READINESS FOR AUTONOMOUS LANGUAGE LEARNING:
THAI UNIVERSITY LEARNERS’ BELIEFS ABOUT EFL
LEARNING AND USE OF LEARNING STRATEGIES

ANCHANA RUKTHONG

A THESIS SUBMITTED IN PARTIAL FULFILLMENT
OF THE REQUIREMENTS FOR
THE DEGREE OF MASTER OF ARTS (APPLIED LINGUISTICYS)
FACULTY OF GRADUATE STUDIES
MAHIDOL UNIVERSITY
2008

COPYRIGHT OF MAHIDOL UNIVERSITY



Thesis
Entitled

READINESS FOR AUTONOMOUS LANGUAGE LEARNING: THAI
UNIVERSITY LEARNERS’ BELIEFS ABOUT EFL LEARNING AND USE OF
LEARNING STRATEGIES

Lect. Kornsiri Boonyaprakob
Ph.D. (Curriculum and Instruction)
Major-Advisor

Asst. Prof. Wiwat Puntai
Ph.D. (Infromation Studies)
Co-Advisor

.o L‘:c\iw,ia,u:;wv],ﬁ-——— N ) /5 Z :

Prof. Banchong Mahaisavariya, Asst. Prof. Wiwat Puntai,
M.D. Ph.D. (Information Studies)
Dean Chair
Faculty of Graduate Studies Master of Arts Program

in Applied Linguistics

Faculty of Arts



Thesis
Entitled

READINESS FOR AUTONOMOUS LANGUAGE LEARNING: THAI
UNIVERSITY LEARNERS’ BELIEFS ABOUT EFL LEARNING AND USE OF
LEARNING STRATEGIES

was submitted to the Faculty of Graduate Studies, Mahidol University
for the degree of Master of Arts (Applied Linguistics))
on
February 28, 2007

Miss Anchana Rukthong
Candidate

B .

Assoc. Prof. Richard Watson Todd
Ph.D. (Applied Linguistics)
Chair

Ph.D. (Curriculum and Instruction)
Member

Asst. Prof. Wiwat Puntai
Ph.D. (Information Studies)

Member
S Nalahavow W — %wa’“
Prof. Banchong Mahaisavariya, Asst. Prof. Sosapin Bhumiratana,
M.D. M.A.(Education)
Dean Dean
Faculty of Graduate Studies Faculty of Arts

Mahidol University Mahidol University



ACKNOWLEGDEMENTS

This study would not have been accomplished without the support and help
of several individuals. | wish to thank these following people.

First, | would like to thank my academic advisors, Dr. Kornsiri
Boonyaprakob and Asst. Prof. Dr. Wiwat Puntai, for their valuable guidance,
generous help, and encouragement throughout the study. I would also like to thank
the chair committee, Assoc. Prof. Richard Watson Todd, for his meaningful
comments and suggestions.

Thanks particularly to the teaching staffs, friends, and family, who have
been so supportive during my study.

Special thanks to Dept. of Languages and Linguistics, Faculty of Liberal
Arts, Prince of Songkla University, the Ministry of University Affair, and the Faculty
of Graduates Studies at Mahidol University, who kindly provided me time and

financial support.

Anchana Rukthong



Fac. of Grad. Studies, Mahidol Univ. Thesis / iv

READINESS FOR AUTONOMOUS LANGUAGE LEARNING: THAI
UNIVERSITY LEARNERS’ BELIEFS ABOUT EFL LEARNING AND USE OF
LEARNING STRATEGIES

ANCHANA RUKTHONG 4736489 ARAL/M
M.A. (APPLIED LINGUISTICS)

THESIS ADVISORS: KORNSIRI BOONYAPRAKOB, Ph.D., WIWAT PUNTAI,
Ph.D.

ABSTRACT

Autonomous learning or the aspect of learning where learners are supposed to
take major control over their own learning is now playing an important role in
language education. This is because classroom-based learning alone, as claimed by
educators (Boud, 1988; Horwitz, 1987), is not sufficient for learners to master the
language they are studying. However, due to the fact that autonomous learning
capacity is not an inborn but acquired and developed capacity (Chu, 1998; Dickinson,
1994), it is necessary to investigate the learners’ background and readiness in order to
understand if they need any interventions for fostering autonomous learning. Such an
investigation, according to Wenden (1991), should focus on both learners’ beliefs
about learning and their use of learning strategies. Mindful of this, this study
examined learners’ beliefs about language learning and their use of learning strategies
to understand their readiness for autonomous English language learning.

Three types of research instruments: two sets of questionnaires, a self-report,
and an individual interview were employed to collect data from 174 English major
students in one Thai university context during the academic year of 2006/2007.

Results showed that the participants had facilitative beliefs about autonomous
learning, but were not fully ready to learn autonomously. Still, they believed that
teachers were those to take control over their learning. In addition, they believed that
they, themselves, were low and moderate English language learners who neither had
adequate knowledge of subject matters to improve their own learning nor knowledge
of self-direct learning to manage their own learning outside class. This is despite the
fact that they had willingness and acceptance to improve and manage their own
learning. Also, the participants were found to rarely use strategies to manage and
monitor the learning process, and evaluate their own learning, which are vital for
autonomous learning. Recommendations are made for classroom teachers to provide
training of autonomous language learning—and to create learning environments in
which the methodological responsibilities such as setting objectives, selecting
techniques and materials, monitoring, and evaluating of learning are shared between
teachers and learners.

KEY WORDS: LEARNER BELIEFS / LEARNING STRATEGY / LEARNER
READINESS / AUTONOMOUS LEARNING / SELF-DIRECTED
LEARNING
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CHAPTER |
INTRODUCTION

This chapter provides background information about the present study. It is
made up of seven major parts. First, the rationale underlying the study is described.
Next, to substantiate the need for the study, the statement of problems is included.
The purposes of the study and research questions are also presented. The significance,
the scope of the study, and some basic assumptions are then discussed. In the final

part, specific terms are defined.

1.1 Rationale of the Study

Thailand, like other Asian countries, has long been attempting to foster
autonomous learning in educational practice. Autonomous learning, however, has
been extensively enforced when it was stipulated in the Constitution of 1997 and
National Education Act of 1999 (Thamraksa, 2003). Chapter 4 of the Act, in
particular, supports and puts life-long learning as one dominant outcome of learning
reform (ONEC, 2001). It specifically aims at enabling learners to learn independently
according to their own interests and capacity (ONEC, 2001). Being required as one
objective of education included in the National Education Act, 1999, autonomous
learning has been widely promoted in Thai educational contexts, including certainly
the context of English as a foreign language (EFL) teaching and learning.

In language education, autonomous learning or the aspect of learning that
learners are supposed to take major control over their own learning is in fact playing
important roles. This is because classroom-based learning alone, as claimed by
educators (Boud, 1988; Horwitz, 1987), is insufficient for learners to master the
language they are trying to learn. Language learning is a long-life endeavor which is
not restricted within the classroom contexts (Horwitz, 1987). Classroom teachers do

not and cannot guide learners to every area of learning (Boud, 1988). Therefore, if
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learners are to improve their target language skills, they need to also learn on their
own outside classes.

Another reason why autonomous learning plays important roles in language
education is related to learner differences. Learners usually differ in terms of their
learning aptitude, learning styles, strategies, needs, and motivation (Benson, 2001;
Dickinson, 1987; Ellis, 1994). It would be hard for language teachers to discover such
differences in limited time and provide teaching that best suits all the individual
differences. Autonomous learning, therefore, needs to be encouraged among language
learners. This is in order to assist them learn at their own pace and preferences
(Benson, 2001; Gremmo, & Riley, 1995).

However, autonomous learning capacity is not an inborn but acquired and
developed capacity (Chu, 1998; Dickinson, 1994). With this concept, educational
researchers (Chu, 1998; Dickinson, 1994) have raised awareness among teachers and
educators to pay attention to learners’ ability and their psychological readiness to
learn autonomously. Chu (1998), for example, contended:

autonomy is not an all-or-nothing concept. It is wrong to assume from the
start that learners, though they are more advanced tertiary, are fully
independent; and that they can manage their learning by making use of self-
access materials on their own. Learner training and material development in
a self-instructed learning demand a great understanding of learners and
learning (p. 16).”

Dickinson (1994), in addition, expressed a concern about learners’ willingness and

ability to assume independent learning. He wrote:

it is not desirable to thrust self-instruction and self-directed learning on to
learners who are resistant to it, and it is very important that those of us who
are enthusiastic about self-instruction do not confuse the idea, or our
enthusiasm to introduce it, with the learners’ ability or willingness to
undertake it (p.2)
Given what the researchers have pointed out here, it seems necessary that before
fostering autonomous learning in educational contexts, learners’ readiness for
autonomous learning is examined.
To investigate learners’ readiness for autonomous learning, Wenden (1991)
suggested that attention must be paid on learners’ beliefs about learning and their use

of learning strategies. Learner beliefs or metacognitive knowledge, as Wenden called
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them, are ideas or opinions that learners hold about the process of language learning
and teaching (Horwitz, 1987; Wenden, 1991). They influence how learners
experience and go about in their learning process (Horwitz, 1987). Regarding learning
strategies, Wenden (1991) remarked that they greatly affect the development of
learner autonomy. Learning strategies, as defined by Wenden, are “mental steps or
operations that learners use to learn a new language and to regulate their efforts to do
so (p. 18).” Learning strategies serve as a useful tools for learners to learn on their
own and independent from their teachers (Oxford, 1990; Wenden, 1991).

Previous research studies have shown that both learners’ beliefs and their
use of learning strategies have influences on autonomous leaning. Regarding learners’
beliefs, the studies showed that they could, to some extent, display learners’ readiness
for autonomous language learning. Cotterall (1995) found in her study that learners
who believed in shared learning responsibilities between teachers and learners were
more ready for autonomous learning than those who regarded learning responsibilities
solely as their teachers’. The former group of learners was also found to engage more
in independent learning than the latter group. In addition, the learners who expressed
more confidence in ability for self-directed language learning were found to use more
self-directed learning skills than those who expressed less confidence. In a similar
manner, White (1999) found in his study that the learners who perceived self-directed
learning as an effective means to pursue their learning were willing to take up
responsibilities in their learning process; whereas, those who did not perceived self-
directed learning as an effective means to pursue their learning were not willing to do
so. The latter group of learners, as claimed by White, was not only unready to learn
independently but also at risk of the deterioration of the development of learner
autonomy.

In terms of learning strategies, previous studies on learners’ use of learning
strategies (Gan, 2004; Humphreys, & Hamp-Lyons, 2004; Kerr, Rynearson, & Kerr,
2006) evidenced the positive relationship between learners’ use of learning strategies
and success in language learning. Learning strategies also related to their autonomous
learning (Oxford, 2003). Examples of relevant previous studies include those of Holec
(1987), Chamot (1987), and Oxford (1990).
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Holec (1987) investigated experience of five adult learners participating in
the self-instructed English program and found that to learn in this program, the
learners regularly used strategies to manage their own learning process. That is they
regularly chose learning objectives, choices of content and materials, methods and
techniques to be used, monitored the learning process, and accessed the learning
outcome. Additionally, in an investigation of ESL learners’ use of learning strategies,
Chamot (1987) found that learning strategies, especially metacognitive strategies,
which involve self-management and self-monitoring, led the learners to engage in
learning outside classes. Based on these two studies, it can thus be stated that if
learners are to self-direct their own learning, they preliminarily need to use
metacognitive strategies for planning, managing, monitoring, and evaluating their
own learning. Together with the metacognitive strategies, language learners, as
claimed by Oxford (1990) need direct strategies: memory, cognitive, and
compensation strategies, to deal with their learning tasks at hands.

In brief, to examine learners’ readiness for autonomous learning, it is
important to study both learners’ beliefs and their use of learning strategies. This is
because they are important factors that influence learners’ readiness for autonomous
learning. They can either inhibit or lead to greater development of autonomous
learning capacity. The knowledge of how students believe in language learning and
what learning strategies they use, therefore, seems important as a basic knowledge for
teachers and educators who are to foster autonomous language learning. Such
knowledge is useful for training that aims to develop learners’ autonomous learning

capacity.

1.2 Statement of Problems

As indicated earlier, two factors that can facilitate autonomous learning are
learners’ beliefs about English language learning and their use of learning strategies.
The learners’ beliefs were found to cause learners to display autonomy at various
degrees (Benson, 2001; Cotterall, 1999), and possibly not to display it at all. Such
beliefs, in addition, underline both the learning strategies and achievement in
language learning (Ellis, 1994). As for the learning strategies, they lead the learners to

autonomous learning practice and learn on their own more effectively. To better foster
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autonomous learning, researchers such as Cotterall (1995, 1999), Benson and Lor
(1999), and Wenden (1990), suggested that learners’ belief about English language
learning and their use of strategies in learning should be studied.

Though empirical studies suggested that certain sets of beliefs and use of
learning strategies affected learners’ readiness for autonomous learning, little
attention in the Thai EFL context has been devoted to investigate these two factors in
relation to learners’ readiness for EFL learning. So far, the research in the area of
learner autonomy has generally focused on the construct of autonomous learners’
characteristics (e.g., Aksorn , 1997; Boonchoo, 1989; Jitamat, 1997; Thuwadaratrakul,
2000; Tuanma, 1995) and the effective model to enforce self-directed learning (e.g.,
Anantasate, 2001; Cheryklin, 1995; Khomson, 1997; Wattananamkul, 2001).

Regarding the importance of autonomous learning in current Thai
educational context, the present study aims to investigate Thai learners’ beliefs about
English language learning and their use of learning strategies. This is for a better
understanding of how these learners are ready for autonomous English language
learning and for gaining insights into how to develop learners’ autonomous learning

capacity in this particular context.

1.3 Purposes of the Study

The present study aims to examine learners’ readiness for autonomous English
language learning by looking into students’ beliefs about English language learning
and their use of learning strategies in one Thai university context. To do so, two sets
of theoretical framework which are reviewed in detail in Chapter 2 are employed to
guide the study.

Regarding learner beliefs, six dimensions of the learner beliefs that the
literature (Cotterall, 1999) suggests underlying success in autonomous language
learning are explored. These dimensions of learners’ beliefs are 1) beliefs about the
teachers’ roles, 2) beliefs about the role of feedback, 3) learners’ sense of self-
efficacy, 4) learners’ knowledge of important strategies, 5) dimensions of strategies-
related behaviors, and 6) learners’ beliefs about the nature of language learning
(Cotterall, 1999).
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In terms of learning strategies, the Oxford’s (1990) category of learning
strategy is employed to guide the study. These learning strategies are categorized as 1)
memory strategies, 2) cognitive strategies, 3) compensation strategies, 4)
metacognitive strategies, 5) affective strategies, and 6) social strategies. The first three
subcategories are direct strategies and the latter three subcategories are indirect
learning strategies.

With an attempt to reveal learners’ readiness for autonomous learning of
Thai undergraduate EFL learners in one university context, this study particularly
explores learners’ beliefs and their use of learning strategies in learning EFL.
Following are research questions.

1.4 Research Questions
Specifically, the present study aims to answer two research questions:
1. What are Thai learner beliefs about English as foreign language (EFL)
learning?
2. What strategies do Thai learners use to pursue their EFL learning?
The following section describes how the answers of these questions bring
about the significance of this study.

1.5 Significance of the Study

This study is significant for two reasons. First of all, literature suggests that
learners’ beliefs and their use of learning strategies have influences on learning
process and are related to learners’ degree of engagement in self-directed or
autonomous learning. The understanding of learners’ beliefs and their use of learning
strategies can guide teachers’ decision on how to integrate aspects of autonomous
learning in their teaching process. In addition, findings on learners’ use of learning
strategies could provide insightful information for the development of curriculum that

integrates training for autonomous language learning.

1.6 Scope of the Study and Some Basic Assumptions
This study aims at exploring the learners’ beliefs in order to examine their

readiness for autonomous language learning. The participants in the present study are
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undergraduate English majoring students in one particular Thai university context. As
English majoring students, they are generally assumed to be motivated language
learners. This is due to the fact that they decided to take an English language as their
major field of study. Motivation has a great impact on learner’s readiness to become
independent learners (Littlewood, 1995; Wenden, 1990). In addition, the learners are
individually different. Results of the study, therefore, could little be generalized to

other contexts.

1.7 Definitions of Terms

1) EFL (English as a Foreign Language) refers to the role of English in
countries where it is taught as a subject in schools but neither is used as a medium of
instruction nor as a language of communication. (Longman Dictionary of Teaching
and Applied Linguistics, 1999)

2) EFL learners refer to the learners who study the English language as a
foreign language.

3) Autonomous learning refers to the learning that involves six important
learning activities. That is 1) analyzing one’s own strengths, weaknesses, or language
needs, 2) determining learning objectives, 3) defining the contents and learning
progression, 4) selecting methods and techniques to achieve the established learning
objectives, 5) monitoring the procedures of language acquisition, and 6) evaluating
what has been acquired. (Adapted from Cotterall (1995), Holec (1981), and Sheerin,
(1997))

4) Autonomous learning capacity refers to the capacity to take charge of
one’s own learning. The capacity consists of learners’ knowledge, skills, willingness,
confidence, and acceptance to take responsibilities in autonomous learning. (Adapted
from Benson (2001), Cotterall (1995), Holec (1981), Little (1995), Littlewood (1996),
and Sheerin, (1997))

5) Learner beliefs refer to ideas or opinions that learners hold about the
process of language teaching and learning. This basically includes the learners’ views
on how the target language should be learned, their roles and responsibilities in the
learning process as well as their own ability as language learners (Adapted from
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Longman Dictionary of Language Teaching and Applied Linguistics (2002) and
Horwitz (1987)).

6) Learning strategies refer to mental and behavioral steps, techniques,
approaches, or deliberate actions that are taken by learners in order to facilitate and
enhance their own learning (Oxford, 2003).
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CHAPTER Il
LITERATURE REVIEW

As suggested by educational researchers (Chu, 1998; Dickinson, 1994;
Wenden, 1991), learner beliefs and their use of learning strategies should be examined
for a study that focuses on learners’ readiness for autonomous language learning.
They are two of the important factors that influence autonomous learning behaviors.
This chapter reviews related theories and research studies.

The first part of the chapter reviews concepts of some related key terms. The
second part is the analysis of problems in the fostering of autonomous language
learning in Asian contexts and the context of the present study. Theoretical concepts
of autonomous learning and two related factors: learners’ beliefs about language
learning and their use of learning strategies are described and analyzed. The final part
of this chapter draws on the review to contextualize and situate the present study.

2.1 Theoretical Concepts of Autonomous Learning

2.1.1 Autonomous Learning

“Autonomous learning” is now a term extensively used in education. Some
other terms including independent learning, self-directed learning, and self-
instruction, have been found to be interchangeably used to refer to the concept of
autonomous learning (Hedge, 2002; Palfreyman, 2005). Hence, it is important to
clearly define the term “autonomous learning’ in the context of this study at the outset.

The core concept of autonomous learning, as given in the Longman
Dictionary of Language Teaching and Applied Linguistics (2002), involves learners’
taking charge of their own learning. This particularly concerns learners’ selection of
learning contents and methods to achieve their learning goals.

According to Holec (1981), autonomous learning encompasses determining

learning objectives, defining content and learning progress, selecting methods and
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techniques to achieve their learning objectives, monitoring the procedures of language
acquisition, and evaluating what has been acquired

In addition to the responsibilities explained by Holec, Sheerin (1997)
included in her definition the analysis of one’s own strengths, weaknesses, or
language needs as a primary step in a cluster of autonomous learning activities. The
purpose of this analysis is to guide learners to next steps of their learning process.

Similar to Holec and Sheerin, Cotterall (1995) considered autonomous
learning as the learners’ use of “a set of tactics for taking control of their learning (p.
195)”. Sets of tactics, as specified by Cotterall, are tactics for setting goals, choosing
materials and tasks, planning practice opportunities, monitoring, and evaluating
learning progress.

Based on the definitions so far reviewed, autonomous learning in the present
study refers to the learning that learners take major responsibilities in their own
learning. The learning responsibilities, in particular, refer to six self-directed learning
activities, which are:

1) analyzing one’s own strengths, weaknesses, or language needs;

2) determining learning objectives;

3) defining the contents and learning progress;

4) selecting methods and techniques to achieve learning objectives;

5) monitoring the procedures of language acquisition;

6) evaluating what has been acquired.

From this review, it is obvious that autonomous learning emphasizes the active roles
of learners in their learning.

As claimed by educators (Benson, 2001; Littlewood, 1996; Little, 1995), if
learners are to engage in those of autonomous learning responsibilities, they need to
have a capacity of autonomous learning. The following section explains what
contributes to an autonomous learning capability.

2.1.2 Autonomous Learning Capacity

As previously indicated, learners need to have a certain learning capacity in
order to become successful autonomous learners. According to Littlewood (1996), the
autonomous learning capacity refers to ability and willingness to assume learning

responsibility. The ability, in particular, includes both the knowledge and skills for
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carrying out whatever choices the learners see appropriate for their learning
(Littlewood, 1996). Willingness refers to the motivation and the confidence that the
learners have for taking responsibilities in their learning (Littlewood, 1996). In
addition to Littlewood (1996), Little (1995) added that autonomous learners need to
accept learning responsibilities as their own.

