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Abstract: To teach English vocabulary under the guidance of cognitive linguistics, the
basic category terms should be first identified. Then, centered on these terms,a prototype
category is established and meanwhile the metaphorical and metonymic mechanism in their
semantic extension is analyzed. In the end,efforts are made to overcome the differences be-
tween Chinese and English while the similarities between them are made best use of.
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XFPFARA]— 0 iE 5 o S WL oy L, L AU AR 8 8 Sy (Levelt,
1989) , 1 /& Wt 77 PR 1) 2 4 (Marselen-Wilson, et al. ,1994) , SR, X T o E 915 24 > & 1M
B SR T EME T A R — U PR Sk o ) R D R W B i A v — ) 22 SO
R HEMBIARIE R L o SR ) # R ORI B AE S AR B Bk R B B H AR R B,
A vP IS [RDRURS J B 52 T D) ML s 25 S B A5 A DASK PR S Al . SR T » Kt Bl S AR I LA 2%
TEAEHTIC 5 A58 5 8 v 2 > BRLR) ] A A I [i] 9202 KR Bn] L 7 Bl s 20 (H IS S RSB e e,
ANETHC, R - R R — BB B el o ) e s R4S o0 ia U, AANE 5 #2645 15
BHHCA R TR . AT AR SCIE A I8 A e R Y B AR 2 RS W B R v L &

O EEWE S FAEBSREENTHE  MBRIE SRR IAKEBFR(2015WTSX063 )
2 R E S S Y B RS RETE e H B RS TR R E T AL B R R S N — M IE
SR B (B R(2015)173 2 ),
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AL SN 5 22 BE OR R BARITE 55 2A 75 S 131 20 vh Tk (9 45 1 » TR] ek & i 24
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2. IBSIAAW

IWHNE & AR — Mo i 5 7, B 20 40 80 FARRIREF AR, — T 2 A XK
SN0 SR THT < A 0O T BRI AT A R RS R A A AR R O A Y 3 Rk B R
K. BZONFEFEANEE S O T B A R BS RS 0 F A W) 225 SR AR R A A
KT T INFIAH L2 ] 1) 5¢ 28 A5 A 5 2 DA R] (8 W0 0 3 6 300 i i A3 I 08 5 27 i 90 L
BH— AT, Geiger & Rudzka-Ostyn(1993: 1) % iX #e Wi &5 s 45 F .

(DAYER NHNFN I Z — 3 5 A o 0 3805 D) A 3¢, [R) B s i o 00 38 SO fbe o4k 4 AR
AR R Z B A 5 AEH .

(2) 18 5 45 F M T[] I o 52 i 45 HE & Ak (conceptualization) , T # & 4k 32 AAITXF B
B MRS 0 4456 LA K R AR A O R A S

I F AL SZIE WAL I 29 JE A 7 AR AL TR R R 28 R GE . X — RGP IR AR
3 FSL G RGO

(4) —NTE 5 B B S R A B B 2000 2R I A & 5 4 FUAS B2 28 4 1 (imagis-
tic) . A1 EL A B0 B 5 2 9 19 4% 2 O B (mental construal) /5 5€,

VE Ry FEA T8 5 B, TN A S BE AR 14 3 SCEA L FITARE A& B 7, FA R AR A A R A 36 A
BHEUIMKR . B INANE T A A I XHAC 22 A — @ g RAER .. SR 5, 9515
FHE e FE W R LU RN 5 e,

2.1 RESBHBANESERCHE

1R GETEWE VLN Hy » Y W 0 2 1 B W AN JE W ES A & B 0 BUE R AR A5 5 i s e
FRAE” (8 500 B B — O WG 03 SR Z MR BR . S R AR Oy 30 W5 BT A Y SR A D T A
O3 M A7 B 55 R FUTE T . DA RE A e RS A A Ay Y WS RE FE B R R R
3 TN LG8 SR R A . D B AP0 T B A7 Y 4 A A A R0 2 IR e, B A R A ) At ST S A
JE RSy ot o O AR RES A EWLEAR . YW 5 X ] Y L B )
B RE 26 T7 T A RL I COEAR AL ) 5 3t AT LAVA g [R) — Y W . — 4> Y I 19 8 4% il 01 b
RLA A2, A7 28 2 SRR A O3 AT BE O AR I A B o A PR AR e R B Y SR B A B T
“BE ARG IR AR I A Y . R R S B DR T SRR AR O S A B 01 A 2 A
HA BRI X MR 2 5w W AT B AL ol WY .

