needs for
learning, formulate their own learning objectives, identify learning resources and
planning strategies for taking the initiative in using those resources, assess their own
learning, and have their assessments validated. It is likely to allege that the learners
aiming to learn a foreign language face lots of problems when trying to become
competent enough in this process in order that they may acquire the target language
in terms of several aspects. It is recognized that students arrive at university with
different experiential backgrounds and learning achievements, but we know little
about students’ autonomous dispositions at entry therefore the extent to which higher
education develops or constrains autonomy in learning. These problems may stem
from various external factors which can be classified as the learners themselves or
the teachers who perform the teaching process and so on. It is obvious that the
learners somehow are not able to perform the learning process due to how to achieve
this on their own, which requires some guidance and assistance. In spite of the fact
that they are quite motivated to learn a new language, they may be distracted with the
drawbacks of the way they can best study. Learner autonomy means taking
responsibility for someone’s own learning, which signifies that the learners study on
their own in a very effective way. In this respect, the aim of this study is to promote
learner autonomy for the EFL learners by encouraging them to take the responsibility
for their own learning within the factors such as teacher, learner, classroom,

activities, syllabus, and materials.

This study will raise awareness on the role of autonomous learning through
activities and implementation. What is more, several key elements will be provided

in terms of the promotion of autonomy in the foreign language classrooms. Finally,



this study will contribute the neglected part of promoting autonomy and offer some

activities in accordance with that aim.

1.3. Aim and Scope of the Study

It aims to help the learners at Gazi University Prep School become more
autonomous to take control of their own learning process, which is a demanding and
long-lasting task. It is by all odds that learner autonomy is the last destination where
each individual learner can drop in. As a result, the learners who want to learn
English at the first year of their education will be encouraged to take control their
own learning so as to be aware of how, what and why they are learning. This enables
them how to learn more effectively if they are following the main cornerstones of

learner autonomy.

This study is concerned with Learner Autonomy and its application to the
Prep School through activities by the researcher. Students attending the Research and
Application Center for Instruction of Foreign Languages at the level C will be the
subject of this study. Data will be gathered using a questionnaire developed by the
researcher and Demirel (2002). The instruments will be administered to two classes

of 21 and 20 learners studying at the Preparatory School.

1.4. Method

Firstly, the literature related to learner autonomy, learner strategies and
activities to foster learner autonomy will be reviewed. Afterwards, the questionnaire
designed to measure autonomy will be administered in the control and experimental
group. The activities and teaching methods will be applied to the experimental group
with the guidance of the researcher whereas the same lessons of the control group
will be carried out in the traditional way. In the light of these activities and teaching
methods, the same questionnaire developed by Demirel (2002) and by the researcher

will be administered to the experimental group to be able to identify if they have



acquired “learner autonomy”, and also to the control group to cover the difference

and similarity between the control and experimental group. Following step will be to

analyze and review what has been acquired in the process of the questionnaire. After

that, the results of the descriptive statistics for the instrument will be interpreted. The

last step is to provide educational implications and suggestions for further research.

1.5. Assumptions

b)

The following assumptions have been taken into account in this study.

EFL learners who study English at preparatory school are willing to learn
English since English provides them with a great many things, such as job

opportunities, academic career abroad, etc.

English Language Portfolio lays emphasis on the significance of learner
autonomy by mentioning their aims, like promoting life-long learning, the

acquisition of self-assessment.

Due to the fact that the learners who are currently studying at preparatory
school have somehow just commenced to take academic English which will
be vital for their future life, it is the best time and place for them to take the
responsibility of their own learning. Thanks to this, it is expected that they

will not face any difficulty in acquiring English.



Chapter 11

REVIEW OF LITERATURE

2.0. Introduction

In this chapter, the literature on Autonomy will be covered in terms of various
aspects. Not only will this term be examined in the context of education but also it
will be scrutinized in that of social and psychological views. First, the origins of
Learner Autonomy will be mentioned briefly. Next step will be to analyze Learner
Autonomy as a general concept in education without focusing on the field of English
Language Teaching. In the subsequent step, Learner Autonomy will be covered
specifying ELT setting. The points such as the theoretical framework of Learner
Autonomy, the necessity of Autonomy in EFL classes, the attitudes and dispositions
of autonomous learners, some approaches to foster learner autonomy, Language
Learning Strategies and their relations with LA, the significance of motivation in an
autonomous classroom, and views to enhance Learner Autonomy, the principles and
implementation of Learner Autonomy will be presented under the title of Learner
Autonomy in EFL setting in this part. How autonomy is viewed in Turkey will be
discussed under the light of examples given by the researcher. Lastly, current

developments and future trends in the realm of ELP will be discussed in a brief way.

2.1. The Origins of Autonomy: From Different Perspectives

The idea of autonomy may not be limited to the field of education or
specifically to learning. The concept of individual autonomy has been central to
European liberal-democratic and liberal-humanist thought since the 18" century
(Lindley, 1986), and was identified by Kant as the foundation of human dignity (Hill,
1991. Benson (2001) claims that Galileo, like many other great thinkers, evidently

believed in autonomous learning throughout the ages. Galileo believed that “you can



not teach a man anything; you can only help him find it within himself”. Similarly,
Benson (2001) describes Jean Jacques Rousseau’s model learning in terms of
autonomy. He adds that the teacher is a permissive individual who supports learners
and learns with them. Learners are responsible for their own actions and learn by
enjoying or suffering their consequences. Benson (2001) mentions that in John
Dewey’s theory, a great pragmatist, the starting point of activities must be the
learner’s own felt needs so that educational aims were those of the learners rather
than those of the teachers. Benson (2001) gives a lot of importance Carl Rogers, best
known as psychologist and founder of “client-centered” therapy, due to the fact that
the teacher is central to classroom-based approaches that foster autonomy as
facilitator. William Kilpatrick, a very important educator, contributed to Learner
Autonomy presenting “project method”. In this method, what the learners are
expected to do is to plan, construct and perform their own learning projects. This can
be achieved by four ways. Construction projects, enjoyment projects, problem
projects and specific learning projects. Benson (2001) also emphasizes the very-
eminent thinkers (Freire, Iliich) with their ideas related to autonomy. Already in
1881, during the Yale Faculty Report, the president of that university, Jeremiah Day,
stressed the final responsibility of each student for his own education (Lanham,
1993). Moreover, Schneewind (1998) refers to the history of autonomy in terms of

various aspects throughout the history.

2.1.1. The Origins of Learner Autonomy in the Field of EFL

As in each field, foreign language learning/teaching takes its role in terms of
learner autonomy. In foreign language learning/teaching, the term “autonomy” has a
history of approximately three decades (Benson, 2001). According to Gremmo and
Riley (1995) early interest in the concept of autonomy within the field of language
education was in part a response to ideals and expectations aroused by the political
turmoil in Europe in the late 1960s. Benson (2001) gives a brief history of learner

autonomy in the field of language teaching:



“The concept of autonomy first entered the field of
language teaching through the Council of Europe’s
Modern Languages Project, established in 1971.
One of the outcomes of this project was the
establishment of the Centre de Recherches et
d’Applications en Langues (CRAPEL) at the
University of Nancy, France, which rapidly became
a focal point for research and practice in the field.
Yves Chalon, who is regarded as the father of the
autonomy in language learning by many today, is the
founder of CRAPEL. After his death, Henri Holec
remains a prominent figure within the field of
autonomy today. Holec’s (1981) project report to the
Council of Europe is a key early document on
autonomy in language learning. Holec (1981 cited in
Benson, 2001:7) began his report of the social and
ideological context within which ideas of autonomy
in learning emerged. The journal Melanges
Pedagogiues has also played an important role in
the dissemination of research on autonomy from
1970 to the present day. The Council of Europe’s
Modern Languages Project aimed to provide adults
with opportunities for lifelong learning. The
approach developed at CRAPEL was influenced by
the self-directed learning.”

Throughout the 1970 and 1980s learner autonomy became quite important
with the development of learner centered approaches to foreign language learning
(Finch, 2001). These approaches include the learner-centered curriculum, the
negotiated syllabus, learner training, learner-strategy training, the project-based
syllabus, the experiential and collaborative learning and learner-based teaching.
What these approaches endeavored was to enable the learners to become more

independent in how they think, act and learn in the learning process.

In recent years, the educators such as Benson, Little, Voller, Camilleri, Dam
have produced a great many works on learner autonomy in the field of foreign
language learning/teaching. The ultimate goal of these educators is to lead the
learners to become competent enough to take control of their own learning owing to

a lot of necessities which are the essentials of the basic education.



2.2. Learner Autonomy as a General Concept in Education

If education in any society is, broadly speaking, about the preparation of
children for adult life and adults need to be more independent than children, then it is
unavoidable that autonomy in this sense is an aim of any educational process
(Winch, 1999). If democratic states are to develop and flourish as democracies, they
must undertake educational measures calculated to develop the capacity of their
citizens to think and act as free and self-determining individuals (Holec, 1981). In
achieving that aim, autonomy should be in relation with various significant
disciplines due to the fact that it is relatively concerned with each field in detail. In
this chapter, some dominant approaches will be discussed with a view to examining

how each of them connects up with learner autonomy.

2.2.1. Autonomy and Psychology

In order to be able to understand why learner autonomy has become so
important in learning over the last decades, it is a necessity to benefit from
psychology. The reason why psychology is of great importance in the promotion of
autonomy is that the learners who have been trained in a more teacher-centered way
should be prepared to alter their learning styles to a more autonomous perspective. In
addition, this must be done at once in case psychological burdens may not inhibit the

learning process.

2.2.2. Autonomy and Humanistic Approach

Above all, humanism in education gives a great deal of importance to the
human being because it is him/her who is able to change and develop anything he
comes across. As a consequence, humanism is based on the idea that we should see
the human beings as whole creatures. Only kind of learning which significantly
affects behavior is self-discovered and self-appropriated learning (Rogers, 1961).

Since the early 1970s, teachers and educators have been greatly influenced by



10

insights from humanistic psychology. Dubin and Olsthain (1986) state some
important factors, which are also related to learner autonomy, like placing high
respect and value on the learner, viewing learning as a form of self-realization,
giving learners considerable say in the decision making process, and placing teachers
in the role of facilitator. Likewise, teachers need to trust and look up to their learners
by giving value on them so that the learner can take responsibility for their own
learning. In other words, the learners are able to make decisions about their learning
so long as the teacher plays the role of facilitator and counseling rather than the

source of the information.

2.2.3. Autonomy and the Importance of Culture

Various studies in relation to the culture and promotion of learner autonomy
reveal that cultural setting plays an important role in promoting learner autonomy
even though it may be considered as irrelevant to the concept of learner autonomy at
first sight (Sancar, 2001; Egel, 2003). Benson (2001) advocates this idea by stating
that “if we accept that autonomy takes different forms for indifferent individuals and
even for the same individual in different context of learning, we may also need to
accept that its manifestations will vary according to the cultural context”. According
to Johns (1995), the concept of learner autonomy is highly “laden with Western
cultural values” and “hardly applicable to the tradition of Cambodian education”. To
give an example, in many non-Western societies, such as China, Japan and Turkey,
the education systems are” examination-oriented” and “highly-competitive” (Chan,
2001a). In the process of promoting learner autonomy, the cultural characteristics
ought to be taken into account so as not to lead the learners in a wrong way. In other
words, the cultural setting in which learning takes place should be paid attention
because different cultural contexts may necessitate different practices and produce
different outcomes particularly enhancing learner autonomy in formal learning

environments (Chan, 2001a).



11

Some researches (Usuki, 1998; Chan, 2001a; Ho and Crookal, 1995) were
conducted on learner autonomy encompassing the importance of culture all over the

world.

2.2.4. Autonomy and Sociolinguistics

Sociolinguistics studies language and its sociocultural context. In view of
language as a tool for communication, it is not enough for learners to learn linguistic
features of a language, but learners need to learn socio-cultural features as well to be
able to use a language as a tool to communicate with other people. Oh (2002) claims
that figuring out when and where to speak with whom about what, individual
learners need to practice/use a second/foreign language autonomously inside and
outside classrooms so as to exchange information, ideas and feelings with other

people.

2.2.5. Constructivism and Its Seeds in Autonomy

Hein (1991) defines constructivism as “a philosophy of learning that refers to
the idea that learners construct knowledge for themselves”. Learners construct their
own knowledge based on their existing schemata and beliefs (Airasion and Walsh,
1997). The key idea that autonomy in language learning has borrowed from
constructivism is the idea that effective learning is active learning. According to
Wang and Peverly, (1986) effective learners are seen as being capable of learning
independently and deliberately through identification, formulation and restructuring
of goals; use of strategy planning; development and execution of plans; and
engagement of self-monitoring. By taking advantage of personal construct theory
(Kelly, 1963), the learners will be able to become more aware of their assumptions
about learning and assume control of their own learning processes. Little (1991)
argues that personal construct provides the learners with the ability to take control of
their own learning in two ways. First, it provides a justification for the promotion of

autonomy in terms of the operation of normal psychological processes. Second, it
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highlights the difficulties involved in the process of fostering autonomy. Apparently,
constructivism supports, and extends to cover, psychological versions of autonomy
that appertain to learners' behaviors, attitudes, motivation, and self-concept (Benson
and Voller, 1997). As a result, constructivist approaches encourage and promote self-
directed learning as a necessary condition for learner autonomy. In the process of
promoting learner autonomy, teachers should take into consideration their learners’
personal constructs or beliefs and values which are greatly affected by their

classroom behaviors.

2.2.6. Autonomy and Critical Theory

Critical theory shares with constructivism the idea that knowledge is
constructed rather than discovered or learned. Within this approach, learning
concerns issues of power and ideology, and is seen as a process of interaction with
social context, which can bring about social change (Thanasoulas, 2000). As a result

of this, learner autonomy assumes a more social character within critical theory.

2.2.7. The Relations Between Autonomy and Experiential Learning

Theory

Kolb has developed the Experiential Learning by influencing the works of
Dewey, Kelly and Rogers which have the impact on the development of Learner
Autonomy. The experiential learning proposes a methodology to help learners to
integrate knowledge into their own systems of meaning and take control of their own

learning (Benson, 2001).
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2.3. Learner Autonomy in ELT Setting

As mentioned above it was Holec (1981) who first uttered the concept of
autonomy in the field of language learning/teaching. One of the most important
outcomes of the shift towards more communicative language teaching has been the
enhancement of the role of the learner in the language learning process (Wenden,
1991). Unlike what it used to be in the past, which the teacher directs the classroom
and does whatever he wants the learners to do, foreign language education is no
longer one in which teachers teach and learners learn. In lieu of this, teachers have to
learn to let go and learners have to learn to take hold of their learning (Wenden,
1991). For students to maximize their chances for success in this rapidly changing
world, learner autonomy has become a desirable goal in language learning and
teaching (Kumaravadivelu, 2003). In order to acquire effective language learning in
the authentic language use, learner autonomy is considered as the precondition for
effective learning. Some experts (Dam, 1995, Dickinson, 1995; Benson, 2001; Little,
2001) identify the significance of the changes in a very detailed way. The learner has
become the center of the learning process as a consequence of these changes. The
existence of these conditions urged the educators and foreign language teachers to

implement valuable aspects of learner autonomy in ELT setting.

2.3.1. Theoretical Framework of LA

In this part, theoretical framework of Learner Autonomy will be highlighted.
Some definitions and views will be given based on the literature. What is more, the
misconceptions on learner autonomy which frequently cause the learners to perceive
the concept in various ways will be examined in detail so as to clarify them and halt

the confusion about them.
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2.3.1.1. Some Cornerstone Definitions and Views on LA

Defining autonomy is not an easy task (Chan, 2001a) on account of the fact
that some educators and scholars prefer to use “taking charge” or “taking
responsibility” whereas others tend to utilize “taking control of one’s own learning”.
When it comes to define and describe what learner autonomy exactly is in the field of
foreign language learning/teaching, some problems occur since many of the
definitions have not lived up to the expectations of the term correctly. It is also a
slippery concept because it is difficult to define precisely (Little, 2003). Nonetheless,
Benson (2001) argues that it is important to describe autonomy for the following two
reasons. Firstly, construct validity is an important precondition for effective research.
In order for a construct such as autonomy to be researchable, it must be describable
in terms of observable behaviors. Secondly, programmes or innovations designed to
foster autonomy are more likely to be more effective if they are based on a clear
understanding of the behavioral changes they aim to foster. Although the definitions
for autonomy vary (Boud, 1988; Little 1991; Kohonen, 1992; Dickinson 1993;
Benson and Voller 1997), what is common with all these definitions is that they all
entail the responsibility that the learners take for their own learning process. Learner
autonomy grows out of the individual learner’s acceptance of responsibility for
his/her own learning (Benson and Voller, 1997). The literature on autonomy is
replete with definitions ranging from the simplistic to the extremely complex (Ade-

Ojo, 2005).

Some of the most well-known definitions in the current literature are:

e 'Autonomy is an adaptive ability, allowing learners to develop
supportive structures within themselves rather than to have them
erected around them (Trim, 1976, cited in Esch, 1996).

e 'Autonomy is the ability to assume responsibility for one’s own
affairs' (Schwartz, 1977, cited in Esch, 1996).

e 'Autonomy is the ability to take charge of one's own learning' (Holec,
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1979).

e 'Autonomy is a term describing a potential capacity to act in a given
situation- in our case- learning, and not the actual behavior of an
individual in that situation (Holec, 1981).

e 'Autonomy is a capacity — for detachment, critical reflection, decision-
making, and independent action (Little, 1990a).

e 'Autonomy is essentially a matter of the learner's psychological
relation to the process and content of learning' (Little, 1991).

e 'Autonomy is being responsible for one’s own conduct in the social
context: being able to cooperate with others and solve conflicts in
constructive ways (Kohonen, 1992).

e 'Autonomy is a situation in which the learner is totally responsible for
all the decisions concerned with his/her learning and the
implementation of those decisions' (Dickinson,1993).

e 'Autonomy is a capacity and critical ability to reflect on one’s
experience and to take charge of one’s own learning (Holec, 1995, as
cited in Dickinson, 1995).

e 'Autonomy is recognition of the rights of learners within educational

systems' (Benson, 2001).

More recently published is the “Bergen Definition”, (Dam, 1995) which
characterizes learner autonomy as a readiness to take charge of one’s own learning in
the service of one’s needs and purposes. This entails a capacity and willingness on
the part of the learner to act independently and in co-operation with others, as a
socially responsible person. Vanijdee (2003) extends the concept of learner
autonomy as a capacity —a construct of attitudes and ability that allows learners to

take more responsibility for their own learning.

When looking at all these definitions at a first glance, we abruptly come up
with several important features that are all common in all above. Benson and Voller

(1997) point out five ways the term autonomy is used for.
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Autonomy is used for:

a) situations in which learners study entirely on their own;
b) a set of skills which can be learned and applied in self-directed
learning;
¢) an inborn capacity which is suppressed by institutional education;
d) the exercise of learners’ responsibility for their own learning;

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

Benson (2001) also proposes that there are three levels that have to be
considered important in describing the autonomy. The levels he mentioned are called

learning management, cognitive processes, and learning content displayed in the
figure below.
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Figure 1: the capacity to take over learning (Benson, 2001: 51)

In order to give a clear understanding what learner autonomy exactly stands
for in the language learning process, it is an advisable way to state what learner

autonomy is not. Little (1990a) argues insights to realize for what autonomy is not.
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1 Autonomy is not a synonym for self-instruction; in other words,
autonomy is not limited to learning without a teacher.

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

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

4 Autonomy is not a single, easily described behavior.

5 Autonomy is not a steady state achieved by learners.

Fenner and Newby (2000) also aver that learner autonomy is not concerned
with one specific method, but allows for any method which the individual leaner

finds beneficial to his learning purposes.

Having explained clearly what learner autonomy is and is not in the context
of language learning, it is time to accentuate the misconception caused by the

diversity of the terms.

2.3.1.2. Misconceptions on Learner Autonomy: Consolidating the Bricks

The relevant literature is riddled with innumerable definitions of autonomy
and other synonyms for it, such as ‘independence’ (Sheerin, 1991), ‘language
awareness’ (Lier, 1996; James and Garrett, 1991), ‘self-direction’ (Candy, 1991),
‘andragogy’ (Knowles, 1980), which testifies to the importance attached to it by
scholars. Kumaravadivelu (2003) remarks that the misconception about the meaning
of autonomy is created by the diversity of the terms. Benson (2001) explains the
misconceptions on learner autonomy referring to two different aspects. These
misconceptions are, at least in part, a result of terminological and conceptual
confusion within the field itself. The reason why there exist a great many definitions

and views to describe and define learner autonomy and also why so many synonyms
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to this term in the field of foreign language teaching and learning may be reasoned
by the features that autonomy shares with the other related terms. These terms which
can be counted as synonyms to learner autonomy entail self-instruction, self-
direction, self-access learning, individualized instruction, independent learning, self-
regulated learning, distance learning, flexible learning, self-direction, semi-
autonomy. Dickinson (1987) and Pemberton (1996) identify several different terms
in the literature on autonomy. Whereas some of these terms are utilized

synonymously, others do not reflect the same components of the autonomy:

1. Self-instruction: learning without a teacher (Little, 1991); learning "without the
direct control of a teacher" (Dickinson, 1987).
2. Distance learning: a way of organising learners which usually only allows them

control over access (Lewis, 1995).

3. Individualized instruction: designed to meet the needs of individual learners,
but the teacher prepares materials, sets objectives and evaluates the learner's
ability to perform required skills (Logan, 1980). "a learning process which (as
regards goals content, methodology and pacing) is adapted to a particular
individual, taking this individual's characteristics into consideration" (Chaix &

O'Neil, 1978).

4. Flexible learning: the teacher or department provides materials and activities; the
learner has some choice over what to do and when, but there is usually little

negotiation about learning goals or evaluation (Evans, 1993).

5. Self-access learning: learning from materials/facilities that are organized to
facilitate learning; self-instruction in using these materials. The term is neutral as

to how self-directed or other-directed the learners are (Dickinson, 1987).

6. Self-direction: a particular attitude to the learning task, where the learner accepts
responsibility for all the decisions concerned with his learning but does not
necessarily undertake the implementation of those decisions (Dickinson, 1987);
the process or the techniques used in directing one's own learning (Holec, 1981);

the change of consciousness that is the result of such learning (Brookfield, 1985).
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7. Autonomy: the situation in which learners are totally responsible for all of the
decisions concerned with learning and the implementation of those decisions. In
full autonomy there is no involvement of a "teacher" of an institution, and the

learner is also independent of specially prepared materials (Dickinson, 1987).

8. Semi-autonomy: the stage at which learners are preparing for autonomy

(Dickinson 1987).

9. Independent learning: learning in which the learner, in conjunction with relevant
others, can make the decisions necessary to meet the learner's own learning needs

(Kesten, 1987).

10. Self-regulated learning: the self-directive process through which learners

transform their mental abilities into academic skills (Zimmerman, 1998).

A number of misconceptions about the definition of autonomous language
learning have thus arisen, with the wealth of such terms and meanings being perhaps
indicative of an unwillingness to be critical, but also attributable to the lack of
definition by professional authorities and the subsequent tendency for different terms
to mean different things to different practitioners (Benson, 1997). To sum up, there
still seems to be confusion about what we mean by independent or autonomous

learning.

In order to halt this confusion about the related terms to autonomy, it is the
best way to discuss each of the terms in a detailed way. Once autonomy is in
question, it does not mean that learning process should be fulfilled without the
guidance of a teacher or just with teacher. On the contrary, self-instruction
emphasizes the non-existence of a teacher, which differentiates from autonomy at
least in this sense. Distance learning is totally different from the term of autonomy in
that the former is generally carried out with the help of a teacher but it does happen
in a place which is far away from the teacher, which can not be in relation with
autonomy. Individualized instruction, though it seems nearly the same as autonomy

at first glance, is a kind of instruction in which the learners’ needs and interests are
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taken into account by the teacher but it is still the teacher who can set objectives,
evaluate the learners’ performance and prepares the materials. The similarity
between individualized instruction and learner autonomy is that both pay attention to
the learners’ needs and interests. Flexible learning shares some common points with
autonomy such as making decision over what to do or when, but it does not mean
that flexible learning is totally the same as autonomy because of a mere aspect. Self-
access learning is similar to autonomy in a way that the materials to be exploited in
the classroom are generally identified by the learners. When compared with the
others, self-direction lives up to the expectations much better than those mentioned
below due to the fact that all decisions are made by the learners in an agreement way.
As for semi-autonomy, as inferred from its name, it is the process by which the
learners are being responsible for their own learning, which needs some route to
terminate. Independent learning is when the learners can make decisions necessary to
meet their own needs. However, it is not enough to be in harmony with the concept
of autonomy since autonomy does not consist of merely decisions that the learners
make to meet their individual needs. The distinction between self-regulated learning
and learner autonomy is that autonomy is based on all learning environment whereas

self-regulated learning emphasizes the significance of the academic skills.

In the light of what has been mentioned and stated here, we can reach a
consensus that all the terms above are somehow related to autonomy. This relation
can stem from the features that autonomy and other terms share to refer to the

concept of autonomy.
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2.3.2. Some Key Researches on Learner Autonomy

On account of the fact that the focus has considerably altered from the teacher
to the learner over the last two decades, the term “autonomy” in the foreign language
learning has become a very popular issue among the educators and foreign language
teachers. As a result of this popularity, there have been a lot of studies on Learner

Autonomy all over the world. Some of them will be examined below.

Glindogdu (1997, cited in Kocak, 2003) performed a descriptive case study of
autonomous learning in a primary school in England. The aim of this study was to
investigate the relationship between teacher, pupil and learning environment in terms
of developing autonomy in pupil’s learning process. In this study whose instruments
to collect data were observation and questionnaire, it was concluded that autonomous
learning could occur when teachers assumed the role of facilitator of knowledge,
became a supporter of helping pupil build self-responsibility, self-confidence and
self-direction and created a child-centered classroom enabling children to be

independent.

Kucuroglu (1997) carried out a study to investigate the importance of direct
formative testing on learner performance and the development of learner autonomy.
The study was conducted at Bilkent University School of English Language. The
subjects were two groups (experimental and control) of mainstream Upper
Intermediate level BUSEL students, each consisting of two classes and of
approximately 30 students. The questionnaire was made up of two parts, the first of
which was on the instructional objectives and the second of which was about the
indication of the frequency of their use of self-access facilities. It was observed that
students in the experimental group performed significant better than those in the
control group. Another important conclusion to be drawn is that learner autonomy
and independent study skills are promoted by means of some self-access facilities.
The last result is that institutions should revisit their perceptions of the content and

functions of formative testing.
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Lee (1998) conducted a programme to promote learner autonomy with 15
students on the course in Hong Kong and evaluate its outcomes using data from the
students and the teacher. The instruments used in this study to foster autonomy were
a suggested list of activities and materials. The findings of this study reveal that
creating self-directed learning programme does not in itself enable learners to
become self-directed. Moreover, it supports the idea that the teachers and educators
offering programmes in self-directed learning need to think very carefully about how
the necessary supportive circumstances and contexts can bee provided to help
learners develop the necessary capacity and willingness to take more responsibility

for their own learning.

Chan (2001a) carried out a study to explore learners’ attitudes and
expectations of language learning, teacher and learner roles, their learning
preferences and perceptions of learner autonomy at the Hong Kong Polytechnic
University. This study consisted of 20 students learning English at Hong Kong. The
instrument used to collect the data was a questionnaire. According to the findings of
the study, it was revealed that the students had gained an initial awareness of the
different roles of the teacher and themselves, the existence of various learning
preferences and approaches, and the choice over different learning practices and

procedures.

Sancar (2001) carried out a study to identify the learner attitudes of EFL
student teachers in terms of learner autonomy in formal language learning context
and investigate whether university teaching is conducive to learner autonomy. The
participants attending the study were 113 first-year and 96 third-year student teachers
and 11 teachers in the English Language Education Department of Uludag
University, Turkey. Questionnaires and interviews designed for the students and
teachers were the instruments used in collecting data. The analysis revealed that the
student teachers tended to be autonomous in their language learning because of their
contact with the foreign culture through their course books, cassettes and videos and
the student teachers need guidance to feel more responsible for their language

learning, and awareness-raising about learner autonomy.
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Coban (2002) carried out a study to investigate the attitudes towards learner
autonomy at both Gazi University and Yildiz Technical University. The participants
were 35 English Language Teachers, 19 of whom were from Yildiz Technical
University and 16 of whom were from Gazi University conducted with a
questionnaire, including 26 items, designed by the researcher. Two important
conclusions drawn by the questionnaire were that language teachers in both
institutions were willing to favor encouraging learners to take active roles in the
language process and that language teachers of Yildiz Technical University were

more enthusiastic about developing learner autonomy than those of Gazi University.

Oh (2002) conducted a research to investigate how four Korean adult
learners’ ESL learning beliefs and their autonomy interacted. In order to obtain the
data required, five data-gathering sources were utilized in this qualitative case study:
semi-structured interviews; class observations, open consultations, researcher’s
reflective journal, and email correspondence. Two important findings revealed that
the first two informants’ ESL learning beliefs centered on learner control and
supported their autonomous learning actions while creating and reshaping learning
actions and the informants’ ESL learning beliefs influenced their degrees of openness

to utilize a new learning mode.

Chan, Spratt and Humphreys (2002) conducted a study to investigate
students’ views of their responsibilities and decision-making abilities in learning
English, their motivation level and actual language learning activities they undertook
inside and outside the classroom with a view to gauging their readiness for
autonomous learning at the Hong Kong Polytechnic University. The participants
were 508 students studying English. A questionnaire was used in order to acquire the
data. The findings display that the students have definite views about the teachers’
roles and their own responsibilities and research in students’ perceptions and beliefs
is a useful starting point to help teachers in their attempt to develop learner

autonomy.
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Chan (2003) carried out a study based on the teachers’ perspectives related to
learner autonomy. A questionnaire was applied to 41 English teachers. The aim of
this study was to investigate the teachers’ perceptions related to their own and their
students’ responsibilities in the language learning process, related to their students’
abilities of decision making in different aspects of learning. The findings of the
study reveal that teachers generally evaluate themselves to be more responsible for
the methodological and motivational aspects of learning and teachers generally have
positive attitudes towards their students’ potential ability related to various aspects of

learning.

Another important study was conducted by Egel (2003) to investigate
whether English Language Portfolio-oriented language instruction had an impact on
learner autonomy. Primary school EFL teachers and students in primary school
Grades 4 and 5 are the participant groups who have contributed to this study. The
impact of ELP on learner autonomy was measured through administering the
Autonomy Learner Questionnaire before and after experimental treatment. The
questionnaire was implemented to the learners of Primary School studying both at
the schools of Ministry of Education and private schools as a tool to gather data. The
findings of the study revealed that the learners studying at the schools of Ministry of

Education have much more autonomy than the private schools.

Kocgak (2003) carried out a study to be able to identify whether preparatory
students learning English at Baskent University are ready to be involved in
autonomous learning regarding four aspects: learners’ motivation level in learning
English, learners’ use of metacognitive strategies in learning English, learners’
perceptions of their own and their teachers’ responsibilities in learning English, and
learners’ practice of autonomous learning in the form of outside class activities. The
participants were 186 learners studying English at the preparatory school at Baskent
University. The instrument used to gather data was a questionnaire constructed by
the researcher. The results showed that the majority of the respondents indicated a
strong desire not only to learn English but also to improve it as much as they could,

that respondents tended to use certain metacognitive strategies in order to facilitate
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their learning process, the respondents saw the teacher as more responsible in the
learning/teaching process, the respondents were always seeking opportunities to
watch English TV programs and films, the female learners of English had higher
level of motivation than male learner of English, and lastly the female learners of
English clearly outscored male learners of English in the use of metacognitive

strategies.

Tayar (2003) conducted a study to investigate whether the young-adult
university learners’ know their motivation can influence their learning or they are
better motivated when they have control over their learning in ESP in a Turkish
context. The participants in this study were the learners of Vocational School of
Social Sciences at Uludag University, in Bursa. They consisted of 80 learners
selected according to their scores obtained from the university entrance exam. The
researcher kept a diary to observe the behavioral changes of the students, in the
following step the students were implemented a pilot questionnaire to be able to
measure the validity of the questionnaire. Afterwards, the instrument designed to
gather data was the questionnaire itself. The results of this study revealed that
majority of university students are motivated to some degree either instrumentally or

integrativelly.