Following the ideas of these two researchers, it seems possible to state that
to learn autonomously, learners should have learning capacity which consists of
knowledge, skills, willingness, confidence, and acceptance to engage in self-directed
learning activities.

Autonomous learning has been regarded as a vital aspect of learning process,
especially if education aims to develop life-long learners. However, due to the fact
that the concept of learner autonomy historically emerged in western countries and
was part of western culture, researchers (Gremmo & Riely, 1995) reminded that
autonomous learning may be alien for learners in other cultures than the western ones.
Some researchers even speculated that the fostering of learner autonomy in an Asian
culture would be problematic (Lamb, 2004).

The following section describes obstacles in the fostering of autonomous
learning in Asian contexts including Thailand where the present study was carried

out.

2.2 Obstacles in the Fostering of Autonomous Learning

What seems to have a great impact on the development of learner autonomy
in the Asian cultures, as pointed out by Chan (2003) and Gan (2004), is the learning
culture. In autonomous learning practice, learners are usually required to play an
active role. Not only do they need to work on their own, independently from the
teachers, but they are also required to share decisions and opinions that differ from
those of the teachers (Holec, 1987). In Asian countries, however, teachers have long
been taken control of classroom and been authoritative figures who are responsible for
looking after, nurturing, and taking control over learning process (Higg, 1988; Holec,
1987). The learners have been regarded being passive, teacher-dependent and unable
to engage in independent or autonomous learning (Gan, 2004). The learners have long

been decided for what and how to learn (Benson, 2001). As a result, it would make
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them feel uncomfortable and reluctant to learn autonomously or independently (Chan,
2003). Therefore, if they are forced to do so, they may not only be unable to develop
their autonomous learning capacity but also at risk of the deterioration of autonomous
learning (Chan, 2003).

Additionally, teaching procedures employed in classrooms could also inhibit
autonomous learning. Asian learners, in fact, experienced teacher-centeredness in
their formal education (Gan, 2004). Researchers including Benson (2001) showed that
the traditional teaching that emphasized teacher-centered approach inhibited the
growth of autonomous learning capacity. This is because in this approach, teachers
take main responsibilities in teaching and learning process. Teachers are generally
assumed to be knowledgeable and expected to transmit the knowledge to students;
whereas, the learners were those to get the knowledge as much as they could from
their teachers. However, as for autonomous learning, learners are supposed to take
main responsibilities in the learning process (Oxford, 1990; Wenden, 1991). Instead
of teacher-centeredness, learner-centeredness can best encourage autonomous
learning (Oxford, 1990).

Though agreeing that some Asian learning cultures and methods of language
teaching may inhibit the development of learner autonomy, Little and Dam (1998)
claimed under the right conditions and well-planned teaching, autonomous learning
could be successfully fostered. However, one of the major concerns of the fostering of
autonomous learning among the researchers (Cotterall, 1995, 1999; Gieve & Clark,
2005; Little & Dam, 1998; Wenden, 1991) is learners’ readiness. Considering this
point, the following section describes factors that could influence learners’ readiness

for autonomous learning.

2.3 Factors Influencing Learners’ Readiness for Autonomous Language Learning
Several factors have been acknowledged to condition learners’ readiness for
autonomous language learning. Cotterall (1995) and Benson and Lor (1999) similarly
proposed that learners’ beliefs about language learning affect their autonomous
learning behaviors. Dickinson (1995), in addition, indicated that learners’ motivation
in language learning plays a crucial role. Thanasoulas (2002) added three more factors

as what influence autonomous language learning. They are learners’ use of learning
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strategies, learners’ attitudes toward their language learning, and the learners’ self-
esteem. Oxford (1990) emphasized the importance of the learners’ use of learning
strategies. Wenden (1991) supported both the roles of learners’ beliefs and their use of
learning strategies.

Though several factors have been regarded as conditions for the occurrence
of autonomous learning, the present study is limited to focus on learners’ beliefs about
EFL learning and their use of learning strategies. This is basically because learners’
beliefs affect both motivation and attitude in learning (Horwitz, 1987). In addition, the
beliefs that learners hold about language learning are influenced by their previous
learning experiences (Lightbown & Spada, 1990). In terms of learning strategies, Ellis
(1994) and Oxford (1990) similarly pointed out that learners require learning
strategies to perform particular language tasks in both formal and informal learning.
The learner’s choices of learning strategies result in the rate of acquisition and the
ultimate level of achievement (Ellis, 1994). Furthermore, Wenden (1986) stated that
these two factors affect learners’ psychological and methodological readiness in
autonomous learning.

Previous research studies conducted in Thai learning contexts also indicated
that learners’ beliefs about language learning and their use of learning strategies play
important roles. They are important factors that could contribute to success in English
language learning.

Regarding learners’ beliefs, Vorayodsri (2003), for instance, investigated
factors that related to achievement in English language learning. The participants in
her study were 154 first year diploma students in the academic year of 2000. The
research instrument employed was a student background and five rating scale
questionnaire. The results showed that among several factors obtained, learners’
beliefs about teachers’ roles and their attitudes toward learning were found to be
important factors relating to their achievement in English language learning. These
two factors, as further claimed by the researcher, could predict the achievement of
learners in English language learning. In a similar vein, Boonyathitisuk (2003) studied
factors associated to the achievement in EFL learning of 336 fist year students at
Srinakharinwirot University. The study showed that learners’ motivation, beliefs

about teachers’ behaviors, self-directed learning behaviors, and parental support were
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all found to be significantly related to learners’ achievement at high level. These
factors could also predict learners’ achievement in English language learning.

In terms of language learning strategies, Lappayawichit (1998) examined
learning strategies used by 70 good and 70 poor first year undergraduate students in
the faculty of Arts, Chulalongkorn university. A questionnaire was used as a research
tool. The results of the study showed that students with higher achievement in English
used learning strategies more frequently than the students with lower achievement in
English. In addition, the type and degree of learning strategies used by these two
groups of the students were found to be different. The students with high achievement
were found to use metacognitive and compensation strategies at a high frequency. The
other four strategies: cognitive, social, affective, and memory strategies, were used at
a medium and low frequency level. The learners with lower achievement, in contrast,
did not show high use of any learning strategies.

Based on the results of previous studies, an investigation of both learners’
beliefs and their use of learning strategies in Thai learning contexts seems important.
They are two of important factors that the literature suggests having effects on
learners’ readiness for autonomous or self-directed language learning. The research in
Thai contexts, moreover, evidenced that these two factors affect learners’
achievement in English language learning.

Though the present study focused on the two factors, learners’ beliefs and
their use of learning strategies in English as foreign language learning, it is important
to note that the study was an indirect measure of learners’ readiness. The data
obtained were reported by the learners instead of investigating actual behaviors of
them.

The notion of how these two variables influence autonomous learning is
described in the following sections.

2.3.1 Learner Beliefs

This section concerns the roles of learners’ beliefs about language learning.
The section begins with the definition of learner beliefs. Then it describes the roles of
learner beliefs in autonomous language learning and the structures of learner beliefs

underlying autonomous learning practice.
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2.3.1.1 Definition of Learner Beliefs

In the field of language learning and teaching, learner beliefs are
defined by several educational researchers. Horwitz (1987) explained that learner
beliefs about language learning were opinions or what learners hold about various
aspects of learning. Similarly, the Longman Dictionary of Language Teaching and
Applied Linguistics (2002) defines learner beliefs as “ideas learners have concerning
different aspects of language learning and language teaching (p.297).” Language
learning and teaching, as explained in the dictionary, refer to such aspects as how to
learn languages, effective teaching strategies, appropriate classroom behaviors,
learners’ own ability, and their goals in language learning.

Following this line of thought, learners’ beliefs in this study refer to
ideas or opinions that learners themselves hold about the process of language teaching
and learning. This basically includes the learners’ views on how the target language
should be learned, their roles and responsibilities in the learning process as well as
their own ability as language learners.

In practice, learners usually bring with them a particular set of beliefs
about language learning (Horwitz, 1987). Certain beliefs could also affect learners’
motivations (Dickinson, 1995) and attitudes (Wenden, 1991) in learning the target
language, especially in autonomous language learning. It, in addition, affects the
learners’ use of learning strategies in their own learning practice (Wenden, 1986). In
fact, previous research studies have also shown that learners’ beliefs directly relate to
their autonomous language learning behaviors.

The following section reviews related research that shows learners’
beliefs and their autonomous language learning behaviors.

2.3.1.2 Roles of Learners’ Belief in Autonomous Language Learning

A growing number of research studies indicated that learners’
beliefs about language learning play a crucial role in the development of autonomous
learning capacity. Beliefs, as claimed by the researchers, make learners different in
their development of learner autonomy.

One of these studies was conducted by Lee (1998). Questioning
whether Asian learners could be trained for autonomous or self-directed learning, Lee

(1998) investigated the outcome of self-directed learning program for tertiary students
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in Hong Kong. In so doing, she designed a classroom based self-directed learning
program and implemented it in the Language and Communication course for the first
year students at the Hong Kong Polytechnic University. All students in the course
participated in the study. At the beginning of a semester, the participants were told
about the aim of the program and advised on how to use those self-directed learning
materials. At the end of the course, she evaluated the outcome of the program. Based
on the evaluation of the learners’ involvement in self-directed learning, Lee found that
there were two different kinds of learners who engaged in autonomous learning
practice: the more enthusiastic learners and the less enthusiastic learners. On average,
the former group spent 2 to 5 hours longer on the program than the latter group. By
means of individual interviews, the results further showed that the more enthusiastic
group had more positive attitude towards the program and had strong beliefs about
their own strengths as language learners while the less enthusiastic group had low
self-esteem as language learners. In terms of the teachers’ support, the less
enthusiastic group appeared to need more support from their teachers. Additionally,
this group of participants stated in the interview that they may not continue self-
directed learning after the end of the program because teachers would no longer exist
to encourage them to do worksheets. The more enthusiastic learners, in contrast,
remarked that they would maintain the learning since it was fun and beneficial to their
learning.

As claimed by the researcher, what underlined learners’ behaviors
was the learners’ views about what they could do and could not do and their
expectation about the teacher's role and about learning. The learners who believed in
their own learning abilities tried and made more effort to improve whatever aspects of
language learning. They tended to focus on the productive skills such as writing
journals and film reviews as they regarded those activities helpful in improving their
language skills. The less enthusiastic learners, on the contrary, tended to view
themselves as low ability language learners. They were unlikely to regard self-
directed learning as an effective way to improve their own English. The learning
activities they chose tended to focus on receptive skills such as watching TV or films

or reading because they found these activities were easier for them to spend time on.
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Another research carried out by White (1999) also underscores the
roles of learner beliefs in autonomous language learning practice. White (1999)
studied the expectation of learners when entering a self-instruction context of
language learning. The study was expanded to investigate the beliefs learners
developed from their self-directed learning experience. The results showed that all
learners were still uncertain about the process of self-directed learning. Some of them
did not perceive it as an effective means to pursue their learning. Consequently, they
did not willingly take responsibilities in the learning process. These kinds of feelings
and behaviors, as revealed in the study, caused anxiety and frustration to happen.
Eventually, as claimed by the researcher, the anxiety and frustration would lead to the
deterioration of learner autonomy. Considering the roles of personal factors found in
the study, the researcher suggested that more studies should be conducted to examine
learners’ beliefs, certain characteristics of learners as well as other factors that
contribute to how language learners conceptualize self-directed or autonomous
learning.

As maintained by the researchers above, beliefs that learners had
developed about language learning played vital roles in autonomous language
learning. They could either contribute to or impede the development of autonomous
learning. They could also make learners display autonomy at various degrees
(Benson, 2001; Cotterall, 1999) and possibly not to develop it at all. The learners who
had strong beliefs in their own strengths as language learners, for instance, were more
enthusiastic and got more involvement in autonomous learning than those who did not
(Lee, 1998). Considering the influence of beliefs on autonomous learning, a number
of researchers (e.g., Benson, 2001; Cotterall, 1995; 1998; Horwitz, 1987; Mori, 1999;
Wenden, & Rubin, 1987) argued for the significance of research that investigates
learner beliefs about language learning, particularly as a factor that contributes to
autonomous language learning. This is in order to understand learners’ learning
behaviors and to plan appropriate language instruction that could foster learners’
autonomy.

The notion of learner beliefs seems to be of value in helping
classroom teachers to understand the way learners approach their learning. Learners’

beliefs, in addition, can indicate the extent to which learners are open to be
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autonomous learners. In fact, previous studies revealed that there is a particular set of
learners’ beliefs underlying autonomous learning behaviors. For a better
understanding, the following section describes the structures of beliefs that the
literature suggests influencing autonomous language learning.

2.3.1.3 The Structures of Learners’ Beliefs about Language
Learning

To investigate learners’ beliefs about language learning, Horwitz
(1987) conducted free-recall protocols with 25 language teachers. Based on the
information obtained, she developed a learner belief inventory called the beliefs about
language learning inventory (BALLI). The BALLI is composed of five main areas of
learner beliefs: 1) foreign language aptitude, 2) the difficulty of language learning,
3) the nature of language learning, 4) learning and communication strategies, and
5) motivations. As recommended by Horwitz, these five areas should be covered
when assessing beliefs of learners about English language learning both in ESL and
EFL situations.

Considering the effectiveness of the BALLI, several researchers have
employed the inventory to investigate learner beliefs. This includes Yang (1999) and
Diab (2006). Yang (1999) used the BALLI questionnaire to investigate the learners’
beliefs in relation to their use of learning strategies. The participants in this study
were five hundred and five university students from six public and private universities
in Taiwan. The results showed that only four among five belief factors were related to
the learners’ use of learning strategies. Those four areas were: 1) beliefs about self-
efficacy and expectation about learning English, 2) perceived value and nature of
learning spoken English, 3) beliefs about foreign language aptitude, and 4) beliefs
about formal structural studies.

Diab (2006) used the modified version of BALLI to investigate
learner beliefs about English language learning in Lebanon. The study aimed to
investigate the learner beliefs about English language learning in comparison to their
beliefs about French language learning. The participants in the study were 284
Lebanese university students in three universities. Among the five factors of the
BALLLI, only three areas of beliefs about English language learning were found to be

held by this group of learners. These are 1) students' beliefs about the nature of
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language learning, 2) the students' beliefs about the difficulty of learning English, and
3) Motivation towards learning English.

Though the BALLI has notably been used to explore learners’ beliefs
about English language learning, it does not seem to sufficiently cover factors the
literature suggests underlying autonomous language learning.

Other researchers have tried to analyze sets of beliefs that have
influence on autonomous language learning practice.

Cotterall (1995) explored factors that underlined learner beliefs about
language learning. The study particularly aimed at investigating learner beliefs about
language learning with regard to their autonomous language learning. To gather data,
the researcher administered a set of questionnaires to a group of 139 adults ESL
learners enrolling in English for Academic purposes course. The results from the
questionnaire data revealed six areas of learners’ beliefs that linked to their
autonomous learning behaviors. These areas of learners’ beliefs were 1) role of the
teacher, 2) role of feedback, 3) learner independence, 4) learner confidence in study
ability, 5) experience of language learning, and 6) approach to studying. The learners’
beliefs in these six dimensions, as claimed by the researcher, could possibly reflect
learners’ readiness for autonomous learning.

For a better understanding, Cotterall (1999) conducted a subsequent
study to investigate beliefs learners hold about English language learning. This study,
in particular, related the learners’ beliefs to their autonomous learning behaviors.
Cotterall drew the dimensions of learner beliefs on her previous study (Cotterall,
1995) together with her literature review. She finally developed a list of six belief
variables. These belief variables were 1) the role of the teacher, 2) the role of
feedback, 3) the learner’s sense of self-efficacy, 4) important strategies, 5) dimensions
of strategies related behaviors, and 6) the nature of language learning. The
participants in her study were 131 EFL learners from 19 different countries. About
three-forth of them were learners from Asian countries such as Thailand, Japan,
China, Taiwan, Korea, Vietnam, Laos, and Cambodia. At the time of data collection,
they were taking EAP courses at Victoria University of Wellington. The results of the
study showed that learners’ beliefs in these areas were found to play important roles

in language learning, especially in autonomous language learning.
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In line with Cotterall (1995, 1999), Benson and Lor (1999)
conducted an interview study to explore the function of learners’ beliefs while
learners were participating in the program designed to encourage independent
learning. The data were collected from 16 first-year undergraduates in the Arts
Faculty at the University of Hong Kong. Data were collected during the 1996 and
1997 academic years. Findings showed three domains of learners’ beliefs that have an
impact on autonomous learning practice. They were 1) the learner beliefs about
language learning, 2) the learner beliefs about self, and 3) the learner beliefs about the
learning situation. The first domain, as explained by the researchers, was related to
learners’ beliefs about what they should do to learn a foreign language successfully
and about the conditions that support good learning to take place. The second domain
involved the learners’ beliefs about their proficiency in the foreign language. Lastly, it
involved the learners’ beliefs about the learning environment and procedures that
make them learn a foreign language successfully.

Considering the structures of learner beliefs revealed in the previous
research studies, there appears a diversity of the belief dimensions that underlined

language learners’ behaviors (see Table 2.1).

Table 2.1 Dimensions of Learners’ Beliefs Found in Previous Studies

Researchers Dimensions of Learners’ Beliefs

Horwitz (1978) 1) foreign language aptitude

2) the difficulty of language learning

3) the nature of language learning

4) learning and communication strategies

5) motivations

Cotterall (1999) 1) the role of the teacher

2) the role of feedback

3) the learner’s sense of self-efficacy
4) important strategies

5) dimensions of strategies related behaviors

6) the nature of language learning
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Table 2.1 Dimensions of Learners’ Beliefs Found in Previous Studies (cont.)

Researchers Dimensions of Learners’ Beliefs

Benson and Lor (1999) 1) the learner beliefs about nature of language learning
2) the learner beliefs about self

3) the learner beliefs about the learning situation

Though there appear a variety of domains underlining learner beliefs
described in the previous research studies, some of the learner belief factors, at the
same time, appear to overlap. Similar to Horwitz (1987) and Benson and Lor (1999),
Cotterall (1999) found learners’ beliefs about the nature of language learning as an
important area that underlined their language learning. Particularly in autonomous
language learning, Benson and Lor and Cotterall agreed that the area of learner beliefs
about their capacity as language learners was essential. Cotterall (1999), moreover,
initiated other areas of learner beliefs that were underplayed in the other studies. They
were beliefs in the role of the teacher, the role of feedback, the important strategies,
and the dimensions of strategies related behaviors which refer to learners’ confidence,
willingness and acceptance to take responsibilities in their own leaning.

Factors structuring learner beliefs appear to vary, and it is impossible
to reduce the learner belief dimensions to a single one (Mori, 1999). This is because
each of them has unique effects on learning (Mori, 1999). What category to be
employed, as suggested by Mori (1999), depends on the purpose of each study.

An investigation of learners’ beliefs in the present study employed
that of Cotterall (1999). This is because it is considered most relevant. Though
Cotterall (1999) reported difficulties to identify profile of learners’ beliefs and stated
that her cluster of learner beliefs may not be the most appropriate prototype of learner
beliefs underlying autonomous language learning, her study warranted areas of beliefs
that need investigation. That is, learners’ beliefs about their knowledge of the
metacognitive strategies, the beliefs about their own capacity as language learners,
and the beliefs about the roles of feedback. These factors, as claimed by Cotterall
influenced autonomous language learning. In addition, her dimensions of learner
beliefs included areas that the previous study (Benson, & Lor, 1999) found to be

related to autonomous language learning. It also included the aspects that the
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literature suggested contributing to autonomous learning practice such as beliefs about
teachers’ roles and responsibilities and learners’ sense of self. Above all, Cotteral’s
data were collected from participants of multinational background from Asian
countries where English is a foreign language including Thailand.

So far, literature suggests that it is generally agreed that learners’
beliefs play dominant roles in learning as well as in autonomous language learning.
To learn autonomously, learners need to basically hold beliefs that facilitate
autonomous language learning. However, as claimed by applied linguists, only
facilitative beliefs seem not enough to support such a kind of learning. What seems to
be also crucial is learners’ use of learning strategies.

What learning strategies are and how they are important in
autonomous language learning are explained in the following sections.

2.3.2 Learning Strategies

Similar to learner beliefs, learning strategies are acknowledged to play
important roles in learners’ development of autonomy. This section provides
definitions of learning strategies, the roles they play in autonomous language learning
as well as the proposed classifications for researching the learners’ use of learning
strategies in this study.

2.3.2.1 Definition of Learning Strategies

In language education, the terms learning strategies from different
sources have been defined into the same direction. Longman Dictionary of Language
Teaching & Applied Linguistics (2002) defines learning strategies as “the ways in
which learners attempt to work out the meanings and use of words, grammatical rules,
and other aspects of the language that they are learning” (p. 301). Wenden (1991)
more specifically defined learning strategies as “mental steps or operations that the
learners use to learn a new language and to regulate their efforts to do so (p. 18).”
Similar to Wenden, Rubin (1987) described learning strategies as “any set of
operations, steps, plans, routines used by the learners to facilitate the obtaining,
storage, retrieval and use of information (p. 19).” Based on these definitions, learning
strategies can be referred to both mental and behavioral processes that language
learners involve in their own learning. Oxford’s (2003) version of learning strategies

seems to provide more clarified meaning of learning strategies. Learning strategies,
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according to Oxford (2003), are “specific plans or steps-- either observable, such as
taking notes or seeking out a conversation partner, or unobservable such as mental
analysis of a word-- that L2 learners intentionally employ to improve reception,
storage, retention, and retrieval of information (p. 81).” Strictly following the
definitions reviewed, the present study regards learning strategies as both mental and
behavioral steps, techniques, approaches, or deliberate actions that are taken by
learners in order to facilitate and enhance their own learning.