IHNE & 22 AT WA S 25 A3 T B — @ 45 i 15 2, BAT 58 B AR AE A9 5k
AP RSB B AR A S AR R TG G X S AS 2 U e A — R il R 8 2 e/ B IR
BN R ERGEE . EARKEEZ FRE AME MG A, T 2E N
TEAN AR N ALIE0E . FEAS 2 YU G | b A 0 e AT 57 Y0 B4 3[R 20 i 1 — > A A i A,
HOR Y T B AS ) R A A J2 R W G T, e TR A A AR TE B B 95 R BT 20 i SR
77 #”(Mac Cormac,1985:96),
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2.2 REFIEE

TNV 5 25N 5 B S A A 0 R S 4 1) — oy =, O i o ) — 2 5 0 L e Ak
B — 2R, R R E) H AR 2 A B B (Lakoff & Johnson, 1980), 3 3 B4 5 B £ . U4
Sof o L AH S AE A R i 3 AR . b R P e T 5% . LR OA AR O AR N 2SI
A5 DL ZE A A RIS B A3 B9 K. Lakoff & Johnson([a] [ ) AR 4f 4 5 38 A ], 48 B iy 43 Ky
=5 7 R A A S 5 R BN L O AT AT R 2 R AR R AR R R AE . SR
Wy A [7) o 2 W 2 B AT 0 28 56 Sk A TS 0 1 — b o R R A O 5L AR R A Y
I R 118 A% o MO 8% 2 AR T 5 WA ) A 00 R S 2 4B I Ccomtiguity ) [ iy 11 2 e #1522 48K 5 0%
RN TS SCHE AR TF B O I DX ] 5 b 10 R e o — A M Ok U BH S5 — A AH BL Y A
A TR UM A B B 2 — BRSOk A A 0 — A M DR B TR B B

2.3 =k

WHITE 5 8 B R AR S A R R A T8 = MBS At 5 g 1 38 3 SO0 i 2 7
WUEE A T . T E R H AR BB S e BT N R B A i SR . 1EIA
W TS RIS Sl B R N R BRI B B R R AT TR S AR O
WIER . BEAET AL ERGINAEYIMEEN, 2 EF W LML R, NRKBEA
T 4 A LG ) o BT A 3 1) 4 O 5 o IR ] o PR abe 5 T ) 1) SR A TRUBE T RE A8 4R A%
AR ] ) 2 36 52 R A ] F MR 2 45 4 ok S g A (] 1 55 [ J5 1 R A 0 o 4% IR I T 108 A .
fRBHTEE . K AR (2004 19) 45 H L SNER T S A FLZ L 19 — 1T - AR R i 9 R ML BE A L 2
PR B) — THT » 1 5 235 AL R A TR AT b 5 A — b ) — B AR R R A
M FWAESHPERY L IS AN B R R R EOLRE S P i A TE JEAT 8 5 0 Shin R B A ]
R0 BHORZS 5 ) I I 23 7 2 I S [ 1) BRCRZS TR A3 A [ 199 52 1 o PR SRy ORI o 8 B 1 R
T (AR AE . 2014 .40 o “ AR R AT D R 7E — 5 A5 7F T 25 T 3R 9 T 2R 19 3 9 e AT
FEFE B e S TR CH 417 .2013:89) o il UM AT 5 AR A e 2 35 A 2 W RE 3l 1
WARAEE —EVE AT U A B i 4 DR I 25 00 8 355 3l o O AN a0 9K Al W — ) e 7
(PR BEAE 2014 :4) o RIS S [ BREE [] — 2 40 1y SR L B O S AP 7E 46 22 57 B A A 110
WLEE AR A DA > 15 3o Ao AL R R > 58 ABE 2 A S A 1) 114 T Ok & 3 U R S R I
RIKMES .