Chu (2004) carried out a study to investigate how much difference exists
between Taiwanese students’ and their teachers’ perceptions of learner autonomy. A
survey questionnaire was distributed to 446 students and 8 teachers at a selected
university in North Taiwan. The major findings of this study were as follows. Not
only do students and their teachers expect to increase the degree of learner autonomy
for the forthcoming lessons but also students anticipate to have more autonomy in
their learning in the future that the teachers expect them to have. Another result that
can be concluded from this study is that there is a greater possibility that learner

autonomy would be diffused in the whole range of activities.
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Phillips (2004) carried out a research to determine if the development of
learner autonomy of students enrolled in academic programs differs from the
development of learner autonomy of students enrolled in vocational programs at
Thomas Nelson Community College. The instruments utilized in this study to gather
data were the four scales and twenty-two subscales of Learner Autonomy Profile.
The results of the study pointed out that the academic students did not exhibit any
greater tendency to take charge of their own learning at any point in their program
whereas the students in vocational programs exhibited greater desire to take charge

of their learning.

Yildirim (2005) conducted a study to investigate Turkish English Language
Teaching (ELT) students’ perceptions and behavior related to learner autonomy at
Anadolu University, English Language Teaching Department. The instrument used
for this aim to fulfill was a questionnaire study conducted with 179 students, 90 of
whom were 1% year students in the program and 89 of whom were 4™ year students
in the program, studying Teaching English. As for the findings of this case study, it
was obviously revealed that the participants seemed ready to take more responsibility
and control for their own learning in some aspects of learning whereas they needed
some support and guidance in some other aspects. Generally, the future teachers of

English displayed positive views to learner autonomy.

Sahin (2005) carried out a study to identify whether the learners who
developed metacognitive strategies were more autonomous than those who did not
develop metacognitive strategies, or developed fewer metacognitive strategies and
explore the metacognitive strategy and learner autonomy profiles of EFL learners.
The instruments utilized in this study to gather the data required were SILL (Strategy
Inventory for Language Learning) (Oxford, 1990) and Study Skills Inventory. The
subjects consisted of 91 female and 19 male learners, totally 110 learners studying at
the department of English Language Teaching at Gazi University. The findings of
this study displayed that learners used all the language learning strategies, except
compensation and metacognitive strategies, at a medium level whereas they used

their metacognitive strategies at a high level.
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Ozdere (2005) conducted a study to investigate state-supported provincial
university instructors’ attitudes towards learner autonomy and towards sharing
instructional responsibilities with learners regarding aspects of students’ own
learning. This study was conducted with 72 English language instructions working at
Afyonkarahisar Kocatepe University, Akdeniz University, Balikesir University,
Mugla University, Nigde University and Zonguldak Karaelmas University. Data was
collected through a questionnaire gathered data about the instructors’ educational
background and teaching experience. The results of the data analysis revealed that
participating instructors are neutral to slightly positive towards learner autonomy in
their formal teaching environments and consider some areas of teaching and learning
as more suitable than others for the implementation of learner autonomy. Another
outcome obtained from the study was that the participating instructors’ attitudes
towards learner autonomy change depending upon the facilities they are provided by
their universities and the opportunities for authentic language use in their

environments.

As observed in all these studies, the importance of learner autonomy in the
foreign language classrooms has not been neglected due to the fact that it is the last
destination where each learner arrives. However, it has been widely accepted that the
promotion of learner autonomy in the field of English Language Teaching has not
been as popular as it merits it would be in Turkey. Hence, promoting learner

autonomy through activities needs to be studied for EFL learners in EFL context.

2.3.3. Why AUTONOMY in EFL Classes?

In a democratic society, the primary purpose of education should be to
prepare students to take an active part in both social and political life by having them
gain the skills and attitudes they need for democratic and social participation
(Dewey, 1921). Following this idea, autonomy comes into the fore owing to the fact
that it holds the importance of taking an active part in individual’s own education

process. In addition to this, Crabbe (1993) mentions that the individual has the right
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to be free to exercise his or her own choices, in learning as in other areas, and not
become a victim (even an unwitting one) of choices made by social institutions.
Holec (1981) adds the importance of autonomy by mentioning "insist on the need to
develop the individual's freedom by developing those abilities which will enable him

to act more responsibly in running the affairs of the society in which he lives."

Gremmo and Riley (1995) also identify the following factors:

l. minority rights movements;

2. a reaction against behaviorism in medicine, politics, music, poetry, schooling,
psychology, education, philosophy, and linguistics;

3. the emergence of "autonomy" as an educational ideal, with a direct influence

on adult education in Europe;

4. developments in technology contributing to the spread of autonomy and self-
access;

5. rising internationalism since the Second World War;

6. adult learners and different learning needs, resulting in flexible learning

programmes with varying degrees of learner-centeredness and self-direction;
7. commercialization of much language provision, together with the movement
to heighten consumer awareness, leading to learners as consumers, making
informed choices in the market;
8. increase in school and university populations, encouraging the development

of new educational structures for dealing with large numbers of learners.

As a consequence, developing autonomous learning is indispensable seeing
that education aims to help the people how to think, act and learn independently in

their lives.

In the past two decades, as our language teaching has practiced a shift to a
more communicative approach, it has also become more learner-centered (Yang,
1998). Recently, in the field of second/foreign language education there has been a
shift in focus from the teacher to the learner, from exclusive focus on how to

improve teaching to an inclusive concern for how individual learners go through
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their learning (Gremmo and Riley, 1995). It is obvious that no students, anywhere,
will have their teachers accompany them throughout life (Littlewood, 1999). Learner
autonomy as an educational goal in language learning has attracted attention since
the 1960s. (Finch, 2001) The significant body of research about learner autonomy in
language over the past years has indicated an ongoing interest in ways to help our
learners to learn autonomously (Chan, 2001b). According to stimulating learner
autonomy, with the growth of knowledge in the information age, it is stated that
knowledge is not there waiting to be learned but rather a process of personal and
social construction (Lap, 2005). Therefore, learning is an active and interactive

process that ought to be performed independently.

Briefly, there exist three reasons why autonomy has become so important in
the field of second/foreign language education. They may be summarized under the
headings of the philosophical reason, pedagogical reason and practical reason. The
philosophical reason is the belief that learners have the right to make choices with
regard to their learning; the need to prepare learners for a rapidly changing future, in
which independence in learning will be vital for effective functioning in society
(Knowles, 1975, cited in Finch, 2001). The pedagogical reason is that adults have
been shown to learn more effectively when they are consulted about dimensions such
as the pace, sequence, mode of instruction and content of what they are studying
(Caef 1988, cited in Finch, 2001). The practical reason is that learners who are
involved in making choices and decisions about aspects of the programme are also

likely to feel more secure in their learning (Joiner, 1985, cited in Finch, 2001).

What is more, Ellis and Sinclair (1989, cited in Esch, 1997) underline the
significance and aspiration of learner autonomy in the language classroom by

pointing out the following statements:
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Helping learners take on more responsibility for their own learning can be

beneficial because:

e learning can be more effective when learners take control of their own
learning because they learn what they are ready to learn.
e those learners who are responsible for their own learning can carry on

learning outside the classroom.

The development of autonomy implies better language learning (Benson,

2001). Developing learner autonomy helps learners be better language learners.

Autonomous learners are more successful than non-autonomous learners in the

language learning process (Benson, 2001). It has widely been accepted that

autonomous learners who are able to use their metacognitive strategies are generally

regarded as good language learners. Rubin and Thompson (1982, cited in Brown,

1994) have summarized fourteen characteristics of good language learners. Good

language learners:

—

9.

find their own way, taking charge of their learning.

organize information about language

are creative, developing a “feel” for the language by experimenting with
its grammar and words

make their own opportunities for practice in using the language inside and
outside the classroom

learn to live with uncertainty by not getting flustered and by continuing to
talk or listen without understanding every word.

use mnemonics and other memory strategies to recall what has been
learned

make errors work for and against them

use linguistic knowledge, including knowledge of their first language, in
learning a second language

use contextual cues to help them in comprehension

10. learn to make intelligent guesses
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11. learn chunks of language as wholes and formalized routines to help them
perform “beyond their competence”

12. learn certain tricks that help to keep conversations going

13. learn certain production strategies to fill in gaps in their own competence

14. learn different styles of speech and writing and learn to vary their

language according to the formality of the situation

In the language classroom, since the aim is to make the language learners
more successful in terms of acquiring the language itself, learner autonomy is to be

developed and exploited in a sense.

2.3.4. Attitudes and Dispositions of an Autonomous Learner

Before giving the attitudes and dispositions of an autonomous learner, it is
vital to mention who an autonomous person is. Kupfer (1990) defines the
autonomous person as “the one who chooses for himself what to think and what to
do.” The educators and methodologists have tried to define the term “Learner
Autonomy” from very different point of views in the previous sections. Like the
definitions given in the previous section, the attitudes and dispositions of an

autonomous learner vary to different authors and perspectives.

Gibbs (1979, cited in Pierson, 1996) first provided dispositions of an

autonomous individual. He states:

“an  autonomous individual must have both
independence from external authority and mastery of
himself and his power. He must be free from the
dictates and interference of other people, and free also
from disabling or lack of coordination between
elements of his own personality. He must have the
freedom to act and work as he chooses and he must be
capable of formulating and following a rule, pattern or
policy of acting and working.”
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Holec (1981) describes an autonomous learner in various aspects. An
autonomous learner is capable of
e determining the objectives
e defining the contents and progressions
e selecting methods and techniques to be used
e monitoring the procedure of acquisition properly speaking (rhythm,
time, place, etc)

e cvaluating what has been acquired

From the attempts to cover this term properly, it is likely to conclude that
autonomous learners have the capacity to determine realistic and reachable goals,
select appropriate methods and techniques to be used, monitor their own learning
process, and evaluate the progress of their own learning (Little, 1991). Dam (1990)
adds that an autonomous learner is an active participant in the social processes of
learning, but also an active interpreter of new information in terms of what she/he
already and uniquely knows. Autonomous people are intrinsically-motivated,
perceive themselves to be in control of their decision-making, take responsibility for
the outcomes of their actions and have confidence in themselves (Deci and Ryan,

1985; Bandura, 1989; Doyal and Gough, 1991).

Candy (1991) extends the features by adding several crucial aspects related to

autonomy. Autonomous learners:

are methodical and disciplined
e are logical and analytical

e are reflective and self-aware

e demonstrate curiosity

e are flexible

e are persistent and responsible
e are venturesome and creative

e show confidence and have a positive self-concept



33

are independent and self-sufficient
have developed information seeking and retrieval skills
have knowledge about , and skill at, learning experiences

develop and use criteria for evaluating

Dickinson (1993) underlines the importance of learner autonomy while giving

five features of autonomous learners.

Autonomous learners:

1.

AN

understand what is being taught, i.e. they have sufficient understanding of
language learning to understand the purpose of pedagogical choices

are able to formulate their own learning objectives

are able to select and make use of appropriate learning strategies

are able to monitor their use of strategies

are able to self-assess, or monitor their own learning

Additionally, the profile of autonomous language learner depicted by Breen

and Mann (1997) is stated as follows.

Autonomous learners:

see their relationship to what is to be learned, to how they will learn
and to the resources available as one in which they are in charge of in
control

are in authentic relationship to the language they are learning and have
a genuine desire to learn that particular language

have a robust sense of self that is unlikely to be undermined by any
actual or assumed negative assessments of themselves or their work
are able to step back from what they are doing and reflect upon it in
order to make decisions about what they next need to do and

experience
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e are alert to change and able to change in an adaptable, resourceful and
opportunistic way

e have a capacity to learn that is independent of the educational
processes in which they are engaged

e are able to make use of the environment they find themselves in
strategically

e are able to negotiate between the strategic meeting of their own needs

and responding to the needs and desires of other group members.

The autonomous learner establishes a personal agenda for learning. He/she
should be actively involved in the setting of goals, defining content, and working out

evaluation mechanism for assessing achievement and progress.

Chan (2001a) underlined the hard-hitting features of autonomous learners
after having done a research about how the language learners in the Hong Kong

Polytechnic University are like.

Autonomous learners

a. set his/her learning goals, identify and develop learning strategies to
achieve such goals.

b. develop study plans.

c. reflect on his/her learning which includes identifying problem areas and
means of addressing these problems

d. identify and selects relevant resources and the necessary support

e. assess his/her own progress and define his/her own criteria for evaluating

performance and learning (including strategies, materials, etc)

Here, the dispositions and attitudes of an autonomous learner have been
reviewed in a chronological order, and each of the lists provided the term with the
new perspectives which had not been mentioned before. In brief, autonomous

learners are responsible for their own learning and they are willing to take action to
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fulfill this process in a very positive way.

It would be advisable to underline that the characteristics of an effective
learner and autonomous learner have shared nearly the same attitudes and
dispositions, which makes autonomy inevitable and desirable in the language

classroom.

2.3.5. Some Approaches to Foster Learner Autonomy

In formal learning environments, the development of autonomy is pursued
because learner autonomy supports the learners’ involvement in planning,
monitoring and evaluating their own leaning (Holec, 1981). Bertoldi, Kollar and
Ricard (1988) believe that a student does not become an autonomous learner
overnight. Fostering learner autonomy calls for a continuous effort to help students
process information in meaningful ways and become independent learners by
developing effective strategies, transferring skills, as well as a greater sense of
responsibility (Raya and Fernandez, 2002). In addition, Scharle and Szabo (2000)
propose that some important components be taken into consideration by educators
and foreign language teachers if their aim is to help their learners become more
autonomous learners. They highlight the necessity of finding out learners’ beliefs,
study habits, motivation levels, responsibility attitudes, use of metacognitive
strategies, and performance of outside class activities in learning a language before
any implementation for promoting learner autonomy in classroom environments. In
this respect, following approaches include the components mentioned above.
Benson (2001) lays emphasis on the importance of these approaches under the title of
“Approaches to the development of learner autonomy”. He (2001) gives a brief

explanation of each approach and its relations with learner autonomy as follows.
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Approaches to the development of autonomy:

a. Resource-based approaches emphasize independent interaction with
learning materials.

b. Technology-based approaches emphasize independent interaction
with educational technologies.

C. Learner-based approaches emphasize the direct production of
behavioral and psychological changes in the learner.

d. Classroom-based approaches emphasize learner control over the
planning and evaluation of classroom learning.

e. Curriculum-based approaches extend the idea of learner control to the
curriculum as a whole.

f. Teacher-based approaches emphasize the role of the teacher and
teacher education in the practice of fostering autonomy among

learners.

An effective autonomous learning process will be realized so long as the
following approaches are conducted in any classroom. According to Benson (2001),
each of these approaches has been developed to promote learner autonomy by
applying different methods, techniques and materials. Besides, any practice that
encourages and enables learners to take greater control of any aspect of their learning

can be considered a means of promoting autonomy (Benson, 2001).

2.3.5.1. Resource-based Approaches

Resource-based learning is a broad one, encompassing a wide range of means
by which students are able to learn in ways that are on a scale from those that are
mediated by tutors to those where the students are learning independently (Brown
and Smith, 1996). Therefore, the relation between autonomy and resource-based
approaches is to be focused in terms of fostering autonomy. The focus for the

fostering of autonomy is put on the learner’s interaction with learning resources in
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resource-based approaches (Benson, 2001). Independent interaction with learning
resources is sufficient in itself for the development of autonomy. Brown and Smith
(1996) emphasis that the students who actively tend to develop learning techniques
which enable them to become lifelong learners are able to choose their own modes of
study, pace themselves and evaluate their effectiveness. They underline that the best
resource-based learning materials can be beneficial in helping students to take

responsibility for their own learning needs.

Self-access centers, in the context of resource-based learning, have had a
central position in the practice of autonomy, and many teachers have tried to foster
learner autonomy through these centers (Benson, 2001). These centers possess audio,
video and computer workstations, audiotapes and computer software, and a variety of
printed materials. The advantages of a self-access resource centre are manifold
because they provide for rich and varied input for acquisition in a non-normative
environment (Esch, 1996). Self-access rooms are typical examples to serve to foster
autonomy as they are full of resources available for the learners’ use. These kinds of
rooms provide the learners with a great many opportunities to direct their own
learning. Since it is the key point that the learner makes a decision about his own
learning in an autonomous language classroom, self-access centers play a great role

in this respect with the goal of fostering autonomy.

Sheerin (1997) mentions that the learners analyze their needs, set their
objectives, plan a programme of work, choose the materials and activities, work
unsupervised and evaluate the progress, and synthesize the structure and lexis of a
language by means of self-access learning and self-access systems. Benson (2001)
believes that resource-based learning fosters learner autonomy by providing learners

with opportunities to direct their own learning.
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2.3.5.2. Technology-based Approaches

Technology-based approaches to the development of autonomy are similar in
many respects to other resource-based approaches, but differ from them in their focus
on the technologies used to access resources (Benson, 2001:136). Since the 1990s,
there have been reported a number of studies associated with new technologies with
the aim of fostering autonomy. Among them, the studies of Gardner (1994), Little
(1994),Gardner and Blasco Garcia (1996), Milton (1996), Guillot (1996), Lewis
(1996) and Aston (1997) are the ones of the most important studies (cited in Benson,
2001). Technology based approaches may include student-produced video,
computer-enhanced interactive video, electronic writing environments, concordance,

informal CD-ROMs, E-mail language advising, and computer simulations.

What deserves to be taken into consideration most by the researchers and
teacher educators and foreign language teachers among technology-based approaches
is the computer-assisted language learning in regard to autonomy. It has been
reported by many researchers in a positive way to learn a foreign language.
Computers have been used for language teaching since the 1960s. However, Smith
(2001) states that in the 1990s the personal computer emerged as a significant tool
for language teaching and learning. The computers can promote the development of
learner autonomy to the extent that they can stimulate, mediate and extend the range
and scope of the social and psychological interaction on which all learning depends

(Little, 1996).

According to Warchauer and Healey (1998), the Internet represents a way
forward for integrative CALL as it runs the limitations of the CD-ROM as a mode of
delivery. Provided the learner has easy and inexpensive access, the internet is also
strongly supportive of two basic situational conditions for self-directed learning.
Learners can study whenever they want to use a potentially unlimited range of
authentic materials and it also appears to facilitate learner control over interaction by

giving the opportunities to be able to continue a good relation (Benson, 2001). In
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Turkey, the study conducted by Yumuk (2002) was about the role of the Internet in
letting go of control to learner and it revealed that the Internet can encourage learners
not only to view themselves as being charge of their own learning, but also to

perceive teachers facilitators in the learning process.

As to the importance of technology-based approaches in terms of fostering
autonomy, Warchauer and Healey (1998) maintain that they were also designed to
give learners individual control over the pace of learning. Moreover, Benson (2001)
concludes that in the case of CALL in particular, technology can provide learners
with the kinds of support they need in order to develop skills associated with
autonomy. It is important to accept that CALL can genuinely lead to autonomy, to a
state in which learners exercise as much control as possible over the learning process

and are as little dependent on the teacher as possible (Jones, 2001).

The last word to be uttered is that technology-based approaches are effective
in terms of developing learner autonomy since learners are provided with various
opportunities and the freedom to develop control and direct their own learning

(Schwienhorst, 2003).

2.3.5.3. Learner-based Approaches

In contrast to resource-based and technology-based approaches to autonomy
which focus on providing opportunities for learner control, learner-based approaches
focus directly on the production of behavioral and psychological changes that will
enable learners to take greater control over their own learning (Benson, 2001). The
primary goal of all approaches to learner development is to help learners become
“better” language learners. Approaches to learner development mentioned by Benson

(1995) can be categorized under the six major headings below.
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a. Direct advice on how to learn languages independently, often in the form of
self study books textbooks or manuals designed for individuals working
abroad.

b. Methods and materials based on “good language learner” research, which aim
to convey insight from observation of strategies used by ‘“successful”
language learners.

c. More open-ended methods and materials, where learners are expected to
experiment with strategies and decide for themselves which ones suit them
best.

d. Synthetic” approaches drawing on a wide range of sources.

e. “Integrated” approaches that treat learner training as a part of general
language learning.

f. Self-directed approaches, advocates of self-directed learning have tended to
be skeptical of the idea that students can be taught how to learn, and they
propose methodologies where learners in effect train themselves by practicing

self-directed learning with the help of self-access resources and counseling.

In addition to this, Scharle and Szabo (2000) offer some sample activities for
teacher to use in their classrooms to develop learner strategies, monitor learning
process, establish self-evaluation, promote motivation and develop co-operation,

which the educators may experience in the actual learning.

It is true that learners will be on the way to take control over their own
learning, that is, become more autonomous, so long as their needs and interests are
not neglected by the foreign language teachers. In brief, learner-based approaches
aim to enable learners to take greater control over their learning by directly providing
them with the skills they need to take advantage of these opportunities (Benson,
2001).
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2.3.5.4. Classroom-based Approaches

It is assumed that the key factor in the development of autonomy is the
opportunity for students to make decisions regarding their learning within a
collaborative and supportive environment (Benson, 2001). What is very important in
classroom-based approaches is that learners control over the planning and evaluation
of classroom learning. In other words, these approaches focus on changes to the
relationships found in traditional classrooms in terms of classroom practice (Benson,
2001). When classroom-based approaches are utilized in the language classrooms,
the changes related to the development of autonomy occur naturally. The results of
the study conducted by Fitz-Gibbon and Reay in 1982 (cited in Benson, 2001)
indicated a lot of valuable conclusions on the planning classroom learning. Benson
(2001) concludes that the results of experiments in which learners are asked to set
their own goals and plan activities within the classroom suggest that increased
learner control is beneficial to language learning. The learners themselves have the
chance to assess what they have produced, which is called “self-assessment”. Self-
assessment has been a prominent theme in the literature on autonomy (Benson,
2001:155). Oscarsoon (1989) underlines four main benefits of self-assessment for
learners. He concludes that learners are able to evaluate the effectiveness of their
communication, to be aware of the learning process and to stimulate them to consider
course content and assessment critically, to enhance their knowledge of the variety of
possible goals in language learning and to expand the criteria for them to evaluate

their needs and affective dimensions of the learning process.

In conclusion, classroom-based approaches attempt to foster autonomy by
involving learners in decision-making process concerned with the day-to-day
management of learning. Through these approaches, the learners may develop the

capacity to define and determine the content of their learning (Benson, 2001).
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2.3.5.5. Curriculum-based Approaches

The curriculum-based approaches to autonomy extend the principle of learner
control over the management of learning to the curriculum as a whole. In curriculum-
based approaches, the learners are expected to make the major decisions concerning
the content and procedures of learning in collaboration with their teachers (Benson,
2001). Nunan (2004) adds that learners are closely involved in the decision making
process concerning the content of their own learning and how it should be taught.
They can also be described as “deep-end” approaches, in which learners are expected
to develop the capacity for control over their learning by exercising their autonomy
at a number of levels (Benson, 2001). In addition, they may improve the capacity to
define the content of their learning through the curriculum guidelines since the
learners can develop the control over both cognitive and content aspects of learning.
The process syllabus has been given importance in the development of autonomy
because learners tend to create their own syllabus or adjust the syllabus while their
needs are being taken into account. There have been some examples on curriculum-
based approaches in the literature. Dam (1995) reported a study with Danish learners
of English and she concluded that students had the chance to be involved in making
decisions about their own learning process. Another key study conducted by Hall and
Kenny (1988) was in Thailand. They developed pre-sessional English courses at the
Asian Institute of Technology and it was demonstrated that the most remarkable

thing observed is a “startling increase in confidence and ability” (Benson, 2001).

Curriculum-based approaches are highly efficient due to the fact the learners

may develop their capacity to take control over learning via the decisions they make.

2.3.5.6. Teacher-based Approaches

The roles the foreign language teachers have played in the context of
language learning have contributed to either the success or the failure of the learners

for a considerable time. During this period, the teachers have changed their roles so
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much that it may be a demanding job to state all of them, namely; coordinator,
facilitator, counselor, consultant, adviser, In the recent literature on autonomy, there
has been an increasing tendency to focus on the teacher’s role in autonomous
learning. Voller (1997) underlines just three of them; facilitator, counselor and
resource, in autonomous learning. He also itemizes some important characteristic of
the roles associated with autonomy under the headings of technical and psycho-social

support.

The key features of technical support are:

l. helping learners to plan and carry out their independent language learning by
means of needs analysis (both learning and language needs), objective setting
(both short and longer term, achievable), work-planning, selecting materials,
and organizing interactions;

2. helping learners evaluate themselves (assessing initial proficiency,
monitoring progress, and self and peer-assessment)

3. helping learners to acquire the skills and knowledge needed to implement the
above (by raising their awareness of language and learning, by providing
learner training to help them identify learning styles and appropriate

strategies.)

The key features of psycho-social are:

1.  the personal qualities of the facilitator (being caring, supportive, patient,
tolerant, emphatic, open, non-judgment)

2. a capacity for motivating learners (encouraging, commitment, dispersing
uncertainty, helping learners to overcome obstacles, being prepared to enter
into a dialog with learners, avoiding manipulating, objectifying or interfering
with, in other words, controlling them)

3. an ability to raise learners’ awareness (to “decondition” them from
preconceptions, about learner and teacher roles, to help them perceive the

utility of, or necessity for independent learning)
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Additionally, Breen and Mann (1997) believe that teachers must believe in
the learners’ capacity to assert their autonomy and be prepared to live through the

consequences for their own practice.

To conclude, teacher-based approaches are very valuable since teacher’s
commitment to the idea of autonomy and professional skills are a crucial factor in

their effectiveness.

After reviewing all these approaches to foster learner autonomy in practice,
we may reach a conclusion that no single method of fostering autonomy can be
considered the best one. On the contrary, if autonomy constitutes several different
aspects of language learning, it seems likely that it will be best fostered through a
combination of all these approaches mentioned above. Benson (2001) maintains this
idea by mentioning that “there is no unique technique or method to promote

autonomy.”

2.3.6. Learner Autonomy and Language Learning Strategies

Defining learning strategies requires much patience and effort because they
are frequently used to refer to several different meanings by various researchers and
educators. As a consequence, there have been some conflicts to define learning
strategies on the literature up to date. Some key definitions will be given in a detailed

way as follows.

Learning strategies are the strategies which contribute to the development of
the language system in which the learner constructs and affects learning directly
(Rubin, 1987). Another important definition made by Oxford (1990) defines that
learning strategies are specific actions taken by the learners to make learning easier,
faster, more enjoyable, more self-directed, more effective, and more transferable to
new situations. Lastly, Wenden (1991) defines that learning strategies are mental
steps or operations that learners use to learn a new language and to regulate their

efforts to do so. What may be deduced in all the definitions is that learning strategies
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exist to make the learning process much easier and more permanent for the learners
aspiring to acquire a foreign language and they also seem to be useful for the

promotion of learner autonomy.

The classification of learning strategies has been a controversial issue as well
as the definitions of those over the last two decades. Wenden (1983, cited in
Wenden, 1991) classified the strategies used by adult foreign language learners to
direct their own learning into three categories a) knowing what language and
language learning involves, b) planning the content and methods of learning and c)
self-evaluation of progress and learning experience. In addition to this classification,
Oxford (1990) divides the strategies into direct strategies, which includes the mental
process of learning a language and indirect strategies which advocate learning
through “focusing, planning, evaluating, seeking opportunities, controlling anxiety,
increasing cooperation and empathy and other means” After this classification,
O’Malley and Chamot (1990) made a new classification based on three major
categories that will be examined below under the sub-headings. According to them,
learning strategies have been differentiated into three categories depending on the

level or type of process involved.

2.3.6.1. Cognitive Strategies

Cognitive strategies are operations carried out directly on the material to be
learned by the learner (O’Malley and Chamot, 1990). Another definition comes from
Wenden (1991), she defines that cognitive strategies are mental steps or operations

that learners use to process both linguistic and sociolinguistic content.

2.3.6.2. Metacognitive Strategies

Metacognitive Strategies utilize the knowledge of cognitive progression to
regulate learning process (O’Malley and Chamot, 1990). Brown (1983, cited in
O’Malley and Chamot, 1990) states that metacognitive strategies are higher order
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executive skills that may entail planning for, monitoring or evaluating the success of

a learning activity.

Livingston (2003) argues that the difference between the concepts of
metacognitive strategies and cognitive strategies is based on the idea that cognitive
strategies are the strategies to help a learner achieve a particular goal such as
understanding a text while metacognitive strategies are used to ensure that the goal
has been reached such as quizzing oneself to evaluate one’s understanding of that

text.

With regard to the relationship between learner autonomy and metacognitive
strategies, Victorio and Lockhart (1995) have mentioned the use of effective
metacognitive strategies to help students to develop a more active and autonomous
attitude enabling them to take control of their own learning. Wenden (1991)
emphasizes the importance of metacognitive strategies by stating that “metacognitive
knowledge about language learning is the second kind of learner training content to
be included in learning plans to develop learner autonomy.” The development of
metacognition through learner training is crucial and its evaluation is central to the
search for proof of the efficacy of promoting autonomy (Sinclair, 1999). As Wenden
(1998, cited in Thanasoulas, 2000) observes, “without strategies, learners will remain

trapped in their old patterns of beliefs and behaviors and never be fully autonomous”.

2.3.6.3. Social and Affective Strategies

Social and Affective Strategies are the strategies used to describe the ways in
which learners cooperate with others and control themselves in order to boost their
learning (O’Malley and Chamot, 1990). The components of each strategy, social,
such as asking questions, cooperating with others and empathizing with others, and
affective, such as lowering anxiety, encouraging yourself and taking your emotional
temperature are very efficient in terms of promotion of learner autonomy since they

all enable the learners to be encouraged to take actions and make important decisions
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while learning a foreign language.

Research on autonomy requires the study on learning strategies owing to the
fact that they are largely related to learners’ selection. The reason why learning
strategies are so important in the process of fostering learner autonomy may be
mentioned under the two major reasons according to Chamot (2001) as well. First
reason is that language learning process including cognitive, social and affective
processes will be best understood if the current strategies of learners are discovered.
The second one is that identifying the strategy profile of foreign language learners
will provide useful insight for training less successful learners who are thought to
lack the awareness of strategy use in the learning process. Wenden (1987) argues that
learning strategies may help learners understand the nature of a language and the
requisites of the language learning process. Learning strategies may help learners in
planning the content of their own learning, in determining the methods and
techniques to be used and in self-evaluating the learning process and learning
experiences. In order to help learners to assume greater control over their own
learning, it is essential to help them become aware of and identify the strategies that
they already use or could potentially use (Holmes and Ramos, 1991, cited in James
and Garrett, 1991). Learning strategies are one category of learner training content to
be included in plans to help learners become more autonomous (Wenden, 1991).
Learning strategies may help learners to monitor and self-evaluate their language
learning performance and also transfer successful learning strategies to new learning

contexts (Cohen, 1998).

As concluded from what has been mentioned above so far, learning strategies
are very efficient to cover in terms of promoting learner autonomy on account of the
fact they generally lead the learners to direct and take charge of their own learning

process in a more conscious and effective sense.
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2.3.7. Motivation in an Autonomous Classroom

According to Pintrich and Schunk (1996) motivation lies at the heart of all
classroom practices. Motivation is being responsible for why people decide to do
something, how long they are willing to sustain the activity, and how hard they are
going to pursue it (Dornyei, 2001). Most educators (Dornyei, 1998; Brown, 2001;
Van Lier, 1996) believe that the more motivation the learners have, the more effort
they tend to put into language learning. It leads to success in language learning.
Types of motivation are classified into several groups taking into account how it is

processed.

2.3.7.1. Types of Motivation

What stimulates human behavior can either lead to intrinsic motivation or
extrinsic motivation (Deci and Ryan, 1985). Intrinsic motivation stems from innate
sources, such as human curiosity and willingness to engage in challenging activities.
In extrinsic motivation, on the other hand, external factors influence individual’s
motivation (Brophy, 1998). Self-determination theory (SDT) is a recent motivation
theory that perceives people’s choices as the determinants of behavior rather than
external forces and pressures (Deci and Ryan, 1985). Self-efficacy theory refers to
people’s self-perceptions about their competencies based on their skills and
knowledge (Kagar and Giinseli, 2005). Lastly, attribution theory is concerned with
learners’ perceptions of the reasons for success and failure in learning (Benson,

2001: 69).