In the field of language teaching and learning, learning strategies are
one of the contributory factors in successful language learning. As claimed by Oxford
(1990), they are important as a tool for active, self-directed involvement in language
learning (Oxford, 1990). In addition, Rubin (1987) maintained that the extent to
which learners succeeded in their learning partly attributed to their engagement in
learning strategies. Macaro (2005) also noted that a number of research studies
indicated an association between learners’ uses of learning strategies and their success
in language learning.

As previously indicated, learning strategies are also considered to
play a crucial role to support autonomous language learning. For a better
understanding of their significance, the following section describes the roles of
learning strategies.

2.3.2.2 Roles of Learning Strategies in Autonomous Language
Learning

Several researchers (Oxford, 2003; Rubin, 1987; Thanasoulas, 2002;
Wenden, 1987) have acknowledged the roles of learning strategies in autonomous
language practice. However, based on the present researcher’s review, Oxford (2003)
seems to provide rich and systematic information about such roles. Oxford (2003)
proposed the roles of learning strategies in autonomous learning through four
perspective models: a technical perspective, a psychological perspective, a
sociocultural perspective, and a political-critical perspective.

Through the technical perspective, learning strategies are tools that
empower learners to learn on their own. The technical perspective, as clarified by
Oxford, emphasizes the situation as what underlines the development of learner

autonomy. The situational conditions are in general made up of literal surroundings
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that serve as learning resources such as a self-access center, a classroom, a home
setting, or a travel environment. Under such learning resources, the learners who are
capable of using learning strategies can better use the sources to learn on their own.

Through the psychological perspective, learning strategies function
as a gateway to autonomous language learning. Through this view, learners are
regarded as having highly motivated, self-efficacy. They, in addition, have positive
attitude about learning and want to seek meaning and achievement in their learning. In
terms of the learning contexts, this perspective views learners’ environment as a
learning resources. In such a learning environment, the learners need learning
strategies to learn on their own.

The sociocultural perspective emphasizes social interaction as a main
part for the development of learners’ cognition and language. This perspective, in
fact, centers on Vygotsky’s idea. It views the context which consists of a particular
kind of relationship as a situation for learning. The learners’ interaction with so-called
more capable people could help them move through the zone of proximal
development (ZPD), which represents the difference between learners’ performance
with and without assistance. The community is regarded as the contexts of learning.
Learning strategies, according to this view, serve as means for learners to enter the
community of practice and gain greater proficiency.

Lastly, through the political-critical perspective, learning strategies
are regarded as factors that help learners to access within power structure and cultural
alternatives. Learners, according to this perspective, hold power to control over their
own learning situation. However, Oxford (2003) remarked that the power is not there
and ready to be picked up. Instead, learners need to develop learning strategies to deal
with such a situation.

Considered their roles through these four perspectives, learning
strategies are one of the important factors that can help accelerate the development of
learner autonomy. Technically, learning strategies serve as tools empowering learners
to engage in series of autonomous learning activities. Psychologically, they function
as a gateway to autonomous language learning practice. Socioculturally, they serve as
a means for learners to enter the community of practice and gain greater proficiency.
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Finally, through the political-critical viewpoint, they help learners open up access
within power structure and cultural alternatives in their own learning.

Based on these perspectives, it can be stated that learning strategies
are very beneficial for autonomous language learning. Not only do they help
encourage learners to enter autonomous language learning practice but they also serve
as tools for learners to learn on their own. Adherence to such roles of learning
strategies, it seems necessary to explore the degree to which learners use learning
strategies in order to understand their readiness for autonomous language learning.

In practice, there is a number of learning strategies employed by
learners. It is thus necessary to provide information on classifications of learning
strategies that are notably used as well as the classification that will be employed to
frame the scope of this study.

2.3.2.3 Classifications of learning strategies

According to the researcher’s review, the two common and most
frequently used classifications are those of O’Malley and Chamot (1990) and Oxford
(1990). The former, as noted by Wenden (1991), is useful for researching learning
strategies while the latter, as indicated by Ellis (1994), is “perhaps that most
comprehensive classification of language learning strategies (p. 539).”

Following is the description of these two classifications.

Based on the cognitive theory and previous research in second
language learning, O’Malley and Chamot (1990) categorized learning strategies into
three main groups, which are metacognitive, cognitive, and socio-cognitive strategies.

1) Metacogonitive strategies involved learners to think about their

own learning style and plan on their own learning. The strategies
are mainly concerned with self-management, self-monitoring,
and self-evaluation. The strategies include, for instance, planning
for language learning opportunities and evaluating learning.

2) Cognitive strategies involved the strategies that learners employ

to manage a learning task at hands. For the cognitive strategies,
there are such as repeating of what being learned, note-taking,

using imagination, using contextualization of words and
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expression, transferring of acquired information, and inferring to
guess new item meanings.

3) Socio-cognitive strategies are learner’s cooperation with others
such as friends, classmates, or family for learning.

Another classification that is alternatively used to investigate
learning strategies is proposed by Oxford (1990). Oxford (1990) categorized learning
strategies into two major groups; direct and indirect. This category was based on
previous research studies that involved about 8000-8500 ESL and EFL language
learners worldwide,

The direct strategies are concerned with the ways learners deal with
tasks they are doing. Under this domain, there are three sub-categories, namely
memory, cognitive, and compensation strategies.

1) The memory strategies refer to techniques specifically help

learners to store new information in memory and retrieve it later.
They involved activities such as creating mental linkages,
applying images and sounds, reviewing and employing action.

2) The cognitive strategies refer to practicing, receiving and sending
messages, analyzing and reasoning, creating structure for input
and output.

3) The compensation strategies are steps used to compensate the
missing knowledge while speaking or writing. They include
guessing intelligently, and overcoming limitations in speaking
and writing.

The indirect strategies deal with techniques learners use to control
over their learning process. The indirect strategies are sub-categorized into three
groups, namely metacognitive, affective, and social strategies.

4) The metacognitive strategies assist learners to arrange and plan
their own learning in an effective and efficient way. They are, for
example, organizing their learning, setting goals and objectives,
considering the purpose, and planning for a language task.

5) The affective strategies are concerned with techniques used to

gain a better control over emotions, attitudes, and motivations
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related to language learning. They are, for instance, lowering
anxiety, encouraging oneself, and taking emotional temperature.

6) The social strategies emphasize techniques learners use to

interact or cooperate with others. They are, for instance, asking
questions, cooperating with others, developing cultural
understanding, and becoming aware of others’ thoughts and
feelings.

In the present study, Oxford’s (1990) classification of learning
strategies is employed. This is basically because it provides a more systematic view
and clearer picture of learning strategies that relate to autonomous language learning.
As to enter in autonomous language learning, learners basically need to take steps in
planning and controlling over their own learning. In other words, they need to
primarily involve in what Oxford termed as ‘indirect’ learning strategies. This is in
order to open up a channel to autonomous language learning (Oxford, 1990; Wenden,
1990). In addition, unlike the classification of O’Malley and Chamot (1990) that was
generated from the data gathered from the ESL learners, the Oxford’s (1990)
classification was partly based on the data obtained from EFL learners, ones that were
relevant to the targeted population in the present study. The Oxford’s Strategy
Inventory for Language Learning (SILL) inventory was also used with high reliability
and validity in several previous studies conducted in Asian EFL contexts (Liu, 2004;
Shmais, 2003; Xuan, 2005; Yang, 1999).

2.4 Review of Related Research in Thai EFL Educational Contexts

Learners’ beliefs and their use of learning strategies have been considered
important in autonomous language learning. However, in Thai EFL contexts, little
attention has been devoted to research these two factors in relation to learners’
readiness for autonomous learning. So far, there have been four related research
studies: one at lower-secondary level, another at high-secondary level, and the other
two at tertiary level.

Jitimat (1997) investigated readiness of lower-secondary level students for
self-directed learning. The participants were 368 students in schools under the Office

of Maha Sarakham Provincial Primary Education. The data were collected by means
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of a 58 item rating-scale questionnaire focusing on the degree of readiness for self-
directed learning. The results showed the learners’ readiness for self-directed learning
at moderate level. However, when each individual factor was considered, the degree
of learners’ readiness was found to be high in positive orientation to four factors
including self-directed learning in the future, openness to learning opportunities, love
of learning, and self-concept as an effective learner. The moderate degree of learners’
readiness was found in the ability to use basic study skills and problem solving skills,
creativity, and initiative and independence in learning.

With the similar objective and data collection method, Thuwadaratrakul
(2000) explored the characteristics of 264 Mathayom Suksa 2 students at one school
in Chiang Mai. The results showed that the students were ready for self-directed
learning at high level. In particular, learners were found to be ready for self-directed
learning in six areas: 1) openness to learning opportunities, 2) self-concept as an
effective learner, 3) informed acceptance of responsibility for one own learning, 4)
love of learning,  5) positive orientation of future, and 6) ability to use basic study
skills and problem solving skills. As for initiative and independence in learning and
creativity, the readiness degree was moderate.

At the tertiary education, Kulsirisawatdi (1994) studied Agricultural college
students’ readiness for self-directed learning. Data were collected from 418 students
at Chainat Agricultural College, Chonburi Agricultural College, and Agricultural
Engineering Training Centre. A set of rating scale questionnaires, which was
developed by the researcher from Guglielminos Self-directed learning Readiness
(SDLRS), was used as a research tool. The study revealed that the participants were
ready for self-directed learning at high level, especially in the areas of informed
acceptance of responsibility for one own learning, positive orientation of future,
openness to learning opportunities, self-concept as an effective learner, love of
learning, ability to use basic study skills and problem solving skills, and creativity.

Another study at tertiary educational level was carried out by Tuanma
(1995). Tuanma investigated learner readiness for self-directed learning of nursing
students. In so doing, the researcher used a set of questionnaires on self-directed
learning developed by the researcher to collect data from 638 nursing students in
Nursing College, the Ministry of Public Health. The results showed that the
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participants had high readiness for self-directed learning in three areas: self-concept
as an effective learner, openness to learning opportunities, and informed acceptance
of responsibility. However, the participants’ readiness for self-directed learning was
found moderate in the areas of creativity, positive orientation of future, love of
learning, initiative and independence in learning, and ability to use basic study skills
and problem solving skills.

The studies so far reviewed were conducted in the context of general
education, not in the context of English as foreign language (EFL) learning. In
addition, these studies only focused the degree of learners’ readiness for self-directed
learning. As maintained by Chu (1998), learners’ beliefs or characteristics that are
open to self-directed learning cannot guarantee engagement in self-directed learning.
Previous research indicates that studies that exclude learners’ use of learning
strategies seem to provide half of the information about learners’ readiness for
autonomous language learning. In fact, literature suggests that two variables: learners’
beliefs and their use of learning strategies are important factors that condition the
development of learner autonomy. It is, therefore, necessary to explore both learners’
beliefs and their use of learning strategies in order to fully understand learners’

readiness for autonomous language learning.

2.5 Summary

So far this chapter has reviewed relevant previous studies to pinpoint the
significance of the present study which aims to add evidence into the field EFL
learning in Thai context. The objective of the present study is to examine
undergraduate learners’ beliefs and their use of learning strategies to explore their
readiness for autonomous learning. Details of research methodology are described in

the next chapter.
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CHAPTER 11
RESEARCH METHODOLOGY

This chapter describes the research methodology employed in this study in
order to answer the following two research questions.
1. What are Thai learners’ beliefs about English as foreign language (EFL)
learning?
2. What strategies do Thai learners use to pursue their EFL learning?
To begin with, the research population and participants are detailed. Then
data collection methods and research instruments are explained. Also, the pilot study

is described. Finally, the procedures of data collection and data analysis are presented.

3.1 Population

The population of this study was 231 students whose major subject was
English. They were attending the Faculty of Arts in a Thai university during the 2006
academic year. Since this was a newly established faculty, at the time of data
collection, these students were studying in their first year, second year, and third year.
There were no fourth year students.

There were two major reasons underlying the selection of this group of
population. First, prior to their study at the undergraduate level, these students had
participated in Thai formal primary, secondary, and high-school levels. They had been
through the educational system under the enforcement of the National Act of 1999,
which emphasized the enhancement of learner autonomy (ONEC, 2001). Under this
Act, autonomous or self-directed learning was promoted countrywide across the Thai
educational contexts (ONEC, 2001). Theoretically, the Thai learners at all levels
should have systematically integrated in the education aiming at fostering autonomous
learning (ONEC, 2001). Influenced by such a policy, these students were anticipated

to have experience in autonomous learning for about five to seven years. With such
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experience, they may have developed some concepts and beliefs about learning that
could either facilitate or inhibit the development of learner autonomy. Second, these
students were English major students who needed help to develop their English
language competency and skills. Autonomous learning capacity, as suggested by the
literature, could enable them to be successful in language learning.

Participation in the present study was completely voluntary. Consequently,
to obtain the participants, the information letter (see Appendix 1) was initially
distributed to the target population to invite them to take part in the study. Those who
were willing to participate filled in the consent form enclosed with the letter and send
it back to the researcher.

3.1.1 Participants

The participation in this study was divided into three phases: completing
questionnaires, writing self-reports, and being interviewed individually.

One hundred and seventy-four of the total of 231 English major students
completed the questionnaires. Forty-one of them (23.6%) were the first year students,
eighty-two of them (47.1%) were the second year students, and fifty-one of them
(29.3%) were the third year students. Their age ranged between 17 and 22. This group
of the participants consisted of 44 males (25.3%) and 130 females (74.7%). All of
them had attended Thai formal education from 7 to 18 years and six of them had
attended international schools in Thailand for 2 to 3 years before their study at the
undergraduate level. Seven of the participants had opportunities to take short English
courses in other countries such as the USA and New Zealand. The majority of the
participants got an average English grade of between 2.5 and 3.5 out of 4. Only four
of them maintained an average English grade of between 3.5 and 4. This showed that
they were average and above average language learners. Most of the participants
(80.4%) indicated that they were motivated English language learners.

Among 174 students participating in the questionnaires, eight of them
(4.6%) volunteered for self-reports, thirteen of them (7.5%) participated in individual
interviews, and five of them (2.5%) volunteered to write the self-reports and

participated in the individual interviews (see Table 3.1)
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Table 3.1 Participants Volunteered for Self-Reports and Individual Interviews

Pseugonymous Sex | Year | Average Self- self-report Individual
ame of grade evaluated Interview
study Overall
proficiency

1. Art M 1 2.5-3.5 A v
2. Att M 2 2.5-3.5 A v v
3. Cham F 2 2.5-3.5 A v
4. Chan M Z >3.5 A v
5. Chu F 2 2.5-3.5 LA v v
6. Kaew F 2 2.5-3.5 AA v
7. Krit M 3 2.5-3.5 LA v v
8. Meen F 2 2.5-3.5 A v
9. Nan F 2 2.5-3.5 A v
10. Nat F 1 2.5-3.5 A v
11. Noon F 2 2.5-3.5 A v
12. Nudee F 2 2.5-3.5 A @
13. Pae M 2 2.5-3.5 A v
14. Pat M 2 % AA v
15. Pita F 2 2.5-3.5 AA v
16. Ploy F 3 2.5-3.5 A v v
17. Pong M L >3.5 AA v
18. Risa F V. 2.5-3.5 A v v
19. Sanny F 2 2.5-3.5 LA v
20. Sila F 3 2.5-3.5 A v
21. Sun M 2 235 AA v
22. Tae M 3 2.5-3.5 A v
23. Tan F 2 2.5-3.5 A v
24. Ticha F 3 2.5-3.5 A v
25. Top M 3 2.5-3.5 A v
26. Wan F 2 2.5-3.5 AA v

Total 13 18
*AA = Above Average A = Average LA = Lower
Average

3.2 Data Collection

The present study employed both quantitative and qualitative means of data
collection. The data collection instruments included two sets of questionnaires (one
focused on learners’ beliefs and the other focused on learners’ use of learning
strategies), self-reports, and individual interviews. The application of multiple data

collection methods was valuable for exploring both learners’ beliefs and their use of
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learning strategies (Bernat & Gvozdenko, 2005; Cotterall, 1999; Mathison, 1988;
Sakui & Gaies, 1999).

Following are the rationale underlying the selection of the instruments as
well as the description of each research instrument.

3.2.1 Research Instruments

3.2.1.2 Questionnaires

As claimed by Oxford and Burry-Stock (1995), the use of
questionnaires was one of the most effective and comprehensive ways to gather
research data. This was because it was a non-threatening way of data collection as
participants were able to use pen and paper under the conditions of confidentiality
(Oxford & Burry-Stock, 1995). Furthermore, the questionnaire data as maintained by
Nunan (1994) “are more amenable to quantification of data such as free-form field
notes, participant observer’s journal, and the transcripts of oral language (p.143).” In
EFL contexts as remarked by Gan (2004), who investigated self-directed language
learning attitudes and strategies of Chinese EFL students, the questionnaire data could
inform the researcher about the trends of both learners’ beliefs and their use of
learning strategies.

The two sets of questionnaires that were employed in this study were a
learner belief questionnaire and a learning strategy questionnaire. The former was
concerned with variables that literature suggested contributing to success in
autonomous language learning. The latter involved both direct and indirect strategies
for English language learning. Details of both instruments are described in the
following paragraphs.

A) The Learner Belief Questionnaire

This questionnaire primarily sought to investigate learners’ beliefs in
six key areas proposed by Cotterall (1999). They were

1) the role of the teacher

2) the role of feedback

3) the learner’s sense of self-efficacy

4) the learner’s knowledge of important strategies

5) dimensions of strategies-related behaviors

6) the nature of language learning
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Cotterall’s (1999) dimensions of learners’ beliefs were employed as
they were considered appropriate for several reasons. One reason was that these
dimensions were generated from her studies on learners’ beliefs that aimed at gauging
students’ readiness for autonomous language learning, the aim which was relevant to
the present study. Most of the participants in her study were also the same type as the
target population of the present study. Both groups were university EFL learners.
Additionally, about three-fourth of her participants were learners from Asian
countries such as Thailand, Japan, China, Taiwan, Korea, Vietnam, Laos, and
Cambodia. At the time of data collection, they were taking EAP courses at Victoria
University of Wellington. Importantly, the components of these dimensions such as
learners’ sense self-efficacy and their view of teacher’s roles were found to underlie
learners’ readiness for autonomous learning in several previous studies (Benson, &
Lor, 1999; Chan, Spratt, & Humphreys, 2002; Mori, 1999). They were variables
common with those suggested by other researchers such as Benson and Lor (1999),
Horwitz, (1987, 1999), and Sakui and Gaies (1999). Moreover, her dimensions of
strategies related behaviors which consist of learners’ confidence, willingness, and
acceptance of autonomous learning all lie under autonomous learning capacity
pointed out by Littlewood (1996). Hence, the investigation of learner beliefs using
Cotterall’s (1999) dimensions seemed appropriate.

Based on Cotterall’s (1999) dimensions of learner beliefs, the
questionnaire items were generated. The questionnaire (see Appendix 2) was
composed of two major parts. Part I, containing 12 questions, was to obtain
information about the respondents’ educational background. Part II was composed of
65 items which were categorized into two different types of questions. First, it was a
five-point Likert Scale that required the participants to express their agreement on the
profile of six key variables. The other type of questions required them to rank the
statements about the process of language learning on the basis of their importance.

B) The Language Learning Strategy Questionnaire

The language learning strategy questionnaire was included to
investigate strategies that the participants used for their English language learning.
The questionnaire employed was that of Oxford’s (1990) strategy inventory for

language learning (SILL), a version for speakers of other languages learning English.
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This inventory was composed of two major categories: direct and indirect learning
strategies. Each of them contains three subcategories. Regarding the direct learning
strategies, there were memory, cognitive, and compensation strategies. As for the
indirect learning strategies, there were metacognitive, affective, and social strategies.
This inventory, as claimed by Oxford (1990), provided not only a comprehensive
structure for understanding language learning strategies but also a systematic way for
researching into this aspect.

Due to the fact that Oxford’s SILL was constructed based on data
generated from about 8,000 language learners around the world (Oxford & Burry-
Stock, 1995), some researchers (Gan, 2004; LoCastro, 1994) had questioned whether
it was appropriate to be used in a local context. Specifically in an Asian EFL context,
Gan (2004) pointed out that the Oxford’s SILL may be not sensitive enough to
capture the learners’ learning strategies. The inventory may not adequately account
for the variability in the strategics used by the Asian English language learners (Gan,
2004). However, as claimed by Ellis (1994), the Oxford’s SILL is “perhaps the most
comprehensive classification of learning strategies to date” (p. 359). In addition,
based on the researcher’s review of previous studies, it was found that the use of SILL
in the Asian EFL contexts (Liu, 2004; Shmais, 2003; Xuan, 2005; Yang, 1999)
guaranteed its reliability. Moreover, from a pilot study, learning strategies used by a
group of participants were found to be consistent with those indicated in the Oxford’s
SILL. Additionally, before the administration of the questionnaire, the pilot study was
carried out.