3 KBS SN TOEEDT RS

A TR X TFAME ] & S 55000 e — A F Pt L= AR T 5000 A SME T

T ) 1 A R IR T A i T 5000 Y BE A . A A T A0 RAR LU B M R 12

Hh A B Y SC L 10000 B g 2 e FE AN Y EEOR 0 BE T FRATT I S A R SR A L J AR

AR A T 10000 2645 0 FH S8 B G o i 57— A /N RLTE R L AR5 W 5 R AR 2 U 05 1)

. AR SR b N7 KR A T2 U W 1) 31 i Y 90 0 ] I PR R AR Y 0 el 2 A T S T Y

B Mgy | 5w S A BIL AR o O A o — D T TR 3 R AR S W 0D 31 € ~F 1 B8l A A L O3 — O T
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L 4 ) 31 A 2 U W A U SR B 35 T
3.1 BEREXERFCHIL

NG 5 2 [ B 4 BB A o S A 2 U e S ) 5 AT A 0% 3 VTAH DG s AT 25 5 I
A B RGE  F8 R SRR G TR O SRS 2 B R RN B AT 2 0 AR R R
AN A3 AT ] o 33X 2] 1 R S — AN T 2o e e DA G A DA T A (Berlin, et al. ,1973) . H
AR R A SC o PRI o 5 A 2 Y90 W 3 VI A S 1 it S ) it v A3 - 23 i B4 M T S SR
SRR Z R SO T B R 2 2 B AR R YR . g Ab 3 S iR L L g H A ) 1 [ E
WL A H WG S s MRk h i T EEAE .

H I s BEAS J2 U W 1) T B Ry 27 2 3 2 2 A P SR ) A 0 o A 2 1 A
Tilt o JRE AR J2 KT W A A U 5 R DG 27 ) RN A TR 4k . 6 2 RS W 2 A 0 AR 3
AL IE , fe o) N B Bl & AN RN 28, 28 5 WU o (H R, S fi AR J22 U 4 ) Y1 B i
ARG B AN A — B UE . 7E Lakoff(1987.:267) XJ B A J2 Yyl Wh 16 38 1 B it |
AT E T VAR =5

(DL EZR X THEARREEEY . ANTRRIE ST E O ER.

(2)“SETE 7 B« B AR 22 YRS W 1) 4% 1> i 53 A 3 (] ) B AT IR L 8 7 58 0B 7 IR

(3) BRI AR « A 2 U0 W5 BR N 98 2 S AR AHIBE &R I IT] 7 AT ORI &, A3 7 Rl
AR

BT VLR 3 AFRUE FRATHIE 1 500 24 BEAR 2 GG BE RN IR 2 BLR LR A
147 34] , U head. eye. face.lip.tongue.neck.,arm.leg.body.foot Z&; A SR ZE 4 id), U sun.
lake ,moon.fur,grass.seed.flower % ; A& #)id . 4 mirror, glass,bread, desk, board % ; %t
75 h 2530, 41 move, come. go. pull. draw. bear. die. note, take % ; 3t A< ¥ &30, 40 light.
heavy.fast.loose,long.short.deep.shallow.middle.tiny £ ; 25 [a] & & 2515, 4l on.in.at,be-
hind.post £,