2.3.7.2. The Relations Between Autonomy and Motivation

Motivation plays a key role in autonomous learning. Dickinson (1995)
suggests that enhanced motivation is conditional on learners taking responsibility for
their own learning and noticing that their successes or failures are related to their

own efforts rather than to the factors out of their control. In any case, it seems to be
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relatively true. Intrinsic motivation increases when people are given opportunities to
choose activities that are appealing and challenging to them, have opportunities to
develop their abilities, and permit individuals to take control over their learning
(Brown, 2001; Noels, Clement and Pelletier, 1999). Consequently, learner autonomy
may be encouraged once intrinsic motivation is handled in the classroom
atmosphere. Deci and Ryan also (1985) underline that intrinsic motivation is
necessary for the precursor of autonomy. Students are less likely to self regulate and
take responsibility for learning if their reason for learning is extrinsic (Childs, 2005).
Scharle and Szabo (2000) believe that we need to encourage intrinsic motivation, the
source of which is some inner drive or interest of the learner. They add that
intrinsically motivated learners are able to identify with goals of learning, which
makes them more willing to take responsibility for the outcome. Students who are
intrinsically motivated are more involved in learning and they use strategies to
promote deeper understanding and future application of that learning (Ersoz, 2001).
The actions of an autonomous learner will be congruent with sense of self and in line
with personal beliefs, attitudes and values (Fazey and Fazey, 2001). On the other
hand, self-determination theory provides the individuals with the opportunity to take
conscious control over their actions. In self-determined activities, human beings have
control over the direction of their behaviors, and autonomy in choices leads to higher
levels of motivation (Deci and Ryan 1985). Additionally, Dérnyei (2001) believes
that the relevance of autonomy to motivation in psychology has been best
highlighted by the influential ‘self-determination theory’, according to which the
freedom to choose and to have choices, rather than being forced or coerced to behave

according to someone’s else desire, is a prerequisite to motivation.

2.3.8. Ways and Views to Enhance LA in EFL

With the tendency to the individualized instruction, learning how to learn has
become a very exhilarating concept to focus and study in the field of foreign
language teaching/learning. As a result of this tendency, a sparkling interest in the

study of autonomous learning processes has been evident over the past two decades.
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The promotion of learner autonomy is an important explicit goal of the language
programme within the courses. It is also believed that promoting learner autonomy
should be very profitable for learners as they get consciously involved in language
processing and begin to develop their individual strategies (Opalka, 2001). Learner
autonomy is promoted through the provision of circumstances and contexts for
language learners which will make it more likely that they take charge- at least
temporarily- of the whole or part of their language learning programme, and which
are more likely to help rather than prevent learners from exercising their autonomy
(Cotteral, 1995). It may not be that difficult to bump into several ways and views to
enhance learner autonomy in EFL. Among them, Dickinson (1992) identifies six

ways “in which the teacher can promote greater learner independence":

1. legitimizing independence in learning by showing that we, as teachers,
approve, and by encouraging the students to be more independent;

2. convincing learners that they are capable of greater independence in learning
-give them successful experiences of independent learning;

3. giving learners opportunities to exercise their independence;

4. helping learners to develop learning strategies so that they can exercise their
independence;

5. helping learners to become more aware of language as a system so that they
can understand many of the learning techniques available and learn sufficient
grammar to understand simple reference books;

6. sharing with learners something of what we know about language learning so
that they have a greater awareness of what to expect from the language
learning task and how they should react to problems that erect barriers to

learning.

Nunan (1997) has proposed a programme for gradually increasing the degree
of autonomy of the learners by suggesting five levels for encouraging learner
autonomy. In Nunan’s Level One, ‘Awareness’, learners are made aware of the

pedagogical goals and content of the materials they are using. The process by which
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learners identify strategy implications of pedagogical tasks and identify their own
preferred learning styles/strategies is facilitated by the sections on planning and
learning styles and strategies. In Level Two, ‘Involvement’, where learners are
involved in selecting their own goals from a range of alternatives on offer, it offers
some example goals in its section explaining a page from the Learner Diary. In Level
Three, ‘Intervention’, learners are involved in modifying and adapting the goals and
content of the learning program. The planning of learners’ work is an on-going
process of modification and adaptation in the light of previous work as learners move
through the process from planning to evaluation, and as the results of the evaluation
feed back into planning further work. In Level Four, ‘Creation’, learners create their
own goals and objectives. They graduate from use or reliance on the learner
pathways to being able to create their own goals and objectives. This is explained in
the sections on planning. In the last level, ‘Transcendence’, learners go beyond the
classroom and make links between the content of classroom learning and the world

beyond.

Littlewood (1997) gives a detailed explanation on how autonomy develops in
the process of language learning. According to Littlewood (1997), there are three

important features to be taken into account when developing learner autonomy.

a) Language teacher aims to develop students’ ability to operate
independently with the language and use the language to communicate in

real, unpredictable situations.

b) Language teachers aim to help their students to develop their ability to
take responsibility for their own learning and to apply active, personally

meaningful strategies to their work both inside and outside the classroom.

c) And at last, helping their students to increase their ability to communicate
and learn independently, language teachers also try to reach the goal of
helping their students to develop greater generalized autonomy as

individuals.
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Brajcich (2000) suggests the twelve ways to promote learner autonomy below.

—

. Encourage students to be interdependent and to work collectively. The less

students depend on their teacher, the more autonomy is being developed.

2. Ask students to keep a diary of their learning experiences. Through practice,
students may become more aware of their learning preferences and start to think

of new ways of becoming more independent learners.

(98]

. Explain teacher/student roles from the outset. Asking students to give their

opinions on the issue of roles could be beneficial.

~

. Progress gradually from interdependence to independence. Give the students time

to adjust to new learning strategies and do not expect too much too soon.

5. Give the students projects to do outside the classroom. Such projects may increase

motivation.

6. Give the students non-lesson classroom duties to perform (taking roll, writing

instructions, notices, etc. on the board for the teacher)
7. Have the students design lessons or materials to be used in class.

8. Instruct students on how to use the school's resource centers: the school library,

the language lab, and the language lounge.

Ne)

. Emphasize the importance of peer-editing, corrections, and follow-up questioning

in the classroom.

10. Encourage the students to use only English in class. Tell the students that this is a
great chance for them to use only English, and few opportunities like this exist
for them. Part of the role of the language teacher is to create an environment
where students feel they should communicate in the target language and feel

comfortable doing so.
11. Stress fluency rather than accuracy.

12. However, do allow the students to use reference books, including dictionaries

(preferably English-English with Japanese annotations), in class.
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Cotteral (1995) believes that all learning is the product of interaction: learner
autonomy does not arise spontaneously from within the learner but develops out of
the learner’s dialogue with the world to which he or she belongs. Therefore, we, as
teachers and educators, ought to be patient enough if we desire to help our learners
become more autonomous learners, taking charge of their own learning and directing
what they have acquired due to the fact that it does not happen over night, as Cotteral
said above. On the contrary, autonomy is a process that enables learners to be
responsible for their own learning through strategies and techniques applied in the

learning process.

Notwithstanding the fact that promoting learner autonomy is significance of
the language classrooms and vital for the higher education, Gardner and Miller
(1999) assert that there are various reports in the literature about learner resistance
towards autonomy. According to Sinclair and Ellis (1984, cited in Gardner and
Miller, 1999), many of the students, taking part in a language enhancement
programme in England, considered that it was the responsibility of the teacher to
perform the learning process itself. Another striking conclusion drawn by Willing,
whose study is with the reference to the study of migrant adults’ learning styles,
(1988, cited in Gardner and Miller, 1999) was that only 3 % of those surveyed
responded positively to the statement “I like to study English by myself (alone).”
Briefly, the fact that there is still doubt of many learners’ feelings associated with the
proposal of “self-teaching” remains vague in a sense. In other words, several
problems have been encountered while aiming to foster learner autonomy in the

actual learning process.

2.3.9. The Principles and Implementation of Lerner Autonomy

Cotteral (1999) identified six important variables in the promotion of
autonomous language learning. They include the role of the teacher, the role of
feedback, and the learners’ sense of self-efficacy, important strategies, dimensions of

strategies-related behavior, and the nature of language learning. In this section, some



54

of them found in her study and more variables will be reviewed.

2.3.9.1. Curriculum and Syllabus

Any curriculum for the autonomous learners should match as closely as
possible the learning process to which the students are exposed during their learning
period with the way our memories and cognitive structures work (Raya and
Fernandez, 2001). Following this idea, there must be a mutual relationship between
teacher and learner in a curriculum designed to promote learner autonomy because it
is vitally important for the learners to be taken into consideration and to be respected,
which makes the syllabus and curriculum a bit more flexible. In order for a learner to
understand the nature of a language and to formulate learning goals, learning
process, facilities available and negotiation between learners and teachers on the
curriculum is essential (Bloor and Bloor, 1988, cited in Sancar, 2001). The
curriculum becomes a way of organizing what the learner wants to do, rather than
sequencing of knowledge (Kenny, 1993). In a course which seeks to foster language
learners’ autonomy, time is devoted to raising learners’ awareness of ways of
identifying goals, specifying objectives, identifying resources and strategies needed
to achieve goals and measuring progress (Cotteral, 1995). Nunan (2004) shores up
this belief by stating that “learners are closely involved in the decision making
process concerning the content of their own learning and how it should be taught.” It
is merely a fact the learners will become more autonomous through decision-making
processes that will enable them to be in the middle of their own learning in this road.
Another important component of an autonomous curriculum is that the ideal
curriculum should include a variety of learning activities, materials, techniques so
that learners can choose the appropriate ones that meet their own learning goals and
styles of learning (Brown, 2001). As a consequence, the learners may develop their
language skills and the ability to select their goals, identify their future outcomes

about the language following the principles of the curriculum mentioned above.



55

2.3.9.1.1. Materials

The fact that learner autonomy has become relatively a crucial concept as an
educational aim over the last three decades has urged the materials writers, educators
and teachers to ponder over the importance of the materials to be exploited in the
classrooms. The design of tasks and materials which effectively promote such learner
independent has become a current issue of concern for materials writers and teachers
(Sinclair, 1996). Promotion of autonomy in the language classroom requires an
appropriate approach to the use of learning materials, plus a rigorous examination of
available materials and the view of learning that they demonstrate (Finch, 2001).
According to Dickinson (1987), there are three sources of materials for self-
instruction: authentic texts used directly by the learner, commercially available
courses and other materials used after they are or offer adaptation. The reasons why
they are valid materials for the promotion of learner autonomy in a language learning
context are that authentic texts enable the learners to be able to cover the realistic
features of that language, that they make the learners to be involved in this setting,
and that the learners can acquire easily whatever they are in need of without
obstacles. Additionally, McGarry (1995) argues that the use of authentic materials in
language learning helps foster autonomy by enabling learners to match learning
opportunities to their needs and to create of the conditions under which students can
most successfully exploit these opportunities. Gardner and Miller (1999) also offer
four kinds of materials to be used in self-access language learning. They are
published language-learning materials, authentic materials, specifically produced
materials and students contributions materials. Little (1989, cited in Gardner and
Miller, 1999) pinpoints that the authentic texts are likely to motivate learners and

promote acquisition.

The choice of the materials which will be used in the classroom atmosphere is
great of significance in an autonomous classroom due to the fact that it is assumed
that learners can develop the capacity to identify what kind of materials in the aim of

reaching their learning goals more properly. Lee (1996) highlights the criteria which
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effective self-access learning materials have to meet. According to Lee, firstly, they
must be highly interesting and motivating. Secondly, they have to be well-structured,
systematic and accompanied with clear and simple instructions. Thirdly, they should
be good-quality materials chosen or designed by teachers. Lastly, they ought to
include the qualities of learning materials. As for what kind of materials to be
utilized in the autonomous classrooms, there seems to be a consensus among
educators as to what is required. Autonomous learners must be able to range freely in
their choice of learning materials and tasks (Little, 1990a). Little (1991) suggests that
the learners should be provided with access to as wide range of materials as possible,
such as written and audio-visual data, reference books, including dictionaries and
grammars, newspapers and magazines, learner-designed material. They should be
encouraged to use learning materials on their own in accordance with their individual
needs and interests. Besides, Little (1994) gives impression that, Autotutor, an
interactive video system in which segments of authentic video are embedded in a
computer, can provide a stimulus of the interaction of learner and user perspectives
essential to the development of autonomy. Sheerin (1997) offers a list of material
types to be utilized for the development of autonomy. Guided discovery tasks based
on authentic data, questionnaires designed to help learners clarify or challenge their
beliefs about their language learning, study guides for language practice activities not
based on didactic materials, fluency activities for pairs and groups together with
checklists and guidelines for self-and peer evaluation, student-generated materials
and standard reading and listening exercises designed for a particular genre rather
than a particular text. Learner-selected and learner designed materials- journals,
posters, texts of various kinds, perhaps audio or video recordings provide clues to the
teachers about the learners’ preferences, interests and needs (Dam, 1995). These
materials may also help learners monitor and evaluate their progress. In addition,
classroom techniques and materials provide learners so that they can take initiatives
that shape their own learning (Little, 1994). In other words, the primary concern for
both teachers and learners is to select materials that can give rise to learners’
individual processes (Dam, 1995). Hence, the mutual consensus between learner and

teacher is highly required in terms of selecting materials.
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2.3.9.1.2. Assignments

Generally, assignments give the learners the opportunity to be able to exercise
and revise what they have acquired in the process of learning a foreign language.
Since it is obvious from the definition of ‘learning’, learners ought to be exposed to
some assignments and practice so as to become competent enough at any subject.
Homework is frequently seen as a necessary evil rather than an important
contribution to learner autonomy (Harmer, 2001). However, Little (1994) cites that
assignments play an important role in the development of leaner autonomy because
learners should use the target language in extended periods of time in the world for
the development of learner autonomy. Learner autonomy gets a powerful boost the
first time that homework is set for students to do out of class and they will have to
study without the help of a teacher (Harmer, 2001). Homework assignments urge
learners regularly to step back from the process of learning and reflect on how well
they did as a group or as an individual (Benson, 2001). The crucial thing to be
considered while planning an assignment for the learners is that they should be
related to the things in which the learners are personally involved or interested in and
something they can manage on their own. As a consequence, learners should be
involved in the process of determining the content of homework assignments (Little,

1994).

2.3.9.1.3. Outside Tasks

Task in the context of language learning has been used as a “label for various
activities including grammar exercises, practice activities and role plays” (Willis,
1996). Through tasks, the learners may be free to use any language they can to
achieve the outcome and adopt strategies which sometimes lead them to ignore
grammatical niceties and to create for themselves forms which are not sanctioned by
the target norms (Willis and Willis, 2001). Learners learn how to talk to negotiate
meaning, convey the message and listen for a reason so that they can establish solid

links between the classroom and the world outside the school and improve their
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social abilities as well as their proficiency levels (Lier, 1996). Learners should be
provided with tasks that necessitate which learners interact with each other and that
involve all participants in completing the activity (Brown, 2001) owing to the fact
that learners are given the chance to observe themselves, evaluate their performance

and direct their own learning through tasks appointed.

2.3.9.1.4. Journals

It is widely accepted that journals are great of importance in the promotion of
learner autonomy from different perspectives due to the fact that keeping journals
enables the learners to do a lot of vital things on their own. Harmer (2001) suggests
that many teachers ask students to keep journals or diaries of their learning
experiences, in the hope that their students will then reflect on their lessons, explore
their successes and difficulties, and come to a greater understanding about learning
and language. By keeping a written account of their work and their reflection on it,
learners gain deeper insights into their learning processes (Gardner and Miller,
1999). According to Wenden (1998), a good way of collecting information on how
students go about a learning task and helping them become aware of their own
strategies is to assign a task and have them report what they are thinking while they
are performing it. Learners can gain valuable data for research into the language-
learning process and have the opportunity to practice writing on a regular basis
through journals. According to Little (1990a), the study fulfilled in Scandinavia
revealed that journals enabled the learners to keep an individual record of the
learning undertaken and assesses how well or badly particular tasks have been done.
It is an imperative step to lead the learners to keep a journal which shows their

current picture of learning a foreign language.
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2.3.9.1.5. Portfolios

Portfolio is described as a purposeful collection of a student’s work that
provides evidence of the student’s skills, understandings or attitudes. In a portfolio,
the learners are expected to gather the information which displays how far they have
progressed. According to Kohonen (2000), language teachers can facilitate their
students to become aware of the wide range of goals and learning outcomes
connected with the language learning. Moreover, learners use their portfolio to
collect evidence of their achievements over a period of time and thus present for
assessment what they consider to be the best picture of their abilities (Gardner and
Miller, 1999). Genesee and Upshur (1996) add that portfolios can provide
information about students’ views of their own learning and the strategies that they
apply. The benefits of portfolios are also clarified by them in a detailed way. As
Genesee and Upshur accentuate (1996), portfolios may promote student involvement
in assessment, responsibility for self-assessment and student ownership of and
responsibility for their own learning. Through portfolios, the learners can assess their
own learning and become more self-directed and motivated by examining and

reflecting on their own work and the work of their peers.

2.3.9.1.6. Learner Logs

Learning logs are the structured student journals because learning logs
include prompts that the student has to complete and as a result the learner is directed

towards critical thinking about his learning process (Egel, 2003).

As to the benefits of learning logs, they are nearly the same as those of the
portfolios in that they provide the learners with the opportunity to observe
themselves, to become aware of what they have or have not acquired, and to explore
the reasons. Keeping a language learning log provides students with a concrete
record of their activities and progress during the course (Brown, 1998). Genesee and

Upshur (1996) indicate that learners themselves can use their learning logs for self-
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assessment, to monitor their progress towards achieving their personal goals or the
objectives of other content areas, and to identify areas difficulty linguistic or non-
linguistic. The reflective skills, which the learners use while keeping a learning log,

will aid the students’ development of learner autonomy.

2.3.9.1.7. Feedback

In the context of teaching in general, feedback is the information that is given
to the learner about his or her performance of a learning task, usually with the
objective of improving this performance (Ur, 1996). Therefore, since the learners are
expected to take over their own learning process in an autonomous learning,
feedback gains a lot more importance on the products fulfilled in the classroom

environment.

2.3.9.1.8. Type of Work: Individual, Pair or Group Work

The choice of which activities are going to be applied in the classroom
concerns for what a teacher is aiming for. Activities that are designed to perform
several different aims are usually arranged according to the atmosphere of the
classroom and the relations between the teacher and the learner. Learners can be
required to operate on a task using an interactional style of group arrangements, pair
work, and individual study, or whole-class participation, depending upon the nature
of the task or teacher and learner preferences (Dornyei, 2001). Learner autonomy
highly favors pair and group work rather than individual work in the classroom
because pair and group work develop learners’ capacity to use target language as a
medium of communication (Little, 1994). The individual and group project work
that forms a central part of learning activity in any autonomous classroom finds its
most satisfactory focus in authentic materials (Little, 1990a). Moreover, Dornyei
(2001) claims that learning situations in which individuals act as active participants

are revealed to be more stimulating.
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2.3.9.1.9. Selection of Activities

There exist numerous activities designed to promote learner autonomy in
which the learners are actively participated. Activities aiming to promote autonomy
are often presented in an unprincipled and inexplicit way (Sinclair and Ellis, 1992).
Littlejohn (1985) argues that the type of classroom activities designed to promote
learner autonomy should be carefully chosen and taken from real life. The activities
mentioned are to be related to the needs and interests of the learners so that they may
feel of a part of the community. They generally develop the feeling of ownership
over their learning because they give the chance to be able to direct their own
learning process. Little (1990a) adds that learning activities in the autonomous
classroom also need to be supported by some kind of source centre that embraces the
spoken as well as the written language and ideally equipped with audio, video and
computer technologies. Gardner and Miller (1999) offer various kinds of activities

such as workshops, English club, TV viewing, Native Speaker Contacts.

2.3.9.1.10. Classroom Setting

Classroom setting is an important factor, reflecting a number of relevant
features of the teaching/learning situation (Dubin and Olshtain, 1986). They add that
factors such as the number of the students and teachers in the classroom and whether
the desks are fixed or easily arranged might be very important considerations when
planning the atmosphere of the classroom. In a classroom where the atmosphere is
friendly and supportive, students are more willing to take risks in using the new
language (McKay and Tom, 2001). The physical settings, equipment and furniture
used with self-access language learning have an important role in instilling and
maintaining learner motivation (Gardner and Miller, 1999). In order for learners to
feel they have control over their own learning and learning environments, they
should be able to determine for themselves because learners naturally fall into a
comfortable pattern of self-selection (Brown, 2001). The classroom itself needs to

be easy to be organized and must involve the students “owners” of the facilities
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rather than simply users. What is more, according to Gardner and Miller (1999), the
teacher needs to be able to turn the classroom into a different type of setting quickly
and easily so that students can feel freer to organize their learning. Seating of
students should be arranged in a way that the teacher can lead the learners to choose
the content, respect for themselves, which is the key element to promote learner
autonomy in the foreign language classrooms. What should look like in the

autonomous language classroom in terms of classroom setting is shown in figure 2

below.
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Figure 2: An alternative classroom layout in an autonomous classroom

(Gardner and Miller, 1999: 142)

2.3.9.1.11. Classroom Management

It has long been observed in the classrooms that teacher authorities the
classroom without consulting the learners’ needs and interests and directs the
classroom on the beliefs based on his experiences. This can not be the case due to the
changes we have encountered in terms of several various aspects. It is widely
accepted that the learners will not be willing to take more actions to take
responsibility for their own learning unless they are involved in the process of
determining the classroom rules and principles, which has the learners lack the sense
of belonging. Therefore, in order for the learners to feel the ownership over their

learning contexts, they can be encouraged to formulate classroom and group rules



63

through negotiation (D6rnyei, 2001). According to Littlejohn (1983, cited in Gardner
and Miller, 1999) the learners may be encouraged to take more control over the
management of their own study both inside and outside the classroom. In order to be
a member of a community where a learner desires to acquire the language, they
ought to be involved in determining the norms. There is likely to be little control
over many of the learners in a self-access classroom (Gardner and Miller, 1999). It is
merely a fact that learners can contribute to the management of self-access learning.
Dornyei claims (2001) that they naturally tend to abide by these rules without
teachers’ having to exercise their authority. For the promotion of learner autonomy,
it is essential for the teachers to make a negotiation between the two faces of the
learning process, teacher and learner, on the basis of rules and norms. Otherwise, it is
bound that the learners will feel miserable and have difficulty struggling with the

problems occurred in the classrooms.

2.3.9.1.12. Learner Contract

In traditional education, the learning activity is structured by the teacher and
the institution. Learners who have no clear idea of their objectives, who are
wandering from one piece of material to another with no definite idea of where they
are progressing, or what they want to achieve, very quickly get dispirited and are
likely to give up their attempts at language learning (Dickinson, 1987). Learner
contract is an arrangement between the learner and the tutor or between the learner
and himself. Learning contracts are considered by practitioners in adult education to
be a significant means for fostering self-direction and expectancy for success. They
are effective for assisting adults in understanding their learning interests, planning
learning activities, identifying relevant resources, and becoming skilled at self-
assessment (Wlodkowski, 1999). In order to overcome this, learning contracts
provide a vehicle for making the planning of learning experiences a mutual
understanding between a learner and any helper, mentor, or teacher (Hiemstra, 1994).
Through learner contracts, the learners can diagnose their personal needs, objectives,

identify resources, choose strategies and evaluate accomplishments the learner
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develops. Therefore, using learner contracts in an autonomous learning environment
may provide the learners to take charge their own learning process, for they feel that

there should be responsibility among the teacher and learner.

2.3.9.2. Learner and Teacher Roles in Autonomous Learning

There would need to be a shift of emphasis and a gradual change of attitude
on the part of both the teacher and pupils’ when preparing learners for independence
(Dickinson and Carver, 1980). In the light of this statement, the changing roles of the

teacher and the learner will be scrutinized below.

2.3.9.2.1. Learner Role

In the previous sections the attitudes and dispositions of an autonomous
learner in an EFL context were given in a detail way and from different authors and
perspectives. Briefly, an autonomous learner is ready and willing to take his own
learning and aware of the learning process he will come across. It is time to clarify
what an autonomous learner does in his learning process in the classroom

atmosphere.

The learners have traditionally relied very heavily on their teachers as
managers of their learning (Carter, 2001). Benson (2001) adds that learners who
were used to teacher-centered education would need to be psychologically prepared
for more leaner-centered learning. It may not be demanding to conclude that learners
have considerably altered their roles in a more autonomous classroom. Learner
awareness is regarded as a very crucial component in the promotion of learner
autonomy. Through awareness, learners may set up learning goals, plan and practice
learning activities, select and use appropriate learning strategies, monitor their
progress, and actively engage in the learning process (Holec, 1981; Little, 2004).

Another crucial thing is the choice that the learner has in the autonomous classroom.
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At the heart of learner autonomy lies the concept of choice (Cotteral, 1995). It is the
learner who chooses what he will acquire in the learning process rather than the
teacher. Learner training, the third factor, is increasingly being advocated as a way of
preparing students to get the best out of autonomous learning (Dickinson, 1988). In
order to help students become autonomous, it would be more effective to provide
learner training (Lee, 1998), which is the key component for the promotion of learner
autonomy. Dickinson (1993) alleges that learner training should aim to help learners
develop the ability to take more responsibility for their own learning. Lastly, a closer
look at the fundamental principle of autonomous learning reveals that the locus of
control and responsibility lies primarily in the hands of the individual learner
(Pierson, 1996). Autonomous learners are willing to take on the responsibility for
their learning —they see themselves as having a crucial role in their language learning
(Wenden, 1991). Dubin and Olshtain (1986) argue that the learners are put into
situations in which they must share responsibilities, make decisions, evaluate their

own progress, develop individual preferences, and so on.

2.3.9.2.2. Teacher Role

The majority of students are still being taught in ways which promote
dependence and leave them ill-equipped to apply their school-learnt knowledge and
skills to the world beyond the classroom (McGarry, 1995). From this view, it does
not seem to be that difficult to conclude that it is the teacher who plays the central
role to make the learners become more autonomous in the language classroom. In
order for self-access language learning to be successful, teachers must prepare their
students to accept more responsibility for their learning than they may be accustomed
to (Gardner and Miller, 1999). Little (1995) props up that teachers need freedom so
that they can apply their autonomy in teaching. If, as teachers, we are to succeed in
promoting learner autonomy, we need to understand how our learners perceive
autonomous learning and their responsibilities in learning (Lee, 1998). Therefore, it
is very important for the teachers to become aware of their own and their learners’

beliefs and attitudes when attempting to promote autonomy. Attempts to theorize the
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process of 'autonomisation' (Little, 2000) have been strongly influenced by neo-
Vygotskian psychology, which sees learning as a matter of supported performance
and emphasizes the interdependence of the cognitive and social-interactive
dimensions of the learning process. According to this model, the teacher's role is to
create and maintain a learning environment in which learners can be more
autonomous in order to take the responsibility. In the promotion of learner autonomy,
teachers role have greatly changed from the traditional one, like source-giver, to the
more modern and active roles. Unlike them, learner autonomy requires teachers to
act as catalysts, discussants, consultants, observers, analysts, facilitators and
counselor to stimulate the learning process in various ways (Little, 1991). The role of
the teacher in an autonomous classroom is facilitator rather than the role of teacher as
authority (Brookfield, 1994). By the guidance of the teachers, learners who are
encouraged to alter their styles of learning are likely to set their idealistic goals, plan
their own programs and be aware of their perspective of how to learn. It is also
crucial for the teacher to establish a good relationship with learners, supporting and
guiding them in their learning, e.g. by helping them formulate their goals more
clearly, and providing feedback, encouragement, and reinforcement. The teachers see
their learners as partners, motivate them by encouraging responsibility and self-
confidence and lead them to discover the solutions once they are blocked by an
obstacle. Therefore, teachers ought to create a relaxed learning atmosphere where
“the learners participate actively in and contribute to classroom activities, explore
alternative solutions to problems, evaluate critically the teacher’s decision on
management, materials and give alternative suggestions and initiate appropriate
learning activities in and outside class through independent action”. (Chan, 2001b)
Teachers need to be sensitized to the students’ own beliefs and attitudes as a first step
in becoming aware of any changes in their roles when working with their students in
self-access mode (Gardner and Miller, 1999). In addition, teachers train learners to
gradually become more active, reflective and critical thinkers in using learning
strategies for their own learning as well as encouraging them to initiate experimental

practice inside and outside the classroom (Dam, 1995).
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2.3.9.3. Assessment in Learner Autonomy

In an autonomous classroom... evaluation is viewed as the pivot of good
learning/teaching cycle (Cotteral, 1995). The tradition of teacher-centered and
didactic learning modes has a significant effect on students’ learning (Chan, 2001a).
With the advent of communicative language teaching, unlike the traditional testing
methods, for instance oral and written exams, the innovations fulfilled in the last
three decades, it goes without saying, have altered the way the learner is measured.
The term self-assessment has become very important during this time. According to
Oscarsoon (1998) there are six different reasons why self-assessment can be
beneficial to language learning. First, he emphasizes that self-assessment gives
learner training in evaluation which results in benefits to the learning process.
Secondly, it provides both learners and teachers a raised level of awareness of
perceived levels of abilities. Thirdly, it is highly motivating in terms of goal-
orientation. Fourth, the range of assessment techniques is expanded in the classroom
through the use of self-assessment. Fifth, by practicing self-assessment, the students
can participate in their own evaluation. The sixth reason is that by successfully
involving students in their own assessment, beneficial post-course effects will ensue.
In the last decade, with the increased attention to learner-centered curriculum, needs
analysis, and learner autonomy, the topic of self-assessment has become a particular
interest in testing and evaluation (Blanche, 1998). In terms of assessment and
evaluation, classrooms which have the development of autonomy as a goal will place
great store on training learners in techniques of self-assessment, ongoing monitoring,
self-evaluation and reflection (Nunan, 1996). Blue (1994) cites that interest in self-
assessment developed out of a more general interest in the area of autonomous
learning or learner independence. Self-assessment enables learners to undertake more
responsibility regarding their own learning, identify their weak and strong areas as
well as effective language learning strategies and materials (McNamara and Deane,
1995, cited in Kuguroglu, 1997). Gardner (1999) adds that self-assessments provide
the learners with personalized feedback on the effectiveness of their learning

strategies, specific learning methods and learners can use this feedback to evaluate
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their approach to language learning. Through self-assessment, learners can monitor
and reflect on the effectiveness of their own learning progress. They can revise their
learning goals, objectives, learning process and the product based on their own
feedback from their perceptions and goals (Bailey, 1996, cited in Kuguroglu, 1997).
What is more, self-assessment enables and encourages learners to share the
responsibility of assessment with teachers (Ozdere, 2005). To sum up, self-
assessment is desirable since it is essential for a learner preparing for autonomy to be
able to make some kind of judgment about the accuracy and appropriacy of her

performance (Dickinson, 1987).

2.4. Autonomy and Some Examples in Turkey

Apart from the scientific studies performed on learner autonomy in theory,
the concept of learner autonomy has not been captured so much attention from the
educators in practice in Turkey. Nonetheless, one may recognize a few samples
which are currently carried out in Turkey. For instance, in ITU Development
Foundation, the Private High School of Ekrem Elginkan, learner autonomy has been
implemented into foreign language classrooms so that the learners can take control
over their learning. The principles of learner autonomy in the classrooms are being
utilized with the aim of leading the learners to be responsible for their own learning.
Furthermore, learner autonomy is mentioned in the syllabus of Bursa-TED College.
As well as ITU, some important elements are being carried out there. Lastly, learner
autonomy is being performed as a lesson in M.A. by Associate Prof. Dr. F. Hiilya

Ozcan at Anatolian University, Eskisehir.

2.5. Current Developments and Future Trends- ELP

It seems probable that in the next few years much of the research relevant to
learner autonomy will be prompted by the desire to explore the impact of the ELP on

learners, teachers and educational systems. (Little, 2002)
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Up to 2000, there were a great many European Language Portfolio Projects
fulfilled in 16 organizations and European countries including Austria, Switzerland,
Czech Rep., Germany NRW, France CAEN, France CIEP, Finland, UK CILT,
Hungary, Italy UMBRIA, Ireland, Holland, Portugal, Russia, Sweden, Slovenia,
CERCLES, EAQUALS, and the European Language Council. What these projects
were familiar with learner autonomy was that all these projects aimed to promote
autonomy through the development of self-directed learning. For instance, in the
Finnish ELP Project report of July 2000, it was mentioned that the key objectives

WErc:

a) to promote self-directed learning and socially responsible language
learning

b) to develop reflective learning and self-assessment, emphasizing learning
to learn in foreign language education

c) to develop negotiated learning strategies and learner commitment

Another European Language Portfolio Project conducted in Sweden, which
started in mid-1999 and ended in July 2000, underlines some relevant features of

autonomy. What is emphasized in this project are:

a) the central role of self-assessment, and self-assessment instruments
provided
b) the usefulness of ELP as a pedagogic instrument supporting reflective

language learning and teaching.