Following Oxford (1990), the present researcher employed Oxford’s
SILL in this research study. The questionnaire (see Appendix 3) consists of 50 items,
divided into six main parts. In line with the items, the five-Likert scale is provided.

Table 3.2 shows its components.
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Table 3.2 The Components of the Language Learning Strategy Questionnaire

Part Item Number Category of language learning strategies
A 1-9 memory strategies
B 10-23 cognitive strategies
C 24-29 compensation strategies
D 30-38 matacognitive strategies
E 39-44 affective strategies
F 45-50 social strategies

3.2.1.2 Self-report

A self-report (see Appendix 4) was another data collection instrument
that was employed to collect data on both learners’ beliefs and their use of learning
strategies. By this means of data collection, the participants were required to think
back on their language learning process both inside and outside classes and then to
write about it (Wenden, 1991).

According to Wenden (1991), the self-report could be an alternative
way to gauge not only learners’ beliefs but also learning strategies. This is because the
beliefs learners hold about language learning were likely to be reflected on their
learning behaviors (Wenden, 1986, 1991). Such a way of data collection, in addition,
allowed the participants to respond on their own train of thought without interruption
or limitation put on what they wish to express (Wenden, 1991).

The present study provided participants with relevant prompt
questions and statements to write their reports.

3.2.1.3 Individual Interview

Another data collection method in the present study was individual
interviews. For interview questions see Appendix 5. As acknowledged by researchers
(Benson & Lor, 1999; Chamot , 1987; Cotterall, 1986; Wenden, 1986), an interview
was a highly effective data collection method. By incorporating an interview to
explore the learners’ beliefs, Cotterall (1986) and Wenden (1986) indicated that the
researchers could get insightful information about learner beliefs. Benson and Lor
(1999), particularly, maintained that talking to learners and analyzing what they say

could be effective to reveal their beliefs. In terms of learning strategies, an interview
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was also a favorable way to gather data. Chamot (1987) indicated that data about the
use of learning strategies gathered from the interviews with learners was most
valuable because such interviews could provide insightful information not only about
learner beliefs but also the language learning strategies they use.

The individual interviews in the present study were carried out in two
phases. Each took about 20-30 minutes. The first phase focused on learners’ beliefs
about the six key variables underlying autonomous language learning. The second
phase emphasized the strategies learners employed for their English language
learning. Participants were allowed to respond either in Thai or English. The
interview questions of both phases were adapted from the two questionnaires
previously described. This is in order to clarify the data obtained. By means of the
interview, the responses could be probed, followed up, clarified, and elaborated to
gain specific and accurate information (McMillan & Schumacher, 1997). With the
participants’ permission, all interviews were tape-recoded and transcribed for data
analysis.

Prior to the actual data collection, a pilot study was conducted in order
to diminish any problems that might occur because of these research instruments.
Following is the description of how the pilot study was carried out.

3.2.2 Pilot Study

To examine the reliability and validity of the research instrument, a pilot
study was conducted. Although the actual study was carried out with Arts students
majoring in English, this study involved 30 second year Science students. This group
of students was selected because of their accessibility and in order to avoid an
interference with the actual target population of this research. In addition, the main
purpose of the pilot study also lay in concern the present researcher had with the
language use in the questionnaires whether it would affect students’ comprehension
on the content. With the assumption, if the Science students could understand the
English version, the Arts students would have no problems to do the questionnaires.
This is because in the context of this particular university, the general Science
students normally have lower English language proficiency than the Arts students.
Thus, if Science students were able to understand the questionnaire items correctly, it

could help validate the content in terms of its applicability of the English version
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questionnaires to the target population. However, if this group of students appeared to
have difficulties in understanding the items, it tended to be necessary for the
researcher to translate or revise the language used.

Regarding the reliability, the questionnaires had in fact been employed in a
lot of previous studies among varieties of participants and they were found to be
reliable. Consequently, if results of this pilot study indicate the reliability of the
questionnaires, it could also be considered reliable when used with the target group of
this current research. This is because they were in the same Thai university context.

In conducting the pilot study, the English versions of both questionnaires
were initially distributed to the participants. Before the completion of the
questionnaires, the students were told that they could stop and ask for the meaning of
any words, phrases, or sentences they did not understand. While the students were
responding to the questionnaires, the researcher was also with them in order to help
clarify the items that they might have difficulties understanding. When they finished
doing the questionnaires, the researcher randomly asked them to explain how they
understood the items in their mother tongue. This was to make sure that they got the
right meaning. After the completion of the questionnaires, the participants were asked
to volunteer to write self-reports and to be interviewed individually. Seven of them
volunteered to write self-reports and another six participated in individual interviews.

All the data obtained were analyzed. Later, minor changes were made to
improve all the instruments. The Cronbach Alpha was calculated in order to find the
reliability of both sets of the questionnaires. The result showed that the reliability of
the learner belief questionnaire was 0.90 and that of the learning strategies
questionnaire was 0.96. According to McMillan and Schumacher (1997), an
acceptable range of reliability for an instrument is normally 0.80 and above. An
instrument that has the reliability of >0.90, as considered by McMillan and
Schumacher (1997), contains excellent reliability. This means it has high reliability
and contains minimal errors. Thus, the reliability of 0.90 and 0.96 that were found in
this primary study could show that both questionnaires were applicable with high
reliability.

Regarding the validity of the questionnaires, the data from the self-reports

and individual interviews were found to be relevant to the questionnaire data.
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However, when triangulating the data from the questionnaires, self-report, and the
individual interviews, it was found that some important information was missing from
the self-report such as learners’ confidence and acceptance to learn autonomously. It
was, therefore, improved by putting some additional questions for the actual main
study. This was to obtain more relevant data.

Concerning the English language used in the questionnaires, the respondents
were found to correctly understand most of the items. There appeared some words
such as ‘effort’, ‘strengths’, ‘gestures’, and ‘rank’ and a phrase that is ‘physically act
out’ that the respondents needed clarification. Consequently, in actual research study,
these words were all explained in the respondents’ first language. Some other words
that the researcher considered the target participants might have difficulties with were
also explained as those words found in the pilot study.

In short, due to the results of this pilot study, all the instruments were
modified for the actual main study. This included an additional explanation of some
difficult words in the questionnaires and some prompt questions for self-reports. The
next section describes data collection procedures which follow those of the pilot
study.

3.2.3 Data Collection Procedures

Data in the current study were collected in three phases. To begin with, the
researcher asked the English classroom teachers for their permission to distribute the
information letter with the consent form. After receiving the completed forms back
from the volunteering participants, the two questionnaires were given to the
participants to examine trends and patterns in their beliefs and use of language
learning strategies. Participants were allowed to take about 30 minutes to complete
the questionnaires. The researcher was with the participants during the questionnaire
completion phase. Before completing the questionnaire, the volunteering participants
had been informed that their responses would not be considered right or wrong.
Additionally, the researcher had orally announced some important information in the
consent form. She reassured the participants that their responses would not affect their
final grade of any English courses. The researcher guaranteed the confidentiality of
the information provided by the participants Also, the information they provided

would be guaranteed anonymity and used only for the research purpose.



Anchana Rukthong Research Methodology / 40

The second phase of data collection was for the participants to write self-
reports. After completing the questionnaires, the volunteering participants were
provided with lists of relevant questions and statements as prompts for them to write
self-reports to describe their beliefs about English language learning and their use of
learning strategies. They were allowed to have two weeks to complete the report
before returning it to the researcher.

Finally, to clarify the data from the questionnaires and the self-reports,
individual interviews were conducted. Before the interviews, convenient time and
place had been organized between the participants and the researcher. It took each
participant about 40-50 minutes for individual interview when they expressed their
belief about English language learning and talked about their use of learning

strategies. The interviews were tape-recorded and transcribed for data analysis.

3.3 Data Analyses

All the questionnaire data were processed and calculated by the SPSS
software program. The content of written self-reports and the transcriptions individual
interviews were then analyzed.

Specifically, to answer the first research question on the learners’ beliefs
about English language learning, the learner belief questionnaire data were analyzed.
Descriptive statistics including frequency, means, and standard deviation, were
calculated in order to identify the trends and patterns of learners’ beliefs. Then to
clarify the questionnaire data, the data concerning learner beliefs from the self reports
and the individual interview transcriptions were analyzed by grouping in themes. In
so doing, the whole data were broken down into discrete points. Afterwards, they
were compared for similarities and differences, conceptualized, and put back into
groups. Through this process, the main categories were created and named. Then the
subdivisions of the main categories were identified together with supporting data.

Similarly, to answer the second research question on the learners’ use of
English language learning strategies, the learning strategy questionnaire data were
initially analyzed. This was in order to describe the trends and patterns of learning
strategies used by the learners. The data from the reports and individual interviews

were then analyzed to further explain the data obtained by the questionnaire.
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3.4 Summary

This chapter provides information about research methodology in order to
reveal how Thai EFL learners in one university context believe about English
language learning and the learning strategies they use for their English language
learning. This is in order to examine their readiness for autonomous language
learning. In so doing, both qualitative and quantitative means of data collection
methods were employed. The research tools included two sets of questionnaires, self-
reports, and individual interviews. The data obtained from the questionnaires were
analyzed by the SPSS programs. Specifically, descriptive statistic was computed to
identify the pattern of learner beliefs and use of learning strategy. The data obtained
from individual interviews and self-reports were analyzed by grouping in themes.

The next chapter reports findings of the present study.
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CHAPTER IV
RESULTS

This chapter reports the findings of three data sources: questionnaires, self-
reports, and individual interviews. One hundred seventy four participants completed
two sets of questionnaires. Thirteen of them volunteered to write self-reports and
eighteen of them participated in the individual interviews. The data obtained are
presented in the order of these research questions.

1. What are Thai learners’ beliefs about English as foreign language (EFL)

learning?

2. What strategies do Thai learners use to pursue their EFL learning?

Under each of these questions, the results from the questionnaires are first
described. Then the data from self-reports and interview transcriptions are interwoven
to reveal more details. To write the self-reports and to provide information in the
individual interviews, the participants were allowed to respond either in Thai or
English. The data obtained in Thai were translated into English by the researcher and
marked as ‘translated’ in parentheses. Those original in English were presented as
they were and noted as ‘original’ in parentheses.

4.1 Learners’ Beliefs about English Language Learning

This section provides answers to the first research question: “what are Thai
learners’ beliefs about English as foreign (EFL) learning?” Results of the three data
collection procedures are reported in relation to the six variables of learner beliefs
investigated. They are 1) learners’ beliefs about roles of teachers, 2) learners’ beliefs
about roles of feedback, 3) learners’ sense of self-efficacy, 4) learners’ knowledge of
important strategies, 5) dimensions of strategies related behaviors, and 6) learners’
beliefs about the nature of English language learning.

4.1.1 Learners’ Beliefs about Roles of Teachers

Regarding the learners’ beliefs about the roles and responsibilities of EFL
teachers, the data from the learner belief questionnaire (Table 4.1) show that the
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majority of participants expected their teachers to hold major responsibilities in their
process of learning. About 80% of them agreed and strongly agreed that they needed
teachers to help them learn effectively (Item 1.2) and created opportunities for
practice (Item 1.5). Over two-third of the participants agreed and strongly agreed that
they needed teachers to tell what progress they were making (Item 1.3), what
difficulties they had (Item 1.4), and to offer help to students (Item 1.10). Slightly
over half of the participants agreed and strongly agreed that teachers needed to tell
them what to do (Item 1.1), explain why each activity needed to be done (Item 1.7),
set learning goals (Item 1.8), and give regular tests (Item 1.9). However, less than half
of the participants agreed and strongly agreed that teachers needed to take

responsibility in deciding how much time to spend on activities (Item 1.6).

Table 4.1 Learners’ Beliefs about Teachers’ Roles

Frequency Mea Std.
1. In English language learning, | oL A 3 4 5 n
believe that... (%) (%) (%) (%) (%)

1.1. teachers need to tell me whatto 2.9 132 31.0 36.8 161 361 172
do.
1.2. teachers need to help me learn 0 34 144 466 356 414 79

effectively.

1.3. teachers need to tell me what 0 40 247 500 213 38 .78
progress | am making.

1.4. teachers need to tell me what 0 34 276 425 264 392 82
my difficulties are.

1.5. teachers need to create 6 40 167 408 379 411 .87
opportunities for me to practice.

1.6. teachers need to decide how 17 161 379 356 86 333 91
long I should spend on activities.

1.7. teachers need to explain why 0 132 282 414 172 363 .92

we are doing an activity.
1.8. teachers need to set my learning 4.6 103 282 408 161 371 246
goals.
1.9. teachers need to give me regular .6 7.5 328 46.0 132 364 .83
tests.
1.10. teachers need to offer to help 23 69 218 391 299 387 .99
me.

*1 = strongly disagree 2 = disagree 3 =undecided 4 =agree 5 =strongly agree

These statistical findings, in short, point out that the learners extensively

need teachers in their EFL learning.
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The data from 13 self-reports and 18 individual interview transcriptions
further show that the learners rely mainly on their teachers in their learning. The data
obtained show that the learners expected their teachers to take charge of five major
responsibilities in EFL learning. They are 1) helping students learn effectively, 2)
motivating students to learn, 3) creating positive learning environment both inside and
outside classrooms, 4) diagnosing students’ weaknesses and helping students get rid
of such specific weaknesses, and 5) forcing students to learn outside classes.

1) Helping Students Learn Effectively

Helping students learn effectively is the responsibility that the
participants all expected their teachers to do. The participants wanted their teachers to
help by preparing everything that could best enable them to learn English. This
includes the preparation of appropriate learning contents, supplementary exercises,
additional learning activities, advice on how to learn, learning materials, and native
speakers.

For learning content, the participants expected their teachers to
provide the contents appropriate to their levels of study, their preferences, and
interests. Concerning the levels of study, Pat and Tae mentioned in the interviews:

The content should not be lower than the level he is studying. (Pat)

(Translated)

The content should not be higher or too difficult for them as
undergraduate students to learn. (Tae)
(Translated)
Art, a freshman, regarded that the learners at his level needed to be provided with
more grammatical knowledge. He wanted his teacher to prepare to teach about
grammar and structures. He said:

Teachers should teach about grammar, sentence structures, and
whatsoever they see as a basis for students to study in higher level.
(Art)

(Translated)

Twelve out of eighteen interviewees mentioned that the content should be appropriate

to the learners’ preferences and interests. Wan, a second year student, remarked:

Teacher should consider students’ preferences and interests and then
choose the content that is suitable for them. Teachers should not just



Fac. of Grad. Studies, Mahidol Univ. M.A. (Applied Linguistics) / 45

pick up a book and follow it throughout a semester. To me, it’s
boring. (Wan)
(Translated)
Three participants, Pong, Sun, and Top, wanted their teachers to
prepare additional exercises and activities. Pong expressed in the interview:

Teachers should provide exercises for students to do in order to make
them clearly understand the lesson. (Pong)
(Translated)
The participants also wanted their teachers to advise them on how to learn and
provide them with appropriate learning materials and native speakers. They indicated
in the interviews:

I would like teachers to give advice, answer students’ questions, and
help students when they need. (Cham)
(Translated)

| want teachers to guide and help students to gain success in their
English language learning. (Meen)
(Translated)

Teacher should support by providing us with book, movie, and a
corner for counseling [counseling corner]...native speakers of
English [responsible] for helping us to practice our English language
skills. (Chu)
(Original)
2) Motivating Students to Learn
Teaching responsibilities as revealed by this group of participants
include motivating and encouraging students to learn. Chu strongly displayed that she
wanted her teacher to motivate her and other students to learn. She wrote in the report:

As teachers of whatever subjects, | think they should motivate and
encourage students to learn. (Chu)
(Original)
Ploy, the third year participants, said:

I always expect that the teacher’s job is to encourage students to
learn what they are teaching. (Ploy)
(Translated)
Att, the second year student, also wanted his teacher to motivate students to learn. He

said:
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I think teachers should encourage students to learn, maybe by
showing students the benefits of what they taught. Their teaching
style should motivate students to learn. Instead of making students
get sleepy, teachers should play jokes or tell students funny stories,
sometimes. (Att)

(Translated)

3) Creating Positive Learning Environment both inside and
outside Classrooms

About half of the participants wanted their teachers to create friendly
environment both inside and outside classrooms. Inside class, they mentioned in the

interviews:

Teachers should provide students with moral support. They should
not blame a student in front of others. Also, teacher should give such
a complement as ‘good’, “very good’ even their performance was not
that good. (Noon)

(Translated)

As English is a hard subject to learn, teachers should not make us
feel uncomfortable or nervous in class. They shouldn’t call students’
name and ask questions or expect that students know everything.
Teachers shouldn’t make us feel like we are going to be blamed in a
few minutes ahead if we can’t give correct or satisfactory responses.
Instead, teachers should make us relaxed and enjoy with their
teaching. (Sanny)

(Translated)

Outside classes, the participants wanted their teachers to behave like friends who they

could talk to in case they had problems. Risa remarked:

I want teachers to be like friends. They should be available for

students outside classes. Some students feel shy to ask questions in

class, and they want to talk to teachers individually. (Risa)

(Translated)
4) Diagnosing Students’ Weaknesses and Helping Students Get
Rid of Such Specific Weaknesses

About one-third of the participants expected their teachers to not
only diagnose their weaknesses but also help diminish those weaknesses. The
participants indicated in the interviews:

Teachers should also correct students” work and tell them what their
problems are. For example, in writing they should make a list of
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grammatical mistakes that students frequently do and that of errors
they produced. Teachers should also explain to students how to make
them correct. (Chan)

(Translated)

Teachers need to notice and pay close attention to individual
learner’s competency and learning progress. Consider if students
have any weaknesses or language problems and ask students to talk
to them individually. This is in order to solve the problems. (Noon)
(Translated)

5) Forcing Students to Learn outside Classes

As admitted by about half of the participants, they were lazy

students. They liked teachers to force them to learn outside class. They mentioned in

the interview:

Teachers should give homework assignments and additional
exercises for students to do outside class. Also, the teachers need to
follow up to see whether or not the students do those extra materials
by themselves. Without such a following up, some students would
only copy answers from classmates and submit those assignment,
learning nothing. (Tan)

(Translated)

With those homework assignments and extra materials, teachers
should help students plan how to learn. Teachers need to regularly
keep up with students’ learning and give them quizzes to make them
alert and keep up with their learning. (Pat)

(Translated)

In addition, some students liked their teachers to explain how to apply what teachers

taught. Pae wrote in his report:

Teachers should explain how we can use them [grammatical points]
in communication. (Pae)
(Translated)

Regarding the roles of teachers, the results, in short, show that in addition to

the those contained in the questionnaire, data from self-reports and individual

interview transcriptions revealed that the participants expected their teachers to help

students learn effectively, motivate students to learn, create positive learning

environment both inside and outside classrooms, diagnose students’ weaknesses and
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help them get rid of such specific weaknesses, and force students to learn outside
classes.

4.1.2 Learners’ Beliefs about Roles of Feedback

Learners’ beliefs about roles of feedback involve the learners’ view on the
sources and types of feedback they need in EFL learning. Regarding the sources of
feedback, the results (Table 4.2) demonstrate that the participants viewed their
teachers as the best source of feedback in English language learning. Over 60% of the
participants agreed and strongly agreed that teachers were the persons best to provide
them with feedback (Item 2.1). Only about 40 of the participants believed that they
could best provide feedback for themselves (Item 2.2).

Table 4.2 Learners’ Beliefs about Sources of Feedback

Frequency Mean Std.
In English language learning, il 2 3 4 5
(%) (%) (%) (%) (%)
2.1 | believe a teacher is the best 6 121 259 408 20.7 369 .95
person to give me feedback.
2.2 | believe | could best give 29 103 46.0 299 109 336 .91

feedback to myself.

*1 = strongly disagree 2 = disagree 3 = undecided 4 = agree 5 = strongly agree

The ranked items in Table 4.3 also show that the learners liked their teachers
to be a source of feedback. Among three sources of feedback listed: teachers, learners
themselves, and other people who know about English, it was found that the largest
number of participants (Item 8.2: 48.9%) considered the feedback from their teachers
most valuable for them. This number is about three times larger than the number of
those valuing themselves as the most important source of feedback (Item 8.1: 13.2%).

About 37% of the participants regarded the feedback from others the most important.
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Table 4.3 Learners’ Beliefs about the Sources of Feedback (Ranked Items)

1* 2 3 Rank
| believe feedback on my language learning.... (%) (%) (%) order
8.1 that I give myself helps me most 13.2 29.9 56.9 3
8.2 from the teacher helps me most 489 20.1 31.0 1
8.3 from other people help me most 379 50.0 121 2

*1 = the most important

The self report and the individual interview data also show that the
participants considered their teachers the most important source of feedback.
Although some participants stated that they could comment and give feedback on
their own work, they believed that it was not as good as did the teachers. They
maintained in the interviews:

I think we can give feedback on our work but we need to read more from
books and sometimes it does not work out well. Indeed, I think having
teachers do it is better. (Noon)

(Translated)

I can roughly give myself feedback but | believe teachers could better do it.
Sometimes, the feedback | gave to myself was not clear. Also, such
feedback might be wrong. The teachers’ feedback, I think, is right, certainly!
(Sila)

(Translated)

Some of the participants did not even believe in their own abilities to give comments
or feedback on their own work. They said:

| think students cannot do it [Self-correcting one own work]. Self-correction
requires abilities that are beyond their own. Students still need help from
teachers. If students are required to figure out and correct mistakes by
themselves, their English would never develop. (Pat)

(Translated)

| think I cannot give comments or feedback on my own work because when
| produced it I tried my best. Even though the teachers wrote some symbols
on my work like circles and underlines to indicate different types of
mistakes, | could not figure out the mistakes. (Chu)

(Translated)

In terms of the types of feedback, the statistical data (Table 4.4) show that
there is a slight difference between the number of the participants who wanted to
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obtain right answers (78.7%) and the number of the participants who wanted
guidelines for self-correction (71.3%). This is because, as explained by the
participants in the interviews, they thought that teachers did not have enough time to
give feedback. However, if teachers did, the participants still wanted correct answers

and detailed explanation from their teachers.