3.2 EREREHIECRECHRIL

FEAR YR W 1 TR S W 1) S A AR 2 S W RV O D R R e . AR
SR T 2 A A B B 32 S A BRI A R N S 4 TR 22 B0 el AR A 3 ek S A AT Y
HEFRHAR AT B AR PE . — LSS Z 0 LA B SO RO B R R 1 R IR 3R AT A
L2 I 5 2 B R 7 (Lakoff, 1987 :267) Bl A /& 45 M S HIE 25 435 440 19 Ll S 90 ik A0
DR TR . Lakof (R ) X 43 T W i ABE 8 235 4 JRE A J2 IR W PN R IR 2. 3 1
TR 8 45 K X DA R 2 A B A B SC T H At i T D i 52 0 E S 4 R U B A T 4 L
— T T A ABE A A DA 2 A T R AR U W R G R s DA A R B i 5 A
B B35 s AR AR S22 RS W 3] b 57 58 T O Y W 450 55 o A DA AR )2 R W AR Ay T TR 1 )
TSGR g rf X AP S A A . BRI Z A w5 e — e 1E

TG 3 A B A2 U 5 B A B AV A G AT DA S e R AR R R e YR
TG R . AN Lk house iy J& A 9 I B 4 37— A s JE Y o O X 2Z #EAT A0 i 106 : house (5 J&) /&
AATATE B FZ B, A Bf AT B A F40, B 3% 8 F )2 (house) . BR household (5 JiE
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P b s NATTAE R ZEAT B2 BE Chospital) o 1 A ZAE iR JE ChosteD) . J 119 FZ Dy g2t A\ &
.4 5 3 A (host) fi 4 3= A (hostess) ,

W _E R - Z BT LI house 5 hospital \hostel 524 /] — 35 W , & PR A B B F1AR B 2 B 1
()R ALE . 3 Fh BT IR RIPE Ff SR H Oy W] — s i 38 A = PP AR VRS
FHAL LB SCRE G

T3 A s 8 FE AR 2R W ]I A T TR ) 3 A S v Bt % I AR AT A0 T K R 3l
(flow) f R, AR AH S 3l S 40 U3 O [R) — S % , [R) ) 58 T DR 5 L1 SRR & AH AT 30 56
SEFEARANE ZESE LA flow (i 3l Oy J5L AL A8 3l I W X0 HCAf B2 a0 T

gas(R i) wwater KD # 2 flow () , fly CK 3l flow (i ) #R 52 flew (fly FI flow f
33250 (3, aviation (i 5%) . navigation (L 1) # /& AV ONERITE R /. 2] {low (i
D RATE BN R BEK S, TEE AET /NE S0P B2 1% ] FT flow (5%
W) o BITFH . L AL traffic flow (ZEFD) . W #E T AT flowing light and color (i J i
). M IS iR NER flow (i) o uid GRAEO AR H 2 liquid GRAK) i 45 Xt k=
BREERFE G, A fly (flew) KD B flag (L1 » flicker (£ B B 4T 5%, flare A B 1Y
flame CKIE) I A & FEYH flavor OO W BE X inflow G AD FATHY AL, J34b . 18451
flute (] 7)) F1I0 A0 B flower (££) fragrance () 4 il T E K 5t — K5 & fluctuate
GFED A EE. ABRZIMB fluent Gt FH9) 9815 LT AT confused HIWRD . A AITH T
refuge GEEXE) A B 2 flee(RTOML 2

() A AR A0 2 i A SR BIL Lt AT A 57 D RE AR J22 YR W ) 31 Ay D Y A RIS W L 0 star O
B BATF BN ROGSFRAE S ol s AR HAE S AT B 5 R R B0 D E XIS R
W7, R AR A spar” sper”  scar”  ste” UL F A N BR SRR AT HU T m B L, BT
BEANAH G FRATHS E LA star Sy 5t RS (4 3] Y W5 O X FLAR 2 AN R -

EEANER A R star CRDO spark CHlLE ) #5 H H BL 7 9 SR . T8 H 197 e, a3
starsCE 2, U ) U5 32 Bk disperse ( 8U4F) K45, intersperse (SR B W w, HAZ®. AW
star(f£ ) sparse(Fii) » AfI1H# FH scarce (B EOIFEARFEY 2V, I AT astrology (i M &2
GO RTINS — 3 star CR) dis (NFE R L) » astrologer (5 B I 51N~ disaster (5
MED RPHE R MG . 2 des (B A sper (Fiy B BF s AT 2 JEF] desperate (418,