Turkey, as a member of the Council of Europe, has done its part in the realm
of pilot projects based on ELP. Demirel (2005), the coordinator of the project,
carried out the study based on the components of ELP in a variety of schools. 13
kinds of schools from Antalya and Ankara and 35 teachers were appointed for this
project. Some seminars to inform the details about the project were performed by the

participations of some experts and teachers. This project fulfilled in 2001 aimed at:
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a) promoting lifelong-learning for the citizens
b) improving the learner strategies which help the learners acquire the
language

All these projects illustrate a communicative, action-based, learner-centered
view of language learning, similar to that in other Council of Europe projects on

needs analysis and learner autonomy and self-assessment (Heyworth, 2001).

2.6. Present Situation in Turkey

It is a fact that the quality of educational system is closely related to the
policy the government pursues. Yumuk (2002) describes the Turkish educational

system as follows:

“In Turkey recitation is a common mode of teaching in
both the primary and secondary educational systems.
The majority of learners undergo the process of
learning through traditional educational methods in
which the teacher is the ‘authority’ rather than the

N2

‘facilitator’.

As a consequence of the educational system in Turkey, the promotion of
learner autonomy seems to be a bit difficult as it is generally defined as traditional
and authoritative. Schools are rule-bound institutions in which it is nearly impossible

to react against rules.

Because teachers are also educated in the same Turkish educational system,
where the teacher is the main authority in the classroom, it might be difficult for

them to change their teaching strategies in a short period of time. (Yumuk, 2002)

As a result of this system, the learners do not tend to take responsibility for
their own learning during their educational process. It is a fact that many students
aspiring to learn English find themselves in a trouble of studying English due to the

fact they do not know how to study.
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To sum up, the educational system is regarded as being traditional, teacher-
centered where the traditional teaching methods are widely utilized. Moreover, the
schools are formed in a structure in which the authority is not shared, and
individuality and creativity are less encouraged. Therefore, Turkish learners are

mostly syllabus dependent, passive and exam oriented. (Ozdere, 2005)
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CHAPTER 111

RESEARCH METHODOLOGY

3.0. Introduction

The research design, the subjects of the study, group selection, experimental
treatment procedures, measurement of autonomy, instruments used in this study, the
method of data analysis, and administration of the instruments will be reviewed in

this chapter.

3.1. Research Design

The aim of this study was to promote learner autonomy through activities and
implementation at the Preparatory School, Gazi University. The nature of this study
necessitates an experimental design since the focus of exploration is to determine
whether there will be any difference in the levels of learner autonomy between the
experimental and control group as a consequence of implementing the principles of

learner autonomy and activities.

Experimental Group

Learner Autonomy Autonomy Learner Autonomy
Quesitionnaire implementation Quesitionnaire
LevelC

Control Group

Learner Autonomy Learner Autonomy

Quesitionnaire Quesitionnaire

Level C ————»

Figure 3: Research Design of the Study (Egel, 2003)
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Forty-one learners who study at preparatory school have been chosen as the
subjects of this study so as to promote learner autonomy through the activities.
There exist two main reasons why preparatory school EFL learners have been used
as the subjects in this study. First of all, the learners who are about to commence
one-year language programme are on the verge of a long-lasting period, language
learning. Once they acquire the basic principles of how to study English in a more
effective way, it means that it will probably be unproblematic for them to use it in the
future. The earlier they are aware of their language strategies about learning, the
easier it will be for them to travel in this path. Secondly, it has been assumed that
they are a bit more motivated to learn English since it is inevitably important for
them in their future careers and they will not continue studying at their departments

unless they pass the preparatory school.

The degree of autonomy was measured through administering the learner
autonomy questionnaire before the experimental treatment. Both experimental and
control group had the same education with the same teacher and for the same amount
of time. With the experimental group, the lessons were carried out through the
experimental treatment and principles of autonomy and activities designed to
promote learner autonomy while the lessons were conducted with ordinary teaching
methods with the control group. This implementation process lasted within 12 weeks.
The same questionnaire was administered in both the control and experimental group
following the experimental treatment so as to reveal whether any change would exist
between the control and experimental group. The data collected for this research
comes from the results of the questionnaire subsequent the actual classroom
implementation given to the control and experimental group. The questionnaire was

applied to 41 learners during the second term of the 2005-2006.
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3.2. Subjects and Group Selection

The subjects were 41 learners studying at preparatory school, Gazi
University, Ankara. The subjects consisted of 20 students for the experimental and
21 students for the control group. Groups were formed randomly. Due to the fact that
the writer of this thesis works at Gazi University, he found it appropriate to select

them for this research study as he could control the study very easily.

3.2.1. Experimental Group

Experimental Group consisted of 12 male and 8 female learners. All the
students in the experimental group belonged to the same age category ranging from
18 to 23. 8 learners had graduated from Super High School. 6 had graduated from
Anatolian High School where attendance to compulsory preparatory school was
required. Each 2 learner had graduated from respectively, State High School, Private
High School and Vocational High School. Whereas 5 learners were in the day class,
15 learners were in the evening class. The learners were studying at various faculties
of Gazi University such as the faculty of Economic and Administrative, the faculty
of Engineering and Architecture, the faculty of Technical Education and the faculty
of Medicine. When asked whether they liked learning English, 18 of the subjects
mentioned that they liked learning whereas only 2 of them did not like learning
English. 16 learners of the learners who took part in this study had attended the
preparatory school before while 4 learners mentioned that this was the first time they
had learned English. 15 learners had been learning English for more than 6 years
while 5 learners had been learning for less than 6 years. As for their self recognition
of learning English, 14 learners consider their level of English Proficiency to be
good, while 5 learners think that they have medium language proficiency. Only 1

learner claims that his level of English is poor.
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3.2.2. Control Group

Control Group consisted of 15 male and 6 female learners. All the students in
experimental group belonged to the same age category ranging from 18 to 26. 12
learners had graduated from Anatolian High School whereas each 2 learner,
respectively, had graduated from the State High School, Super Lycee, Private High
School and Vocational High School. Only 1 learner had graduated from High
School. Whereas 16 learners were in the day class, 5 learners were in the evening
class. The learners were studying at various faculties of the university such as the
Faculty of Economic and Administrative, the Faculty of Engineering and
Architecture, and the Faculty of Technical Education. When asked whether they
liked learning English, 15 of the subjects mentioned that they liked learning whereas
only 6 of them claimed they did not like learning English. 19 learners participating in
this study had attended the preparatory school before while 2 learners mentioned that
this was the first time they had learned English. 13 learners had been learning
English for more than six years while 8 learners had been studying English for less
than six years. When their self recognition of learning English is examined, 16
learners consider that they have medium language proficiency while 4 learners think
their level of English Proficiency is poor. Only 1 learner finds himself good in

English.



Table 1: Frequency of the background questionnaire

ITEMS EXPERIMENTAL CONTROL
f % f %
Gender Male 12 60,0 15 71,4
Female 8 40,0 6 28,6
18 — 20 19 95,0 20 95,0
Age
21 -26 1 5,0 1 5,0
Super 8 40,0 2 9,5
Anatolian 6 30,0 12 57,1
Lycee
Type Private 2 10,0 2 9,5
State 2 10,0 2 9,5
Vocational 2 10,0 2 9,5
Education Day Class 15 75,0 16 76,2
Type .
Evening Class 5 25,0 5 23,8
Economic and
Administrative 10 50,0 6 28,6
Engineering and
Faculty Architecture 4 20,0 13 61,9
Technical Education 2 10,0 2 9,5
Medicine 4 20,0 - -
Like/Dislike | Yes 18 90,0 15 71,4
English
No 2 10,0 6 28,6
Previous Prep |y ¢ 16 80,0 19 90,5
School
Attendance | N 4 20,0 2 9.5
Years.of Less than 6 years 5 25,0 8 38,0
Learning
English More than 6 years 15 75,0 13 62,0
Self-recognition Good 14 70,0 1 4.8
of English | \1i4qie 5 25,0 16 76,2
Level
Bad 1 5,0 4 19,0
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3.3. Experimental Treatment for Learner Autonomy

In this chapter, teacher, materials, activities, projects, journals, learner logs,
learner contract and portfolios constitute the sub-headings for the experimental

treatment.

At the beginning of the academic year, the subjects of this study were briefed
about both the aim of the self-directed learning programme and the cornerstones of
learner autonomy. Also, the activities and materials were shown to the learners so as
to inform about the way they would study. Self-evaluation tasks and learner logs
were given to the learners in terms of self-awareness, one of the key elements of

autonomy.

To sum up, the teacher and learners were notified of the process which would

be carried out during the implementation phase.

3.3.1. Teacher

As mentioned in the review of literature, the teacher plays a great role in
promoting learner autonomy. The teacher’s role greatly altered in the realm of quite a
few aspects for the period of the autonomy implementation. First of all, she
attempted to create an atmosphere in which the learners could feel more responsible
for their own learning instead of doing her job in a very traditional manner. Thanks
to the principles of autonomy, the teacher paid more attention to the learners’ needs
and interests. While formulating the classroom rules and the way the lesson was
conducted, the learners’ ideas were taken into consideration much more than they
had been in the previous years. In this respect, the teacher tried to establish a good
relationship with her learners and guide them in their learning, helping them set up
their goals more clearly, to provide feedback on their products and to encourage

them.
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3.3.2. Materials

In the present study, the materials utilized for the experimental group were
based on the authenticity due to the fact that authentic texts enabled the learners to
cover the realistic features of the language, which makes the learning process more
permanent. The materials were simply the authentic reading texts to help them be
involved in the setting and to match learning opportunities to their needs and to
create the conditions under which they can most successfully exploit these
opportunities throughout the implementation phase. These materials were generally

interesting, motivating, well-structured and systematic.

3.3.3. Activities

The activities which are used in the classroom to promote autonomy are
based on real life and the needs of the learners in order that they could feel like a part
of the community. As the promotion stage is generally believed to process in a slow
and long way, it requires the activities to be practiced patiently and incessantly. Even
though we want the learners to be aware of the process as a whole and the actual
changes within each phase, the transition from one phase to another does not happen
so fast. In this respect, the teacher preferred to implement various activities on
learner strategies, motivation and self-monitoring during the implementation stage.
The activities to promote learner autonomy were conducted for the experimental

group, the results of which were recorded (See Appendix 2).

3.3.4. Projects

Since projects are very vital for promoting learner autonomy in that they
enable the learners to focus on their own piece of work, the teacher preferred to use
projects in the experimental group. For instance, tasks (projects) were appointed to
the learners while their interests and needs were taken into account so that they could

have the opportunity to interact with each other, observe themselves, evaluate their
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performance and direct their own learning all the way through tasks. These projects

were appointed to the learners voluntarily and fulfilled twice a month.

3.3.5. Journals

As observed in the literature, journals are very crucial for the promotion of
learner autonomy as they let the learners reflect their own learning and follow what
they have acquired. Meanwhile, they can enable the learners to keep an individual
record of the learning undertaken and assesses how well or badly particular tasks
have been done. Through journals, they could explain their feelings and ideas, which
enables them to be able to evaluate themselves. During the implementation phase,
the teacher had her learners keep the journals for the reasons mentioned above. (See

Appendix 3)

3.3.6. Learner Logs

They are very similar to the journals given that they both record the learners’
actual performance through written assignment. The teacher enables the learner logs
to be able to record what, how and why they have acquired during the course. The
learners kept the learner logs twice a week and shared them with their teacher. (See

Appendix 4)

3.3.7. Learner Contract

Learner contract is an agreement signed between the teacher and learners with
a view to providing both with a tool for making the planning of learning experiences.
Learners who have no clear idea of their objectives, who are wandering from one
piece of material to another with no definite idea of where they are progressing, or
what they want to achieve, very quickly get dispirited and are likely to give up their
attempts at language learning (Dickinson, 1987). To prevent this to happen, prior to

the implementation phase, the learner contract between the learners and the teacher
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was signed so that they could take their responsibility, be aware of their tasks and do

their parts. (See Appendix 5)

3.3.8. Portfolios

It is merely a fact that portfolios may promote student involvement in
assessment, responsibility for self-assessment and for their own learning and student
ownership of. In order to benefit from the portfolios in this aspect, the teacher, at the
beginning of the semester, asked their learners to keep portfolios in which the
learners would put their writing assignments, exercises, the songs they listened, and
the poems they tried to translate. Through the portfolios, the learners were able to
assess their own learning and become more self-directed and motivated by
examining and reflecting on their own work and the work of their peers. (See

Appendix 6)

3.4. Measuring Autonomy in the Classroom

There has been considerable argument on how autonomy can be measured or
evaluated in the context of language learning over the last few decades. As Nunan
(1997) points out, autonomy is not an “all-or-nothing concept”. Autonomy is a
multidimensional construct due to the fact that there are various behaviors which can
take place in numerous forms depending on age, language progress and perception
(Little, 1991). Therefore, it is nearly impossible to measure how much autonomy a
learner has. However, there have been not few attempts to assess learner autonomy.
For instance, Lucy M. Guglielmino developed a questionnaire designed to assess the
extent to which individuals report that they possess skills and attitudes associated
with self-directed learning (Benson, 2001). Except for him, we can mention Broady’s
(1996) questionnaire, which includes several items related to Guglielmo’s
questionnaire. Also, Camilleri (1997) developed a questionnaire to investigate
teachers’ attitudes towards learner autonomy. Benson (2001) claims that it would

indeed be convenient if we had a reliable method of measuring degrees of autonomy.
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We would be able to identify the development processes in the acquisition of
autonomy through such a measure. On the other hand, Little (1991) offers a
relatively reliable way to do what is expected by stating that “it is true that we
recognize autonomous learners by their behavior; autonomy, in other words, can

manifest itself in very different ways”.

Because it is hardly reasonable to give the learners a “test”, Benson (2001)
mentions that an alternative method of assessing abilities in applied linguistic
research is to observe performance in natural contexts of learning. While it is
difficult to judge whether learners have become more autonomous or not in a global
sense, it is possible to judge whether they are able to produce more effective learning
plans, participate more in decision-making processes, reflect more deeply on their
learning and so on (Benson, 2001). Investigating learner autonomy is not an easy
task since we can not directly observe or gauge the students or teachers’ level of state
of autonomous (Reinders, 2000). To sum up, it is possible to state that autonomy can
be measured through self-assessment, self-reflection, and learner independence, so
autonomy may be enhance via the development of these skills. In this study, not only
this method but also the questionnaire helped the researcher to gather the data with a

view of measuring autonomy.

3.5. Instruments

In this study, three instruments were administered to collect the data: a short
background questionnaire, LAQ 1 designed by the researcher and LAQ 2 designed
by Demirel (2002).

The background questionnaire entailing nine items was formulated with a
view to gathering general information about the subjects of this study. The items
asked in this section were about the learners’ gender, age, type of high school they

graduated from, the education type, their faculties, whether they like learning
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English, years of learning English experience, whether they had attended preparatory

school, and their own opinion about their level of English proficiency.

LAQ 1 related to the autonomy implementation into learning environment
was developed by the researcher while focusing on the aspects mentioned in
Camilleri’s questionnaire (1997). This questionnaire, after its reliability and validity
had been turned out to be, was applied to the subjects of this study to gather the
information. The questionnaire with 15 questions based on the dimensions such as
learner choice, motivation, assessment, learner training, and encouragement was
composed in the form of likert-type scale. Responses range from ‘1°’= “never” to

“very much”="5".

LAQ 2 developed by Demirel (2002) was about the actual view on the
learning process. After the experimental treatment of autonomy, this questionnaire
was implemented to the learners to be able to identify whether any change would
exist between the groups. Even though this questionnaire was a bit longer than it is
used in this study, some parts of it were removed on account of the irrelevancy to the
point and it was compiled by the researcher. The questionnaire was composed of 15
statements based on the dimensions such as the independent work in language
learning, self-awareness, responsibility and language learning activities. It was
designed in the form of likert-type scale. Responses range from ‘1’= “I totally
disagree” to ‘5’="1 strongly agree” Likert-type scale was used in the design of the

questionnaire.

The instruments used in this study had likert-scale of five items ranging from
1 to 5. Since both questionnaires had likert-scale of five items, their keys were taken
into consideration during the discussion of the descriptive statistics of both
questionnaires. Following is the key to understanding the averages suggested by the

questionnaires respectively (See Appendix 1).
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LAQ 1 LAQ 2

1. Never 1. Strongly disagree
2. Little 2. Disagree

3. Partly 3. Not sure

4. Much 4. Agree

5. Very much 5. Strongly agree

3.6. Observations

Observations, in language learning, are widely used to examine the actual
behaviors within a context. Seliger and Shohamy (1989) claim that the main
advantage of using observations for collecting data is that they allow the study of a
phenomenon at close range with many of the contextual variables at present, a

feature which is very important in studying language behaviors.

During the implementation stage, the researcher gathered observational data

by taking part in some of the courses with the experimental group.

3.7. The method of Data Analysis

The data collected was analyzed using the Statistical Program for Windows
version 12.0. The descriptive statistics of the questionnaires were calculated. The
total scores were compared with Mann Whitney U non-parametric test to find out the

difference between the experimental and control group in the pre-test.

Apart from the Mann Whitney U test, independent sample t-test, paired-
sample t-test and student t-test were utilized to identify whether the experimental

group had become more autonomous than the control group.
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3.6. Administration of the Instruments

The questionnaire was utilized twice in this study. The first time was to
identify whether there would be any significance between the control and
experimental group. Secondly, after the experimental treatment, the questionnaire
was administered to find out whether there would be any difference between the

experimental and control group as a consequence of autonomy implementation

during the second term of the 2005-2006.

Prior to administering the tests to both experimental and control group, the
learners were verbally informed of the purpose of the study. Not only were the
subjects told that these questions would provide invaluable data on how to study
better and what they would do to improve their study skills but also they were

informed that there were no right or wrong answers to the statements.

The questionnaire was administered in Turkish in order that there would not
be any fear of comprehending English, which their level of English proficiency

proved.
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CHAPTER IV

FINDINGS, RESULTS AND INTERPRETATION

4.0. Introduction

In this chapter, the descriptive statistics of the data gathered by means of the

instruments will be presented and discussed.

4.1. Findings

The data collected was analyzed using the Statistical Program for Windows

version 12.0. The descriptive statistics of the questionnaires were calculated.

The Cronbach’s alpha values of data gathered from the LAQ 1 developed by
the researcher were calculated to find out their reliabilities. As a consequence of the
calculation, it was revealed that the LAQ 1 had high reliability. The Cronbach’s
alpha value of this questionnaire was 0, 88. As to the LAQ 2 developed by Demirel
(2002), reliability and validity of this questionnaire had been previously assessed.
However, its reliability was calculated and the Cronbach’s alpha value was 0, 87,

which points out that both instruments used in this study had relatively high

reliability.
Table 2: Reliability Statistics Table 3: Reliability Statistics
(LAQ 1) (LAQ2)
Cronbach's Alpha | N of It
Cronbach's Alpha N of Items ronbach's Alpha of Items
0,876
0,881 , 15
’ 15
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4.1.1. The Findings of the Data Gathered from the Experimental Group in the

Post-Test in terms of Previous Preparatory School Attendance

Table 4: The relation Between the Experimental Group in the post-test in terms of previous

preparatory school attendance

post-test post-test
LAQ 1 LAQ?2
Mann Whitney U 31,5 30,5
Wilcoxon W 167,5 40,5
Z -0,047 -0,142
p 0, 887

When the relation between the experimental group in the post-test and the
previous preparatory school attendance is examined, we can state that there is no
meaningful difference not only in the LAQ 1 (p=0,962>0,05 Mann-Whitney U test)
but also the LAQ 2 (p=0,887>0,05 Mann-Whitney U test).

4.1.2. The Findings of the Data Gathered from the Pre-Test of the Experimental
and Control Group

The data gathered from the LAQ 1 and the LAQ 2 was calculated to find out
the descriptive statistics of the total items. The value of table indicates that there
does not exist a meaningful difference between the results of the experimental and
control group in terms of the pre-test before the treatment (p=0,270>0, 05 Student t-
test) and (p=0,937>0, 05 Mann-Whitney U test).
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Table 5: The relation Between Experimental and ~ Table 6: The Relation Between the Experimental

Control Group for the LAQ 1 in the Pre-test and Control Group for the LAQ 2 in the Pre-test
LAQ1 T df P
207,000

Mann-Whitney U

LAQ2 |-1,118 |39

As the statistics display, two groups who had been appointed as control and
experimental group had no difference between them in terms of how much they had
autonomy before the treatment. It concludes that both groups had the same degree of
autonomy when the treatment process commenced, which made the study more

meaningful.

4.1.3. The Findings of the Data Collected from the Pre and Post-Test of the
Control Group

No meaningful difference exists in terms of not only the LAQ 1 but also the
LAQ 2 in the control group. The table 7 illustrates the results of the control group
after three months (p=0,789>0, 05 independent sample t-test) for LAQ 1 and for
LAQ 2 (p=0,400>0, 05 independent sample t-test).

Table 7: The Relation Between the Pre and Post-test in the Control Group

-271 | 20 0,789
Control . ’
Group Pair 1 LaQt -

LAQ 2 859 | 20 0,400

Pair 2
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As it can be seen in the table, the control group who had not been taught
through the autonomy implementation did not undergo much change within three
months. The reason why there existed no change between pre and post-test in terms

of control group may be reasoned by the significance of the treatment.

4.1.4. The Findings of the Data Gathered from the Pre and Post-Test of the

Experimental Group

As the aim of this study was to promote learner autonomy through activities
and implementation, in this section the relationship between the results of the pre and
post-test in terms of experimental group was calculated to measure how much
autonomy existed in the experimental group after the experimental treatment. When
examining the total scores of the LAQ 1 after the treatment, we can conclude that
there exists a meaningful difference between before and after the experimental
treatment (p=0,001<0, 05 independent sample t-test). Similarly, when the total scores
of the LAQ 2 are discussed, it is concluded that there is a meaningful difference
between before and after the experimental treatment (p=0,001<0, 05 independent

sample t-test).

Table 8: The Comparison of Total Scores Between the Pre and Post-test in the Experimental Group

Group t df P

Experimental Pair 1 pre-test LAQ 1
post-test LAQ 1 -7.847 19

Pair 2 pre-test LAQ 2
post-test LAQ 2 -5.366 19

Once the total scores of pre and post-test are compared with each other in the
experimental group, it may be inferred that the experimental group became more
autonomous than before the experimental treatment through the activities and

autonomy implementation carried out in the classroom.



Table 9: The comparison within the Experimental Group

&9

Group Mean N Std. Deviation
Experimental | Pair | Ilir/i-(t)eslt 28,5500 20 10,19017
szaels ! 48,1000 | 20 5,58098
Pair 2 lir[i'ée;t 44,5000 | 20 5,56776
Pfrgest 55,0500 20 6,14282

4.1.5. The Findings of the Data Gathered from the Post-Test of the

Experimental and Control Group

Start with the LAQ 1, there is a meaningful difference between the control

and experimental group (p=0, 001<0, 05 student t-test). As to the LAQ 2, there is

also a meaningful difference between the control and experimental group after the

treatment (p=0, 001<0, 05 student t-test).

Table 10: The Relation Between the Experimental and Control Group in terms of the Post-test

Group t df p
Experimental | Pair 1 Post-test
o | g | @
Pair 2 Post-test

As the table illustrates, a meaningful difference exists between the

experimental and control group, which signifies that the degree of autonomy in

experimental group was higher whereas that of autonomy in control group was

lower. This, thus, concludes that the treatment provided to the experimental group

increased the total score in terms of autonomy and the learners in the experimental

group became more autonomous than those in the control group.
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4.1.6. The Findings of Each Item in the LAQ 1 in terms of Both Tests in the

Experimental and Control Group

Item 1: How much are you involved in establishing the objectives of a course?

Ist item was designed to measure whether the subjects were involved in

establishing the objectives of a course.

Table 11: Frequency Distribution of Item 1 in the LAQ 1

Pre-Test Post-Test
Group f % f %
Experimental Valid Never 8 40,0 5 25,0
Little 3 15,0 6 30,0
Partly 4 20,0 6 30,0
Much 4 20,0 3 15,0
Very Much 1 5,0 ] ]
Total 20 100,0 20 100,0
Control Valid Never 9 429 7 33,3
Little 3 14,3 5 23,8
Partly 4 19,0 7 333
Much 4 19,0 2 9,5
Very Much 1 4,8 - -
Total 21 100,0 21 100,0

In the experimental group, 40 % of the subjects state that they are never
involved whereas only 25 % of them state that they are much involved in
establishing the objectives of a course in the pre-test. While 30 % of the subjects
state that they are partly involved in establishing the objectives of a course, the
percentage of the subjects who state that they are much involved in this process is 15

% 1n the post-test.

In the control group, while 42, 9 % of the subjects have chosen “never”, only
4, 8 % of the subjects state that they are “very much” involved in establishing the
objectives of a study. As to the post-test, 33, 3 % of the subjects state that they are
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“never” involved in this process while only 9, 5 % of the subjects state that they are

“much” involved in establishing the objectives of a study.

While 15 % of the subjects state that they are much involved in establishing
the objectives of a course of study in the experimental group, the percentage of the
subjects who state much is 9,5 % in the control group. There is a meaningful

difference between the control and experimental group (p=0,001<0, 05 paired sample

t-test).

Item 2: How much are you involved in deciding the course content?

2nd item was designed to measure whether the subjects were involved in

deciding the course content, what they would learn and what materials they would

choose.
Table 12: Frequency Distribution of Item 2 in the LAQ 1
Pre-Test Post-Test

Group f % f %
Experimental Valid Never 8 40,0 1 5,0
Little 6 30,0 8 40,0

Partly 3 15,0 5 25,0

Much 3 15,0 3 15,0

Very Much - - 3 15,0
Total 20 100,0 20 100,0

Control Valid Never 9 42,9 9 42,9
Little 3 14,3 8 38,1

Partly 4 19,0 1 4.8

Much 4 19,0 3 14,3

Very Much 1 4,8 - -

Total 21 100,0 21 100,0

In the experimental group, 40 % of the subjects state that they are “never”
involved whereas only 15 % of them state that they are “much” involved in
establishing this process in the pre-test. While 40 % of the subjects state that they are

“little” involved in establishing the objectives of a study, the percentage of the
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subjects who state that they are “much” involved in this process is 15 % in the post-

test.

In the control group, 42, 9 % of the subjects state that they are “never”
involved in deciding the course content whereas only 4, 8 % of the subjects state that
they are “very much” involved in this process in the pre-test. In the post-test, only
14, 3 % of the subjects state they are much involved in deciding the course content
while the percentage of the subjects who state that they are never involved in

deciding the course content has remained the same (42,9 %) .

30 % of the subjects state that they are “much” involved in deciding the
course content in the experimental group whereas only 14, 3 % of the subjects state
“much” in the control group. There is a meaningful difference between the control

and experimental group (p=0,001<0, 05 paired sample t-test).

Item 3: How much are you involved in selecting materials?

3rd item was about the involvement of materials selection for the subjects.
This item aims to find out whether the subjects were involved in selecting materials

to be exploited in the classroom.

Table 13: Frequency Distribution of Item 3 in the LAQ 1

Pre-Test Post-Test
Group f % f %
Experimental Valid Never 14 70,0 4 20,0
Little 2 10,0 4 20,0
Partly 2 10,0 6 30,0
Much 2 10,0 5 25,0
Very Much - - 1 5,0
Total 20 100,0 20 100,0
Control Valid Never 14 66,7 12 57,1
Little 3 14,3 6 28,6
Partly 2 9,5 2 9,5
Much 2 9,5 1 4,8
Very Much - - - -
Total 21 100,0 21 100,0
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In the experimental group, 70 % of the subjects state that they are “never”
involved whereas only 10 % of them state that they are “much” involved in selecting
materials in the pre-test. While 25 % of the subjects state that they are “much”
involved in selecting materials, the percentage of the subjects who state that they are

“never” involved in materials selection is 20 % in the post-test.

In the control group, 66, 7 % of the subjects state that they are “never”
involved in selecting materials whereas only 9, 5 % of the subjects state that they are
much involved in this process in the pre-test. In the post-test, 57, 1 % of the subjects
state that they are “never” involved in selecting materials while the percentage of the
subjects who state that they are “much” involved in deciding the course content is

4, 8 %.

Whereas the percentage of the subjects who state that they are “much”
involved in selecting materials in the experimental group is 30 %, only 4,8 % of the
subjects state “much” in the control group. There is a meaningful difference between

the control and experimental group (p=0,001<0, 05 paired sample t-test).
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Item 4: How much are you involved in decisions on the time, place and pace of

the lesson?

4th item was designed to measure whether the subjects were involved in

decisions on the time, place and pace of the lesson.

Table 14: Frequency Distribution of Item 4 in the LAQ 1

Pre-Test Post-Test
Group f % f %
Experimental | Valid Never 16 80,0 6 30,0
Little 2 10,0 4 20,0
Partly 1 5,0 3 15,0
Much 2 10,0 6 30,0
Very Much 1 5,0 1 5,0
Total 20 100,0 20 100,0
Control Valid Never 16 76,2 15 71,4
Little 1 4.8 3 14,3
Partly 1 48 1 48
Much 2 9,5 2 9,5
Very Much 1 48 ] ]
Total 21 100,0 21 100,0

In the experimental group, 80 % of the subjects state that they are “never”
involved in decisions on the time, place and pace of the lesson while only 5 % of the
subjects state they are “very much” involved in this process in the pre-test. In the
post-test, 30 % of the subjects state that they are much involved in the decisions on

time, place and pace of the lesson while 30 % of the subjects state that they are

“never” involved in this process in the post-test.

In the control group, 76, 2 % of the subjects state that they are “never”
involved whereas 4, 8 % of the subjects have reported that they are “very much”
involved in decisions about the elements of the lesson in the pre-test. In the post-test,
9,5 of the subjects state that they are “much” involved while the percentage of the

subjects who state that they are “never” involved in this process has not changed a lot
(71, 4 %).
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35 % of the subjects state that they are “much” involved in decisions on the
time, place and pace of the lesson in the experimental group while the percentage of
the subjects who state “much” is only 9,5 % in the control group. There exists a
meaningful difference between the control and experimental group (p=0,001<0, 05

paired sample t-test).

Item 5: How much are you involved in decisions on the methodology of the lesson?

5th item was designed to measure whether the subjects were involved in

decisions on the methodology.

Table 15: Frequency Distribution of Item 5 in the LAQ 1

Pre-Test Post-Test
Group f % f %
Experimental Valid Never 12 60,0 1 5,0
Little 3 15,0 2 10,0
Partly 2 10 10 50,0
Much 3 15,0 6 30,0
Very Much - - 1 5,0
Total 20 100,0 20 100,0
Control Valid Never 13 61,9 11 52,4
Little 3 14,3 9 429
Partly 2 9,5 1 4,8
Much 3 14,3 - -
Very Much - - - -
Total 21 100,0 21 100,0

In the experimental group, 60 % of the subjects state that they are “never”
involved whereas only 15 % of them state that they are “much” involved in this
process in the pre-test. While only 5 % of the subjects state that they are “never”
involved in the decisions on the methodology, the percentage of the subjects who

state they are “partly” involved in this process is 50 % in the post test.

In the control group, the results remain nearly the same. While 61.9 % of the

subjects have chosen “never”, the percentage of the subjects who state “much” is
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14, 3 % in the pre-test. As to the post-test, 52.4 % of the subjects state that they are
“never” involved in this process while there is no subject who states “much” or “very

much”.

35 % of the subjects state that they are “much” involved in decisions on the
methodology of the lesson in the experimental group whereas this percentage does
not exist in the control group. There exists a meaningful difference between the

control and the experimental group (p=0,001<0, 05, paired sample t-test).

6: How much are you involved in decisions on classroom management?

6th item aims to get information about the subjects’ participation in the

classroom management.

Table 16: Frequency Distribution of Item 6 in the LAQ 1

Pre-Test Post-Test

Group F % f %
Experimental Valid Never 11 55,0 3 15,0
Little 6 30,0 6 30,0
Partly 1 5,0 8 40,0
Much 2 10,0 3 15,0

Very Much - - - -
Total 20 100,0 20 100
Control Valid Never 11 52,4 8 38,1
Little 6 28,6 9 42,9
Partly 2 9,5 4 19,0

Much 2 9,5 - -

Very Much - - - -
Total 21 100,0 21 100,0

As seen in the table, in the pre-test 55 % of the subjects in the experimental
group state that they are “never” involved in decisions on classroom management
whereas only 10 % of them have thought that they are “much” involved in making

decision on the classroom rules. In the post-test, 40 % of the subjects state that they
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are “partly” involved in decision making on classroom management while only 15 %

of the subjects state that they are “never” involved in this process.

As to the control group, 52, 4 % of the subjects state that they are “never”
involved in decisions on classroom management while only 9, 5 % of the subjects
state that they are “much” involved in this process. In the post-test, the results do not
alter a lot, the percentage of the subjects who state that they are “little” involved is
42, 9 % while only of 19 % of the subjects state that they are “partly” involved in

decisions on classroom management.