Table 4.4 Learners’ Beliefs about Types of Feedback

Frequency Mean Std.
In English language learning, 1* 2 3 4 5
(%) (%) (%) (%) (%)

2.3 | need to be told what the correct .6 57 224 397 316 396 91
answer is.
2.4 | need guidelines to correct my 6 52 155 471 316 4.04 .86

own work.

*1 = strongly disagree 2 = disagree 3 =undecided 4 = agree 5 = strongly agree

The data from self-reports and interviews show that a larger number of the
participants preferred the description of correct answers to guideline for self-
correction. Ten out of thirteen students stated directly in their reports that they liked
correct answers and the explanation of how to get such answers. In addition, fifteen
out of eighteen participants mentioned in the interviews that they preferred correct
answers and the explanation of how to get such answers to guidelines for self
correction. Participants who had such preferences explained that they had difficulties
figuring out mistakes and finding right answers. The correct answers, as regarded by
the participants, helped them instantly understand the content they were trying to
learn. They stated in the interviews:

I would like correct answers from teachers, the ones that are precise, clear,
and easy for me to understand without any interpretation. If they are not, |
might need to go to the teacher and ask them to explain about it again. |
think it’s a waste of time. (Pita)

(Translated)

If it [feedback from teachers] is just a guideline, I think it does not help me
because | won’t do it [self-correcting] unless there are marks rewarded.
(Tan)

(Translated)
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As learners, we are not sure that we are capable enough to find out right
answers. It’s good if we can, but if we can’t, it’s a waste of time. It’s better
if teachers can provide us with answers as well as explanations because we
can instantly learn. (Sun)

(Translated)

| want teachers to show me directly for how can | improve it [my work].

Like when teachers read my essay, they should not indicate only that this

sentence is wrong. Because | don’t know by myself what’s wrong. Teachers

should explain it. If there are better words I can use in my essay, teachers

should suggest it to me and explain how I can use it. (Chu)

(Original)

In short, the participants revealed that they wanted feedback to be the
descriptions of correct answers and explanation of how to get the correct answers
rather than guidelines for self correction. In addition, they needed teachers to provide
such kinds of feedback. As mentioned in the interviews, this was because they
believed that self-correction was beyond their own abilities.

4.1.3 Learners’ Sense of Self-efficacy

Learners’ sense of self-efficacy involves learners’ beliefs in their overall
ability as language learners as well as the beliefs in their own abilities to develop each
of English language skills: speaking, listening, reading, and writing. In terms of the
learners’ beliefs in their overall ability, the responses to the learner belief
questionnaire (Table 4.5: Items 3.1, 3.2, 3.3, 3.4, 3.5, 3.6, and 3.11) show that about
half and slightly over half of the participants agreed and strongly agreed on their
abilities to use English in communication without knowing its rules, find an effective
way to learn English, assess their own abilities, and learn a language successfully.
Slightly less than half of the participants, however, agreed and strongly agreed that
they were above average at language learning and had ability to get score they are
trying for in the next English exam. Only about one-third of the participants agreed

and strongly agreed that they knew how to correct their own work for mistakes.
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Table 4.5 Learners’ Sense of Self-efficacy

Frequency Mean Std.
1* 2 3 4 5
In English language learning, (%) (%) (%) (%) (%)

3.1. I can communicate in English 1.7 155 328 374 126 344 .96
without knowing the rules.

3.2 I know how to find an 0 10.3 36.2 40.8 126 356 .84
effective way to learn English.

3.3 I know how to correct 40 16.1 443 287 6.9 3.18 .93
mistakes in my work.

3.4 1 am above average at 40 98 46.0 36.2 4.0 3.26 .85
language learning.

3.5 I know best how well | am 1.7 115 333 431 103 349 .89
learning.

3.6 | have ability to learn a 23 80 36.8 443 86 349 .85

language successfully.
3.7 | have ability to understand what I 1.1 16.1 385 385 5.7 3.32 .85
listen to in English accurately.

3.8 | have ability to speak accurately 1M SO | 4.0 3.32 .80
and communicably in English.

3.9 I have ability to understand 6 98 333 471 9.2 355 .82
what | read in English accurately.
3.10 I have ability to write A8 S 333 1.1 3.05 .88

accurately in English.

3.11 I have the ability to getthescore 1.1 6.3 466 37.4 86 3.46 .79
I’m trying for in my next English test.

*1 = strongly disagree 2 = disagree 3 =undecided 4 = agree 5 =strongly agree

The data from the self reports and the individual interviews indicate that
none of the participants considered themselves excellent English language learners.
Two of them, Sun and Kaew, viewed themselves as above average language learners.
They expressed confidence to develop all four language skills: speaking, listening,
reading, and writing. In an interview, Sun indicated:

| give myself 80 to 85% for my ability in each language skill. Actually, it
should be more than that but | think I still have problems with my speaking
and listening. |1 don’t mean 1I’m poor at these two skills but studying in this
field, I know I need to be better at performing them. (Sun)

(Translated)

Some students, though, regarded themselves as above average language learners, they

were unconfident in their own ability to master some of their language skills. Pat said:
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Reading is OK, but for others [other language skills], I’m not sure of
because | have to struggle a lot. Like when | watch English movies, |
sometimes don’t understand them at all. My skills are not that good. | need
to improve them a lot. (Pat)
(Translated)
A large number of participants considered themselves moderate English
language learners. These learners, in general, believed in their own potential to learn
English successfully and to informally use English in their daily life. They, however,
were not confident enough to improve such language skills as writing and speaking by
themselves. They said:

I think I can write and read. | have some vocabulary knowledge that I can
advice my friends and read on my own. [However] | think | don’t have
abilities to improve my language skills including writing, the skill I’'m most
confident in. (Chu)

(Translated)

I’m confident to learn new things. I think I can read, write, and ask someone

for help. However, I’m not confident to speak. | need more practice in

speaking. (Nat)

(Translated)

Generally, the findings on learners’ sense of self-efficacy reveal that
learners, to some extent, believed in their overall abilities as the English language
learners. They believed that they could find effective ways to learn and develop their
English. A large number of the participants, however, seemed to be uncertain about
their own abilities to achieve each of language skills, especially speaking, writing, and
listening.

4.1.4 Learners’ Knowledge of Important Strategies

In autonomous or self-directed language learning, learners are usually
expected to engage in such learning activities as analyzing their own strengths,
weaknesses, or language needs, determining learning objectives, defining the content
and progression, selecting methods and techniques to be used, monitoring the
procedures of acquisition, and evaluating what has been acquired. This part,
consequently, asked the participants whether they believed they had knowledge to

participate in such learning activities.
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The statistical data in Table 4.6 demonstrate that the majority of the
participants did not believe and were uncertain that they had enough knowledge to
engage in self-directed learning activities. There are only two activities that more than
half of the participants agreed and strongly agreed that they knew how to do: 1)
asking for help when needed (64.4%) and 2) planning learning (54.6%). Although
64% of the participants agreed and strongly agreed that they knew how to ask for
help, 25% of them disagreed that they knew how to do so. Moreover, a larger number
of the participants were undecided and disagreed that they had knowledge to involve
in the following six learning activities. They are 1) identifying their strengths, and
weaknesses, 2) setting learning objectives, 3) choosing learning contents, 4) selecting
learning methods and techniques, 5) checking their own work for mistakes, and 6)

measuring their learning progress.

Table 4.6 Learners’ Knowledge of Important Strategies

Frequency Mean Std.
-\ /2 3 4 5
In English language learning, (%) (%) (%) (%) (%)

3.12 | know how to identify my 2 /A 33.2 323, /14 319 1.01
strengths and weaknesses.

3.13 I know how to set my own 0 207 378 283 132 304 .97
learning goals.
3.14 1 know how to choose the 29 221 255 271 224 325 1.03

content | need to learn.
3.15 | know how to select methods 4.0 29.6 226 406 3.2 3.17 1.07
and techniques for my own

learning.
3.16 | know how to plan my 6 138 310 431 115 321 .89
learning.
3.17 1 know how to check my 40 218 39.7 316 29 3.01 .90

work for mistakes.

3.18 I know how to measure my 1.7 172 500 28.7 23 3.03 .78
progress.

3.19 I know how to ask for help 6 253 98 420 224 3.60 111
when | need it.

*1 = strongly disagree 2 = disagree 3 = undecided 4 = agree 5 = strongly agree

The data from the self reports and the individual interviews further indicate

that a number of the participants rarely knew how to engage in self-directed or
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autonomous learning activities. When asked in the interviews what they should do
when learning on their own, the participants generally stated that they read, watch,
and listen in English. They maintained:

| find every kind of article to read and look at things around. | am sure that
things like advertisements, slogans and..... names of books or movies is
good source of English language learning. (Ploy)

(Original)

| practice English language skills and try to search for information by
myself. | listen to the radio as | can listen to both English songs and news. |
can practice my listening skill. (Krit).

(Translated)

I read English newspaper every day, watch English TV programs and listen
to English songs in order to get familiar with English. (Pae)
(Translated)

The participants, additionally, shared that what they had experienced and known
about autonomous learning was going to the library and studying there in order to get
some information and present it in front of the class. Ploy, a third year participant
stated:

I have no idea about it (autonomous or self-directed learning). When |
studied in high school, teachers always asked us to self-learn in the library. |
was very confused because I didn’t know where | would get the information
and what I should do. (Ploy)

(Translated)

Only three out of 26 participants in the qualitative means of data collection
indicated their knowledge of self-directed learning. Being asked specifically what
they think they need to do when learning on their own, they mentioned some of self-
directed learning activities including selecting learning resources and methods and

identifying their own needs. Risa stated:

To direct my own learning, first | need to know about sources available for
me to study. Then | would ask myself about what | want to study, and what
topic | should concentrate on. | usually choose the topic that | am interested
in. For example, 1 would read about cooking and entertaining. (Risa)
(Original)

Chu also presented how she independently learned. She wrote in her report:
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If 1 want to know about tenses, | will try to do exercises and find grammar
books to learn from. If | want to practice listening, | will watch movies.
(Chu)
(Original)
Only one of them mentioned that she consciously engaged in independent learning
activities. Kaew, the student with high self-efficacy and who had one year learning
experience in the USA, mentioned in her interview:

| don’t know everything but | usually identify my weakness. Then I try to
improve it. | mainly watch movies. | read, | watch, I listen to English news. |
try to catch any words that I could. | was trained to do so when | was in
America. | know myself what my weak point is. (Kaew)
(Original)
In short, results show that the majority of the participants rarely knew how
to engage in self-directed learning activities, especially to identify their strengths and
weaknesses, set their learning goals, check their own work for mistakes, and measure
their own progress.
4.1.5 Dimensions of Strategies Related Behaviors
As suggested by the literature, learners’ confidence, willingness, and
acceptance of learning responsibilities all lie under autonomous or self-directed
learning capacity (Little, 1995; Littlewood, 1996). This section reports findings on
learners’ beliefs in three related areas. The findings on learners’ confidence are first
presented, followed by those on learners’ willingness and acceptance of self-directed
learning activities.
1) Learners’ Confidence
Table 4.7 reports learners’ confidence to direct their own learning.
Findings generally show that the majority of participants were not confident enough
to engage in autonomous learning activities. While about 70% of the participants
expressed their confidence to ask for help when needed, more than half of them were
undecided and disagreed that they were confident to engage in such learning activities
as identifying their own strengths and weaknesses, setting learning goals, choosing
learning contents, selecting learning methods and techniques, and checking their own
work for mistakes. In addition, 73.5% of them undecided and disagreed that they were

confident to measure their own progress.
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Table 4.7 Learners’ Confidence to Engage in Autonomous Language Learning

Frequency Mean Std.
1> 2 3 4 5
In English language learning, (%) (%) (%) (%) (%)

4.1 | am confident to identify my 1.1 29.0 299 250 149 3.04 .80
strengths and weaknesses.

4.2 | am confident to set my own 0 257 374 237 132 3.14 .78
learning goals.

4.3 | am confident to choose the 17 286 224 248 224 328 .95
content | need to learn.

4.4 1 am confident to select 17 275 345 248 115 3.07 .86
methods and techniques for my

own learning.

4.5 | am confident to plan my 0 69 391 431 109 358 .78
learning.

4.6 | am confident to check my 52 144 448 299 57 3.07 .93
work for mistakes.

4.7 | am confident to measure my 0 221 514 197 6.9 3.01 .79
progress.

4.8 | am confident to ask for help 11 52 230 489 218 385 .86
when | need it.

*1 = strongly disagree 2 = disagree 3 = undecided 4 = agree 5 = strongly agree

The self-reports and the individual interviews further show that most of the
participants were not confident enough to engage in autonomous learning activities.
During the interviews, all participants admitted that they rarely had idea about self-
directed learning. The researcher then provided them with information on basic
concepts and examples of self-directed learning activities. After that, they were asked
to share how confident they were to engage in those activities. All in all, only one
participant, Kaew, who displayed her knowledge of self-directed or autonomous
learning activities, expressed strong confidence in her own ability to learn
independently. She stated in her interview:

| believe | can do it [learning on my own] and I, actually, self-learn things
all the time. I can learn new things. | don’t just wait for teachers to teach me.

Yes! | believe | myself can do it successfully. (Kaew)
(Original)
One participant, Pong, demonstrated his confidence to select his own learning
resources but not to identify his own strengths and weaknesses and evaluate his own

progress. He said:
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| think identifying strengths and language needs is difficult to do because we
may not know what our strengths and weaknesses are. What | think 1 can do
is choosing learning resources. I’m confident to do it. Another thing that is
very difficult for me to do is evaluating my own progress. | don’t know,
sometimes when | met foreigners, | can’t understand them despite | think
I’m not that poor in English. (Pong)
(Translated)
About one-third of the participants did not feel confident enough to direct their own
learning even those whose average grade is high, over 3.4 (out of 4). Sun indicated:

It would be really hard for students to engage in self-directed learning
activities. In class, we still need teachers to tell us what the course is about
and what related areas we should know. Even though the teachers give us
such information, we would possibly not know how to make us understand
the lesson. (Sun)
(Translated)
The data from three different sources, in short, reveal that the majority of the
participants did not have enough confidence to be involved in self-directed learning,
especially in identifying their strengths and weaknesses and measuring their own
learning progress.
2) Learners’ Willingness to Take Learning Responsibilities
Table 4.8 displays findings on learners’ willingness to engage in
autonomous learning activities. The data show that a large number of the participants
(62%-78%) agreed and strongly agreed that they were willing to participate in all
activities listed. The number is six to seven times greater than the number of those
who disagreed and strongly disagreed to do so. About one-third of the participants,
however, could not decide whether they had willingness to engage in measuring their

progress.
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Table 4.8 Learners’ Willingness to Take Learning Responsibilities

Frequency Mean Std.

In English language learning, 1* 2 3 4 5

(%) (%) (%) (%) (%)
5.1 I am willing to identify my 1.1 63 247 466 213 3.80 .88
strengths and weaknesses.
5.2 1 am willing to set my own 6 46 264 431 253 3.88 .86
learning goals.
5.3 I am willing to choose the 1.1 63 253 425 247 3.83 91

content I need to learn.

5.4 I am willing to select methodsand .6 5.2 16.1 489 29.3 401 .85
techniques for my own learning.

5.5 I am willing to plan my 6 40 259 448 247 3.89 .84
learning.

5.6 I am willing to check my work 4.0 5.7 218 500 184 3.73 .96
for mistakes.

5.7 I am willing to measure my 6 63 31.0 443 178 372 .85
progress.
5.8 I am willing to ask for help 1.7 40 201 448 293 3.96 .90

when | need it.

*1 = strongly disagree 2 = disagree 3 = undecided 4 = agree 5 = strongly agree

The self-report and the individual interview data provide more insights into
learners’ willingness to take responsibilities in their own learning. In general, two
levels of learners’ willingness emerged from the data obtained. Ten out of eighteen
participants indicated absolute willingness to do so because they all agreed that
autonomous learning would make them better at English. They said:

Sure! | will do it [self-directed learning]. | think autonomous learning
activities would help me succeed in learning. As in the past, | just read what
| want to, just keep on reading. It would be better if | have objectives when |
read. (Pong)

(Translated)

| think I will do them [self-directed learning activities] because this would
help me learn more effectively. In the past, we didn’t know what to do,
when we were asked to self-learn in the library, we just went to the library,
read and copy for class presentation. (Pita)

(Translated)

For the rest of participants, although they agreed on the importance of autonomous

learning activities, they hesitated to express willingness to engage in these
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responsibilities. The factors such as laziness and teacher dependence could obstruct
them from autonomous learning. They indicated in the interviews:

I’m not sure [whether to be willing for self-directed learning activities]. It
depends if I’m not lazy, | would do it [self-directed learning]. | think it
would be better if the teachers ask us to do in class because we are forced to
do (Nan).

(Translated)

For me, I am not that diligent. | think it depends. If teachers ask and
encourage me, | may do [direct my own learning]. But a large number of
students want teachers to teach. We can learn more from their teaching
(Tan).

(Translated)

Although the majority of the participants expressed their willingness to take
responsibilities in their own learning, the data from self-reports and individual
interview transcriptions insightfully show that learners may not engage in autonomous
learning activities if they feel the responsibilities should be better taken by their
teachers.

3) Learners’ Acceptance of Learning Responsibilities

Table 4.9 provides the findings on learners’ acceptance of
responsibilities for their own learning. Similarly to the learners’ willingness, the
majority of participants (59-72%) agreed and strongly agreed to accept all learning
responsibilities listed. The number was also six to seven times greater than the
number of those who disagreed and strongly disagreed to accept such responsibilities.
Approximately between 21-32% of the participants were undecided whether to accept

responsibilities to learn on their own.
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Table 4.9 Learners’ Acceptance of Learning Responsibilities

Frequency Mean Std.
1* 2 3 4 5
In English language learning, (%) (%) (%) (%) (%)

6.1 | accept responsibility to 1.1 57 224 552 155 3.78 .82
identify my strengths and

weaknesses.

6.2 | accept responsibility to set 6 69 270 420 236 381 .90
my own learning goals.

6.3 | accept responsibility to 6 69 213 517 195 383 .84

choose the content | need to learn.

6.4 | accept responsibility toselect 1.1 6.9 24.1 529 149 3.74 .84
methods and techniques for my

own learning.

6.5 | accept responsibility to plan 6 86 259 471 178 3.73 87
my learning.

6.6 | accept responsibility tocheck 6 8.6 236 54.0 132 371 .83
my work for mistakes.

6.7 | accept responsibility to 1.1 69 322 454 144 3.65 .85
measure my progress.

6.8 | accept responsibility to ask 0 63 213 489 236 3.90 .83
for help when | need it.

*1 = strongly disagree 2 = disagree 3 = undecided 4 = agree 5 = strongly agree

The data from the self reports and individual interviews show that the
participants accepted responsibilities to learn on their own. The reason underlying
their acceptance of learning responsibilities lies in that the learners believed
autonomous learning could help them succeed in their English language learning.
They maintained in the interviews:

| accept these responsibilities [responsibilities for self-directed learning]
because | think they can help us learn English better. (Risa)
(Original)

Yes, | accept it [self-direct learning] because English is very important to us.
We need it for better future so we need to improve English by ourselves.
(Nudee)

(Translated)

Yes, because self-directed learning makes our learning more systematic. We
can look back into our own learning and know our own problems and areas
that we need improvement. (Sanny)

(Translated)
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Yes! Sure. As an English major student, | think I need to improve my

English more and more. These activities [self-directed learning activities]

can help me improve my English. (Nudee)

(Translated)

So far, this section reports findings on learners’ beliefs in three dimensions
underlying autonomous learning behaviors. They are learners’ confidence,
willingness, and acceptance of learning responsibilities. In conclusion, the data show
that the majority of participants believed that they had willingness and acceptance to
engage in autonomous learning. They, however, did not express enough confidence to
do so.

The following section reports the findings on learners’ beliefs about the
nature of language learning which is the last belief variable concerning autonomous
learning as specified in this study.

4.1.6 Learners’ Beliefs about the Nature of Language Learning

Relating to the nature of language learning, participants were asked for their
beliefs about opportunities to learn a language and the factors that relate to success in
language learning.

Concerning the opportunities to learn the language, the ranked items (Table
4.10) indicate that the majority of learners (77.6%) believed that it was most
important for them to find opportunities to use the language. The number is far greater
than those who believed that teachers (14.4%) and classmates (12.1%) should provide

the opportunities to do so.