3.3 EREREHDIS EHHEERR

TEANAER AL L H A RR B AR SR AR R I CFE s HERZ
FEAEE S NRNTE T AN 22 S0 2% b O S ) B G AR AN AT R0 i R R T
G AL A ST A . — BT 5 X 4 5| AL T 60 A5 G 0 v o 3 o B e i A SR —
28 I SO 2 board  HJFUAR T SO — B W A9 AR AR I T8 o B e ey AR B S0 ¢ R
TR B R AR T SGE R R R R AL Y — BN R A R i
Fev s PRI D RE— R4 s 0 F AR D)y 350 70 B F AR —— i

e — i 22 SCIE R B B T BT A0 neck BRBAT S T2 AN iR A
ST Bl B B A A RS AR v ) SRR S 577 M e A e A AR AR PR A A
HSC FTLLE W BR T AR AT i e 1 R AR A A 08 B i S e T R A AR LA
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B RN AR T T AR SR A0 X — R AR 8 S AR I B Sl ek A i S ) S b 3
FEYPIR A BT B AT B TR A R il i B AT R AR AE A A S . 3X — R A
b R G I O B G R BN >3 NEY— B R

TR PV W) 2 72 b 38 5 Y W [ 58 i A ST [ S0 i, et BT 22 58 ELAA R R 1Y
H . FEHEAQ2005:13—18) 45 Y 78 1) ML SO0 25 14 J2 180 b o DA BROny % e L it 78 5 I SR B e
LA ATV A A B 22 SCIR) SCIRUE B PN AEBIL I A H A3 A i B A R T IR B0 T R R S
Mo I ARE T . AR ARG o0 [ B L A RO TE 5t 5 EL Bl v 2 AT AR R (4 O AR 5 L
0 7 A5 A ) %) By 2w JE i X6 22 i) i) SCE i R mT DAL — A . Rt FRATT AE )RR
FEA JZ2 R W 1)V A% SIS AN A8 2 1) B B e E AR 152 1T R R FH DA D A e S R G
BB T7 3 [ B e BURE OC 21 s S iR i . XREREIOR T2 ) I 2T DGR R R
WA — TR b e 17— ) 22 SC, ) 18 R0 A1 20 1) S 3]0 A ) WA R R, T DA S G
i) light Sy i BCRAA35 ]

HRAER PR : ARZITUAN see () 19 22 K4 bright (F1) day (KD A light G
1M night (R #E) no(F A light GEZ) . i /& sunlight (BHYE) \moonlight (5% iff & lamp-
light K] 56 BRTE S E#R light RERAY) A weight () . FRATTIAE#RAEAE light (B 5
1) R H LA KA light (B /%) B IR S Z R &/ A light bulb (AT 9 H 7
AR Bt o — B night (Mg ), Fpt strike a light (482 k 42) , light (& ) candle (i 4l 5 kero-
sene CBEHD light (XT) . by (FE) dim CB I 19D light OB 2k) T % 2 g 18 — A /N D R 3 1 45
set light to(HF) T » 28 SR Lk K . Night (B F) H T A %A streetlight (AT, 3L
G flashlight (FHFED light (BO . 10134 K night D FI/NMK A 7E S BT 2 B R B
MR TE & T REW I — HKBIK light(52) . 4 see the light (B B JRLREAE TR e 1 b 4
FHWE . VLA X LA A come to light (P AFTHD  /REL keep them in the dark (fREFDH W, &
T light By A% FRBFK E & throw/shed light on(FEBEREE) T .08 F H 4 ) g 9
MBI EA 2 A7 Ve, AR bright (BEBDD . 1 2 53K enlighten (S 5 A, Wik
& bright CBE B 1 3% B2 85 2] 7 F B9 3R . 53 8h . PR IR B ] 3% 5 3 light reading (332 46 4]
F) . 322 highlight O % #9377 5t light up CF 5 0 8% K4 & B L I delightful (5
2. A TR light sleeper (HRMRAR MY A, LR KA I H] light in the head Gk H 4
7y, &), 32 light drinker G & — 9 A0, BT light music(32 3 48D, % & light-col-
ored (F& 24, 1%) A<, A B 7E light wind (B2 XD A1 light rain (4R HHECE , YRGB B2 light
voice (ZE A MIEO MY, M2, FK & lightweight (45 NEIR AIRA) » HJE not the lights of the
dayUNAPD ABFAR B B BN 1047, L HL lighthearted (AR IF) X #5# 4 Z 0 make
light of (R ER1EF), T A & light-minded (2 &), 13 in the light of (18 > A 1Y
lights (BRI 785 . RIAEA — A slight GR/PED IR ——F — D E H BB Z 4 light cake
(PR R KL 7N light sand (R VD) F I8, 3% BAR R I light work (R S )
ERAEFKE LA F light at the end of the tunnel(FFEHZ ) T .