15 % of the subjects state that they are much involved in decisions on
classroom management in the experimental group whereas there is no subject who
states “much” in the control group. A significant relation may be easily observed

between the control and experimental group (p=0,001<0, 05 paired sample t-test).

7: How much are you involved in decisions on homework tasks?

7th item was designed to gain information about the subjects’ active

participation on homework tasks.

Table 17: Frequency Distribution of Item 7 in the LAQ 1

Pre-Test Post-Test
Group f % f %
Experimental | Valid Never 9 45,0 - -
Little 5 25,0 2 10,0
Partly - - 6 30,0
Much 4 20,0 8 40,0
Very Much 2 10,0 4 20,0
Total 20 100,0 20 100,0
Control Valid Never 9 42,9 6 28,6
Little 6 28,6 9 429
Partly - - 6 28,6
Much 4 19,0 - -
Very Much 2 9,5 - -
Total 21 100,0 21 100,0
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As the table illustrates the percentage of the subjects who state that they are
“never” involved in decisions on homework tasks is 45 % while only 10 % of the
subjects state that they are “very much” involved in this process in the pre-test. As
for the post-test, whereas only 10 % of the subjects state that they are “little”
involved on the homework tasks, the percentage of the subjects who state that they

are “much” involved has risen in the experimental group (40 %).

In the control group, 42, 9 % of the subjects state that they are “never”
involved in the process whereas only 9.5 % of the subjects state that they are “very
much” involved in decisions on homework tasks in the pre-test. As to the post-test,
the percentage of the subjects who state that they are “never” involved in the process
has decreased to 28, 6 % while there is no subject who has stated that they are

“much” or “very much” involved.

While % 60 of the subjects state that they are “much” involved in decisions
on homework tasks in the experimental group, there is no subject who states “much”
in the control group. A significant difference between the control and experimental

group exists (p=0,001<0, 05 paired sample t-test).
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8: How much are you encouraged to assess yourself?

8thitem was about the self-assessment of the learners during the learning

process.
Table 18: Frequency Distribution of Item 8 in the LAQ 1
Pre-Test Post-Test

Group f % f %

Experimental Valid Never 5 25,0 - -
Little 11 55,0 3 15,0
Partly 1 5,0 3 15,0
Much 2 10,0 11 55,0
Very Much 1 5,0 3 15,0
Total 20 100,0 20 100,0
Control Valid Never 6 28,6 4 19,0
Little 11 52,4 12 57,1
Partly 1 4.8 5 23,8

Much 2 9,5 - -

Very Much 1 4,8 - -
Total 21 100,0 21 100,0

In the experimental group, 55 % of the subjects state that they are “little”
encouraged to assess themselves while only 5 % of them state they are “very much”
encouraged in the pre-test. In the post-test, the percentage of the subjects who state
that they are “much” encouraged has risen to 55 % whereas only 15 % of the subjects

state that they are “little” encouraged to assess themselves.

In the control group, whereas 52.4 % of the subjects state that they are “little”
encouraged in the pre-test, only 4, 8 % of the subjects state that they are “very much”
encouraged. In the post-test, the percentage of the subjects who state that they are
“little” encouraged is 57.1 % while only 19 % of the subjects who state that they are

“never” encouraged to assess themselves.

70 % of the subjects state that they are “much” encouraged to assess

themselves in the experimental group while there is no subject who states “much” in
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the control group. A significant relation may be observed between the experimental

and control group (p=0,001<0, 05 paired sample t-test).

9: How much are you involved in decisions on what to focus on from materials

given by the teacher?

Oth item was designed to measure whether the subjects were involved in

decisions on what to focus on from materials given by the teacher.

Table 19: Frequency Distribution of Item 9 in the LAQ 1

Pre-Test Post-Test

Group f % f %
Experimental Valid Never 10 50,0 3 15,0
Little 5 25,0 7 35,0

Partly 2 10,0 3 15,0

Much 2 10,0 6 30,0

Very Much 1 5,0 1 5,0
Total 20 100,0 20 100,0

Control Valid Never 11 52,4 4 19,0
Little 5 23,8 9 429

Partly 2 9,5 7 33,3

Much 2 9,5 1 4,8

Very Much 1 4,8 - -

Total 21 100,0 21 100,0

In the experimental group, 50 % of the subjects who state that they are
“never” involved in decisions on what to focus on from materials whereas only 5 %
of them state that they are “very much” involved in the pre-test. As to post test, the
percentages have greatly changed, the percentage of the subjects (15 %) who state
that they are “never” involved in this process has decreased while only of 30 % of
them state they are “very much” involved in decisions on what to focus on from

materials in the post-test.

In the control group, 52, 4 % of the subjects state that they are “never”

involved in decisions on what to focus on from materials while only 4, 8 % of the




101

subjects state that they are “very much” involved in this process in the pre-test. As
for the post-test, 42, 9 % of the subjects have mentioned that they are “little”
involved while only 4, 8 % of the subjects are “much” involved in decisions on what

to focus on materials.

While 35 % of the subjects state that they are “much” involved in decisions
on what to focus on from materials given by the teacher in the experimental group,
the percentage of the subjects who state “much” is only 4,8 % in the control group. A
meaningful relation may be observed between the experimental and control group

(p=0,001<0, 05 paired sample t-test).

10: How much are you involved in decisions on the choice of learning tasks

(projects, presentations)?

10th item was about the involvement of the learners’ decisions on learning

tasks such as projects and presentations.

Table 20: Frequency Distribution of Item 10 in the LAQ 1

Pre-Test Post-Test
Group f % f %
Experimental | Valid Never 12 60,0 3 15,0
Little 3 15,0 1 5,0
Partly - - 9 45,0
Much 5 25,0 4 20,0
Very Much - - 3 15,0
Total 20 100,0 20 100,0
Control Valid Never 11 52,4 11 52,4
Little 5 23,8 7 33,3
Partly 2 9,5 3 14,3
Much 2 9,5 - -
Very Much 1 4,8 - -
Total 21 100,0 21 100,0

In the experimental group 60, 0 % of the subjects state that they are “never”
involved in decisions while only 25 % of the subjects state that they are “much”

involved in this process in pre-test. In the post-test, the percentage of the subjects
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who state that they are “never” involved in process is 15 % whereas 45 % of the
subjects state that they are “partly” involved in decisions on the choice of learning

tasks.

In the control group, 52, 4 % of the subjects state that they are “never”
involved in decisions on the choice of learning tasks while only 4, 8 % of the
subjects state that they are “very much” involved in this process in the pre-test. As to
the post-test, the percentage of the subjects who state that they are never involved in
the process has remained the same (52, 4 %) while 14, 3 % of the subjects state that

they are “partly” involved in decisions on the choice of learning tasks.

While the percentage of the subjects who state that they are “much” involved
in decisions on the choice of learning tasks is 35 % in the experimental group, there
is no subject who states “much” in the control group. There is a significant relation

between the experimental and control group (p=0,001<0, 05 paired sample t-test).
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11: How much are you encouraged to formulate your own explanations for

classroom tasks?

11th item was designed to measure whether the subjects were encouraged to

formulate their own explanations for classroom tasks.

Table 21: Frequency Distribution of Item 11 in the LAQ 1

Pre-Test Post-Test
Group f % f %
Experimental | Valid Never 7 35,0 - -
Little 7 35,0 4 20,0
Partly 5 25,0 5 25,0
Much 1 5,0 8 40,0
Very Much - - 3 15,0
Total 20 100,0 20 100,0
Control Valid Never 3 52,4 8 38,1
Little 7 23,8 8 38,1
Partly 5 9,5 4 19,0
Much 1 9,5 1 4.8
Very Much | 4,8 - -
Total 21 100,0 21 100,0

In the experimental group, 35 % of the subjects state that they are “never”
encouraged to formulate their own explanations for classroom tasks whereas only
5 % of the subjects have reported that they are “much” encouraged in the pre-test. In
the post-test, only 20 % of the subjects state “little” while the percentage of the
subjects who state that they are “much” encouraged to formulate their own

explanations for classroom tasks is 40 %.

As to the control group, 52,4 % of the subjects state they are “never”
encouraged to formulate their own explanations for classroom tasks while only 4,8 %
of the subjects have ticked “very much” in the pre-test. The percentage of the
subjects who state “never” has not altered a lot (38,1%) while only 4,8 % of the

subjects have reported “much” in the post-test.
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55 % of the subjects state that they are “much” encouraged to formulate their
own explanations for classroom tasks in the experimental group whereas only 4, 8 %
of the subjects state “much”. A significant relation between the experimental and

control group exists (p=0,001<0, 05 paired sample t-test).

12: How much are you encouraged to find out learning strategies by yourself?

12th item was designed to find out whether the subjects were aware of their

learning strategies or willing to discover them.

Table 22: Frequency Distribution of Item 12 in the LAQ 1

Pre-Test Post-Test

Group f % f %

Experimental Valid Never 7 35,0 - -
Little 7 35,0 2 10,0
Partly 4 20 8 40,0

Much 2 10,0 6 30,0
Very Much - - 4 20,0
Total 20 100,0 20 100,0

Control Valid Never 7 33,3 6 28,6
Little 8 38,1 6 28,6

Partly 4 19,0 7 33,3

Much 2 9,5 1 4,8

Very Much - - 1 4.8
Total 21 100,0 21 100,0

In the experimental group, 35 % of the subjects state that they are “never”
encouraged to find out learner strategies by themselves whereas only 10 % of them
state that they are “much” encouraged to find out the strategies by themselves in the
pre-test. As for the post-test, the percentage of the subjects who state that they are
“little” encouraged to find out their learner strategies by themselves is 10 % while
only 30 % of them state that they are “much” encouraged to find out learning

strategies by themselves.

In the control group, 38, 1 % of the subjects state that they are “little”

encouraged to find out learning strategies by themselves while only 9, 5 % of the
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subjects state that they are “much” encouraged to find out learning strategies by
themselves in the pre-test. In the post-test, 33, 3 % of the subjects state that they are
“partly” encouraged to discover their learning strategies by themselves whereas

4, 8 % of the subjects are “much” encouraged.

50 % of the subjects state that they are “much” encouraged to find out the
strategies by themselves in the experimental group while the percentage of the
subjects who state “much” is only 9, 6 % in the control group. A meaningful
difference between the experimental and control group exists (p=0,001<0, 05 paired

sample t-test).

13: How much are you informed about how to study better on your own?

13th item was to gain the information about how the subjects study better on
their own. It aims to get the learners’ opinion about being informed regarding better

study skills during the actual classroom atmosphere.

Table 23: Frequency Distribution of Item 13 in the LAQ 1

Pre-Test Post-Test
Group f % f %
Experimental Valid Never 10 50,0 - -
Little 6 30,0 3 15,0
Partly 3 15 3 15,0
Much 1 5,0 11 55,0
Very Much - - 3 15,0
Total 20 100,0 20 100,0
Control Valid Never 10 47,6 10 47,6
Little 6 28,6 7 33,3
Partly 4 19,0 3 14,3
Much 1 4,8 1 4,8
Very Much - - - -
Total 21 100,0 21 100,0
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In the experimental group, 50 % of the subjects state that they are “never”
informed about how to study better on their own in the pre-test while the percentage
of the subjects who state that they are “much” informed about how to study better on
their own is 5 %. In the post-test, 55 % of the subjects state that they are “much
informed about how to study on their own while 15 % of the subjects state that they

are “partly” informed about how to study better on their own.

In the control group, 47, 6 % of the subjects state that they are “never”
informed about how to study better on their own whereas only 4, 8 % of the subjects
state that they are “much” informed about how to study better on their own. As for
the post-test, the percentage of the subjects who state that they are never informed
about how to study on their own has remained the same. Likewise, only 4, 8 % of the

subjects state that they are “much” involved about how to study better on their own.

Whereas 70 % of the subjects state that they are “much” informed about how
to study better on their own in the experimental group, the percentage of the subjects
who state “much” is only 4,8 % in the control group. There is a meaningful
difference between the experimental and control group (p=0,001<0, 05 paired sample

t-test).
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14: How much are you encouraged to keep the journals and take notes to follow

your progress during English learning?

14th item was designed to measure whether the subjects of the experimental
group are encouraged to keep the journals and take notes to follow their progress

during English learning.

Table 24: Frequency Distribution of Item 14 in the LAQ 1

Pre-Test Post-Test
Group f % f %
Experimental | Valid Never 7 35,0 - -
Little 8 40,0 3 15,0
Partly 4 20 3 15,0
Much 1 5,0 8 40,0
Very Much - - 6 30,0
Total 20 100,0 20 100,0
Control Valid Never 8 38,1 8 38,1
Little 8 38,1 5 23,8
Partly 4 19,0 3 14,3
Much 1 4,8 5 23,8
Very Much - - - -
Total 21 100,0 21 100,0

In the experimental group, 40 % of the subjects state that they are “little”
encouraged to keep journals and take notes to follow their progress during English
learning in the pre-test whereas 5 % of them state that they are “much” encouraged
to follow their English learning process. In the pos-test, there is no subject who has
stated that they are never encouraged to keep the journals and take notes to follow
their progress during English learning while 40 % of the subjects state that they are

“much” encouraged to keep the journals and take notes.

In the control group, 38, 1 % of the subjects state that they are “never”
encouraged to keep journals and take notes whereas only 4, 8 % of the subjects state

that they are “much” encouraged to follow their progress in the pre-test. In the post-
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test, the percentage of the subjects who state that they are “never” encouraged to

keep journals has not changed (38, 1 %) whereas 23, 8 of the subjects state “much”.

Whereas 70 % of the subjects state that they are encouraged to keep journals
and take notes to follow their progress during English learning in the experimental
group, the percentage of the subjects who state “much” is 23,8 % in the control
group. A meaningful difference between the experimental and control group can

easily be observed (p=0,001<0, 01 paired sample t-test).

15: How much are you encouraged to prepare your learning plans?

15th item was designed to measure whether the learners were encouraged to

prepare their learning plans.

Table 25: Frequency Distribution of Item 15 in the LAQ 1

Pre-Test Post-Test

Group f % F 9%
Experimental | Valid Never 12 60,0 1 5,0
Little 7 35,0 8 40,0

Partly 1 5,0 6 30,0

Much - - 5 25,0

Very Much - - - -

Total 20 100,0 20 100,0

Control Valid Never 12 57,1 4 19,0
Little 8 38,1 11 52,4

Partly 1 4.8 3 14,3

Much - - 1 4,8

Very Much - - 2 9,5
Total 21 100,0 21 100,0

In the experimental group, 60 % of the subjects state that they are “never”
encouraged to prepare their learning plans whereas 5 % of them state that they are
“partly” encouraged to prepare their learning plans in the pre-test. In the pos-test, 25
% of the subjects state that they are much encouraged to form learning plans while

only 40 % of the subjects state that they are “little” encouraged.
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As for the control group, 57, 1% of the subjects state that they are “never”
encouraged to prepare their learning plans while 4, 8 % of the subjects state that they
are “little” encouraged in the pre-test. In the post-test, 52, 4 % of the subjects state
that they are little encouraged to prepare their learning plans while only 9, 5 % of the

subjects have reported that they are very much encouraged to prepare learning plans.

25 % of the subjects state that they are much encouraged to prepare their
learning plans in the experimental group while the percentage of the subjects who
state “much” is 14,3 % in the control group. A meaningful difference between the

experimental and control group exists (p=0,001<0, 05 paired sample t-test).

4.1.7. The Findings of Each Item in LAQ 2 in terms of Both Tests in the

Experimental and Control Group

1: I need to learn more than I am required with all my efforts.

Ist item was designed to measure whether the subjects were motivated learn

more than they were required.

Table 26: Frequency Distribution of Item 1 in the LAQ 2

Pre-Test Post-Test
Group f % f %
Experimental | Valid| Strongly Disagree 1 5,0 - -

Disagree 4 20,0 2 10,0

Not Sure 4 20,0 1 5,0
Agree 7 35,0 15 75,0
Strongly Agree 4 20,0 2 10,0
Total 20 100,0 20 100,0
Control Valid Strongly Disagree - - 3 14,3
Disagree 4 19,0 7 333
Not Sure 1 4,8 6 28,6
Agree 6 28,6 4 19,0

Strongly Agree 10 47,6 1 4,8
Total 21 100,0 21 100,0
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As indicated in the table, in the experimental group, 35 % of the subjects state
that “agree” whereas only 20 % of the subjects have ticked “disagree” in the pre-test.
In the post-test, the percentage of subjects who have reported “agree” has risen to

75 % while only 5 % of the subjects state “not sure”.

In the control group, 47, 6 % of the subjects state “strongly agree” whereas
only 4, 8 % of the subjects state “not sure”. In the post-test, the percentage of the
subjects who state “disagree” is 33, 3 % while only 4, 8 % of the subjects have ticked

“strongly agree”.

85 % of the subjects state “agree” in the experimental group whereas the
percentage of the subjects who state “agree” is 23, 8§ % in the control group. A
significant difference between the experimental and control group exists (p=0,001<0,

05 paired sample t-test).

2: 1 follow my progress while learning English.

2nd item was designed to identify whether the subjects evaluate themselves in

while learning English.

Table 27: Frequency Distribution of Item 2 in LAQ 2

Pre-Test Post-Test
Group f % f %
Experimental | Valid Strongly Disagree 2 10,0 - -
Disagree 5 25,0 3 15,0
Not Sure 6 30,0 3 15,0
Agree 6 30,0 11 55,0
Strongly Agree 1 5,0 3 15,0
Total 20 100,0 20 100,0
Control Valid |  Strongly Disagree 2 9,5 1 4,8
Disagree 6 28,6 5 23,8
Not Sure 6 28,6 12 57,1
Agree 6 28,6 3 14,3
Strongly Agree 1 4,8 - -
Total 21 100,0 21 100,0
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As indicated in the table, in the experimental group, 30 % of the subjects state
that “agree” whereas only 25 % of the subjects have ticked “disagree” in the pre-test.
In the post-test, the percentage of subjects who have reported “agree” has risen to

55 % while only 15 % of the subjects state “not sure”.

In the control group, 28, 6 % of the subjects state “agree” while only 28, 6 %
of the subjects state “disagree®. In the post-test, the percentage of the subjects who

state “not sure” is 57, 1 % whereas only 14, 3 % of the subjects have ticked “agree”.

70 % of the subjects state “agree” in the experimental group while the
percentage of the subjects who “agree” with the statement is 14, 3 % in the control
group. There is a significant difference between the experimental group and control

group (p=0,001<0, 05 paired sample t-test).

3: I like projects and activities where I can work on my own.

3rd item was designed to measure whether the subjects like working alone

and prefers the projects and activities where they can work on their own.

Table 28: Frequency Distribution of Item 3 in the LAQ 2

Pre-Test Post-Test
Group f % f %
Experimental | Valid | Strongly Disagree 2 10,0 - -
Disagree 2 10,0 1 5,0
Not Sure 6 30,0 5 25,0
Agree 5 25,0 7 35,0
Strongly Agree 5 25,0 7 35,0
Total 20 100,0 20 100,0
Control Valid | Strongly Disagree 1 4,8 3 14,3
Disagree 2 9.5 8 38,1
Not Sure 7 33,3 4 19,0
Agree 6 28,6 6 28,6
Strongly Agree 5 23,8 - -
Total 21 100,0 21 100,0
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As the table illustrates, in the experimental group, 30 % of the subjects state
that “not sure” whereas only 10 % of the participants are in the opinion of “strongly
disagree” in the pre-test. As for the post-test, 35 % of the subjects state “agree”

while only 5 % of them report “disagree”.

In the control group, 33, 3 % of the subjects state “not sure” while only
28, 6 % of the subjects have ticked “agree” in the pre-test. In the post-test, 38, 1 % of
the subjects have chosen “disagree” whereas the percentage of the subjects who have

ticked “not sure” is 19, 0 %.

70 % of the subjects state “agree” in the experimental group whereas the
percentage of the subjects who state “agree” is 28,6 % in the control group. It can be
concluded that there is a significant difference between the experimental and control

group (p=0,001<0, 05 paired sample t-test).

4: I can learn English grammar on my own/without needing a teacher.

4th item was designed to measure whether the subjects were able to learn or

study grammar without needing a teacher.

Table 29: Frequency Distribution of Item 4 in the LAQ 2

Pre-Test Post-Test
Group f % f %
Experimental | Valid| Strongly Disagree 2 10,0 - -
Disagree 4 20,0 1 5,0
Not Sure 3 15,0 5 25,0
Agree 3 15,0 11 55,0
Strongly Agree 8 40,0 3 15,0
Total 20 100,0 20 100,0
Control Valid Strongly Disagree 2 9,5 | 4,8
Disagree 5 23,8 5 23,8
Not Sure 3 14,3 6 28,6
Agree 4 19,0 7 333
Strongly Agree 7 33,3 2 9,5
Total 21 100,0 21 100,0




113

As shown in the table, in the experimental group, 40 % of the subjects state
“strongly agree” whereas only 10 % of the subjects have ticked “strongly disagree”
in the pre-test. In the post-test, the percentage of the subjects who state “agree” has

risen to 55, 0 % while only 5, 0 % of the subjects state “disagree”.

In the control group, 33, 3 % of the subjects state “strongly agree” while the
percentage of the subjects who state “strongly disagree” is 9, 5 % in the pre-test. As
to the post-test, the percentage of the subjects who state “strongly agree” is 33, 3 %

whereas only 4, 8 % of the subjects have reported “strongly disagree”.

70 % of the subjects state “agree” in the experimental group while 42, 8 % of
the subjects state “agree” in the control group. There is a significant difference

between the experimental and control group (p=0,001<0, 05 paired sample t-test).

5: I understand the meaning of a word identifying prefix and suffix of a word.

5th item was designed to measure whether the subjects were competent

enough to synthesize the words to clarify the meaning.

Table 30: Frequency Distribution of Item 5 in the LAQ 2

Pre-Test Post-Test
Group f % f %
Experimental | Valid Strongly Disagree 6 30,0 1 5,0
Disagree 8 40,0 4 20,0
Not Sure 2 10,0 4 20,0
Agree 4 20,0 7 35,0
Strongly Agree - - 4 20,0
Total 20 100,0 20 100,0
Control Valid Strongly Disagree 6 28,6 3 14,3
Disagree 9 42,9 8 38,1
Not Sure 2 9,5 3 14,3
Agree 4 19,0 5 23,8
Strongly Agree - - 2 9,5
Total 21 100,0 21 100,0
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In the experimental group, 30, 0 % of the subjects state “strongly disagree”
whereas only 20 % of the subjects have reported “agree” in the pre-test. As to the post-
test, only 5 % of the subjects have ticked “strongly disagree” while the percentage of

the subjects who state “agree” is 35 %.

In the control group, the percentage of the subjects who state “disagree” is
42, 9 % while only 9,5 % of the subjects state “not sure” in the pre-test. When
examined in the post-test, 38, 1 % of the subjects state “disagree” whereas only 9, 5 %

of the subjects have ticked “strongly agree”.

55 % of the subjects state “agree” in the experimental group while the
percentage of the subjects who state “agree” is 33, 3 %. There is not a meaningful
relation between the experimental and control group (p=0,126>0, 05, paired sample

t-test).

6: I can identify and select the additional materials to support the subjects

I study.

6th item was designed to measure whether the subjects identified the

additional materials when necessary and chose them in a concrete way.

Table 31: Frequency Distribution of Item 6 in the LAQ 2

Pre-Test Post-Test
Group f % f %
Experimental | Valid Strongly Disagree 3 15,0 1 5,0
Disagree 2 10,0 3 15,0
Not Sure 5 25,0 2 10,0
Agree 6 30,0 6 30,0
Strongly Agree 4 20,0 8 40,0
Total 20 100,0 20 100,0
Control Valid Strongly Disagree 3 14,3 1 4,8
Disagree 3 14,3 5 23,8
Not Sure 6 28,6 5 23,8
Agree 6 28,6 7 33,3
Strongly Agree 3 14,3 3 14,3
Total 21 100,0 21 100,0
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As it can be seen in the table, in the experimental group, 30 % of the subjects
state “agree” whereas only 10 % of the subjects state “disagree” in the pre-test. In the
post-test, the percentage of the subjects who state “strongly disagree” is only 5 %

while 40 % of the subjects state “strongly agree”.

In the control group, 28, 6 % of the subjects state “agree” while the
percentage who states “strongly disagree” is only 14, 3 % in the pre-test. In the post-
test, 33, 3 % of the subjects states “agree” whereas only 4, 8 % of the subjects state

“strongly disagree”.

70 % of the subjects state “agree” in the experimental group 47, 6 % of the
subjects state “agree”. A significant relation can not be observed between the

experimental and control group (p=0,001< 0, 05 paired sample t-test).

7: I can evaluate myself in terms of my tasks and projects.

7th item was designed to measure whether the subjects could evaluate

themselves in terms of their tasks and projects.

Table 32: Frequency Distribution of Item 7 in the LAQ 2

Pre-Test Post-Test
Group f % f %
Experimental | Valid Strongly Disagree 3 15,0 1 5,0
Disagree 1 5,0 1 5,0
Not Sure 2 10,0 1 5,0
Agree 7 35,0 11 55,0
Strongly Agree 7 35,0 6 30,0
Total 20 100,0 20 100,0
Control Valid Strongly Disagree 2 9,5 3 14,3
Disagree 3 14,3 5 23,8
Not Sure 2 9,5 5 23,8
Agree 7 33,3 6 28,6
Strongly Agree 7 33,3 2 9,5
Total 21 100,0 21 100,0
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In the experimental group, the percentage of the subjects who state “strongly
disagree” is 15 % whereas 35 % of the subjects state “strongly agree” in the pre-test.
As for the post-test, only 5 % of the subjects state “strongly disagree” while the

percentage of the subjects who state “agree” is 55 %.

In the control group, 33, 3 % of the subjects state “strongly agree” while only
9, 5 % of the subjects state “strongly disagree” in the pre-test. In the post-test,
28, 6 % of the subjects state “agree” whereas only 14, 3 % of the subjects state

“strongly disagree”.

Whereas 85 % of the subjects state “agree” in the experimental group, the
percentage of the subjects who state “agree” is only 38, 1 % in the control group.
There is a meaningful difference between the experimental and control group (p=0,

001<0, 05 paired sample t-test).

8: I actively participate in the course.

8th item was about the active participation for the subjects in terms of

following the course.

Table 33: Frequency Distribution of Item 8 in the LAQ 2

Pre-Test Post-Test
Group f % f %
Experimental | Valid Strongly Disagree 6 30,0 1 5,0
Disagree 2 10,0 - -
Not Sure 8 40,0 6 30,0
Agree 2 10,0 11 55,0
Strongly Agree 2 10,0 6 30,0
Total 20 100,0 20 100,0
Control Valid Strongly Disagree 6 28,6 1 4,8
Disagree 2 9,5 5 23,8
Not Sure 9 429 8 38,1
Agree 3 14,3 5 23,8
Strongly Agree 1 4,8 2 9,5
Total 21 100,0 21 100,0
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In the experimental group, the percentage of the subjects who state “strongly
disagree” is 30 % whereas only 10 % of the subjects state “agree” in the pre-test. 55 %
of the subjects state “agree” while only 5 % of the subjects state “strongly disagree” in

the post-test.

In the control group, 28, 6 % of the subjects state “strongly disagree” while
only 14, 3 % of the subjects report “agree” in the pre-test. Whereas only 4, 8 % of the
subjects state “strongly disagree”, the percentage of the subjects who state “agree” is

23, 8 % in the post-test.

85 % of the subjects state “agree” in the experimental group while the
percentage of the subjects who state “agree” is 33,3 % in the control group. There is
not a meaningful difference between the experimental and control group (p=0,153>0,

05 paired sample t-test).

9: I have several strategies to understand and remember English grammar.

9th item was designed to measure whether the subjects had the strategies that

would assist them in understanding and remembering English grammar.

Table 34: Frequency Distribution of Item 9 in the LAQ 2

Pre-Test Post-Test
Group f % f %
Experimental | Valid Strongly Disagree 4 20,0 - -
Disagree 4 20,0 - -
Not Sure 6 30,0 3 15,0
Agree 3 15,0 11 55,0
Strongly Agree 3 15,0 6 30,0
Total 20 100,0 20 100,0
Control Valid Strongly Disagree 3 14,3 - -
Disagree 3 14,3 6 28,6
Not Sure 5 23,8 4 19,0
Agree 5 23,8 5 23,8
Strongly Agree 5 23,8 1 4,8
Total 21 100,0 21 100,0




118

In the experimental group, the percentage of the subjects who state “strongly
agree” is 15 % whereas 20 % of the subjects state “disagree" in the pre-test. In the
post-test, there is no subject who states “strongly disagree or disagree” while 55 % of

the subjects state “agree”.

In the control group, 23, 8 % of the subjects state “strongly agree” while
14, 3 % of the subjects state “disagree” in the pre-test. As for the post-test, 23, 8 % of

the subjects state “agree” whereas 19 % of the subjects state “not sure”.

85 % of the subjects state “agree” in the experimental group whereas 27, 8 %
of the subjects state “agree” in the control group. A significant relation can be
observed between the experimental and control group (p=0,001<0, 05 paired sample

t-test).

10: If I can not learn English in the classroom, I can work on my own.

10th item aims to get information about the subjects’ attitudes to independent

learning and whether they are able to learn English on their own without the presence

of a teacher.
Table 35: Frequency Distribution of Item 10 in the LAQ 2
Pre-Test Post-Test
Group f % f %
Experimental | Valid | Strongly Disagree 2 10,0 2 10,0
Disagree 6 30,0 1 5,0
Not Sure 3 15,0 1 5,0
Agree 6 30,0 11 55,0
Strongly Agree 3 15,0 5 25,0
Total 20 100,0 20 100,0
Control Valid | Strongly Disagree 2 9,5 - -
Disagree 5 23,8 5 23,8
Not Sure 5 23,8 5 23,8
Agree 5 23,8 10 47,6
Strongly Agree 4 19,0 1 4,8
Total 21 100,0 21 100,0
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In the experimental group, the percentage of the subjects who state “agree” is
30 % whereas 30 % of the subjects state “disagree” in the pre-test. As for the post-
test, the percentage of the subjects who state “agree” has increased (55 %) while only

5 % of the subjects state “disagree”.

In the control group, 23,8 % of the subjects state “agree” whereas the
percentage of the subjects who state “disagree” is 23,8 % in the pre-test. As to the
post-test, the percentage of the subjects who state “disagree” is 23, 8 % while

47, 6 % of the subjects’ state “agree”.

80 % of the subjects state “agree” in the experimental group while 52, 4 % of
the subjects state “agree” in the control group. There is a significant relation between

the experimental and control group (p=0,001<0, 05 paired sample t-test).

11: I am aware of my learning strategies.

11th item was designed to measure whether the subjects were aware of their

learning strategies which lead them to be more successful in their learning.

Table 36: Frequency Distribution of Item 11 in the LAQ 2

Pre-Test Post-Test

Group f % f %

Experimental | Valid Strongly Disagree 5 25,0 - -
Disagree 6 30,0 2 10,0
Not Sure 1 5,0 7 35,0
Agree 7 35,0 6 30,0
Strongly Agree 1 5,0 5 25,0
Total 20 100,0 20 100,0

Control Valid Strongly Disagree 5 23,8 1 4,8
Disagree 5 23,8 4 19,0

Not Sure 1 4.8 3 14,3
Agree 8 38,1 6 28,6

Strongly Agree 2 9,5 7 333
Total 21 100,0 21 100,0
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As observed in the table, in the experimental group, 35 % of the subjects have
reported “agree” while only 25 % of the subjects state “strongly disagree” in the pre-
test. As for the post-test, the percentage of the subjects who state “agree” is 30 %

whereas only 10 % of the subjects have ticked “disagree”.

In the control group, 38, 1 % of the subjects state “agree” while only 23, 8 %
of the subjects have reported “disagree” in the pre-test. Once discussed in the post-
test, 33, 3 % of the subjects state “strongly agree” while the percentage of the

subjects who state “strongly disagree” is just 4, 8 %.

While 55 % of the subjects state “agree” in the experimental group, 61, 9 %
of the subjects state “agree” in the control group. There is not a significant difference

between the experimental and control group (p=0,741>0, 05 paired sample t-test).

12: I have some games to keep the words I learn in my mind.

12th item aims to get information on whether the subjects had some strategies

or techniques to keep the words they learn in their minds.