Table 4.10 Learners’ Beliefs about the Nature of Language Learning [Ranked

Items]
1* 2 3 Rank
| believe that.... (%) (%) (%) order
9.1 opportunities to use the language should be 121 500 379 3

provided by my classmates

9.2 I should find my own opportunities to use the 776 144 8.0 1
language

9.3 opportunities to use the language should be 144 500 356 2
provided by the teacher

*1 = the most important
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Table 4.11 further indicates learners’ beliefs about the nature of language
learning focusing on factors contributive to learning success. More than half of the
participants agreed and strongly agreed that making mistakes was not harmful but a
natural form of language learning (85.0%) and that different people learned languages
in different ways (86.8%). The number of those agreeing and strongly agreeing with
such statements is obviously greater than the number of those disagreeing.

Table 4.11 Learners’ Beliefs about the Nature of Language Learning

Statement Frequency Mean Std.
1* 2 3 4 5
(%) (%) (%) (%) (%)

7.1 All people learn languages in 276 28.7 224 155 57 243 121
the same way.

7.2 Making mistakes is harmful in ~ 35.1 27.0 21.3 138 29 222 115
language learning.

7.3 It is possible to learn a 155 276 287 213 69 276 1.16
language in a short time.

7.4 Having my work evaluated by = 13.8 322 36.8 132 40 261 1.01
teachers is scary.

7.5 Language learning takesalong 2.3 109 28.2 374 213 364 101
time.

7.6 Different people learn 0 1.7 115 36.2 50.6 4.36 15
languages in different ways.
7.8 Making mistakes is a natural 0 1.7 13.2 28.7 56.3 4.40 18

part of learning.

*1 = strongly disagree 2 = disagree 3 =undecided 4 = agree 5 =strongly agree

The ranked items (Table 4.12), in addition, show that most of the
participants agreed that their learning success importantly depended on themselves.
The first three factors ranked from the most important were the learners’ own effort
(Iltem 11.5: 40.2%), their practice (Item 11.3: 28.7%), and their opportunities to use
the language (Item 11.2: 23.6%).
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Table 4.12 Learners’ Beliefs about Factors Attributing to Their English

Language Learning [Ranked Items]

The following factors play an 1 2 3 4 5 Rank
important role in successful (%) (%) (%) (%) (%) order
language learning

11.1 Feedback from teachers 57 23 80 241 598 5
11.2 Opportunities to use the language 23.6 195 39.1 121 57 3
11.3 Practice 28.7 46.6 178 46 23 2
11.4 The language teacher 17 75 155 517 236 4
11.5 My own effort 402 241 195 75 86 1

*1 = the most important

Considering themselves as a main factor leading to success in language
learning, 47.1% the participants (Table 4.13) agreed that it concerned what they did
outside the classroom (Item 10.2) and 43.1% of them agreed that it depended on what
they did in the classroom (Item 10.1).

Table 4.13 Learners’ Beliefs about the Nature of Language Learning

I believe my language e 2 3 4 5 6 Rank
learning success depends (%) (%) (%) (%) (%) (%) order
on...

10.1 what | do in the 431 379 80 52 23 34 2
classroom.

10.2 what | do outside the 471 316 121 52 23 17 1
classroom.

10.3 what my classmates do in 1.1 29 16.7 299 39.7 9.8 5

the classroom.

10.4 what my classmates do 1.7 34 75 149 259 46.6 6
outside the classroom.

10.5 what the teacher does in 5.7 21.3 471 8.0 13.8 4.0 3
the classroom.

10.6 what the teacher does 1.1 2.9 8.6 374 161 339 4
outside the classroom.

*1 = the most important

The self-report and the individual interview data could further show that the
participants believed success in their learning depended mainly on themselves and

what they did both inside and outside classrooms. Being asked specifically about the
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factors that made them successful in language learning, the participants similarly
mentioned their own efforts. The efforts, according to this group of participants,
referred to attention, diligence, patience, commitment, and attempts in learning. As
said by the participant in the interview:

| think it [success in learning] depends on students. How hard they try? If we
try hard, pay attention to lessons, try to understand what teachers teach, and
review the lessons frequently, we would be more successful in English
language learning. (Nan)

(Translated)

Pat, who indicated that success in his English language learning predominantly
depended on his learning outside class, included learning disciplines and commitment
to success in learning as key factors contributing to his learning success. He stated:

Learning English is hard, and sometimes we are lazy to do. | think we need
to try harder and keep telling ourselves that we need to learn more in order
to be better. We need to have disciplines in learning. We have to also keep
learning as a habit. We need to force ourselves to learn even we are lazy or
do not want to learn. (Pat)

(Translated)

Regarding the question: where does learning take place? The majority of
participants emphasized that success in their learning depended on what they studied

inside classrooms. Krit, the third year participant, said:

| think 80% of my success depends on my classroom learning because we
can learn about the basis of the English language like grammar and
structures. To me, such knowledge is very important to develop my English
language skills.

(Translated)

Pong, the first year student, mentioned:

| think 70% of success in learning is due to our study in class and the other
30% is because of our own practice outside class. | need to use what | have
learnt from classrooms. I try to use, for example, if-clauses that I’ve learnt in
class when | chat with foreigners via the Internet. This would make me
better remember them.

(Translated)

Findings across the three instruments: questionnaires, self-reports, and
individual interviews, indicate that the majority of the participants agreed that their

own efforts were the most important factor contributing to their success in EFL
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learning. Such efforts as these participants revealed in the reports and interview
transcriptions, were their attention, diligence, patience, commitment, and attempts in
learning. Though the participants believed that their own efforts condition their
learning success, a number of them related their efforts to pay attention to their
classroom learning rather than their effort to initiate independent learning.

So far the results regarding the learners’ beliefs about language learning has
been described. Findings on the second research question: what strategies do Thai

learners use to pursue their EFL learning are presented in the following section.

4.2 Learners’ Use of Learning Strategies

This section provides answers to the second research question: “what
learning strategies do the learners use in their EFL learning?” Findings of the
questionnaires are first presented, followed by those of self-reports and individual
interviews.

The results from the learning strategy questionnaire show that the six
learning strategies were all applied by the participants in EFL learning. Table 4.14, in
particular, shows that the two highest used strategies were compensation strategies (X
= 3.53, SD. = .94) and metacognitive strategies (X = 3.53, SD. = .90). Cognitive
strategies (X = 3.45, SD. = .94), social strategies (X = 3.41, SD. = .97), and affective
strategies (X = 3.17, SD. = 1.04) were used in the third, fourth, and fifth place of
frequency; whereas, the memory strategies (X = 3.07, SD. = .95) were found to be

used the least.
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Table 4.14 Learners’ Use of Learning Strategies

Classifications of learning Frequency Mean Std.
strategies 1* 2 3 4 5 X)
() (%) (%) (%) (%)

Direct strategies
1. Memory strategies 7.67 20.39 36.74 2734 7.86 3.07 .95
2. Cognitive strategies 197 1346 37.68 3194 1495 345 .94
3. Compensation strategies 192 1226 3391 3458 1734 353 .94
Indirect strategies
4. Metacognitive strategies 1.85 10.79 36.27 3531 15.77 353 .90

5. Affective strategies 996 1552 33.05 30.94 1054 3.17 1.04

6. Social strategies 3.00 15.13 34.10 3391 1389 341 .97
*1 = Never or almost never 2 = Rarely 3 = Sometimes

4 = Often 5 = Always or almost always

Applying the five point Likert scale, Oxford and Burry-Stock (1995)
suggested that the value of between 3.5 and 5.0 was regarded as high use of strategies.
The value of between 2.5 to 3.4 was considered medium use and the value of between
1.0 and 2.4 was low use. Therefore, the frequency use of strategies found in this study
could represent the medium to high use. The compensation and metacognitive
strategies, particularly, reached the high frequency use. The cognitive, social,
affective, and memory strategies showed medium use.

The data from 13 self-reports and 18 individual interview transcriptions
provide insightful information about the learners’ use of learning strategies. The data
show that all learning strategies were evidently used by this group of participants. The
detailed findings on the learners’ use of each learning strategy are respectively
presented in the following paragraphs.

1) Learners’ Use of Memory Strategies

Regarding memory strategies or the strategies used for storing and retrieving
new information, data show that the participants extensively used the strategy of
placing new words into a context. That is they tried to use new words or phrases they
learnt for communicative purposes in order to remember such new words and phrases.
They wrote:

| write them [new words] in different sentences and try to remember how
they are use and what they mean in sentence (Ploy).
(Original)
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| often use words in contexts, in speaking or writing. Like when 1 listen to

new words on the radio or TV, I try to use them when speaking with my

friends or my foreign teachers (Nudee).

(Translated)

The data from the interview transcriptions explain that the learners tended to
use this strategy because they regarded that language learning was skill practice. They
believed that the more they practiced, the better they were at language learning.

2) Learners’ Use of Cognitive Strategies

Concerning cognitive strategies or the strategies used to manipulate and
transform the target language, all participants showed that they applied these
strategies in their EFL learning. The data, in particular, revealed six different types of
cognitive strategies used: practicing naturalistically, analyzing expressions, repeating,
creating structure for input, highlighting, and getting the ideas quickly. Almost all of
the participants mentioned that they practiced naturalistically. They practiced the
target language in natural situations and through their everyday activities such as
reading, listening, and watching in English. They indicated in the interviews:

I have a lot of exposure to English in my daily life. | read newspapers, teen

magazines, and journals. I watch English movies, UBC programs such as the

National Geography, cartoons, etc,.. | listen to English songs. (Keaw)
(Original)

To practice my listening, | usually watch English movies and English TV
programs. I listen to English news and songs every day. (Pae)
(Translated)

| watch English programs on TV and English soundtrack movies. (Ploy)
(Original)

| read English magazines and journals written in English. (Cham)
(Translated)
Three participants stated that they usually practiced English conversations. Tan and
Wan, who were closed friends, mentioned that they agreed to talk together in English.
Pong differently stated that he looked for opportunities to speak with foreigners. He
said:

| keep going to the church every Thursday and Friday. There, there are
missionaries who | can talk to in English. | sometimes talk to myself in
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English and find someone else in the internet chat room to talk to in English.

While talking to them, I try using words and structures | have learned from

class, such as if clauses and see whether they understand me or not. (Pong)
(Translated)

Four participants also indicated in their interviews that they analyzed words or

sentence structures to understand what they were trying to read. One of them stated:

| try to analyze the roots of words, and prefixes or suffixes that come
together. This would make me understand the word or what I’m trying to
learn. (Meen)

(Translated)

Two of the participants additionally mentioned that they used a repeating technique.
This means that they repeatedly read or listen in order to comprehend what they want

to. Chu described:

| sometimes read twice, three times, or many times to understand each
sentence and the whole passage. When | listen in English, I also listen to it
several times. If it is an important listening, | play and replay the tape until
it’s clear to me. (Chu)

(Translated)

While reading, the participants all mentioned that they used techniques to get the

ideas quickly such as skimming, scanning, and guessing techniques. Pat described:

When I read or listen, first of all I look for a main idea. | ignore some words
that | don’t know. But if they are the key words, I will make a sign on them
like circles and underlines and try to guess. | will read them the second time,
consider their context, and look up for the meaning of words from a
dictionary to check whether my understanding is right or not. (Pat)
(Translated)

A variety of emphasis techniques including underlining, drawing circles, and color-
coding were also used by this group of participants in order to focus on the important
information and vocabulary in a passage. One of them, Pita, showed:

| have several coloring pens and use different colors to mark on different
information. For example, | use pink for main ideas, blue for important
supporting details, and green for words | don’t know. (Pita)

(Translated)
3) Learners’ Use of Compensation Strategies
For compensation strategies or the strategies used for making up inadequate

knowledge in English communication, the data reveal that the participants used these
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strategies extensively. Being asked specifically what to do when having problems in
English communication, the participants mentioned several strategies. However, the
frequently used compensation strategies were using gestures, circumlocution, or
synonyms, using linguistic clues, getting help, using linguistic and non-linguistic
clues, and adjusting the message.

All participants showed that they used gestures, circumlocution, or
synonyms to make up their missing knowledge in speaking or writing. They wrote:

| describe the words by using other words or phrases. | sometimes use a
main category that words belong to. | say, for example, ‘it is a kind of food,
magazines, feeling...” to help explain. (Art)

(Translated)

I will describe the word in a different way or use a simpler word instead. If
drawing is possible, | will draw for the meaning of words. For example, if |
want to say about population, I will draw a picture of many people standing
close to each other. For reading, | would guess the meaning from the
surrounding phrases. (Risa)

(Translated)

Two participants indicated that they used both a circumlocution and getting help from
others to compensate a gap in their knowledge. They wrote:

I would describe it [what | intend to say] in other ways. Still, if 1 can’t
communicate my ideas, | will ask my friend if she knows the word. (Meen).
(Translated)

I will think of and use a new word that has the same meaning. Sometimes, |
ask my sister or someone who knows about English to help me. (Pae)
(Translated)
Focusing specifically in reading and writing, most of the participants used context
clues to guess the meaning of words they did not know. One of them wrote:

| read many time, focus on context, and use the contexts to help me to guess
meanings of word. (Art)
(Original)
One participant, Ploy, mentioned that she also used non-linguistic clues such as her
background knowledge about the story and her imagination to help identify the
meaning of words or the whole passage. She said:

| sometime use my background [knowledge] about the story and my
imagination to understand what | read or listen. (Ploy)
(Original)
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4) Learners’ Use of Metacognitive Strategies

Metacognitive strategies concern strategies the participants used to manage
their own learning independently from their teachers. The self-report and individual
interview data reveal that the participants tried to read, listen to, and write in English
in order to develop their own English outside class. When asked specifically how they
planned to do so, the participants mentioned three different plans. They are 1) looking
for more opportunities to practice language skills outside class, 2) visiting the
countries where English is spoken, and 3) taking English courses in either Thailand or
countries where English is spoken if they could afford it. Concerning learners’ plan to
practice language skills outside class, one participant said:

| plan to do several things such as watching English movies and English
music videos, listening to English songs and news on the radio, reading
magazines, comics, and books written in the English, and writing letters to
pen pals (if possible, I mean if | have one) (Risa).

(Translated)

For the plan to visit the countries where English is spoken, the participants (Pong, Att,
Pita, and Chu) stated in their interviews that they wanted to join Work and Travel
Project, which provided opportunities for Thai university students to spend their
summertime to work in the USA. One of them said:

| plan to join Work and Travel Project for about three months during my
summer. | hope my English would be better (Chu).
(Translated)

Regarding the plan for taking courses, the participants explained:

| did whatever I have been told it is a good way to improve my English even
what | am not fond of. I think it could not help. Now I’'m looking for
opportunities to take English courses in foreign countries, maybe Singapore
(Nan).

(Translated)

Umm!!! | want to improve my English but I don’t know how. And another
thing is that | have no time to do so. | spend five days a week to learn
English in class and on weekends | need to spend time with my parents,
going to temples sometimes. | need to go out with them. Unlike my friends,
| never plan to watch movies for improving my English. Although I am
studying in English majors, my English is not improved. | actually want to
go to Australia or New Zealand to study English there (Noon)

(Translated)
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The other two participants, Kwan and Krit, had a long plan to take a short English
course in the USA after their graduation. Krit, in particular, said:

I’m not confident enough to use English, so I’m planning to take a 6-month
course after my graduation in America.

(Translated)
Although the participants had plans to improve their English, it is important

to note that those plans are quite general, and some of them are a general and long
term plan. None of the data presented the learners’ plans to use strategies such as
organizing, setting goals and objectives of learning, planning for a language task, and
self-evaluating which, in fact, are all important to mange one’s own leaning.

5) Learners’ Use of Affective Strategies

With regard to affective strategies or the strategies used to diminish negative
feelings about learning and enforce learners to learn the target language, the data
show that the participants used five different affective strategies. They were using
progressive relaxation, using music, taking a deep breath, making positive statement,
and discussing their feelings with someone else.

All participants mentioned that they relaxed when feeling negatively about
learning. When asked what they did to get rid of negative feelings about learning, they
similarly responded “stop for a while and take a rest”. With the same question, six out
of thirteen participants maintained that they also used music while taking a rest. They
said:

| will take a rest and listen to music or watch music videos. (Meen)

(Translated)

| will take a rest. Then I will turn on an English channel and watch native

speakers of English speaking on TV. This would well encourage me to learn

English because | desire to speak as well as the native speakers. (Nat)
(Translated)

Several female learners, especially those with low self-efficacy (e.g. Nan,
Noon, and Sanny) reported that they talked to others about their feeling of stress.

They stated in the interviews:

| usually talk to my closed friends because we are in the same faculty and
having the same problems. We can understand each other. (Nudee)
(Translated)
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It depends. If | can find the teacher, | will talk to her. If I can’t, I will talk to
my friends. (Pae).
(Translated)
Some participants indicated that they chose to make a positive statement to
themselves. One of them said:

First, | try to be positive with English language learning. I told myself that

English is very important to my life. It could bring me a good job.

Sometimes, | go for a movie with my family or friends. (Krit)

(Translated)

6) Learners’ Use of Social Strategies

Regarding social strategies or the strategies that the learners used to deal
with others in the process of learning, the data show that participants extensively used
these strategies. What they usually did when having problems about EFL learning as
explained by the participants was seeking help from such people as their friends,
teachers, or others that could help to clarify or verify what they had problems with.
They said:

It depends if | can ask the teacher (I mean if time allows and the teacher is
friendly enough), | would ask the teachers. If | can’t, I will ask my friends
instead. (Ticha)

(Translated)

At first, 1 will try to solve the problems by myself. If it doesn’t help, I will
ask my English teacher or friends to help me. (Risa)
(Translated)

| usually consult my friends and my teachers if they are available. I also talk
to ones that are knowledgeable, know better than me to help (Krit).
(Translated)
With regard to the learning strategies, the data from three sources showed
that learning strategies were all used by the participants. However, they were used at

different degrees of frequency.

4.3 Summary
This chapter presents the data gathered by the three sources: questionnaires,
self-reports, and individual interviews. This is in order to answer the questions

relating to learners’ beliefs about EFL learning and their use of learning strategies.
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In regard to the beliefs about English language learning, a large number of
the participants agreed and strongly agreed with all items reflecting natural ways of
language learning. In addition, they expressed willingness and acceptance of
responsibilities in their own learning. As for learners’ beliefs in their own capacity as
language learners, it was found that most of them had low and moderate self-efficacy.
They did not show high confidence to achieve each of their English language skills,
especially, listening, speaking, and writing. The participants were also not confident
enough to engage in several of self-directed learning activities, especially in checking
their own work for mistakes and evaluating their own progress. Furthermore, the
learners lacked knowledge in so doing. In terms of roles and responsibilities, still the
great number of participants considered their teachers as those to take major
responsibilities in English language leaning, including providing them detailed and
correct answers.

For learning strategies, the results showed that the learners applied a wide
range of strategies in their English language learning. All six learning strategies were
evidently used by this group of participants. Compensation and metacognitive
strategies, as showed in the quantitative results, were highly used whereas memory,

cognitive, affective, and social strategies showed medium use.
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CHAPTER V
DISCUSSION

The present study aims to examine learners’ readiness for autonomous
language learning. Specifically two important factors: learners’ beliefs and their use
of learning strategies in EFL learning were explored. Among other reasons stated in
the literature review chapter, the focus on learners’ beliefs and their use of learning
strategies lay in that these two factors affect learners’ psychological and
methodological readiness in autonomous learning (Wenden, 1986).

Data were analyzed from 174 questionnaires, 13 written self reports, and 18
sets of interview transcriptions in order to answer two research questions:

1) What are Thai learners’ beliefs about English as foreign language (EFL)

learning?

2) What learning strategies do Thai learners use to pursue their EFL

learning?

This chapter begins with the summary of findings. Following is the
discussion of the research results. The discussion part is organized under four
conclusions based on the findings. This is in order to discuss the extent to which

participants were ready for autonomous English language learning.

5.1 Summary of Findings

The study examined the participants’ beliefs on six dimensions or variables
consisting of 1) the role of teachers, 2) the role of feedback, 3) the learners’ sense of
self-efficacy, 4) knowledge of important strategies, 5) dimensions of strategies related
behaviors, and 6) the nature of language learning. The study also explored the
participants’ use of six learning strategies: 1) memory strategies, 2) cognitive

strategies, 3) compensation strategies, 4) metacognitive strategies, 5) affective
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strategies, and 6) social strategies. Moreover, it examined the relationship between the
learners’ beliefs and their use of strategies for English language learning.

Findings suggest two different sets of beliefs. One set of beliefs indicate that
the participants believed that they were very important factors of the learning process.
Success or failure of language learning depended on their learning responsibilities,
attention, diligence, patient, commitment, and efforts in learning. Some of them were
confident enough to find ways to improve and evaluate their own learning. The other
set of beliefs, however, indicate that teachers were believed to take major
responsibilities to initiate, manage, follow up, monitor, motivate, and evaluate student
learning. In addition to these two sets of beliefs, participants were found having
inadequate knowledge of English subject matters and unclear concepts of autonomous
learning and did not know how to carry on learning process and activities. Although
the learners were found to use all learning strategies, some did not know the concepts
and could not appropriately use them. Moreover, some of them were found to have
low sense of self-confidence and self-efficacy in English language learning.