Table 37: Frequency Distribution of Item 12 in the LAQ 2

Pre-Test Post-Test

Group f % f %
Experimental | Valid |  Strongly Disagree 12 60,0 4 25,0
Disagree 6 30,0 4 25,0

Not Sure 1 5,0 3 5,0
Agree 1 5,0 6 30,0
Strongly Agree 1 5,0 3 15,0
Total 20 100,0 20 100,0
Control Valid Strongly Disagree 12 57,1 14 66,7
Disagree 6 28,6 4 19,0

Not Sure 1 4.8 2 9,5

Agree 1 4,8 6 28,6

Strongly Agree 1 4,8 1 4,8
Total 21 100,0 21 100,0
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In the experimental group, the percentage of the subjects who state “strongly
disagree” is 60 % whereas only 5 % of the subjects state “strongly agree” in the pre-
test. While the percentage of the subjects who state “agree” has considerably

increased (30%), 25 % of the subjects state “disagree” in the post-test.

In the control group, 57, 1 % of the subjects state “strongly disagree” whereas
only 4, 8 % of the subjects state “strongly agree” in the pre-test. As for the post-test,
the percentage of the subjects who state “strongly disagree” is 66, 7 % while only

4, 8 % of the subjects state “strongly disagree”.

Whereas 45 % of the subjects state “agree” in the experimental group, 33, 4
% of the subjects state “agree” in the control group. A meaningful difference can be
observed between the experimental and control group (p=0,001<0, 05 paired sample

t-test).

13: I am responsible for my own learning.

13th item was designed to identify whether the subjects were responsible for

their own learning.

Table 38: Frequency Distribution of Item 13 in the LAQ 2

Pre-Test Post-Test
Group f % f %
Experimental | Valid |  Strongly Disagree 1 5,0 1 5,0
Disagree 4 20,0 1 5,0
Not Sure 4 20,0 2 10,0
Agree 6 30,0 13 65,0
Strongly Agree 5 25,0 3 15,0
Total 20 100,0 20 100,0
Control Valid |  Strongly Disagree 1 4,8 -
Disagree 3 14,3 2 9,5
Not Sure 3 14,3 7 33,3
Agree 5 23,8 11 52,4
Strongly Agree 9 42,9 1 4,8
Total 21 100,0 21 100,0




122

In the experimental group, 5 % of the subjects state “strongly disagree”
whereas 30 % of the subjects state “agree” in the pre-test. While 65 % of the subjects

state “agree”, only 5 % of the subjects state “strongly disagree”.

In the control group, the percentage of the subjects who state “strongly
agree” is 42,9 % while only 4,8 % of the subjects state “strongly disagree” in the pre-
test. In the post-test, 52, 4 % of the subjects state “agree” while 9, 5 % of the subjects

state “disagree”.

Whereas 80 % of the subjects state “agree” in the experimental group, the
percentage of the subjects who state is 57, 2 %. A significant relation can be
observed between the control and experimental group (p=0,001<0, 05 paired sample

t-test).

14: I like my way of studying English.

14th item was designed to measure whether the subjects liked their way of

studying English.

Table 39: Frequency Distribution of Item 14 in the LAQ 2

Pre-Test Post-Test

Group f % f %
Experimental | Valid Strongly Disagree 5 25,0 3 15,0
Disagree 3 15,0 3 15,0

Not Sure 1 5,0 6 30,0

Agree 7 35,0 7 35,0

Strongly Agree 4 20,0 1 5,0
Total 20 100,0 20 100,0

Control Valid Strongly Disagree 2 9,5 4 19,0
Disagree 5 23,8 8 38,1

Not Sure 1 4.8 4 19,0

Agree 6 28,6 6 28,6

Strongly Agree 7 33,3 5 23,8
Total 21 100,0 21 100,0
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As one can conclude from the table, in the experimental group, 25 % of the
subjects state “strongly disagree” whereas 35 % of the subjects state “agree” in the
pre-test. In the post-test, the percentage of the subjects who state “agree” has
remained the same (35 %) whereas only 15 % of the subjects state “strongly

disagree”.

In the control group, the percentage of the subjects who state “strongly agree”
is 33, 3 % whereas only 9, 5 % of the subjects state “strongly disagree” in the pre-
test. In the post-test, 38, 1 % of the subjects state “disagree” while 28, 6 % of the

subjects state “strongly disagree”.

While 40 % of the subjects state “agree” in the experimental group, the
percentage of the subjects who state “agree” is 52, 4 %. There is not a meaningful
difference between the control and experimental group (p=0,379>0, 05 paired sample

t-test).

15: I know how to study English by myself.

15th item was designed to gain insights about the subjects’ self-evaluation for

their study skills.
Table 40: Frequency Distribution of Item 15 in the LAQ 2
Pre-Test Post-Test
Group f % f %
Experimental | Valid Strongly Disagree 4 20,0 3 15,0
Disagree 6 30,0 3 15,0
Not Sure 6 30,0 6 30,0
Agree 3 15,0 7 35,0
Strongly Agree 1 5,0 1 5,0
Total 20 100,0 20 100,0
Control Valid Strongly Disagree 4 19,0 4 19,0
Disagree 4 19,0 8 38,1
Not Sure 7 333 4 19,0
Agree 4 19,0 5 23,8
Strongly Agree 2 9,5 - -
Total 21 100,0 21 100,0
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As one can infer from the table, in the experimental group, 30 % of the
subjects state “disagree” whereas 15 % of the subjects state “strongly agree” in the
pre-test. In the post-test, the percentage of the subjects who state “agree” has

increased (35 %) whereas only 15 % of the subjects state “strongly disagree”.

In the control group, the percentage of the subjects who state “agree” is 19 %
whereas only 19 % of the subjects state “disagree” in the pre-test. In the post-test,

38, 1 % of the subjects state “disagree” while 23, 8 % of the subjects state “agree”.

40 % of the subjects state “agree” in the experimental group while 23, 8 % of
the subjects state “agree” in the control group. There is a meaningful difference

between the control and experimental group (p=0,001<0, 05 paired sample t test).

4.2. Results and Interpretation

In this section, the results of the data gathered by LAQ 1 and LAQ 2 will be
discussed and between experimental and control group in terms of post-test will be
made to identify whether the learners have become more autonomous after the

treatment.

4.2.1. The Interpretation of the Data Gathered From the Experimental

Group in the Post-Test in terms of Previous Preparatory School Attendance

When the relation between the experimental group in the post-test and the
previous preparatory school attendance is examined, we can state that there is no
meaningful difference not only in LAQ 1 but also LAQ 2. At the beginning of this
study, the researcher thought that there would be a relation between the degree of
autonomy and the previous prep school attendance. It is widely accepted that the
learners with a long history of language learning, may display more autonomy than
those with shorter one. However, when the calculation, with student t-test and Mann

Whitney U-test, was made, we observed that it is not the case. The reason for this
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finding may be that the learners who took English prep school attendance previously

may not have studied in a way which encourages, on the contrary hinders autonomy.

4.2.2. The Interpretation of the Data Gathered from the Post-Test of

Experimental and Control Group

Experimental group showed significant differences in the mean values of both
LAQ 1 and LAQ 2 through the paired samples t-tests’ findings. Student development
of learner autonomy can easily be seen when the pre and post test are statistically

compared to one another.

The findings of the paired t-tests convincingly indicate that the
implementation of learner autonomy has been successful in fostering learner
autonomy. These results compare favorably with the findings of the control group
due to the fact that control group does not display significant differences in the pre

and post-test regarding the promotion of autonomy.

By consulting the researcher observation notes during the implementation
phase, it is possible to mention positive behavior of the experimental group towards

the autonomy implementation.

Week 1: The teacher, at the beginning of the lesson, wrote the classroom rules on the
board by taking the learners’ ideas, and they formulated them

cooperatively.

Week 3: There was a discussion on which how the lesson was to be studied, and the
teacher gave a brief explanation about what learning stands for by

mentioning some principles of ELT.

Week 4: After the teacher had collected their learners’ writing papers, she
distributed them to the learners randomly. When everybody had papers
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which did not belong to them, she asked them to evaluate and give grades

for the papers.

Week 5: When the learners’ projects were discussed, the teacher took their interests

regarding the subject of the projects.

As we can easily state from these statements, the necessities of autonomy in

the classroom were made to create the self-directed atmosphere.

In LAQ 1, we may gauge that there are very important differences in the
experimental group in terms of pre and post-test regarding the learner choice on the
course while focusing on the findings of the questionnaires. Examining five levels of
increasing the degree of autonomy by Nunan (1997), we can easily observe the stage
‘Involvement’, where learners are involved in selecting their own goals from a range
of alternatives offers some example goals in its section. Holec (1981) states that
learner choice in learning is essential to learner autonomy. As Cotteral (1995)
believes, at the heart of learner autonomy lies the concept of choice. These decisions
include setting objectives, identifying content as well as selecting methods and
techniques. One interpretation of this finding is that experimental treatment is very
effective in guiding the learners to decide on the objectives, content, time and place
of the lesson. Lee (1998) supports that students can work greatly on their own pace,
deciding on the questions of what, when, how, and how often. It seems fairly
impossible to employ what has been mentioned above in a real setting at first.
Nonetheless, the autonomy implementation makes it possible for the learners to
undergo such learning experience. In the experimental group, the percentage of the
subjects participating in those decisions has considerably improved. According to
Broady (1996), the learners generally have little experience in making any content
choice and they have never been able to be encouraged, which hinders effective
learning. As we can infer, learner choice and selection have doubled their importance
in promoting learner autonomy in the classroom. Benson (2001) notifies that the
results of the experimental group in which the learners are asked to set their own

goals, plan activities within the classroom have indicated that letting the learners
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control their selections is beneficial to language learning. As a result of these
findings based on the learner choice, item 1, 2, 3, 4, 7 and 10, it is possible to claim
that autonomy implementation is very efficient for the learners to slowly become
aware of the importance of their development of “learner choice”. However, it
should be noted that “it is not an “all or nothing” concept, thus, the learners may not
become responsible for their own learning in spite of the fact that they all are

involved in all these processes.

Being involved in formulating the classroom rules, which is greatly related to
6" item, is vitally significant as long as the learners feel like a member of the
community while participating in the decision-making of the classroom rules and
norms, we can reach a conclusion that the learners who have been taught within the
autonomy implementation have greatly undergone a more autonomous practice
through the experimental treatment. Considering the alterations in the teacher’s role
in autonomous classroom, there may be a democratic atmosphere in which the norms
and rules of the classroom are formed cooperatively. Littlejohn (1983, cited in
Gardner and Miller, 1999) supports that the learners may be encouraged to take more
control over the management of their own study both inside and outside the

classroom, and the rules about the classroom.

The 5™ item, which focuses on the decisions on the methodology of the
lesson, is great significance of autonomy as the teachers should not teach the way
they are taught, on the contrary they should teach the way their learner learn best. As
we can easily come to a conclusion, the learners have become more involved in
decisions on the methodology of the lesson than those in the control group, which
also signifies that the learners’ needs in terms of how they are taught have not been
neglected during the experimental treatment. It is widely accepted that being
involved in deciding the methodology of the lesson enhances learner autonomy
because it is the learner who has the word to say about how to learn best. However,
autonomy implementation for a period of twelve weeks has not been enough for the

learners to promote their autonomy greatly.
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In order to help learners to assume greater control over their own learning, it
is essential to help them become aware of and identify the strategies that they already
use or could potentially use (Holmes and Ramos, 1991, cited in James and Garrett,
1991). Learning strategies are one category of learner training content to be included
in plans to help learners become more autonomous (Wenden, 1991). That the
learners are encouraged to find out their learning strategies is very important since it
is a fact that learner strategies help the learners be aware of how they study more
efficiently. In addition, as Dam (1995) claims, teachers train learners to gradually
become more active, reflective and critical thinkers in using learning strategies for
their own learning as well as encouraging them to initiate experimental practice
inside and outside the classroom. It may be possible to infer that the experimental
group has been encouraged to discover their own learning strategies. As a response
to this fact, the learners were encouraged to find out the strategies, which was also a
key element in promoting learner autonomy. The more the learners are aware of the
strategies they employ, the more autonomous they will become. As an autonomous
learner, one knows the way to study better on his own because he has developed
metacognitive strategies, which help him to acquire the language in a conscious
sense. The findings of the data revealed that the experimental group has practiced a
more autonomous learning perspective rather than the control group while we

focused on the items 9, 12 and 13.

Dickinson (1988) states that learner training is increasingly being advocated
as a way of preparing students to get the best out of autonomous learning. Since
learner training should aim to help learners develop the ability to take more
responsibility for their own learning, this process in terms of not only how to study
better but also what to focus on the materials provided to the learners has gained its
importance by providing the learners with the learner training to identify their

learning styles and appropriate strategies.

Harmer (2001) suggests that many teachers ask students to keep journals or
diaries of their learning experiences, in the hope that their students will then reflect

on their lessons, explore their successes and difficulties, and come to a greater
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understanding about learning and language. Based on the item 14, it is also possible
to mention that the learners in the experimental group, through the autonomy
implementation, have acquired a significant degree of autonomy in terms of self-
evaluation and self-awareness based on the findings of LAQ 1. In order to be able to
gauge their actual progress, they have experienced keeping journals and learner logs

with a view to becoming aware of how long they have gone.

When the motivation and assessment are in question, it is possible to claim
that the experimental group has undergone a considerable degree of autonomy in
terms of motivation thanks to the autonomy implementation rather than traditional
written and tedious exams (8, 11, 15" item). Due to the fact that the learners in the
experimental group have been exposed to self-assessment and alternative assessment
procedures which are widespread in autonomy, autonomy implementation creates a
positive place for the learners while reinforcing the importance of self-assessment as
they can revise their learning goals, objectives, learning process and the product
based on their own feedback from their perceptions and goals (Bailey, 1996, cited in
Kucguroglu, 1997). It was also revealed that the learners were assessing themselves at
the every phase of the course. Broady (1997, cited in Egel, 2003) states if learners
are only extrinsically motivated by exams and marked exercises, they are less likely

to develop the motivation needed to sustain greater autonomy.

In LAQ 2, 1* item is closely related to motivation that the learners have
during the learning process. The scores of the experimental group underscored those
of the control group since the learners in the experimental group were given the
opportunity to increase their motivation while their needs and interests being taken
into account. The materials, the activities and the teacher may all have allowed this
increase to happen in the experimental group. The tasks and projects had gained lots
of importance in that they gave the chance to the learners to choose what they wanted
to focus. In the literature, Dornyei (2001) believes that the relevance of autonomy to
motivation in psychology has been best highlighted by the influential ‘self-
determination theory’, according to which the freedom to choose and to have

choices, rather than being force or coerced to behave. When the importance of self-
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determination theory is examined in terms of autonomy, the increase in motivation
which is related to the first item is getting more and more crucial. Through the
activities, the learners’ motivation level has greatly improved so that they can take

the responsibility for their own learning.

The items 4, 6, 10, 13, 15 which focus on “the independent work in language
learning” are closely related to the learners’ abilities to work independently. As we
can infer the definitions of autonomy in the literature (Holec, 1981, Little, 1990,
Kohonen, 1992), learner autonomy entails that the learners work independently. It
can be easily seen in the table 29, 31, 35, 38 and 40 that the experimental group
maintained their scores using the autonomy implementation. Many of the learners
had been learning English at least for three years and they had the chance to
experience many language learning techniques during this time. For instance, they
learned English through group work, pair work, project work, games and songs.
Moreover, they had the opportunity to be encouraged to work independently during
the implementation stage through the explanations made by the teacher, the chance to
choose their materials. They had more responsibility than the control group. Thus, as
the test scores display, experimental group showed certain increases in their scores
after the experimental treatment. We can conclude that the learners in the
experimental group had shown signs of becoming less dependent on their teachers.
When the answers in the pre and post-test were compared with each other, the

learners were more informed about how to study better.

Little (1990a) claims that learning activities in the autonomous classroom
also need to be supported by some kind of source centre that embraces the spoken as
well as the written language and ideally equipped with the learners’ interests and
needs. In the lights of the findings of LAQ 2, which are all about language learning
activities, table 28, regarding the item 3, has illustrated that the learners in the
experimental group have gained more autonomy than the control group after the
autonomy implementation. The reason underlying this finding may be that the
learners have been exposed to more activities based on the individual during the

implementation phase. Another important point may be that the learners in the
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experimental group have kept their portfolios to reflect their own learning process,
which provides the learners with the insights about their performance. Since the
activities implemented in the experimental group were based on more than a few
aspects such as motivation, learner strategies, self-monitoring, they all helped the

learners to enhance their autonomy during the implementation phase.

As McNamara and Deane (1995) point out, self-assessment enables learners
to undertake more responsibility regarding their own learning, identify their weak
and strong areas as well as effective language learning strategies and materials. As
we can infer from these, self-assessment can provide the learners with the
opportunity to observe their progress. Based on the item 2, during the
implementation stage, the learners were notified the presence of the diary, journals
and learner logs, as a result of this, those in the experimental group had come to the
point in which they could evaluate themselves. On the contrary, the learners in the
control group had the ability to evaluate the tasks and projects even though they were

not informed about the details of evaluation and no activities based on were made.

Holec (1981) and Little (2004) claim that through self-awareness, learners
may set up learning goals, plan and practice learning activities, select and use
appropriate learning strategies, monitor their progress, and actively engage in the
learning process. As observed in the table 32, 34 and 37, experimental group showed
greater awareness than the control group. Also in accordance with the assessment,
the learners became more aware of their evaluation through the portfolio assessment

based on the items 7, 9 and 12.

Sheerin (1997) mentions that the learners analyze their needs, set their
objectives, plan a programme of work, choose the materials and activities, work
unsupervised and evaluate the progress, and synthesize the structure and lexis of a
language by means of self-access learning and self-access systems. Since self-access
learning was carried out during the implementation stage, the learners in the
experimental group did display the degree of autonomy required. When the results of

the pre and post-test are compared with one to another in the item 5, we can easily
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observe that there has been an increase in the experimental group in terms of
synthesis. However, the control group did also show a greater degree of autonomy
notwithstanding the fact that they had not been given the autonomy implementation.
Statistically, there is not a meaningful difference between the experimental and
control group even though both groups increased their scores in terms of

synthesizing the language as we can easily see in table 30.

Chan (2001b) asserts that the learners participate actively in and contribute to
classroom activities, explore alternative solutions to problems, evaluate critically the
teacher’s decision on management, materials and give alternative suggestions and
initiate appropriate learning activities in and outside class through independent
action”. As a result of this, in an autonomous classroom, the learners are actively
participated in the course. During the implementation phase, the learners were
encouraged to take part in the class in the experimental group whereas the teacher
did nothing to realize this. Yet, as we can observe in the table 33, about the item 8,
there is not a meaningful difference between the experimental and control group. It
may be that the learners had been involved in the course actively through the

education they took in three months.

When total scores of the item 11 are examined in terms of self-awareness, we
can state there is not a significant relation between the experimental and control
group. As Dickinson (1993) claims, autonomous learners are able to monitor their
use of strategies, which aid them in learning more effectively. It is a fact that the
learners in the experimental group practiced larger degree of autonomy thanks to the
activities fulfilled in the classroom. On the other hand, the control group, with no
autonomy implementation, increased their scores because the reason may be that
they had the education within three months and they had been learning English for at
least 6 years, and they may have become aware of their learning strategies through
this period. Another reason may be that in order to survive in learning English they
may have developed some strategies and become aware of how they learnt. When
140 item, also closely related to self-awareness, was asked to the learners in both

groups, we can state that there is not a meaningful difference between the
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experimental and control group according to the result of paired sample t-test. The
results of the paired sample t-test reveal that most of the learners in the experimental
group liked their way of learning whereas those in the control group stated nearly the
same. When their pre-test scores are examined, a considerable increase can easily be
seen in both groups. The reason may be that the learners in the experimental group,
since they were informed about how to study better, showed higher degree than their

pre-test.

4.2.3. Comparing Autonomy of Experimental and Control Group after

the Experimental Treatment

After the autonomy implementation, statistical analysis was needed in order
to compare the learner autonomy of the experimental and control group. Student t-
test was used so as to fulfill this comparison. As a result of test, it is possible to claim
that the majority of the students in the experimental group showed increased
autonomy thanks to the implementation. On the contrary, the students in the control

group did not change a lot with a few exceptions.

4.2.4. Comparing the Results of the Present Study with those of the

Similar Studies

When the results are compared with those of the study fulfilled by Lee
(1998), we can easily state that there is a difference which can be reasoned by the
following factors. In the study by Lee whose aim was to promote learner autonomy,
the experimental treatment did not work efficiently due to the fact that the stage was
much shorter than this study. Whereas the study by Lee was processed within 8
weeks, this study took more than twelve weeks, which is more appropriate in the
autonomy literature. The conclusion to be drawn by the study by Lee, creating a self-
directed learning programme, however, does not in itself enable learners to become
self-directed. However, in the present study, not only was a self-directed learning
programme was implemented but also the activities and exercises were made during

the implementation phase.
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In spite of the fact the subjects do not share the same features with those in
the study performed by Egel (2003), we can compare the results of her study with
this study. In Egel’s study, the subjects were young learners studying in primary
school Grades 4 and 5. Also, the implementation of European Language Portfolio
was made to the experimental group to promote learner autonomy. As we can
conclude from the results of the study, it is stated that the promotion of autonomy has
been achieved through ELP implementation. This study took twelve weeks to finish,
and at the end of the experimental treatment, we can come to a conclusion that the
learners in the experimental groups have become more autonomous than the control
group. There is a relation between the results of her study and those of the present

study.

The study fulfilled by Giindogdu (1997, cited in Kogak, 2003) was on the
investigation of autonomous learning in a primary school in England. Despite the
fact that this study was described as a case study, it, however, shared some aspects
with the present study. Based on the results of that study, it can be inferred that
autonomous learning could occur when teachers assumed the role of facilitator of
knowledge, became a supporter of helping pupil build self-responsibility, self-
confidence and self-direction and created a child-centered classroom enabling

children to be independent, on which the results of the present study focuses.
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CHAPTER V

SUMMARY AND CONCLUSION

5.0. Introduction

In this chapter, conclusions of the study will be presented, pedagogical
implications will be provided and some suggestions in the light of the results of this

study will be made.

5.1. Summary and Conclusion

The aim of this study was to promote learner autonomy through activities at
Gazi University Prep School. To achieve this aim, some important arrangements
were made. Two groups were appointed as experimental and control group in this
study to be able to identify whether any change would exist after the experimental
treatment. The first step was to give the questionnaire to both experimental and
control group to explore how much autonomy they had before the treatment of
autonomy. Both the groups had the same education with the same teacher and for the
same amount of time. With the Experimental Group, the lessons were carried out
through the applications and principles of autonomy and activities designed to
promote learner autonomy while the lessons were conducted without implementing
the principles of learner autonomy with the control group. This implementation
process lasted within 12 weeks by means of several changes. During this period, the
learners kept journals and diaries which they could explain their feelings and ideas
by the guidance of their teacher, filled learner logs which allowed them to follow
their progress. Besides, the activities to promote learner autonomy were conducted
for the experimental group, the results of which were recorded. Administered to the
experimental group before the treatment of autonomy, the questionnaire was

administered in both control and experimental group to find out whether there would
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be any difference among the experimental and control group as a consequence of

autonomy implementation to the 41 learners during the second term of the 2005-

2006.

In order to carry out this study more efficiently, LAQ 1 developed by the
researcher and LAQ 2 developed by Demirel (2002) were administered to 41 learners
studying at preparatory school, Gazi University. Both instruments utilized in this
study were found to have relatively high reliability. The Cronbach’s alpha value of
the questionnaire developed by the researcher was 0, 88 whereas the Cronbach’s

alpha value of the questionnaire developed by Demirel (2002) was 0, 87.

There were two reasons for choosing preparatory school EFL learners were
used as the subjects in this study. First of all, it was anticipated that the learners who
were about to commence one-year language programme were on the verge of a long-
lasting period, language learning. Once they acquired the basic principles of how to
study English in a more effective way, it certainly meant that it would be
unproblematic for them to use it in the future. The earlier they were aware of their
language strategies about learning, the easier it would be for them to travel in this
path. Secondly, it was assumed that they were a bit more motivated to learn English
since it was inevitably important for them in their future careers and they would not

continue studying at their departments unless they passed the preparatory class.

The results of the data gathered from the questionnaire revealed that the
promotion of autonomy in the foreign language classroom was achieved in a large
scale. Implementing autonomy within twelve weeks in a foreign language classroom
at Gazi University, Prep School enhanced the learner autonomy of the participants in
the experimental group of this study. On the contrary, the control group -with
traditional teacher-centered language learning- did not undergo much change, with a

few exceptions, in terms of developing autonomy.
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After the autonomy implementation, experimental group showed higher
degree of autonomy than the control group. However, some learners in the control
group displayed more autonomy without implementation. This may be the reason
that the learners in question had some background in English and had been so
motivated to learn English. Another reason may be that they were taught English and
their autonomy degree may have improved in accordance with their attitudes towards
English itself within twelve weeks. Therefore, it is possible to conclude that the
autonomy implementation as a supplementary aid was an efficient and motivating

way of language learning for the prep school learners.

Several factors which had an effective impact on the promotion of autonomy

during the implementation stage should be mentioned.

1. Teacher’s counseling integration in a more systematic way

Unlike the traditional language learning in which the teacher directs the
courses without letting anyone talk or share his ideas in the classroom, the teacher
following the courses in the experimental group did not neglect her learners’ interests
and needs during the implementation stage. Lee states (1998) that if, as teachers, we
are to succeed in promoting learner autonomy, we need to understand and consider
how our learners perceive autonomous learning and their responsibilities in learning.
Besides, as Rogers (1961) believes, we should see our learners as whole creatures
with their emotions and cognitive skills. In order to promote learner autonomy, one
of the most important things that the teacher has to take into account is that she gives
the learners the sense of being looked up to in the classroom. Moreover, the teacher
is at their service as soon as the learners desperately need their teacher in terms of

learning English when they are in trouble.
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2. Portfolios, Learning Logs, Journals, Learner Contract

Genesee and Upshur (1996) claim that portfolios can provide information
about students’ views of their own learning and the strategies that they apply The
portfolios which enabled the learners to keep their progress day by day by collecting
what they have produced were very important factors in promoting learner autonomy

since they had the chance the opportunity to assess themselves.

As Genesee and Upshur (1996) indicate, learners themselves can use their
learning logs for self-assessment, to monitor their progress towards achieving their
personal goals or the objectives of other content areas, and to identify areas difficulty
linguistic or non-linguistic through learner logs. In this respect, that the learners kept
learner logs twice a week helped them to be aware of their learning goals and

improvement.

Harmer (2001) suggests that many teachers ask students to keep journals or
diaries of their learning experiences, in the hope that their students will then reflect
on their lessons, explore their successes and difficulties, and come to a greater
understanding about learning and language. Consequently, journals played a great
role in promoting learner autonomy in the experimental group. According to Little
(1990a), the study fulfilled in Scandinavia revealed that journals enabled the learners
to keep an individual record of the learning undertaken and assesses how well or
badly particular tasks have been done, and thanks the journals and more, they
became more autonomous than the past. In this study, the journals required for the

learners to keep did work a lot.

Learner contract is widely accepted as an important tool in fostering
autonomy owing to the fact that learning contracts provide a vehicle for making the
planning of learning experiences a mutual undertaking between a learner and any
helper, mentor, or teacher (Hiemstra, 1994). As it can be concluded that the learners
who have no clear idea or objective about learning should be provided the learner

contract. As a matter of a fact, in this study before the experimental treatment in the
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experimental group an agreement between the teacher and learners was made so that

the learners could know their responsibilities.

3. Activities

It is widely known what has been stated above may not be adequate for the
learners in the experimental group to become more autonomous. In order to achieve
that in a more effective sense, some activities that are designed to foster autonomy
based on several aspects of autonomy were implemented in the classroom in order
that the learners would be encouraged to take their responsibility for their own

learning.

5.2. Pedagogical Implications

This study has shed light on the significance of promotion of autonomy for
the learners studying at Prep School, Gazi University and presented the necessity of
autonomy in the foreign language classrooms, especially for the adults. In the light of
the finding which has been discussed so far, we can draw three educational

implications.

The first one is that autonomy should be developed at universities for the
learners who have just commenced their academic education since it will lead them
to become competent enough to take the responsibility for their own learning. It is
generally recognized that students arrive at university with different experiential
backgrounds and learning achievements, but we know little about students’
autonomous dispositions at entry therefore the extent to which higher education
develops or constrains autonomy in learning. Learners need metacognitive skills such
as power of reflection, decision-making and independent action since learners are
required to take responsibility and find their own methods of gathering, synthesizing
and evaluating information at university. It is an essential step at universities due to

the fact that the learners, when they have become university students, do not have
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lots of study skills which will help them in their future education career. Through the
autonomy implementation, this situation could be improved so that they might not
face any difficulty in doing their academic career. While aiming to foster autonomy

at universities, several key points are to be considered.

a) Syllabuses and assessment models of the universities should be
redesigned in accordance with the principles of autonomy.

b) The course books to be followed at universities are required to be
assessed whether it encourages autonomy or not.

¢) Lectures ought to be trained on learner autonomy and some in-service

training should be fulfilled.

The second one is that autonomy, which gives the learners the ability to study
on his own, is to be taken into account at State Primary Schools as it will lead the
learners to take their own responsibility for their own learning from the scratch.
Based on the proverb “You can't teach an old dog a new trick”, the learners who
study at primary school should be trained to be responsible for their own learning so
that they could feel do better in their future education. As a response to the lack
knowledge of the teachers at state primary schools, pre-service training may be held

so as to inform them about the basic principles of autonomy.

The third one is that the importance of European Language Portfolio is
doubling its importance day by day which can also be examined with learner
autonomy owing to the fact that the former does emphasize some elements of
autonomy. As mentioned in the review of literature, ELP requires that it promote
self-directed learning and responsible language learning. Moreover, the central role
of self-assessment and self-assessment instruments provided for ELP are highly
encouraged in autonomy. Above all, all the projects carried out throughout the world
underline that lifelong learning for the citizens should be developed, which we can

associate with learner autonomy.
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5.3. Suggestions for Further Research

This study has revealed that autonomy implementation in the foreign

language classroom has increased the degree of autonomy for the learners studying

English at Prep School. Three suggestions could be made for the further research

driven from the findings of this study.

a)

b)

d)

This study could be repeated with a larger number of the subjects
so that the results may be gained more reliably.

Action research, which is particularly suited to the field of
autonomy since it can help us to develop our own autonomy as
teachers, is an ideal approach and is likely to be most successful
when it addresses specific questions. Therefore, this study could
be fulfilled with the action research for the further studies in order
that the researcher can practice the implementation at the same
time and control the students’ development of autonomy.

The autonomy implementation stage lasted within 12 weeks in this
study, for further research this duration should be extended because
it takes a long time to process. The reason why a-twelve-week
period has been used is that the learners change their classes and
teacher when the first semester is over. When the new semester
starts, the classes will be mixed with new teachers, which causes
lots of difficulties for the learners to adapt to the new environment.

It is generally assumed that more autonomous learners are regarded
as more successful learners. This study could be repeated by
focusing on the relation between the grades of the students and

level of learner autonomy.



142

REFERENCES

Ade-o0jo, O. G. (2005). The predisposition of adult learners in a FE college towards
autonomy. Journal of Further and Higher Education, 29(3), 191-
210.

Airasian, P. W. and M. E. Walsh (1997). Constructivist cautions. Phi Delta
Kappan, 78, 444-450.

Bandura, A. (1989). Perceived self-efficacy in the exercise of personal agency. The

Psychologist, 10, 411-424.

Benson, P. (1995). A critical view of learner training. Learning Learning: JALT

Learner Development N-SIG Forum, 2 (2), 2-6.

Benson, P. and Voller, P. (1997) Autonomy and Independence in Language

Learning. London: Longman.

Benson, P. (2001). Teaching and researching autonomy in language learning.

England: Pearson Education Limited.

Bertoldi, E., Kollar, J. and Ricard, E. (1998). Learning how to learn English: from
awareness to action, ELT Journal, 42(3), 157-166.

Blanche, P. (1988). Self-assessment of foreign-language skills: implications for

teachers and researchers. RELC Journal, 19, 75-93.

Blue, G. (1994). Self-assessment of Foreign Language Skills: Does it work?. CLE
working papers N, 18-35.

Boud, D. (1988). Developing Student Autonomy in Language Learning. New
York: Kogan Page.



143

Brajcich, J. (2000). Encouraging learner autonomy in your classes. The Language
Teacher Online. Retrieved August 2, 2006. From the World Wide
Web._http://www jalt-publications.org/tlt/articles/2000/03/brajcich.

Breen, M.P. and Mann, S. (1997). Shooting Arrows at the Sun: Perspectives on a
Pedagogy for Autonomy. P. Benson and P. Voller (Eds). Autonomy

and Independence in Language Learning. London: Longman.