Based on the findings of this study, the participants were found to possess
characteristics of autonomous learners to a particular extent but were not fully ready
to independently self-direct their own learning. The extent to which these participants

were ready for autonomous learning can be concluded as follows.

5.2 Conclusions and Discussions of Findings

Conclusion One: Participants possessed facilitative beliefs about EFL but
not yet regarded major responsibilities in learning as their own.

Based on the findings, the research participants were found to believe that
they had abilities to find effective ways to learn language successfully. In addition,
they believed that they were key factors attributing to either success or failure of
language learning. Their own efforts to practice and find opportunities to use the
target language, attention, diligence, patience, commitment, and attempts in learning
were important for them to gain success in learning. The participants who see their
own action as the main causes of either success or failure of their own learning are

likely to become autonomous (Victori & Lockhart, 1995). They as claimed by Victori
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and Lockhart (1995), tended to adopt a responsible and active attitude in their
approach to learning.

However, the majority of participants did not manage to study on their own
outside class though they regarded themselves as influential factors to learning
success. The data from the interviews showed that they tended to relate their own
efforts to their classroom behaviors such as paying attention to teachers’ instruction
rather than their efforts to learn independently.

Regarding the beliefs about roles of teachers, a large number of the
participants still relied mainly on teachers in their learning process. They believed that
teachers had major responsibilities in helping them learn effectively, providing
opportunities for them to practice both inside and outside class, motivating them to
learn, creating positive learning environment, diagnosing their weaknesses and
helping them get rid of such weaknesses, and forcing them to learn after class. In
addition, they believed that it was teachers’ responsibilities to provide them feedback
of correct answers with explanation on how to come up with the answers.

In fact, as stated in the literature review chapter, autonomous learning refers
to the learning process in which learners take responsibilities in their own learning.
These responsibilities involve six self-directed learning activities:

1) analyzing one own strengths, weaknesses, or language needs;

2) determining learning objectives;

3) defining the content and progression;

4) selecting methods and techniques to be used,;

5) monitoring the process of acquisition;

6) evaluating what has been acquired.

Autonomous learners take these responsibilities as their own (Holec, 1981). As found
in previous study by Chan, Spratt, and Humphreys (2002) learners who assigned these
learning responsibilities to their teachers were far from becoming autonomous
learners.

The findings of the present study are relevant to what had been pointed out
by Chan (2003) and Gan (2004) in previous study. Chan and Gan posited that learning
cultures had a great impact on autonomous learning. In their educational contexts,

learners extensively depended on their teachers in learning. They assigned major
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responsibilities such as planning and evaluating to be those of their teachers. Rather
than playing an active role in the learning process, the learners were quite passive.
Like in some Asian countries, teachers have long taken control of classroom and been
authoritative figures responsible for looking after, nurturing, and taking control over
the learning process (Higg, 1988; Holec, 1987). Learners have been regarded as being
passive, teacher-dependent, and unable to engage in independent or autonomous
learning (Gan, 2004).

In fact, in a Thai educational context, learners have experienced teacher-
centeredness for a long time (Saengboon, 2004). They have possibly been conditioned
to be passive in classrooms. Teachers have been expected to be responsible for
methodological areas including choosing learning materials, evaluating students'
learning, deciding what to learn next in the English lessons, choosing learning
activities, and deciding the objectives of the course. In such a learning environment,
learners could become passive and rely heavily on their teachers. To develop the
learners’ autonomous learning capacity, it is vital that learners take a more active role
during the teaching and learning process.

Results of this study suggest that English teachers in this context probably
need to examine their teaching. They should particularly take into considerations their
roles and responsibilities and to ensure that they do not take control of the class. At
the same time, it is important that teachers pay attention on helping students take
learning responsibilities as their own.

Conclusion Two: Participants believed that they neither had adequate
knowledge about English subject matters nor about autonomous learning to learn on
their own.

Regarding knowledge of subject matters, the majority of the participants
believed that they hardly had abilities and knowledge to improve their own work.
They did not believe in their ability to check for the accuracy of language they used.
As a result, they preferred feedback provided by teachers to that by themselves with
the belief that teachers were the best persons who knew more than them. Even those
who had strong beliefs in their abilities to examine their own correctness and accuracy
believed that teachers could best provide accurate feedback for their work. In

addition, they prefer direct correction with the provision of right answers and
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explanation on how to obtain right answers to indirect feedback. While the former
type of feedback was found to be more helpful and better facilitate their learning, the
indirect feedback that contained guideline for self-correction was not found to be
helpful for this group of participants.

In addition to the inadequate knowledge of subject matters, findings showed
that the participants did not have enough knowledge to engage in autonomous or self-
directed learning. Some of them revealed in their self-reports and individual
interviews that they rarely knew the concept of autonomous or self-directed learning.
Even the majority of them believed that they knew how to ask for help when needed
and plan their own learning, they were uncertain that they knew how to engage in
such autonomous learning activities as identifying their own strengths and
weaknesses, setting their own learning goals, choosing the content they need to learn,
selecting methods and techniques for their own learning, checking their own work for
mistakes, and measuring their own learning progress. The concept of autonomous or
self-directed learning for these participants referred to independent study when
teachers asked them to go to the library and gather information for class presentation,
freedom to choose their own learning resources and materials, and freedom to select
their own learning method.

Regarding the strategies used, it was found that whereas these participants
wanted to become competent and expert language learners as they were English major
students, they rarely used some metacognitive strategies especially for planning,
motoring, and evaluating their own learning. According to the interview data, this was
due to the fact that they did not know how to do so. Some of them lacked of
confidence to use these metacognitive strategies. More importantly, they regarded
planning, learning management, and evaluation as the responsibilities of their
teachers, not their own. What they considered necessary and very helpful for their
language learning was opportunities to practice using the language. They believed that
the more they practiced, the better they were at English. Findings on the high frequent
use of compensation strategies could probably relate to this belief. Data suggested that
not only the compensation strategies were the most frequently used strategies but they

were also used with a wide range of strategies including the use of gestures,
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circumlocution, linguistic and non linguistic cues, getting help from others, and
adjustment of message.

In fact, as Oxford (1990) maintained, to be involved in autonomous
language learning, learners basically need to take steps in planning and controlling
over their own learning in order to open up a channel to autonomous language
learning. Still, it is important that learners know exactly how to participate in such
autonomous learning activities as identifying their own strengths and weaknesses,
setting their own objectives in learning, checking their own work for mistakes, and
evaluating their own learning process. Littlewood (1996), in addition, contended that
one component of autonomous learning capacity is the learners’ knowledge about
how to self-direct their own learning. The more they know about it, the better they
could perform autonomous learning.

Based on the findings, it could be claimed that one of the obstructions of
autonomous learning was the inadequacy of knowledge of English subject matters and
the unclear concept of autonomous learning. With this claim, it is important that
teachers should not assume that their learners know how to learn autonomously when
assigning them to study on their own in the library or any self-access learning centers.

To develop learners” knowledge of how to learn autonomously, training is
needed. The learners should be oriented towards what they should do when learning
on their own in class before being enforced to do so independently by themselves.
They should be provided with opportunities to get involved in such activities as
analyzing their own strengths, weaknesses, or language needs, determining learning
objectives, defining the content and progression, selecting methods and techniques to
be used, monitoring the procedures of acquisition, and evaluating what has been
acquired (Holec, 1981). Among the six activities, the emphasis should be put on
identifying one own strengths and weaknesses and self-evaluating because most of the
learners expressed insufficient knowledge and confidence to do so. Teachers,
however, need to keep in mind that change cannot happen overnight. The process of
learner training takes time, especially for the Thai learners who have been studying in
a teacher-centered environment for a long time.

For training that aims to develop learners’ autonomy, other factors including

learners’ confidence, willingness, and acceptance to take some particular learning
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responsibilities should be taken into account. This is due to the fact that these factors
play a vital role in the development of autonomous learning capacity.

Conclusion Three: Participants did not have enough confidence to learn on
their own despite their willingness and acceptance to do so.

With respect to the learners’ confidence in their own abilities as language
learners and in their abilities to direct their own learning, the participants were found
to have moderate and low confidence. They, to some extent, expressed confidence in
their own abilities as language learners and the abilities to learn language
successfully. However, they were not confident enough to improve such language
skills as writing, listening, and speaking on their own. In addition, when being asked
specifically about their confidence to participate in self-directed learning activities,
including identifying their strengths and weaknesses, setting learning objectives,
identifying methods and techniques to be used, monitoring learning, and measuring
learning progress, the participants considered themselves not having enough
confidence to carry on such self-directed learning activities. They, however,
expressed their willingness and acceptance to do so.

Theoretically, a robust sense of self is an important characteristic of
autonomous learners (Breen & Mann, 1997). With strong self-confidence, learners are
likely to positively see their own potentials and usually perceive themselves as a
potentially rich source of feedback. Autonomous learners also have confidence and
abilities for self-assessment (Dickinson, 1993). They, in addition, are confident to get
rid of learning strategies that do not fit their learning styles and try new ones that
would be more useful for their learning (Dickinson, 1993).

Relating to theories, it seems that if the participants of this study were to be
ready to initiate and self-direct their own learning, their confidence and beliefs in their
own capacity as language learners should be developed. Regardless of their
willingness and acceptance to learn on their own, the participants were found not
having a strong sense of confidence and self-efficacy.

The employment of learning strategies is important for development of

autonomous learning. This is discussed in the following conclusion.
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Conclusion Four: Participants had moderate and high use of learning
strategies studied; however, they hardly knew how to appropriately manage, monitor,
and evaluate their own learning.

Findings showed that the participants used all six learning strategies:
memory, cognitive, compensation, metacognitive, affective, and social strategies in
their learning. The compensation and metacognitive strategies reached the high
frequency use and were the two highest used strategies. The cognitive, social,
affective, and memory strategies were found to be used at medium frequency.

Despite the high use of metacognitive strategies or the strategies for self-
management and evaluation, qualitative data revealed that the participants rarely
knew how to appropriately manage, monitor, and evaluate their own learning outside
class and independently from their teachers. Even though the findings showed that the
participants plan to improve their own English, the learners’ plans were general and
long-term plans such as visiting the countries where English is spoken and taking
English courses. Apart from such general and long-term plans, the participants hardly
mentioned that they used other metacognitive strategies. Instead, they assigned
learning management, monitoring of learning process, and evaluation as
responsibilities of their teachers. Some of them even believed that they did not have
enough knowledge to manage, monitor, and evaluate their learning. They believed
that they were not confident enough to do so.

Oxford (1990) pointed out that the learners’ use of learning strategies are
technically important for autonomous learning as learning strategies could initiate
better learning. The learners’ use of direct strategies: memory, cognitive, and
compensation strategies, in particular, assists the learners to manage tasks at hands
(Oxford, 1990). Their use of indirect learning strategies: metacognitive, affective, and
social strategies, leads the learners to engage in the autonomous language learning
practice. Chu (1998), in addition, indicated that not only do autonomous learners have
the concept of autonomous learning, but they also have the instrument of planning,
monitoring, evaluating their own progress. Therefore, the findings of the present study
suggest that concepts of autonomous learning should be clarified for the participants.
In addition, these participants should be trained to plan, monitor the learning process,
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and evaluate their own learning progress. These strategies are considered vital for

learners if they are to become autonomous learners.

5.3 Summary

This chapter summarizes findings of this research study and discusses the
findings. To sum up, results suggest that the participants had facilitative beliefs about
autonomous or self-directed learning but not yet ready to take responsibilities as
autonomous EFL learners. They need more knowledge about English subject matters
and accurate understanding of the concepts of autonomous learning as well as
opportunities to learn and practice autonomous learning activities. In addition, they
need to develop a stronger sense of self-confidence and self-efficacy. Above all, they
need to take more responsibilities in their own learning and learn to become more

independent learners.
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CHAPTER VI
CONCLUSIONS

This chapter concludes the present study. It begins with the summary of the
study. Then the scope and limitations of the study are described. The implications of
the study results are then discussed. The chapter ends with the recommendations for
further study.

6.1 Summary of the Study

Learner autonomy and autonomous language learning are significant for
learners to master the target language they are trying to learn (Benson, 2001; Holec,
1981; Wenden, 1991). However, due to the fact that autonomous learning capacity is
not an inborn but an acquired and developed capacity (Chu, 1998; Dickinson, 1994),
it seems necessary to investigate the learners’ readiness before an assumption is made
on their capacity.

Learners’ beliefs and their use of learning strategies are considered by
educational researchers as important factors to influence the learners’ readiness for
autonomous English language learning. The present study, therefore, investigated
these two factors in order to indirectly measure the extent to which the participating
students were ready for autonomous language learning. In so doing, two research
questions were posed.

1. What are Thai learners’ beliefs about English as foreign language (EFL)

learning?

2. What strategies do Thai learners use to pursue their EFL learning?

Three research instruments were employed: two sets of questionnaires (one
focused on learners’ beliefs and the other focused on learners’ use of learning
strategies), self-reports, and individual interviews. Students who volunteered to
participate in this study were 174 English major students enrolling at the faculty of
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Arts in a Thai university. Data were collected during the second semester of 2006
academic year. All 174 participants volunteered to complete the two sets of
questionnaires, 8 of them volunteered to write self-reports, 13 of them to participate in
individual interviews, and 5 of them to write the self-report and to participate in the
individual interviews.

The data obtained were analyzed by two means of data analyses. First, the
SPSS software program was used to calculate all the questionnaire data. Second, the
data from the self reports and individual interview transcriptions were analyzed by
grouping into themes. To do so, the whole data were broken into discrete points,
compared for similarities and differences, and put back into groups. Through the
process the main categories and their subdivisions were obtained.

Major findings are summarized following the two research questions.

1) What are Thai learners’ beliefs about English as foreign language
(EFL) learning?

In relation to the six dimensions of learners’ beliefs explored in this study,
findings indicated that the participants had the following beliefs.

1) Beliefs about the role of teachers: Teachers were believed to have major
responsibilities in helping students learn effectively, providing opportunities for
students to practice both inside and outside class, motivating students to learn,
creating positive learning environment, diagnosing students’ strengths and
weaknesses and helping them get rid of such weaknesses, forcing students to learn
outside class, and evaluating students’ progress.

2) Beliefs about the roles of feedback: Feedbacks were believed important
as they could help them immediately understand the content they were learning.
Consequently, they wanted feedbacks to be in the form of correct answers and
explanations on how to obtain the answers. Teachers were considered the best persons
to provide such feedbacks. The participants believed teachers knew more about
English than learners did.

3) Learners’ sense of self-efficacy: Participants believed that they were only
moderate and low English language learners. They were not proficient enough to
evaluate their own learning and develop their own English language skills.
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4) Beliefs about the knowledge of important strategies: Participants believed
that they knew neither the concepts of autonomous learning nor activities involving
self-directed or autonomous learning.

5) Dimensions of strategies related behaviors: The participants were not
confident enough to take learning responsibilities as their own even though they were
willing and accepted to do so.

6) Beliefs about the nature of language learning: The participants believed
that they were an important factor contributing to either success or failure in their own
language learning process.

2) What strategies do Thai learners use to pursue their EFL learning?

According to the data obtained, all six learning strategies: three direct
strategies (memory, cognitive, and compensation strategies) and the other three
indirect learning strategies (metacognitive, affective, and social strategies) were found
to be used but at different degrees of frequency. While the compensation and
metacognitive strategies were highly used, the memory, cognitive, affective, and
social strategies were used at a moderate level.

Based on the findings, it can be concluded that the participants had
facilitative beliefs about autonomous learning, but were not fully ready to learn
autonomously. Still, they depended on their teachers to take control over their own
learning. They believed that major responsibilities in their learning process were their
teachers’ and teachers needed to provide them feedback, correct answers together
with the explanations on how to get those correct answers. In addition, they believed
that they, themselves, were moderate and low English language learners who hardly
had knowledge of subject matters to improve their own learning and the knowledge of
self-direct learning to manage their own learning outside class. This is despite the fact
that they had willingness and acceptance to do so. Finally, it was found that this group
of participating students considered themselves as an important factor to either
success or failure in their learning; however, they still depended on teachers to

manage, monitor, and evaluate their learning and rarely manage to study on their own.
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6.2 Scope and Limitations of the Study

The present study aimed to examine learners’ readiness to become
autonomous English language learners by investigating their beliefs about English
language learning and use of learning strategies. The scope of the study was limited to
the following:

1) The study was an indirect measure of learners’ readiness through the
learners’ beliefs and their use of learning strategies. The results obtained may not be
equivalent to a direct investigation of learners’ readiness that explores their actual
behaviors in learning. In addition, only two factors, the learners’ beliefs about English
language learning and their use of learning strategies, were explored. Other factors
relating to autonomous learning such as learning background, learning environment,
classroom learning experiences, learners’ motivation and attitudes were not covered
in this study. The underlying rationale for such a limitation is described in the review
of literature in Chapter Two.

2) The participants in the present study were Thai undergraduate students.
They studied English as their major subject. As learners are individually different
(Benson, 2001; Dickinson, 1987) and learning contexts are also different (Benson,
1999; Bernat, 2005), generalization of the results of the study, therefore, must be

made with cautions.

6.3 Implications of the study

The findings of the present study have implications for both curriculum
development and classroom instruction.

6.3.1 Implications for the curriculum development

In the process of curriculum development, scholars such as Schwab (1969)
and Schubert (1986) contended that the four common places, which were teachers,
learners, subject matter, and milieu interact with one another. This interaction needs
particular attention in curriculum development (Schubert, 1986; Schwab, 1969). They
all affect one another and influence the instructional process (Schubert, 1986;
Schwab, 1969). In regard to the learners, the findings of the present study showed that
participating students came to classes with a particular set of beliefs about how the

English language should be taught and learnt. These beliefs were found to obstruct the
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fostering of autonomous language learning. For instance, they believed that teachers
were those to take major responsibilities in their learning, especially in planning,
monitoring, and evaluating their progresses. In addition, the learners appeared to
apply a few metacognitive strategies and rarely take major responsibilities such as
analyzing their own strengths, weakness, or language needs, determining learning
objectives, defining the content and progression and evaluating what has been
acquired in their learning, which are important for autonomous language learning
(Holec, 1981). If teachers, educators, or stakeholders are to develop the curriculum
that aims to foster and develop autonomous learning capacity, they should take
learners’ beliefs about language learning into considerations so that curriculum is
designed to raise an awareness of how learners’ beliefs might affect their learning in
general and especially autonomous learning. It is important that curriculum include
aspects that make students develop beliefs that facilitate autonomous learning.

6.3.2 Implications for Classroom Instruction

The findings of the current study suggest that a large number of participants
lacked knowledge and experience for self-directed or autonomous language learning.
Thus, teachers should create environments in which the methodological
responsibilities are shared between teachers and learners. Learners should be
gradually trained to take such learning responsibilities as setting their own learning
objectives, selecting their own learning techniques and materials, and monitoring and
evaluating their own learning progress before taking full responsibilities of their own
learning.

Additionally, teacher should be careful about the methodology used in class.
A traditional teaching that emphasized teacher-centered approach inhibits the growth
of learner autonomy (Benson, 2001). This is because for this approach, teachers take
main responsibilities in learning. Teachers are expected to prepare and transmit the
knowledge to students; whereas, learners are predominantly passive. However, for the
autonomous learning to take place, it is important that learners should be encouraged
and supported to take main responsibilities in the learning process (Oxford, 1990;
Wenden, 1991). As opposed to teacher-centeredness, Oxford (1990) noted that

learner-centeredness best facilities autonomous learning. Consequently, learner-
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centeredness should be focused in classroom where students are trained to become

autonomous learners.

6.4 Recommendations for Further Study

Based on the major findings of the present study, the following are
recommendations for further research.

Firstly, the present study examined the readiness of the English major
students in one Thai university context; as a result, the generalization of the results is
limited only to this investigating context. In order to add more evidence, it is
recommended that this type of study is replicated in other learning contexts and at
different educational levels, especially in primary and secondary education that
learners are also directly affected by the latest educational reform.

Secondly, to compile with the current education act and education reform,
which focus on learner autonomy development, teachers are required to foster
autonomous learning and train learners how to learn autonomously, it seems very
important to investigate how the teachers perceive and conceptualize autonomous
learning and how they foster and support autonomous learning in their instruction.

Next, it is advisable that if this study is to be replicated, qualitative means of
data collection such as interviews and learners’ report or journals should be
incorporated in an investigation of both learners’ beliefs and their use of learning
strategies. This is they could provide insightful information when the incongruence of
data was found.

Finally, the current study only focused on the extent to which the learners
use some specified learning strategies, but not the effectiveness of such use. Finding
if the learners used those strategies neither indicates if the learners used them
appropriately nor effectively. To learn more about the strategies they used and the
appropriateness and effectiveness of their uses, it is recommended that further
research be carried out on what other strategies learners use and how effectively they

can use each of learning strategies.
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APPENDIX A
] o Faculty of Arts,
MA Program of Applied Linguistics Mahidol University
Salaya, Nakonpathom
73170

27 September, 2006

Dear All English Major Students,

This letter is an invitation to consider participating in a study I am conducting as part
of my Master’s degree in the Department of Foreign Languages at Mahidol University
under the supervision of Dr. Kornsiri Boonyaprakob. Before any decisions, I would
like to provide you with some information about this research and what your
involvement would entail if you decide to take part.