Broady, E. (1996). Learner attitudes towards self-direction. In Promoting Learner
Autonomy in University Language Teaching. London, Pub. By

Assoc. for French Language Studies.

Brookfield, S. (1994). Tales from the dark side: A Phenomenography of Adult
Critical Reflection. International Journal of Lifelong Education,

13,203-216.

Brown, H. D. (1994). Principles of language learning and teaching. (3rd edition).
New Jersey: Prentice Hall Regents.

Brown, S. and Smith, B. (1996). Introducing Resources for Learning. S. Brown and
B. Smith (Eds), (1-9). Resource-based Learning. London: Kogan
Page.

Brown, H. D. (2001). Teaching by principles: An interactive approach to
language pedagogy. (2nd edition). New York: Addison Wesley

Longman, Inc.

Brophy, J. E. (1998). Motivating students to learn. Boston, MA: McGraw-Hill.

Camilleri, G. (1997). Learner autonomy: The teachers’ view. Retrieved on August

23, 2005. From the World Wide Web:

ww.ecml.at/documents/pubCamilleriG_E.pdf



144

Candy, P.C. (1991). Self-direction for Lifelong Learning. San Francisco: Jossey-

Bass.

Carter, B.A. (2001). From awareness to counseling in learner autonomy. The AILA

Review, 15, 26-33.

Chamot, A. U. (2001). The role of learning strategies in second language acquisition.
Learner contributions to language learning, M.P. Breen (Ed), (25-43). Singapore:

Pearson Education Limited.

Chan, V. (2001a). Readiness for Learner Autonomy: What do our learners tell us?
Teaching in Higher Education, 6. (4). Retrieved on August 23,
2006. From the World Wide Web:
http://taylorandfrancis.metapress.com/media/8dfq378vqm4kvgelptoy/
contributions/m/8/q/u/m8queuhkfgb Inty(.pdf

Chan, V. (2001b). Learning autonomously: the learners’ perspectives. Journal of

Further and Higher Education, 25, 32-43.

Chan, V., Spratt, M. and Humphreys, G. (2002). Autonomous language learning:
Hong Kong Tertiary Students’ attitudes and behaviors. Evaluation
and Research in Education. 16 (1), 35-47.

Chan, V. (2003). Autonomous Language Learning: the teachers’ perspectives.

Teaching in Higher Education, 8 (1), 33-54.

Childs, P. (2005). Autonomy and the ability to learn project. The Higher Education
Academy. Retrieved on 25 August, 2006. From the World Web
Wide:
http://www.ukcle.ac.uk/interact/1ili/2005/contributions/childs.html



145

Chu, M. (2004). College Students’ and Their Teachers’ Perceptions and Expectations
of Learner Autonomy in EFL Conversation Classrooms. Unpublished
Ph. D. Thesis, Texas A&M University, College of Graduate Studies.
Kingsville, USA.

Cohen, D. (1998). Strategies in learning and using a second language. NY:
Addison Wesley Longman Limited.

Cotteral, S. (1995). Developing a course strategy for learner autonomy. ELT
Journal. 49 (3), 219-27.

Cotteral, S. (1999). Key variables in language learning: what do learners believe

about them? System, 27, 493-513.

Crabbe, D. (1993). Fostering Autonomy from within the classroom: the teacher’s
responsibility, System, 21 (4), 443-52.

Coban, Z. (2002). Attitudes towards Learner Autonomy in Gazi University and
Yildiz Teknik University. International INGED Conference on
Interchanges and Exchanges: Current Trends in ELT, METU,
Ankara, TURKEY.

Dam, L. (1990). Learner Autonomy in Practice: An experiment in learning and
teaching. Autonomy in Language Learning. 1. Gathercole (Ed).
Great Britain. Centre for Information on Language Teaching and

Research.

Dam, L. (1995). Learner Autonomy 3: From theory to classroom practice.
Dublin. Authentik.

Deci, E. I. and Ryan, R. M. (1985). Intrinsic Motivation and Self Determination

Human Behavior. New York: Plenum.



146

Demirel, O. (2002). Yabanci Dilde Ogrenen Ozerkligi. Milli Egitim Dergisi. 155-
156, 76-88.

Demirel, O. (2005) Avrupa Konseyi Dil Projesi ve Tiirkiye Uygulamasi. Milli
Egitim Dergisi. 167, 78-88.

Dewey, J. (1916). Democracy and Education, Retrieved on May, 11 2006, From the
World Wide Web:

http://www.ilt.columbia.edu/publications/dewey.html

Dickinson, L.and Carver, D. (1980). Learning how to learn: steps towards self-

direction in foreign language learning. ELT Journal, 35(1), 1-7.

Dickinson, L. (1987). Self-instruction in Language Learning. Cambridge.

Cambridge University Press.
Dickinson, L. (1988). Learner Training. Individualization and Autonomy in
Language Learning. A. Brookes and P. Grundy (Eds), (45-54). Hong

Kong. Modern English Publications and the British.

Dickinson, L. (1992). Learner Autonomy 2: Learner Training for Language

Learning. Dublin: Authentic.

Dickinson, L. (1993). Talking Shop: Aspects of autonomous learning. ELT Journal,
October 47 (4), 39-56.

Dickinson, L. (1995). Autonomy and Motivation: A literature review. System, 23 (2)
165-174.

Doyal, L. and Gough, I. (1991). A theory of human need. London: Macmillan.



147

Dubin, F. and Olshtain, E. (1986). Course Design: Developing Programs and
Materials for Language Learning. New York: Cambridge

University Press.

Dornyei, Z. (1998). Motivation in Second and Foreign Language Learning.

Language Teaching, 31, 117-135.

Dornyei, Z. (2001). Motivational Strategies in the Language Classroom.
Cambridge: Cambridge University Press.

Egel, 1. P. (2003). The Impact of the European Language Portfolio on the Learner
Autonomy of Turkish Primary School Students. Unpublished Ph. D.
Thesis, Anadolu University, Institute of Social Sciences. The

Department of English Language Teaching.

Erséz, A. (2001). Key to Effective Teaching: Intrinsic Motivation. International
INGED Conference. Teaching and Learning English: Meeting
Challenges. November 15-17. Anadolu University, Eskisehir.

Esch, E. (1996). Promoting learner autonomy: criteria for the selection of appropriate
materials. Taking Control- Autonomy in language learning. R.
Pemberton, E. Li, W. OR and H.D. Pierson (Eds). Hong Kong, Hong

Kong University Press.

Esch, E. (1997). Learner training for autonomous language learning. Autonomy and
Independence in Language Learning. P. Benson and P. Voller

(Eds), (164-176). London. Longman.

Fazey, D. M. A. and Fazey, A. J. (2001). The Potential for Autonomy in Learning:
perceptions of competence, motivation and locus of control in first-
year undergraduate students. Studies in Higher Education. 26(3),
345-361.



148

Fenner, A. B. and Newby, D. (2000). Approaches to Materials Design in European
textbooks: Implementing principles of Authenticity, Learner
Autonomy, Cultural Awareness. Strasbourg: Council of Europe
Publishing. Retrieved on August 25, 2006. From the World Wide
Web:
http://www.ecml.at/documents/projects/forums/LearnerAutonomy-

1.doc.

Finch, A. E. (2000). A Formative Evaluation of a Task-Based EFL Program for
Korean University Students. Unpublished Master’s Thesis.
Manchester University,

UK. Retrieved on 14™ November 2005: http://www.finchpark.com/arts/autonomy

Finch, A. (2001). Autonomy: Where Are We? Where Are We Going? The Hong
Kong Polytechnic University . JALT CUE Conference on
Autonomy, May 13/14th 2001. Retrieved on July, 22, 2006. From the
World Wide Web:
http://www.finchpark.com/arts/autonomy/index.htm.

Gardner, D and Miller, L. (1999). Establishing Self-Access: from theory to

practice. Cambridge. Cambridge University Press.

Gardner, D. (1999). Self-assessment for autonomous language learners. Retrieved on
September, 5, 2006 From the World Wide Web:
http://www.bib.uab.es/pub/linksandletters/11337397n7p49.pdf#search
=%22Gardner%2C%20D.%20

Genesee, F. and Upshur, J. A. (1996). Classroom-Based Evaluation in Second
Language Education. UK. Cambridge University Press.



149

Gremmo, M.J. and Riley, P. (1995). Autonomy, self-direction and self access in
language teaching and learning: The history of an idea. System, 23,
(2), 151-164.

Harmer, J. (2001). The practice of English Language Teaching. (3rd Edition).

China. Pearson Education Limited.

Hall, D and Kenny, B. (1988). An approach to a truly communicative methodology:
the AIT pre-sessional course. English for Specific Purposes, 7, 19-

32.

Hein, G. E. (1991). Constructivist learning theory: the museum and the needs of

people: CECA conference, in Jerusalem; Israel.
Hiemstra, R. (1994). Self-directed learning. The International Encyclopedia of
Education (2nd edition). T. Husen and T. N. Postlethwaite (Eds.).

Oxford: Pergamon Press.

Hil, Thomas (1991). Autonomy and self-respect. USA: Cambridge University

Press.

Ho, J. and Crookal, D. (1995). Breaking with Chinese cultural traditions: learner
autonomy in English language teaching. System, 23 (2), 235-244.

Holec, H. (1979). Autonomie et Apprentissage des langues etrangeres.

Strasbourg :Hatier.

Holec, H. (1981). Autonomy in Foreign Language Learning. Oxford: Pergamon.

James, C.V. and Garrett, P. (1991). Language Awareness in the Classroom.

London: Longman.



150

Johns, J. (1995). Self-access and culture: Retreating form autonomy. ELT Journal,

49, (3), 228-234.

Jones, J. (2001). CALL and the Teacher's Role in Promoting Learner Autonomy.
Retrieved on July, 15, 2006. From The World Wide Web:

www.clec.ritsumei.ac.jp/english/callejonline/6-1/jones.html.

Kagar, I. G. (2005). The teachers' and students' perceptions concerning the
effectiveness of communicative tasks in an EFL setting. Unpublished
Ph.D. thesis, METU, Institute of Social Sciences, Department of

English Language Teaching.

Kenny, B. (1993). For more autonomy. System, 21(4), 431-42.

Kesten, C. (1987). Independent Learning, Saskatchewan Education. Retrieved
August 16, 2006 from the World Wide  Web:
http://www.sasked.gov.sk.ca/docs/policy/cels/el7.html.

Knowles, M. (1980). The Modern Practice of Adult Education: from Pedagogy
to Andragogy. Chicago: Follet.

Kocgak, A. (2003). A Study on Learners’ Readiness for Autonomous Learning of
English as a Foreign Language. Unpublished Master’s thesis, METU,
Institute of Social Sciences, Department of English Language

Teaching.

Kohonen, V. (1992). Experiential language learning: Second language learning as
cooperative learner education. Collaborative language learning and
teaching. D. Nunan (Ed), (14-39). Cambridge. Cambridge University

Press.



151

Kucuroglu, C. (1997). The Effects of Direct Formative Testing on Learner
Performance and the Development of Learner Autonomy.
Unpublished Master’s thesis. METU, Institute of Social Sciences,
Department of English Language Teaching.

Kumaravadivelu, B. (2003). Beyond Methods: Macrostrategies for language
teaching. New Haven, CT&London, UK: Yale University Press.

Kupfer, H. (1990). Autonomy and Social Interaction. USA: State University of
New York Press.

Lanham, R. (1993). The Electronic Word. Democracy, Technology and the arts.
Chicago& London. The University of Chicago Press.

Lee, W. (1996). The role of materials in the development of autonomous learning.
Taking Control- Autonomy in language learning. R. Pemberton, E.
Li, W. OR and H.D. Pierson (Eds), (167-185). Hong Kong, Hong

Kong University Press.

Lee, I. (1998). Supporting greater autonomy in language learning. ELT Journal,
52(4), 282-290. Retrieved on June 21, 2006. From The World Wide
Web: http://eltj.oxfordjournals.org/cgi/reprint/52/4/282.

Lier, L. V. (1996). Interaction in the language curriculum: Awareness,

Autonomy & Authenticity. England. Longman Group Limited.

Lindley, R. (1986). Autonomy: Issues in political theory. Hong Kong: Macmillan
Education Ltd.

Little, D. (1990a). Autonomy in language learning. Autonomy in language

learning. I. Gathercole (Ed), (7-15). London, CILT,



152

Little, D. (1990b). Learning as a dialogue: The dependence of learner autonomy on

teacher autonomy, System, 23, (2), 175-181.

Little, D. (1991). Learner Autonomy: Definitions, issues and problems. Dublin:

Authentic Limited.

Little, D. (1994). Learner Autonomy: a theoretical construct and its practical

applications. Die Neuren Sprachen, 93(5), 430-442.

Little, D. (1996). Learner autonomy: some steps in the evolution of theory and
practice'. Teanga 16. Dublin, Irish Association for Applied
Linguistics, 1-13.

Little, D. (1997). Language Awareness and the autonomous language learner.

Language Awareness , 6. (2-3), 93-194.

Little, D. and Dam, L. (1998). Learner Autonomy: What and Why? JALT98 Special
guest speakers: Copenhagen: Royal Danish Institute of Educational

Sciences.

Little, D. (2000). Learner autonomy and human interdependence: some theoretical
and practical consequences of a social-interactive view of cognition,
learning and language. Learner Autonomy, Teacher Autonomy:

Future Directions. B. Sinclair (Ed), (15-23). London: Longman.

Little, D. (2002). Learner autonomy and second/foreign language learning. The
Guide to Good Practice for learning and teaching in Languages,
Linguistics and Area Studies. LTSN Subject Centre for Languages,

Linguistics and Area Studies, University of Southampton.



153

Little, D. (2003). Learner Autonomy and public examinations. Learner Autonomy
in Foreign Language Classrooms: Teacher, Learner, Curriculum

and Assessment. D. Little, et al. (Eds), (223-236). Dublin: Authentik.

Little, D. (2004). Democracy, discourse and learner autonomy in the foreign

language classroom. UTBIDNING & Democratic. 13, 105-26.

Littlejohn, A. (1985). Learner Choice in language study. English Language
Teaching Journal, 39, 253-261 Retrieved August, 23, 2006. From
World Wide Web:
http://ourworld.compuserve.com/homepages/A _Littlejohn/papers.htm

Littlewood, W. (1997). Self-access: why do want it and what can it do? Autonomy
and Independence in Language Learning. P. Benson and P. Voller

(Eds), (79-92). London. Longman.

Littlewood, W. (1999). Defining and developing autonomy in East Asian Contexts.
Applied Linguistics 20(1), 71-94.

Livingston, J. A. (2003). Metacognition: An overview. Education Resources
Information Centre (ERIC) Research in Education. Washington:

Government Printing Office.

McGarry, D. (1995). Learner Autonomy 4: The Role of Authentic Texts. Dublin.
Authentic.

McKay, H. and Tom, A. (2001). Teaching Adult Second Language Learners. (2nd
Edition). USA. Cambridge University Press.

Noels, K.A., Clément, R. and Pelletier, L.G. (1999). Perceptions of teacher
communicative style and students' intrinsic and extrinsic motivation.

Modern Language Journal, 83, 23-34.



154

Nolen, SB. (1988). Reasons for studying: Motivational orientations and study
strategies, Cognition and Instruction, 5, 269-287.

Nunan, D. (1996). Towards autonomous learning: some theoretical, empirical and
practical issues. Taking Control- Autonomy in language learning.
R. Pemberton, E. Li, W. OR and H.D. Pierson (Eds), (13-27). Hong
Kong, Hong Kong University Press.

Nunan, D. (1997) Designing and Adapting materials to encourage learner autonomy.
Autonomy and Independence in Language Learning. P. Benson

and P. Voller (Eds), (192-203). London. Longman.

Nunan, D. (2004). Nine Steps to learner autonomy: Plenary Speech. Shantou
University, China, 13 March 2004. Retrieved on March, 25, 2006
From the World Wide Web:

www.nunan.info/presentations/steps_learner autonomy_files/frame.htm

Oh, M.K. (2002). Four Korean Adult Learners’ ESL Learning Beliefs and Learner
Autonomy. Unpublished Ph. D. Thesis, University of New York,
Buffalo, USA.

O’Malley, J.M. and Chamot, A. U. (1990). Learning Strategies in Second

Language Acquisition. Cambridge: Cambridge University Press.

Opalka, B. (2001). Reflective learning in the autonomous classroom. Retrieved on
September, 23, 2006. From The World Wide Web:
http://www.iatefl.org.pl/tdal/n9reflective.htm.

Oscarsoon, M. (1998). Learner self-assessment of language skills. IATEFL TEA
SIC Newsletter.



155

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

know. Boston: Heinle and Heinle.

Ozdere, M. (2005). State-supported provincial university English language
instructors’ attitudes towards learner autonomy. Unpublished Master’s
thesis. Bilkent University. The Institute of Economics and Social

Sciences. The Department of teaching English as a foreign language.

Pemberton, R., Li, E. S. L., Or, W. W. F. and Pierson, H. D. (1996). Taking
Control: Autonomy in Language Learning. Hong Kong: Hong

Kong University Press.

Phillips, A. D. (2004). An Assessment of the Learner Autonomy of Students
Enrolled in Academic and Vocational Programs at Thomas Nelson
Community College. Unpublished Ph. D. Thesis, George
Washington University, USA.

Pierson, H. (1996). Learner culture and learner autonomy in Hong Kong Chinese
context. Taking Control- Autonomy in language learning. R.
Pemberton, E. Li, W. OR and H.D. Pierson (Eds), (49-59). Hong
Kong, Hong Kong University Press.

Pintrich, P. and De Groot, E. (1990). Motivational and self-regulated learning
components of classroom academic performance, Journal of

Educational Psychology. 82, 33-40.

Pintrich, P. R. and Schunk, D. H. (1996). Motivation in education: Theory,

research, and applications. Englewood Cliffs: Prentice Hall.

Raya, M. J. and Fernandez, M. P. (2002). Learner autonomy and new technologies.
International Council for Education Media. Retrieved June 21,

2006 from the World Wide Web: http://www.tandf.co.uk/journals



156

Reinders, H. (2000). Do it yourself? A learners' perspective on learner autonomy and
self-access language learning. Unpublished Master’s Thesis.

Groningen: University of Groningen.

Rogers, C. (1961). On Becoming a Person. Boston. Houghton Mifflin.

Rubin, J. (1987). Learner strategies: theoretical assumptions, research history and
hypology. Learner Strategies in Language Learning. A. Wenden
and J. Rubin (Eds). London: Prentice Hall International.

Sancar, 1. (2001). Learner Autonomy: A profile of teacher trainees in pre-service
teacher education. Unpublished Master’s thesis. Uludag University,
Institute of Social Sciences, Department of English Language

Teaching.

Scharle, A. and Szabo, A. (2000). Learner Autonomy: A guide to developing

learner responsibility. Cambridge: Cambridge University Press.

Schneewind, J. B. (1998). The invention of autonomy: A history of modern moral

philosophy. Cambridge, New York. Cambridge University Press.

Schwienhorst, K. (2003). Learner autonomy and tandem learning: Putting principles
into practice in synchronous and asynchronous telecommunications
environments. Computer Assisted Language Learning, 16, 427-
443.

Sheerin, S. (1997). An exploration of the relationships between self-access and
independent learning. Autonomy and Independence in Language

Learning. P. Benson and P. Voller (Eds), (54-65). London: Longman.

Sinclair, B. and Ellis, G. (1992). Survey review: learner training in EFL course

books. ELT Journal, 46 (2), 209-225.



157

Sinclair, B. (1996). Materials design for the promotion of learner autonomy: how
explicit is 'explicit. Taking Control - Autonomy in language
learning. R. Pemberton, E. Li, W. OR and H. D. Pierson (Eds). Hong
Kong, Hong Kong University Press.

Sinclair, B. (1999). More than an act of faith? Evaluating Learner Autonomy.
Innovation and Best Practice. C. Kennedy (Ed), (96-107). England:

Pearson Education Limited.

Smith, H. A. (2001). Computer-assisted language learning. The Cambridge Guide
to Teaching English to Speakers of Other Languages. R. Carter
and D. Nunan (Eds). Cambridge. Cambridge University Press.

Stephenson, J. and Laycock, M. (1993). Using Learner Contracts in Higher

Education. London, Kogan Page.

Sahin, 1. (2005). The role of metacognitive strategies in promoting learner autonomys:
A case study at the ELT Department. Unpublished Master’s thesis.
Gazi University, Institute of Educational Sciences, Department of

English Language Teaching.

Tayar, A. B. (2003). A Survey on Learner Autonomy and Motivation in ESP in a
Turkish context. Unpublished Master’s thesis. Uludag University,
Institute of Social Sciences, Department of English Language

Teaching.

Thanasoulas, D. (2000). What is Learner Autonomy and how can it be fostered?
Retrieved on  April, 25, 2006. From the World Wide Web:
http://iteslj.org/Articles/Thanasoulas-Autonomy.html.



158

Thomson, C. K. (1996). Self-assessment in self-directed learning: issues of learner
diversity. Taking Control- Autonomy in language learning. R.
Pemberton , E. Li, W. OR and H.D. Pierson (Eds). Hong Kong, Hong

Kong University Press.

Ur, P. (1996). A Course in Language Teaching- Theory and Practice. Great

Britain. Cambridge University Press.

Usuki, M. (2003) Learner beliefs about language learning and learner autonomy: a
reconsideration. Learner and Teacher Autonomy in Japan 1:
Autonomy You Ask! A. Barfield and M. Nix (Eds). Tokyo: Learner
Development Special Interest Group of the Japan Association of

Language Teachers.

Vanijdee, A. (2003). Thai distance English learners and learner autonomy. Open
Learning. 18(1) 75-84.

Victori, M. and Lockhart, W. (1995). Enhancing Metacognition in Self-Directed
Language Learning. System, 23 (2), 223-234.

Wang, M.C. and Peverly, S.T. (1986). The self-instructive process in learning
contexts. Contemporary Educational Psychology, 11, 370-404.

Warschauer, M. and Healey, D. (1998). Computers and language learning: An
overview. Language Teaching, 31, 57-71.Retrieved August 22, 2006.
From the World Wide Web:
http://acadweb.snhu.edu/riabov_lyra/Lyra Web/W_2 MW_%20Com
puters%20and%20Language%20Learning%20An%200verview.htm.

Wenden, A. (1991). Learner strategies for learner autonomy: Planning and
implementing learner training for language learners. UK: Prentice

Hall International.



159

Willis, J. (1996). A Framework for Task-Based Learning. Malaysia. Addison
Wesley. Longman Limited.

Willis, D. and Willis, J. (2001). Task-based language learning. The Cambridge
Guide to Teaching English to Speakers of Other Languages. R.
Carter and D. Nunan. (Eds). Cambridge. Cambridge University

Press.

Winch, C. (1999). Autonomy as an educational aim. The Aims of Education. R.
Marples (Ed), (74-85) USA and CANADA, Routledge

Wlodkowski, R. J. (1999). Enhancing Adult Motivation to Learn. Jossey-Bass
Publishers, San Francisco, CA. Retrieved on September, 13, 2006.
From The World Wide Web:

http://www.ed.pdx.edu/newmod/contracts.htm.

Yang, Nae-Dong. (1998). Exploring a new role for teachers: Promoting learner

autonomy. Pergamon. 26, 127-135.

Yildirim, O. (2005). ELT student's perceptions and behavior related to learner
autonomy as learners and future teachers. Unpublished Master’s
thesis, Anadolu University, Institute of Educational Sciences,

Department of English Language Teaching.

Yumuk, A. S. (2002). Letting go of control to the learners: The role of the Internet in
promoting a more autonomous view of learning in an Academic

translation course. Educational Research, 44, 141-156.

Zimmerman, B. J. (1998). Developing self-fulfilling cycles of academic regulation:
an analysis of exemplary instructional models. Self-regulated
learning: from teaching to self-regulated practice. D.H. Schunk

and B.J. Zimmerman (Eds), (1-20). New York: Guilford Press.



160

APPENDICES



161

APPENDIX 1

LEARNER AUTONOMY QUESTIONNAIRE

GAZi UNIVERSITY
GAZIi FACULTY OF EDUCATION
DEPARTMENT OF ENGLISH LANGUAGE TEACHING
LEARNER AUTONOMY QUESTIONNAIRE FOR PREPARATORY
SCHOOL LEARNERS
2006-2007

TO THE PARTICIPANT

This questionnaire consists of three parts. The first part is made up of your
background information. You will find some questions related to learner autonomy
in the second section. As for the third section, your opinions regarding learner
autonomy will be required. Recommending that the carried out study will make your

language learning process more efficient, I thank you for your responses.

Res. Assist. Cem BALCIKANLI

Deparment of ELT

SECTION I:
PERSONAL INFORMATION
1. Gender: Male () Female ()
2. Age
3. Lycee Type

a. State High School @)

b. Anatolian High School ()

c. Anatolian Teacher Education High School ()



d. Super High School @)
e. Private High School ()
f. College @)
g. Vocational High School ()
Others:

4. Education Type

Day Class () Evening Class ()

5. Faculty
a. Faculty of Economics and Administrative ()
b. Faculty of Engineering and Architecture ()
c. Faculty of Technical Education ()
d. Faculty of Medicine ()

e. Others:

6. Do you like learning English?
Yes () No ()

7. Have you attented preparatory school before?

Yes () No ()

8. How long have you been learning English?

a. less than 6 years ()

9. How do you find your English level?
a. good () b. middle ()

b. more than 6 years ()

c.bad ()
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SECTION II:

This part constittues 15 questions concerning the concept “learner

autonomy”. Please put a cross (X) in the box appropriate for you.

1. Never 2. Little 3. Partly
4. Much 5. Very much
© 1 2 3

LEARNER AUTONOMY QUESTIONNAIRE -1

1 | How much are you involved in establishing the objectives of
a course?

2 | How much are you involved in deciding the course content?

3 | How much are you involved in selecting materials?

4 | How much are you involved in decisions on the time, place
and pace of the course?

5 | How much are you involved in decisions on the methodology
of the course?

6 | How much are you involved in decisions on classroom
management?

7 | How much are you involved in decisions on homework
tasks?

How much are you encouraged to assess yourself?

How much are you involved in decisions on what to focus on
from materials given by the teacher?

10 | How much are you involved in decisions on the choice of
learning tasks (projects, presentations)?

11 | How much are you encouraged to formulate your own
explanations for classroom tasks?

12 | How much are you encouraged to find out learning strategies
by yourself?

13 | How much are you informed about how to study better on
your own?

14 | How much are you encouraged to keep the journals and take
notes to follow your progress during English learning?

15 | How much are you encouraged to prepare your learning
plans?
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SECTION III:

There are 15 statements about learner autonomy in this part. Please tick the

option which you consider the most appropriate.

1: I strongly disagree 2: I disagree 3: Not sure
4: I agree 5: I strongly agree
© 1 2 3

LEARNER AUTONOMY QUESTIONNAIRE -2

1 | I need to learn more than I am required with my all efforts.

2 | I follow my progress while learning English.

3 | I like projects and activities where I can work on my own.

4 | I can learn English grammar on my own/without needing a
teacher

5 | I understand the meaning of a word identifying prefix and
suffix of a word.

6 | I can identify and select the additional materials to support
the subject.

7 | I can evaluate myself in terms of my tasks and projects.

8 | I actively participate in the course.

9 | I have several strategies to understand and remember English
grammar.

10 | If I can not learn English in the classroom, I can work on my
own.

11 | I am aware of my learning strategies.

12 | I have some games to keep the words I learn in my mind.

13 | I am responsible for my own learning.

14 | I like my way of studying English.

15 | I know how to study English by myself.
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GAZI UNIVERSITESI
GAZi EGITiM FAKULTESI
INGILiZCE OGRETMENLIGI BOLUMU
HAZIRLIK OGRENCILERININ “OGRENEN OZERKLIGIi»” ANKETI

20062007

KATILIMCI’'YA

Bu anket ii¢ ana boliimden olusmaktadir. ilk béliim kisisel bilgilerinizi

icermektedir. ikinci boliimde &grenen ozerkligiyle ilgili sorular1 cevaplamaniz,

iciinci boliimde ise verilen durumlara iligkin goriisleriniz istenecektir. Yapilan

calismanin dil 6grenmenizi daha etkin kilmak i¢in diizenlendigini hatirlatarak

vereceginiz cevaplar icin tesekkiir ederim.

1. BOLUM:
KIiSIiSEL BiLGILER

1. Cinsiyetiniz: Bay ()

2. Yasiniz

3. Mezun Oldugunuz Okul Tiirii:
a. Diiz Lise 0)
b. Anadolu Lisesi ()
c. Anadolu Ogretmen Lisesi ()
d. Siiper Lise 0)
Diger:

Ars. Gor. Cem BALCIKANLI
Ingiliz Dili Egitimi ABD

Bayan ()

e. Ozel Okul O
f. Kolej ()
g. Teknik/Meslek Lise )
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4. 1. Ogretim () IL.Ogretim ()

5. Fakiilteniz:
a. iktisadi ve Idari Bilimler Fakiiltesi ()
b. Miihendislik Mimarlik Fakiiltesi )

c. Teknik Egitim Fakiiltesi @)
d. Tip fakiiltesi 0)
e. Diger :

6. Ingilizce 68renmeyi seviyor musunuz?

Evet () Hayir ()

7. Daha 6nce Ingilizce Hazirhik Egitimi aldimz m?

Evet () Hayir ()

8. Kag yildir Ingilizce 6greniyorsunuz?

a. 6 yildan az b. 6 yildan ¢ok

9. Ingilizce seviyenizi nasil buluyorsunuz?

a.iyi () b. orta () c. kotii ()
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2. BOLUM:

Bu boliim, 6grenen 6zerkligi kavramiyla ilgili 15 soruyu icermektedir. Size

en uygun gelen bir segenege ait bos kutuya carpi (X) isareti koyarak isaretleyin.

1. Hi¢ 2. Biraz 3. Kismen
4. Fazla 5. Cok Fazla
© 1 2 3

HAZIRLIK OGRENCILERI OZERKLIK ANKETI -1

1 | Dersin amaglarm1  olusturma asamasinda ne kadar

bulunuyorsunuz?

2 | Dersin igerigine karar verme asamasinda ne kadar
bulunuyorsunuz?

3 | Derste kullanilacak materyallerin seciminde ne kadar
bulunuyorsunuz?

4 | Dersin zamani, yeri ve asamalariyla ilgili kararlarin
alimmasinda ne kadar bulunuyorsunuz?

5 | Dersin nasil islenmesi gerektigiyle ilgili kararlar {izerine ne
kadar yorumda bulunuyorsunuz?

6 | Simif yonetimiyle ilgili kararlarin alinmasi asamasinda ne
kadar bulunuyorsunuz?

7 | Verilen 6devlerle ilgili kararlarin olusturulmasi asamasinda
ne kadar bulunuyorsunuz?

8 | Kendinizi degerlendirilmenizle ilgili olarak ne kadar
cesaretlendiriliyorsunuz?(motive ediliyorsunuz)

9 | Size saglanan materyallerden neye odaklanacaginizla ilgili
kararlar asamasinda ne kadar bulunuyorsunuz?

10 | Ogrenim etkinliklerinizin (projeler, sunular,vb) segiminde ne
kadar bulunuyorsunuz?

11 | Ogrenim etkinlikleriniz i¢in kendi  agiklamalarnizi
olusturmanizda ne kadar motive ediliyorsunuz?

12 | Kendi 6grenme stratejilerinizi kesfetmeniz ve gelistirmeniz
konusunda ne kadar destekleniyorsunuz?

13 | ingilizce’yi yalniz basimiza daha iyi galisabilmeniz igin ne
kadar bilgilendiriliyorsunuz?

14 | ingilizce 6grenme siirecinizdeki gelisiminizi takip edebilmek
icin giinlik veya not tutmaniz i¢in ne kadar
cesaretlendiriliyorsunuz?

15 | Ogrenme planlarinizi  hazirlarken ne kadar motive
ediliyorsunuz?
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Bu bdliimde toplam 15 tane 6nerme bulunmaktadir. En uygun oldugunu

diisiindiigiiniiz segenegi isaretleyiniz.

1: Hic¢ katilmiyorum 2: Katilmiyorum 3: Fikrim yok
4: Katilryorum 5: Tamamen katillyorum
© 3

HAZIRLIK OGRENCILERI OZERKLIK ANKETI -2

1 | Ogrenmem istenenden daha fazlasim1 kendi cabalarimla
ogrenmeye istek duyarim.

2 | Ingilizce 8grenirken gosterdigim gelisimi izlerim.

3 | Kendi basima c¢aligabilecegim projeleri veya aktiviteleri
yapmaktan hoslanirim.