I am interested to study belief that English major students hold about English
language learning and the extent to what the belief influences their use of language
learning strategies and self-directed learning behaviors. The results of this study
would benefit involved people to promote autonomous learning with more success
and design English courses that could best suit the learners.

This study involves three phases of data collection. In the first phase, a set of
questionnaires will be sent out to all volunteering participants. Completion of the
questionnaires would take about 30 minutes of your time. The second phrase is the
completion of a self- report concerning your belief about English language learning
and strategies used. The writing guidelines will be provided when you finish
completing the questionnaires and you are expected to send back the report within
two weeks. By this means, you can write freely at your preferred place and time. In
the last phase, an individual interview will be conducted. Each interview would take
about 50 minutes. With your permission, the interview will be tape-recorded to
facilitate collection of information, and later transcribed for analysis. I shall contact
you in person about one week before the organization of an interview to decide on a
convenient time and location. In each phase, you may decline answering any
questions you prefer not to answer.

All information that you provide through your participation in this study will be kept
confidential and used for the research purpose only. Furthermore, you will not be



Fac. of Grad. Studies, Mahidol Univ. M.A. (Applied Linguistics) / 101

identified in the thesis or in any report or publication based on this research. Hence,
there are no known or anticipated risks to participation in this study.

Participation in this study is completely voluntary. You can choose to participate in
only one, two, or all of the three phases. It would be appreciated if you indicate which
parts of the study you are volunteering to take part in the consent form enclosed with
this letter and return it to me at your earliest convenience.

If after receiving this letter, you have any questions about this study, or would like
additional information to assist you in reaching a decision about participating, please

feel free to contact me at 09-6538449 or e-mail at ying anchana@yahoo.com.

Thank you in advance for your co-operation in my research.

Yours sincerely,

Anchana Rukthong
M.A. Student in Applied Linguistics

CONSENT FORM

I have read the information presented in the letter about a study being conducted by
Miss Anchana Rukthong of the Applied Linguistics Program, Department of Foreign
Languages, Mahidol University. | am aware that as a participant in this study, I can
choose to participate in some or all phrases. I am also aware that I may decline to
answer any questions that I prefer not to or withdraw my consent at any time without
penalty. In addition, all information I provide will be confined. With full knowledge
of all foregiving, I agree to participate in the following phase(s).

u 1* phase: Questionnaires
a 2" phase: A self-report
a 3" phase: An Individual Interview
Participant Signature: Year of Study:
( )
Tel: E-mail Address:

Date:
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APPENDIX B

Learner Belief Questionnaire

Directions
This questionnaire is designed to gather information about learner belief in
English language learning, especially in autonomous or self-directed English language
learning of university students majoring in English. It consists of two major parts.
Part I: Personal background in English language learning.
Part II: Learner belief about English language learning.
To complete the questionnaire, please read the instruction in each part
carefully and do as instructed.
The data obtained will be useful for teachers to help students develop their
autonomous language learning. The response to this questionnaire will not affect your
grades in any courses.

Thank you for your cooperation.

Anchana Rukthong
Graduate Student in the Applied Linguistics Program
Mabhidol University
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Part I: Background Information

1. Name:
2. Student’s Major: Faculty
3. Age 4. Sex: "1 Male | Female
5. Motivation in learning English

1 highly motivated 1 well motivated

"] slightly motivated ] not at all motivated
6. Specify a reason to choose English as your major.

"I Love of the English language and culture

] Better job opportunities

"I Others
7. Before my entrance to the university, I had studied English at

"I a formal school for years.

"] an international school for years.
8. How do you rate your overall English proficiency?

"] excellent "1 good [, fair "I poor
9. What is your average English grade?

"I Below 1.5 '] Between 1.5-2.5

| Between 2.5-3.5 "1 Above 3.5

10. How important is it for you to be proficient in English language learning?
] very important "] important "I not so important

11. How do you feel when studying in English classes?
1 happy 1 worried 1 scared
"] others
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Read each item and mark X in the column that best expresses the level of your

agreement.

1 = strongly disagree 2 = disagree 3 =undecided 4 = agree 5 = strongly agree

1. The roles

of teachers

112|3[4]|5

In the English language learning, | believe that the teacher

1.1 needs to tell me what to do.
1.2 needs to help me learn effectively.
1.3 needs to tell me what progress I am making.
1.4 needs to tell me what my difficulties are.
1.5 needs to create opportunities for me to practice.
1.6 needs to decide how long I should spend on activities.
1§ needs to explain why we are doing an activity.
1.8 needs to set my learning goals.
1.9 needs to give me regular tests.
1.10 | needs to offer to help me.

2. The roles of feedback

In English language learning,

A I believe a teacher is the best person to give me
feedback.

2.2 I believe I could best give feedback to myself.

23 I need to be told what the correct answer is.

2.4 I need guidelines to correct my own work.

3. Self-efficacy

In English language learning, |

3.1 can communicate in English without knowing the
rules.

3.2 know how to find an effective way to learn English.

33 know how to correct mistakes in my work.

34 am above average at language learning.

3.5 I know best how well I am learning.

3.6 have ability to learn a language successfully.

3.7 have ability to understand what I listen to in English
accurately.

3.8 have ability to speak accurately and communicably in
English.

3.9 have ability to understand what I read in English
accurately.

3.10 | have ability to write accurately in English.

3.11 have the ability to get the score I am trying for in my
next English test.

| know how to... HEEEE

3.12 select methods and techniques for my own learning.

3.13 check my work for mistakes.
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3. Self-efficacy

3.14 identify the content (iiienn) I need to learn. .

3.15 identify my strengths (yaian) and weaknesses (yndos).
3.16 | ask for help when I need it.

3.17 set my own learning goals.

3.18 | plan my learning.

3.19 measure my progress.

4.C

onfidence in learning

| am confident to. . .

[T T T T
4.1 Identify my strengths (yaein) and weaknesses (yados).
4.2 set my own learning goals.
4.3 choose the content I need to learn.
4.4 select methods and techniques for my own learning.
4.5 check my work for mistakes.
4.6 plan my learning.
4.7 measure my progress.
4.8 ask for help when I need it.
5. Willingness to take learning responsibility -
I am willing to. . .
5.1 identify my strengths (yaiau) and weaknesses (yadon).
8.0 set my own learning goals.
33 choose the content I need to learn.
54 select methods and techniques for my own learning.
5.5 check my work for mistakes.
5.6 plan my learning.
5.7 measure my progress.
5.8 ask for help when I need it.
6. Acceptance of learning responsibility -

I accept responsibility to. ..

6.1 identify my strengths (yaidn) and weaknesses (yades).
6.2 set my own learning goals.
6.3 choose the content I need to learn.
6.4 select methods and techniques for my own learning.
6.5 check my work for mistakes.
6.6 plan my learning.
6.7 measure my progress.
6.8 ask for help when I need it.

7. Belief about the nature of language learning T 1]
7.1 All people learn languages in the same way.
7.2 Making mistakes is harmful in language learning.
7.3 It is possible to learn a language in a short time.
7.4 Having my work evaluated by others is scary.
7.5 Language learning takes a long time.
7.6 Different people learn languages in different ways.
7.7 Making mistakes is a natural part of learning.
7.8 Having my work evaluated by others is helpful.
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For each of the following, write in the space provided the number 1, 2, 3, 4, 5, or
6 in the order of its importance (1 = the most important).

8. I believed feedback on my language learning. [rank 1-3 (TusaSesmudvuanudny 1-

3)]
that I give myself helps me most.
_____from the teacher helps me most.
_____from other people helps me most.

9. I believe that. . . [rank 1-3 (TsaSesmudvuanudnny 1-3)]

_____opportunities to use the language should be provided by my classmates
____ I should find my own opportunities to use the language
_____opportunities to use the language should be provided by the teacher
10. I believe my language learning success depends on. . . [rank 1-6 (TdsaGssmudiiy
Ay 1-6)]
~___what I do in the classroom.
_what I do outside the classroom.
____what my classmates do in the classroom.
_____what my classmates do outside the classroom.
_____what the teacher does in the classroom.

what the teacher does outside the classroom.

11. The following factors play an important role in successful language learning [rank

1-5 (Tsaieemuarduanudiin 1-5)]

__ Feedback from teachers

_____ Opportunities to use the language
____ Practice

__ The language teacher

My own effort (anuwee)

JYYYIg9¢¢ THANK YOU d988d88¢4¢
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APPENDIX C

Strategy Inventory for Language Learning (SILL)
Version 7.0 (ESL/EFL)
(c) R. oxford, 1989

Directions

This form of the STRATEGY INVENTORY FOR LANGUAGE LEARNING
(SILL) is for students of English as a second or foreign language. You will find 50
statements about learning English strategies. Please read each statement. Choose the
response (1, 2, 3, 4, or 5) that tells HOW FREQUENTLY YOU USE EACH
STRATEGY.

1 = Never or almost never

= Rarely

Often

2
3 = Sometimes
4
5

Always or almost always
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Part A

1. | I think of relationships between what I already know and
new things I learn in English.

2. | I use new English words in a sentence so I can remember
them.

3. | I connect the sound of a new English word and an image or
picture of the word to help me remember the word.

4. | I remember a new English word by making a mental picture
of a situation in which the word might be used.

5. | I use rhymes (nuadpsvpaveudsd) to remember new English
words.

I use flashcards (1in3f1) to remember new English words.

I physically act out (mnilsznev) new English words.

I review English lessons often.

Al e S

I remember new English words or phrases by remembering
their location on the page, on the board, or on a street sign.

Part B

10. | I say or write new English words several times.

11. | I try to talk like native speakers.

12. | I practice the sounds of English.

13. | T use the English words I know in different ways.

14. | 1 start conversation in English.

15. | I watch English language TV shows spoken in English or go
to movies spoken in English.

16. | I read for pleasure in English.

17. | I write notes, messages, letters, or reports in English.

18. | I first skim an English passage (read over the passage
quickly) then go back and read carefully.

19. | I look for words in my own language that are similar to new
words in English.

20. | I try to find patterns in English.

21. | I find the meaning of an English word by dividing it into
parts that I understand.

22. | I try not to translate word-for-word.

23. | I make summaries of information that I hear or read in
English.

Part C

24. | To understand unfamiliar English words, I make guess.

25.| When I can’t think of a word during a conversation in
English, I use gestures (mma).

26. | T make up (#319) new words if I don’t know the right one in
English.

27. | I read English without looking up every new word.
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28. | I try to guess what the other person will say next in English.

29. | If I can’t think of an English word, I use a word or phrase
that means the same thing.

Part D

30. | I try to find as many ways as I can to use my English.

31. | I notice my English mistakes and use that information to
help me do better.

32. | I pay attention when someone is speaking English.

33. | I try to find out how to be a better learner of English.

34. | I plan my schedule so I will have enough time to study
English.

35. | Ilook for people I can talk to in English.

36. | I look for opportunities to read as much as possible in
English.

37. | I have clear goals for improving my English skills.

38. | I think about my progress in learning English.

Part E

39. | I try to relax whenever I feel afraid of using English.

40. | I encourage myself to speak English even when I am afraid
of making a mistake.

41. | I give myself a reward or treat when I do well in English.

42. | Inotice if I am tense or nervous when I am studying or using
English.

43. | I write down my feeling in a language learning diary.

44. | 1 talk to someone else about how I feel when I am learning
English.

Part F

45. | If I do not understand something in English, I ask the other
person to slow down or say it again.

46. | I ask English speakers to correct me when I talk.

47. | I practice English with other students.

48. | I ask for help from English speakers.

49. | 1 ask questions in English.

50. | I try to learn about the culture of English speakers.

JIIIIIIIII THANK YOU ddeddddd s
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APPENDIX D

A Self-Report Form

Name Student’s ID

Directions

This is an outline for reporting on your belief in English language learning and
your use of learning strategies. There is no right or wrong answer. Study the form
carefully and fill in the information that is true of you. Please, write as much detail as
possible. If you need more space, write on additional pages provided. All information

you write in will be kept confidential.

1. 1 believe that my best way of learning the English language is by ...
(W/Au 13931350 WA Beumpioingy dangade. . .)

In such a way, the teacher’s roles are to...
(AT MIAINA YNV INVBIATAD. ..)

and my roles are to...
(HAZUNVINUDI HU/AY AD...)
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2. The type of feedback I need in order to improve my English is...
@nvazauuzii viote3nsein #u/Au deamslumsnannnpsingyueInedne. . )

It could be best provided by...
P Yo ) A 9 A 4 J :;’ Y A =
@nennsalidwugihmsedeinseivaniulddngado...)

3. | believe I am now an/ a (specify how good) English
language learner. /sy ohameuilugEounusenguiilinnuamnsoegluszdu...)

In an English language learning process, I have ability and confidence to ...
(lunszurumsFeumepnoengy wi/au Ianuawnsouazanuiulaneg...)

The abilities that would make me successful in English language learning
{ o o o & o
are... (anuamnsanei i wu/du UszauanuduialumsiSounimdingede...)
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To gain more success in English language learning, I believe I need to have
more abilities and confidence in...

4 o Y 2 4 o o {
e iszauanud s a lumsis sumenssnguistu /sy desinnuansarazanuiuleieg. . )

4. In an English language learning process, | remember new English words or
information by (explain what you do) ...

(unszuaumsiSounmusengy mu/su s didwivsedeyaiisoulagds. )
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5. While studying the English language, if there are points that | do not
understand, | (explain what you do) ...

A a @ Y = 2 Ay Y Y o Y
QuvazGounuisengy srdivnedsz@uilddnle sy wudilomlaens...)

6. While writing or speaking in English, if I can’t think of an English word, |
(explain what you do) ...

~ = (2 o o v @ 1 @
Auamgiyaniomouiummdingy 01w dnsdwinusingy hisen numu wwudilawilag

N15...)
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7. While reading or listening, if I can’t understand an English word or phrase, |
(explain what you do) ...

o ' o o {1 o o o
@wuau Tl laddniviondluvaziswumSeflaflummdengy mususzudilymlaems...)

8. If I have problems in English language learning, | (explain what you do) ...
@iy lumsiSounudngy mumau wuddymilaems...)

In case | feel bad about English language learning, I (explain what you
do)...

{ 9 [} 1 @ [ @ o 9 @
(unsaindanuidn luademsiSounisengvesauios HyAvziamsiuaNuianiulaens...)
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9. To be successful in English language learning, I believe self-directed or
autonomous learning is (specify how important it is)
important.
iteliilszauanudiSolumsBounndangy muiu wehmsSeuddeauesianudidaeglu

FTAU....)

If you think it is important, please indicate what you need to do to self-
direct your learning. (auAalmEEsudsawestinnudRydoanudusilumsteon

' '
a A a

o Y a va =~ Y o 4
NEIVINGHY I‘ﬂiﬂi%uEN‘VIﬂmﬂﬂ’Nf"l’Ji%3@1EN’LI;]’U@]1“ﬂﬁliﬂuzﬂW‘HW@ﬂﬂq‘Hﬂ’Jﬂﬁumﬂ)

a

And do you willingly accept the responsibilities for self-directed learning?
O Yes O No

< ! o | : J \
(auanlanszeeusumszlumsisouareauesnui ldszy Breunihiinielu. )

Why or why not? (Please explain)

How often per week do you actually do such activities?
(saszyarmdaedlaninga ldugiananssumaniv)

10. I think success or failure in English language learning depends on...
(/3 AahanuduianseanudumadlunsSoummdanguiuegiu. ..)
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11. Do you improve your English outside English classes? [ Yes [1 No
(AaiauInEzMEISINgEAITAUBILENT 03 surse T, )

If yes, please specify approximate time per week you spend on learning
English outside classes.

@1y TsaszynalasdsenmsedlaninguAninimisingualsauesuenioss ou)

Please describe the activities you do to learn the English language by
yourself outside English classes.

A { A wa A Y o 9 9
(ﬂ‘;mTﬂﬁ'EﬂElﬂ‘ﬂﬂiﬂJﬁﬂmﬂaumﬁﬂﬁElugﬂTHTé]\iﬂt]‘Hﬂ’JEJ@IH!ENUE]WHENEEJ‘L!)

12. When learning English by yourself outside English classes,
(uvnziSouimpidingualeauesueniowuso)

12.1 do you identify your weaknesses or difficulties before your self-
directed learning? O Yes O No

(AuszyTounnsoansoilyrivesauenouwEounio li)

(If yes, please give examples of your weaknesses or difficulties)
(@19 nganendeddounns oansoilyivesauoanguAeszynouEou)
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12.2 do you set objectives before learning? [ Yes [ No
uimuaiaglszasd lumsGoudvesaueanouEounie la)
(If yes, please give examples of the objectives you set)
@14 nyanendaednaiaguszassiinauneimua3deuison)

12.3 do you define contents before learning? O Yes OO No
(ﬂmis14Lﬁ?amﬁﬂzﬁaufﬁwmumﬁauﬁﬂuw?a"ln')
(If yes, please give examples of the content(s) you defined)
GRIkY ﬂqmwﬂﬁmémf}’amﬁﬂqmmaszu'ﬁﬁauﬁﬂuﬂﬁﬁﬂui’ﬁaﬂ@mm)
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12.4 Do you intentionally find sources appropriate to your English
language learning? O Yes [ No
(udsladenuraimsiseudiie IfaeandeanuinglszasimsiSouinimidingudie

AUIDAHT0 1)

(If yes, please explain how you find your learning sources and give some
examples of your learning sources)

@19 njanefuedsmamunaimsiSeuddiaues oz endaesamansseuiiin

v A [ 9
IHieAnEIAIEI N UAIBAULD)

12.5 Do you intentionally select methods and techniques to be used?
O Yes O No
(ﬂmé‘?ﬂmﬁafﬁ%ﬂm?fmi’é’hﬂmumuﬁaiﬁ’ﬁaﬂﬂﬁmﬁ'uiﬂqﬂixmﬁﬁﬁmuﬂﬁw%%)
(If yes, please explain give some examples of the methods or techniques
you used)
@14 nganondiednadinssendigaldiiednuinsingudisaie)
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12.6 Do you evaluate your own progress after your learning? OYes L1 No
(ﬂmﬂﬁmﬁuwammf’fnwﬁmﬁainﬂﬁ”léﬁﬂui'ﬁ’awumwaw%‘a”lii)
(If yes, please give some examples of your evaluation progress)
(5’1iﬁﬁﬂ§mwaﬂﬁaaé1qﬁmmmﬂumiﬁ'ﬂumyﬁmqmmﬂmﬁzﬁﬂmﬂmiﬁﬂui’é’aﬂmmm)
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APPENDIX E

Interview Questions
Introduction
This interview is not an evaluation of you, but to get information about your
belief in English language learning as well as the strategies you use in your learning
process. In so doing, I have a set of specific questions to ask. To facilitate the
interviewing process and data analysis, I would like to ask for your permission to
tape-record this interview.
Questions
Background
1. Please introduce yourself.
Learner’s beliefs about English language learning
Teacher’s roles
2. What do you think are the roles of EFL teachers?
Roles of feedback
3. How do you think feedback is important for English language learning?
4. What types of feedback do you think are important in English language
learning? (e.g., correct answers or guidelines for self-correction)
5. Who do you think is the best source of feedbacks? (You, your teacher, or
others)
Self-efficacy
6. How do you rate your English proficiency? (Excellent, above average,
average, below average, or poor)
7. Do you think you have enough ability and confidence
to learn the English language successfully?
to find an effective way to learn English language by yourself?
to understand what you listen to in English accurately?
to speak accurately and communicably in English?

to understand what you read in English accurately?
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to write accurately in English?
Important-strategies for autonomous learning
8. Do you understand what it means by autonomous or self-directed learning?
9.  What do you think are important in autonomous or self-directed learning?
10. How important is it for you to
identify your own English problems or weaknesses,
set your own learning goals or objectives,
plan your own learning,
monitor your learning, and
evaluate your own learning?
Dimensions of strategies-related behaviors
11. Do you know how to learn autonomously or independently? If yes, how?
12. Are you confident to learn autonomously or independently?
13. Are you willing to learn autonomously or independently?
14. Do you accept responsibilities for autonomous or independent learning?
15. How often do you learn autonomously or independently?
Nature of English language learning
16. What do you think is the best way to learn English?
17. What do you think your success or failures in English language learning
depend on?
Use of learning strategies
Memory strategies
1. How do you remember new English words or phrases?
2. Do you prefer sound or image to help you remember new words or
information?
Cognitive strategies
3. While studying English, what do you do to enable yourself to understand
the lesson?
4. How often do you review your English lessons? How do you do that?
5. How do you learn to read, write, listen, and speak in English?
Compensation strategies

6. When you meet new words and do not understand them, what do you do?
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7. When you can’t think of an English word while writing or speaking, what
do you do?
Metacogpnitive strategies
8. Have you planned to improve your own English outside classes? If yes,
what would you do?
9. What do you usually do to develop your English language skills-speaking,
reading, writing, and reading?
10. If you hear someone speaking in English, do you pay attention to? Why or
why not?
Affective strategies
11. What makes you feel anxious or bad when studying English?
12. What do you do to get rid of that feeling?
Social strategies
13. Do you prefer practicing English by yourself or with others?
14. If you prefer practicing English with others, do you prefer native speakers
or not? Why or why not?
15. Do you ask others for help when you don’t understand something in

English?
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