4 | ingilizce dilbilgisini kendi kendime/6gretmene gerek
duymadan 6grenebilirim.

5 | Ingilizce bir kelimenin anlamimi, kelimenin 6n ve 80son
eklerini belirleyerek ¢ikaririm.

6 | Calistigim konular destekleyen ek materyalleri belirleyip
segebilirim.

7 | Kendimi  oOdevlerim  veya  projelerim  agisindan
degerlendirebiliyorum.

8 | Derse etkin katilmay1 severim

9 | Grameri daha iyi anlayabilmek ve hatirlamak i¢in bazi
stratejiler gelistirirFrequency of the baim

10 | Derste O6grenemedigim bir konuyu tek basima calisarak
Ogrenebilirim.

11 | Ogrenme yontemlerimim farkindayim.

12 | Ogrendigim kelimeleri aklimda tutmak icin kendime ait
oyunlarim var.

13 | Ogrenmemden ben sorumluyum.

14 | Ingilizce ¢alisma ydntemimi seviyorum.

15 | ingilizce’yi yalmz bagima nasil calisacagimi biliyorum.
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APPENDIX 2

SUGGESTED SAMPLE ACTIVITIES

e LY e e DI S
RS0y mzds GUESUONNGITES

answering questions on learning styles and activities

Main goal collecting information
Language focus reading comprehension
Preparation handouts

Youmay ask students to fill in the questionnaires in the lesson, or, to save
classroom time, you may assign them for homework. If you find any of
| them too difficult for your students to do in the foreign language, you

may use a translated version, as the emphasis here is on the collection of
information rather than on language practice.

1. Questionnaire to survey past experience

Please read the questions carefully and answer as many as you can.

Did your last language teacher always explain every point YES/NO/DON’T KNOW
to you?
f, 5
Did you have to guess rules/meanings yourself? YES/NO/DON'T KNOW
Did your last language teacher ever ask you to work in .- YES/NO/DON'T KNOW |

pairs or groups? -

Did your last language teacher usually stand ac the front of YES/NO/DON'T KNOW
o I P

the class when he/she was teaching?

Did your last banguags teacher speak the foreign lanzuage YES/NO/DON'T KNOW
most of the time in a lesson?

Did you evar have o spealdwrite about yourselfin che YES/NO/DON'TKMNCW
English lesson or as homework?

Did you get an extra task or a bad mark if you did not do YES/NO/DON'T Xiow

<

Rt
your homework? :

Did you ever have to cocrect/mark the work of another YES/NQ/DON'T XNOW
pupil?
- Did your teacher ever ask for your dpinion about what to YES/NO/DON'TF kNoOw

‘do in the lesson or how you would like to learn?

Did you often use other materials in the lesson (or only the  yEs/vo/pon’t kyow
textboaok)? :

Vhat did you especially like or dislike about the way you
were taught?

L R R A I I I I I A AT AP I SRR

...............................................

(Based on Wright, 1987 p. 134.) ' © Cambridge Universicy Press 2000

Scharle, A. & Szabo, A. (2000). Learnéf‘;&utonomy: A guide to developing learner

responsibility. Cambridge: Cambridge University Pres-s.




170

2. Questionnaire on learning styles

Please read the sentences carefully, and tick the ones that apply to you.
a)

In class, I like to learn by games.

In class, I like to learn by pictures, films, video.

I like to learn the foreign language by talking in pairs.

T like to go out with the class and practise the foreign language.
At home, I like to learn by using cassettes.

In class, I like to listen and use cassettes.

b)

1 like to study grammar.

At home, I like to learn by studying foreign language books.

1 like to study the foreign language by myself (alone).

like the teacher to let me find my mistakes. ' ..

&

o s

1 like the teacher to give us problems to work or.
At home, I like to learn by reading newspapers.
c)

I like to learn by watching, listening to foreign language speakers.

I like to learn by talking to friends in the foreign language.

At home, I like to learn by watching TV in the foreign language.

I like to learn by using the foreign language in shops, on the phone, . ..
I like to learn the foreign language words by hearing them.

In 'class, I like to learn by conversations.

d)

I like the teacher to explain everything to us.

I want to write everything in my notebook.

I like to have my own textbook.

In the foreign language class, I like to learn by reading.

I like to study grammar.

1 like to learn new words by seeing them.

(Adapted from Willing, 1989.) © Cambridge University Press 2000




Key:

Fach group of sentences corresponds to a learning style, as follows:

a) Concrete b) Analyticalc) Communicative d) Auchority oriented. Most students are character-
ised by a mixture of two or three styles, with a dominant one among them.

3. Questionnaire on responsible attitudes

This questionnaire has two parts: the first one asking about the learner
and the second one about the group in general. Some students may tend
to overrate themselves, trying to please the teather: take this into account
when you evaluate the first part. Use the second part as a description of
the general mood or norms of behaviour in the classroom. Work out the
result by adding up the numbers for questions 2, 3,and 3, and deducting
the numbers for 1, 4, and 6. The maximum sCOre is 15, indicating a very
responsible student, and the minimum score is =15, indicating an alarm-
ingly irresponsible one. |
Explain to students that you would like to learn about their attitudes
towards learning the foreign language, and you would like them to fill in
a questionnaire as honestly as they can. Make it clear that it will not
Affect their marks in any way. Give each of them a copy of the question-

naire. 1f mecessary, explain the first sentence. (They should ifg__rst decids

i

o
how they rate their own lcnowledge — good or bad - and then decide how

much that can be explained by having had good or bad teachers.) The
second part may also need some explaining: student { WOII
about describing individual classmates, burtos general atmospherein the
class.

s shouldn’

3. Questionnaire on responsible attitudes

Read the sentences carefully. If you completely agree, circle 6. If you do not
agree at all, circle 1.

Asforme...

the reason why I arn good (bad) at the foreign language, is 123456
because I have hadgood (bad) teachers.

1 know what I should practise more in the foreign 123456
language.

1 pay more attention to the lesson if we are practising 123456
something I am not so good at.

T want only to survive the language lesson. 123456
sometimes I learn/read things that the teacher did not give 123456
as a task. '
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for their parents’ sake or for the marks).

© Cambmdge University Press 2000
fa 1

I do as little as possible for my homework. 123456
it is important for me to learn the foreign language (not only 123456
for my parents’ sake or for the marks).

As for most of the others in the class . .

the reason why they are good (bad) at the foreign language,is 12 3 4 5 6
because they have had good (bad) teachers.

they know what they should practise more in the foreignlan- 12 3 4 5 6
guage. E

they pay more attention to the lesson if we are practising 12 345
something they are not so good at.

they want only to survive the language lesson. 123456
‘sometimes they learn/read things that the teacher did notgive 12 3 4 5 6
as a task.

they do as little as possible for their homework. 123456
it is important for them to learn the foreign 1an0uacre (notonly 12345¢6
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4. Questionnaire on attitudes towards learning the foreign language

Please read the sentences carefully and finish them with the adverb that best

applies to you.
I enjoy learning the foreign language

In my language learning this year I
expect to do

We waste a lot of time in the foreign
language class

In five years’ time my command of the
foreign language will be

I like the people in my language class

[would like to visit / have friends from
a country where the foreign language is
spoken

I would like to live in a country where
the foreign language is spoken

very much / quite a lot / not much / not at all

very well / quite well / not badly / poorly
very often / sometimes / never

much better / a little better / the same / worse
very much/ quite a lot / not much / not at all

very much / quite a lot / not much / not at all

very much / quite a lot/ not much / not at all

Is there anything else you find important about your feelings towards the
target language, or the people who speak the target language?

..............................

---------------------------------

© Cambridge University Press 2000
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5. Streagths and weaknesses analysis

This qucstiommire can give you important information on your students’
perception of their command of the foreign language, anditcanalsobea
first step to get your students to think about their learning.

- —

5. Questionnaire on strengths and weaknesses

Think about what you can do or cannot do in the foreign language. (For
example: talking with another student, filling 1n grammar tests, speaking
without graminar mistakes, writing without grammar mistakes or spelling
mistakes, understanding tape recorded speech, speaking in front of the whole
class, speaking with correct pronunciation.) Finish the sentences below giving
more than one example if you can.

1n the foreign language, I am quite good at

...................................

...................................

[0 the foreign language, [ am fairly OO AL wuvrvenernrre e

...................................
...................................

[n the foreign language, 1 amnotso goodat ... PP T

.....................

In the foreign language, I Fnd it dIFACUITLEO  wevnmeemrrecermrnrn e

...................................

...................................

[s there anything that you are good at, but still keen to improve, or anything
that you Gnd difficult, but you don’t mind that much? Would you like to add
any other comments?

.............................................................................

..............................................................................
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Group discussions
comparing likes and dislikes in learning

Main goal collecting information on learner preferences

Language focus oral fluency practice, writing a report, like with
gerund

Preparation (handouts)

Students work in groups to compare their likes, dislikes, and abilities in
learning the foreign language. You may need to ask one student in each
group to lead the discussion. If this role is new to the students, you may
give one student in each group a role card entitled ‘Group leader’ like the
one below:

Group leader

You will lead the discussion in this group.

oy Y "i"

@ Make sure that everybody in the group has a chance to say what they think,
and that nobody talks too much.

@ Be polite but firm.

o If nobody is willing to speak, say what you think and ask some very easy
questions.

s
il
v

You may write the questions to be discussed on the blackboard or give
handouts to the groups. Give them some 10~ 15 minutes to talk and ask
them to produce a short report. If necessary, you can also supply the
patterns to be used in the report. So, the handout might look like this:

Discuss similarities and differences in the group in the following areas. Before
you start, choose a secretary to take notes, and a chairperson to lead the
discussion.

@ types of class activities that you like best (dialogues in pairs, reading stories,
listening to stories, doing grammar tests, etc.)

© your favounte sense (reading texts, Watchmg pxctures/wdeo listening to
speech, listening to music, touching, miming)

© your best talent in the foreign language

© ways you use the foreign language outside class (friends, computer games,
newspapers, holiday, etc.)

When you finish the discussion, write a report about the group as a whole.

You can start your sentences like this:

Mostof us. .

Some of us .

Not one of us .

©® Cambridge University Press 2000
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First words
teaching and learning some internationally used words

Level beginner/elementary

Main goal © self-confidence

Language focus vocabulary building

Preparation pictures or objects P

Note this activity is fairly short but spreads over two
lessons

The point of this activity is to show students how much they already
know, to mobilise their existing knowledge, and to encourage their
contribution to classroom work.

In one of your first lessons with the group, for homework ask your
students to find words that they already know, and find a way to teach
them to or share them with the others (e.g. by miming them, or bringing a
picture of them). Encourage them to choose words they think are un-
known to the others — although students will also profit from relearning
familiar words as they can confirm their correct pronunciation and
spelling in the target language. -

You may demonstrate the task before assigiing it'as homework. Bring
a few objects or pictures of objects that your students are likely to know
in the foreign language (in the case of Fnglish, such words may include
cigarettes, a radio, a window), show them the objects and simply say their
names, and perhaps write them on the blackboard.

In the next lesson, students will teach each other their chosen words -
the whole class, or in groups of five to ten students. Ask a student (or a
delegate from each group) to put the words on the blackboard so that
they can see how much they know already. (You may need to teach
‘nothing’ to students who did not do their homework!)

Variation 1:

At the end of a lesson ask students how many verbs they know in the
foreign language and ask them to think about the answer at home. At the
start of the next lesson ask the same question. Mime a simple verb and
have the learners guess what it is. Collect all guesses on the blackboard,
then mime another one or ask a student to carry on. Keep on with the
activity until the list is long enough to be an encouragement for all the
students. (Most of them are likely to make low estimates of their vocabu-
lary.) If you think that miming would take too much time, you can simply
have students brainstorm all the verbs they know.




Variation 2:
Instead of verbs, you can ask students to think of words in their mother
tongue that are the same (or similar) in the foreign language.

-

Guessing hidden strengths ~/'
talking about special skills in the group

Level elementary/intermediate

Main goals self-confidence, group cohesion

Language focus gerund forms, short answers

Notes workswell as a warm-up for groups of up to 15, use

carefully if the local culture discourages self-praise,
and use only with groups that have been together
for a few weeks at least

The point here is to give confidence to the students and give them a
chance to win the respect of the others in the group.

Ask students to write one sentence abotit themselves like this: I am
goodat...-ing. Tell themto choose a hidden strength that most others in
the group do not know about. Collect all the settenices, shuffle them and
give one to each student (make sure that nobody is given their own
sentence). Ask students to try and guess who wrote the sentence they got,
and read it out like this: I think/suspect X is good at . . . -ing. Then X can
confirm if the statement applies, and if this was really the hidden strength
(s)he wrote about. (To make this part easier for shy students, you can ask
them either to just nod and smile or shake their head in response to the
sentence.) You may need to intervene towards the end if there are
students whom nobody mentioned. Just say ‘Let me make a guess, too’,
and repeat one of the previously used sentences with the name of a
neglected student. In a small class, you can let the guessing go on until
students find the author of each sentence, while in a large class you can
save time by limiting guesses to three and resolving any ‘mysteries’ at the
end of the activity. For a more structured activity of this type see The
wallchart (page 41). (Adapted from Davis and Rinvolucri, 1990.)

Qutin the world |
reporting on the use of the foreign language outside the classroom

Level intermediate/advanced
Main goals self-confidence, identifying difficulties
Language focus reporting, written fluency practice, past tenses,

reported speech
Note may be used as a homework assignment
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Eiffel tower
choosing a colour to repaint a building

Level elementary/intermediate/advanced
Main goals self-confidence, creativity
Language focus arguing and persuading, conditionals

As there are no wrong answers, this activity gives room for creativity and
increases confidence.

Ask pairs to discuss what colour they would want to paint the Eiffel
tower in Paris if they had the chance to decide. If students don’t know the
tower, choose some other building they are familiar with, e.g. their
school. At the elementary level students may simply practise would in
questions and answers, while advanced students can try their hands at
persuasion techniques. After five minutes,.in a small class you may just
ask a few pairs about their decision and their reasons, or in a larger class
form groups of four students and have them exchange their views. You
may also collect “votes’ and then officially state the majority decision of
the class.

Variation:
Youmay also ask students what other changes they would like to make to
the building if they could (and had lots of money).
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Pastimes
comparing favourite pastimes to learning preferences

Level elementary/intermediate/advanced
Main goal discovering learning styles
Language focus comparing, expressing preferences using prefer/like

doing something, comparative adjectives

Aslk students to think about how they like to spend their free time, and to
make a list of favourite activities. Have pairs or groups share notes, and
arrange the activities into groups under the following headings: picture,
sound, movement, and touch. (Groups may overlap.) Ask them to check
which group(s) their favourite pastimes tend to belong to. Explain that
the categories they used correspond to the four main types of perception
(see note for Questionnaire on learning styles on page 18). To clarify
what this means in practice, you may put the four types on the black-
board and ask students how they could do.a leagning task (e.g. memoris-
ing irregular verb forms, or presenting a story for the class) in different
ways corrésponding to the four types. Then, ask them to think of their
preferred type of perception when they learn things, e.g. do they read
aloud orsilently, or do they learn words by writing them down, and see if
itis in the same group as their favourite pastimes. For example, Anita did
pantomime for a few years and she is a devoted theatregoer: she remem-
bers words best if she writes them down several times. So, it seems that
for her picture and movement are more important than sound.
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Grouping words
learning new words

Main goal memory techniques
Language focus vocabulary building
Preparation (copies of word lists)

This activity introduces a technique for learning new words. On the
blackboard, write a list of words you think are new to the class. It should
be a random collection, with no grammatical or topical cohesion. Ask
learners to look at the list and try to memorise as many of the words as
they can in, say, five minutes. Then, erase the words and ask them to
write down as many as they can remember. Do a quick survey to checl
results. Then, give them another list where the same number of new
words are grouped in some logical way, and give them the same task.
Check results and compare them with the first one. Explain that, in
theory, learners should do better on the second task, as the meaningful
grouping of words helps retention. If this was notthe case, discuss what
other factors may have helped them in doing the first task. Ask students
what other techniques they know of and use for learning new words.

Formore practice, you may give them the first list on a handout and ask
them to try and group the words and learn them for the next lesson. You
can check results next time. |




How to read
experimenting with reading strategies

Level intermediate/advanced

Main goals scanning, skimming

Language focus reading practice

Preparation handouts with task sheet and written passage

The activity helps students realise that different reading tasks require
different strategies in reading.

Select a written passage appropriate to the level of the class. Give each
student the same passage but different rask sheets to one half than to the
other. The first task sheet should instruct students to look for specific
pieces of information in the text, e.g. the name and occupation of
characters or if there are any animals mentioned, etc. The second sheet
should ask general comprehension questions that require careful reading
of the whole text. The number of questions should be about the same.
Give students the task sheet first and ask them to read it carefully before
~ they set about the task. Then give them the text: they should read it only
once, and time their reading.

Srudents in the first group are likely to finish earlier, so you may give
some extra follow-up task at the bottom of the sheet that does not require
further reading (e.g. make a list of animal names you know in the foreign
language). When both groups have finished, have fhem compare reading
times, and reveal the difference in heir tasks. Discuss implications for
reading strategy. For further practice in reading strategiss, sse Reading
assigrment On page 74.
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Associations
linking new words to old ones

IMain goals memory techniques, personalising new input,
sharing ideas P

Language focus vocabulary review

Preparation " pew words on the blackboard or on OHP

Note may be used as a homework assignment

This activity provides practice and shows new ways of making associ-
ations when learning new words.

As a follow up for an activity that involved learning new words (e.g.
reading a passage from the textbook), ask students to look at the new
words and try to associate each with another word they already know.
Look at for example, three words connected to ice:

icicle — bicycle {(sounds similar)
frost — frozen (same topic, begins with same sound)
bail — storm (goes together 11 compound word)

When they finish, ask them to work in pairs (or small groups) and try to
put their associations into categories, suchi@s ‘sounds similar’, ‘begins
with same syllable’, ‘goes together in a phrase’, ‘similar meaning’, ‘simi-
lar topic’, or any other they find suitable. Do not give too many examples
as that may influence the students’ OwWn ideas too much. When cach pair
or group has covered most of the words, let them each explain one
category to the whole class. You may then discuss how they use categor-

ies and associations in learning new words, and perhaps other memory
techniques they can use.




Level beginner/elementary/intermediate
Main goals melnory techniques, creativity
Language focus vocabulary review

Preparation as many plctures as groups

Concepts are easier to remember if we link them to an image: the activity
provides practice in this technique.

Prepare some pictures each showing something different (people or
objects) and neither too simple nor too complex, such as a family
coming out of a house, a dog chasing a cat, a figure standing in the rain.
Give one picture to each group and ask them to write down as many
words about or connected to the picture as they can. Make it clear that
this is not a free associations exercise: the purpose is to link words
(concepts) to pictures. When they have some ten to ffteen words, or at
the end of five minutes, groups exchange their photos; They will now
use the same list they have compiled, and try to link the old words with
the new picture. They can use all sorts of associations now. Look at the
exainple overleat:

The first picture may prompt the following associations: alone, rain,
cold, dark. These words may be linked to the second picture like this:”
they are going to see Grandma who lives alore '
they are wearing boots because the soil is damp from the rain
they are coming outside because it’s cold and dark in the house

Discuss how they can use this technique when learning words, e.g. they
can make a list of words they find difficult to remember, and try to link
each with a picture (mental or real). Knowing about this technique may
also help them choose study materials.

As a follow up, you may use the lists to practise word types: ask them
to rewrite the lists grouping nouns or adjectives together. Alternatively,
you may refer back to the pictures and check if students tended to write
more verbs or nouns for particular photos and if so, why.




My learning self
comparing personalities in and outsicle the classroom

Level intermediate/advanced

Main goal focusing on the learning process

Language focus describing people, adjectives, simple present
Preparation list of adjectives on OHP.or blackboard

This activity helps students think consciously about themselves as
learners.

Make up a list of adjectives that may describe people as language
learners (e.g. slow, careful, lazy, serious, friendly, shy, talkative, interest-
ed, enthusiastic, passive, quick, diligent, impatient, careless, thorough,
forgetful, discouraged, active, attentive, playful — try as much as possible
to avoid any reference to values attached to the adjectives!) and display it
for the class to see. Encourage students to add to the list and then ask
them to pick the words they feel best characterise them. Ask them to
work in pairs and discuss if these characteristics are true for their person-
alities in general, or only in language learning. They can also think about
which ones help their learning and which do not.

You may use the list of adjectives in the next activity to teach word
formation: the use of suffixes and prefixes in forming adjectives.

-~
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comparing preferences in language lea rning

Level elementary/intermediate/advanced
IMain goal discovering learning styles
Language focus reporting

Preparation handouts with questionnaire
Note may take up half or all of a lesson

The idea here is to help students realise that members of the group may
have different preferences, and to get them to think of reasons behind
their own likes and dislikes.

Prepare a questionnaire on what types of classroom activities students
like best (see pages 18 and 23 for some ideas). Fxplain to students that
you would like to know how they like to learn, so that you can make the
lessons more effective, and ask them to fill in the questionnaire ndivid-
ually. Then, they get into groups and compare their. tastes and try to
explain their preferences. Ask each group to report one activity they all
like, and one that they have mixed feelings about. If they can, they should
explain the reasons behind their choices. Once the groups have finished,
collect questionnaires for later analysis. You may use My learning self
(page 43) as a lead-in to this activity.

Variatiorn 1:

If you have used My learning self as a Tead-in, you may ask students to

vork in pairs/groups corresponding to their adjectives, and see i thoir
astes in classr '

characteristics correspond to their tast

<

Variation 2:

Youmay use this variation some time later, when students have had more
experience in thinking about classroom work. Ask students to think over
the activities done in class over some period (that lesson, day, weelk, etc.).
Using what they recall, make a list on the blackboard (in a large class,
groups work together to compile the list), and then ask them to decide
(either individually or in small groups)

o how much they liked the activity

o how useful they found the activity _

o why it was useful (what they practised, gained) or not useful, and
¢ how it could be improved.

‘-’--

Follow with a discussion with the whole class, or in groups in the case ofa
large class. (See also What’s the points on page 77.)




Watch your siips
correcting mistakes in written work

Miain goals identifying difficulties, self-correction
Note works best as a homework assignment

This activity invites students to work on their mistakes in writing. You
need to explain that this task helps them take control over their learning -
lest some of them may feel abandoned or frustrated, thinking thatyou are
trying to save time at their expense,

When marking some written work of the students, do not give the
correct version: only indicate if the mistake is that of spelling (sp),
grammar (g), word order (wo), or perhaps style (s), in the case of
advanced learners. Ask students to correct the mistakes for the next

lesson and write a note for you on those they could not correct. You may
answer these questions individually, writing a note to each student or, if

problems overlap, you may deal with them by having a remedy session
* for the whole class.




186

oy }lf
JOUrseli
recording and analysing a short talk

Level elementary/intermediate/advanced
Main goals identifying difficulties, self-evaluation
Language focus oral fluency practice

Preparation evaluation sheets

Note works best as a homework assignment

This activity invites students to identify fluency, pronunciation or other
problems in their speech. You may need to explain to students that the
task is solely for their benefit and you will not use it for evaluadon
purposes. (Doing the task may still be a condition of getting a good
mark.) P
Ask students to choose a topic that they find interesting and/or easy to
talk about, do a one to three minute talk on the topic, and record it.
Remind them #ot to read their speech! Give each student an evaluation
sheet, which they should fill in while listening to their own talk. (See an
xample opposite.) You may spread this assignment over one semester
and check the worlc of two or three students each week. Comment on
the tall and on the self-evaluation of each student (be as reassuring as
possible) and discuss in class possible exercises that may help them
improve.
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[Message in a bottie
sending a message via the Internet or post

Level intermediate/advanced

Main goals choosing learning material, bringing in outside
knowledge

Language focus writing a message

Note * see below for a variation that dozs not require any

technical equipment

This activity invites the students to use their knowledge of the foreign
language outside the classroom and find out something of interest to
themn. The activity also serves as a side-track from the dominant route of
information between teacher and learner: this helps to weaken the stu-
dents’ reliance on the teacher. o

Brainstorm about the use of the Internet: the functﬁfonj’ of contacting
people is almost certain to come up. Explain to students that you would
lile them to use this function and contact someone else in another country
and exchange messages. A lot of web pages (e.g. run by universities, large
international companies, or public institutions) invite the browser to
contact the owner of the page. Students can ask for some information,joln
discussion group, or write to a personal home page: it isa ' 1o

o

Jde the -0 L eir Badin
sk them to report on their findings to the whol

g
[

:1", SN

Variation:

Most international companies run a help line or provide an address for
queries: you may ask students to write a letter of complaint/enquiry/
congratulations about some product they have bought or service they
have used, and send it to the company.
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Sharing knowledge

helping each other to understand a text

Level intermediate/advanced

Main goals choosing learning materials, being a source of
information, cooperation

Language focus question forms

Preparation text for reading activity

Note may take up half or all of the lesson

This activity makes students turn to each other for information rather
than to the teacher. This will develop their ability to cope with a task
using limited resources and will lessen their dependence on the teacher.

After a reading comprehension task, give each student slips of paper
and ask them to write down a question for everything (or the most
important things) that they cannot understand in the text. This may
include the meaning or use of certain words, or of a whole paragraph, as
long as the questions are not too vague. Then ask them to get into groups,
collect their questions, and exchange them with another group. Students
in the other group will try and answer (and return to the sender) as many
of the questions as they can, within a set tme limit. They may do this
individually, allocating the questions in some Wy, 0T they may choose to
cooperate. You can pool and assign the remaining questions for home-
work, or collect the slips and answer them in the next lesson.
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-playing

role nig party conversation

Level eiementary/intermediate/advance&"J*“""

Iviain goals producing learning materials, creativity, sharing
personal experiences ’

Language focus greeting people, asking for and giving personal
information

Rolc plays already give considerable freedom to the students in the choice
of the language they use. This activity is an example of further increasing
this freedom by inviting students to write their own role cards.

Tell students that you will give a mini party for the class. (Bring some
snacks or refreshments if you can.) The speciality of the party is that
participants can choose their personality. Just as in a fancy dress ball,
.~ they can be someone else or borrow some characteristics they would like
to have. The first time you may give a list of characteristics (age, gender,
nationality, place of residence, profession, family, hiobbies), and ask
students to think up a personality they want to represent. Give them
about five minutes to write their role cards. If necessary, prepare them for
the party phase: ask them about ways to approach somebody, to intro-
duce oneself, to start a conversation, etc., and put some useful phrases on
the blackboard. Then the party begins: students walk around and talk to
others, with the aim of discovering each other’s personalities.

1
Variation 1: ‘5
1 1

N ya mm iyl - - b I ~ et e w11 e cdamars U
Once students are familiar with the activity, you may leave the number

i
and type of personal characteristics completely open.

Variation 2:

You may apply some interesting restriction, such as, all professions
should be in some way connected to music, everybody should do some
sport, everybody should be happy with life (for different reasons), etc. If
students like the idea, you may also let them decide on restrictions or
themes: from time to time volunteers can come up with suggestions ail
organise a mini party for the class.

‘ariation 3:
You may use the well-known ‘Find someone who . ./, to give more
structure to conversations during the party. When students have written

theic role cards, ask them to write down what kind of people they ate
lioping to meet at the party. Encourage them to ask more detailed
questions to the people who fulfilled their hopes.
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All you have always wanted to know . ..
asking questions about a famous person

Level elementary/intermediate/advanced

Main goals producing learning materials, being a source of
information, bringing in outside knowledge

Language focus simple past, asking questions (scanning or focused
listening)

Preparation (written or recorded passage on the life of a famous
person) ' ‘

Note you may use this activity to infroduce a new topic

The point of this activity is that students ask and answer each other, and
not the teacher, about a topic they are genuinely interested to learn abouc.
Ask students about famous people whose lives have aroused their
curiosity. Using their suggestions, make a list of names on the blackboard
and get the class to agree on one or two people that they all find incerestin;
For homeworl, ask them to put down some of the information they ha
aboutone of these pe onL, and some questigns on things they would iLl-: =t
know about this PCrsOn. You may suggest t that students search for more
information in magazines, books, or on the Internet,

In the next Iesson hwc each studunt read his or her notes to the class
(or in smaller groups if the class is too large) fmle the others listen
carefully to ﬁnd out if any of their questions are answered. Provided that
you ham a suitable passage, you may read it or play the recording at this
point, and then ask students how many of their questions still remained
unanswered. If there is someone in the class who knows a lot about the
particular celebrity, invite the others to put some of their questions to

him/her. g
Variation 1:
You can use the same framework to explore other topics, such as exotic

countries and animals, scientific inventions, bygone civilisations, or one
that the students choose for themselves.

(r
C‘

<

Variation 2:

As an alternative follow up, you may ask the students to pick one of their
questions that does not scem too difficult to answer, and write that on a
slip of paper, with their names. Students exchange slips, and search for
the answer as homework. This variation encourages students to rely on
each other rather than on the teacher.




Correciing

corirecting gid up
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Niain goal peer-correction .

L anguage focus grammar and/or vocabulary review
Preparation ¢ive WIiling task for homework in previous lesson
Notes spreads over TWo Of chree lessons, but does not

necessarily take a long time; may not work out well
if students are very sensitive to Criticisim

\When correcting the work of their peers, students are invited to apply the
rules of the foreign language consciously and to distance the rules from
the authority of the teacher. The activity works best with 2 homework

assignment with a relatively narrow focus on some grammatical pattern

or other rule. . [

Ask students to exchange their solutions to the homework exercise,
read each other’s work and correct any mistakes they find. If there are
stuclents who have not done their homework, either ask them to do it
then and there, or ask them to forma pair with someone who has come
prepared.

When ready with their corrections, students return the solutions to
their author, and then put o0 a slip of paperany questions they may have
bout either what they corrected OF their own worls, Asl stugents if they
have any general questions: they may put heselto the class and you can
help with eliciting the answers. Then you may collect all '
questions and, as necessary, deal with them individually or in a separate
remedy session in the next lesson.

1f the main purpose of the homework task was practice, you may not
need to look at the students’ solutions, since the activity alren dy provided
ample feedback for students, and the questions they ask will give you an
idea of problem areas. '

i
i

Variation:
If students are very Sensitive to criticism, and especially when it is coming

from peers, you may ask them to work in groups, discussing solutions
and correcting mistakes together.




STUGEN =gerneidie
groups write a test for
Level

IMain goals

Language focus

Note

elementary/intermediate/advanced

deciding on learning procedures, producing
learning materials, self-evaluation
grammar review, written fluency practice
may help you tackle problems with cheating

This activity encourages students to see a test for what it is: a means of
measuring their knowledge or identifying problem areas, and something
which is useful for them, too, and not only for the teacher. Preparing a
test and discussing difficulties arising with peers may require more time
than studying for a teacher-written test, but it may qqn%%derably increase
students’ understanding of the material.

You may start by asking students what items of grammar or vocabu-
lary they found most useful or important over the given period, and
decide together what should be included in the test. Then assign each set
of items to a pair or group of students and ask them to prepare a test. You
may provide a set framework (e.g. multiple choice sentences for which
they write choices, or a text for a cloze test), a few patterns to chooss
from, or give them total freedom concerning form.

Depending on the complexity of the material they have to work ¢
pairs or groups may finish their work during the lesson, or may do the
ask for homeivork. Next, collect the completed test pieces, and malke
\ny necessary corrections. You may combine the pieces iNto ONE COmpIre-
hensive test which you give to the whole class and then correctand mark
them yourself or together with the whole class. If you don’t want to use
the test results to evaluate individual performance, you can ask groups to
work on the test together.

)
n

- b

)

~

Variation:

Alternatively, you may make each group responsible for the administra-
tion of their bit of the test: in this case students get the test items on
separate slips of paper (and only the ones written by some other group),

and when they have finished everything, they give their answers to the
authors of the test item for correction. This may result in some confusion
if there are more than three or four groups, so you may need to help by
collecting and redistributing answers and then returning the corrected
answers to each student.
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APPENDIX 4

Learner Log B
LEARNER LOGS , 195
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APPENDIX 5
LEARNER CONTRACT

My learning contract
Name: '

From: ¢ ./ otg 13.5.7 go(édate) I will practise the

following. Tick the relevant boxes.

| Read a story book
gz Listen to something in English
g-Write a short story
11_eam some new words
lay games using English
@ Lomplete worksheets

Signature: g%f’ Date: @i\ [.cob

My learning contract

Name:

From: to (date) I will practise the

following. Tick the relevant boxes.

0 Read a story book v

o Listen to something in English
o Write a short story

0O Leamn some new words

o Play games using English

o Complete worksheets

Signature: 7 Date:
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