wpdganToxsacksss T

4. NRERMESFRME

TESETE WL 2w FT— T 10 A7 DU [R) o Ll B DU 7™ AR 3 35 o 2] IESE B AR
e 2 [ e v 2 ) B AT IR I o 2T 5 O — O T 8 0 IR DU S R A R 93 24 ) TAT
F R o

4.1 NRFRENR

DU RO 5 T i RO i A 07 S A e o s 2 T, i R ) o 1 I ) 7 33
PN E T 25 ] CE SO, 2013 :163—173) o HART 5 - 981l [ T B F W 1947 L ol 1 i
A A T4 T W BOARAAE TAT D9 B A SR ARAS . IRl A RGBT 75 T8 R R B KR4y
PeiE A4 HA S 2 SC AR SR A 80 B A TR AR Tl i s 2. 53 Ah . BB T AR R
ZF NSNS AR L 1996) . AR - BRI A T HESEAR B SO0 L A — V) is 3 2
AT Y YR — Ul s n B IR T O IR T R eI . R AR DUE L RIA
P 44 1045 RS S B0 B CE SO L /] D o 48 0. J AT 2 BN DA R0 0 158 L 7 93 1) 1 2
S g S B A R I W 44 1 51 AE G Bl R AR L A0 H insect (B HO B EAUIE0E] 1A
M sect(H] .0 5 iy picture (& M) 5| Hd MR dict Gt A - A0 B 307 2 R AT 38 1 2 i
RIHEED .

4.2 RERRMEEYIZA

Y PR E B R B X B ORE W] AR DGE SO FR 5 LA B 5 SO 20, AT
2 o [ 2 2 5 ) o i B ] (0 PR FNICAZ . A e RS 2 UG I Bl ) ) S RS L B 2
XA E R ] E W — XS . B (201D ¥ L SEIE R N AE B A R T B30 B R E
27 2] E ) AT S R Bl i RME Y B B S AR L 6 U FRATT A DL g I R A W) A AR T AR
e SR B TUE R[] B ) 40 B 3E B 1A take Bl TUTE X AR A A CECT B RS R < e e g2
N FIEE AT, B XY take BAH B MR IRAT »

X HH R LR R AT HE S LY E A take interest in(Xf+ee e 2 A 480 B take
the stage & 5 /i 6 AY 5 s MR Y ROGER AT 25 25 U, B35 X B K35y take hold
of (RME) . B T il ad F AR ELE Wy o - R ATt w7 LA 2o ot 5K 58 T HOR AR I, ] L3 3
A A 1 RO B Bl T S 75 A take temperature/blood pressure s i i3 BN HILAT HCR 9 1) 1]
12, 15 take a photo/picture; F2EiCBUE & . RiIEHLE take notes, take tfif go(F£),
I, “BE " EIEAR go for a walk Fll take a walk Fifp 15, MBI BMZ AR HZA
WLCEUH H B2, R take B H #2354 take one’s time 8Y it takes ... time B A& ) F B;
[6] . [A)AE, X F L1515 take the food/medicine/tea, B WAH “HR/ 25/ K72 . “B L
W R ATHY EFE . NATTHE BT )iy — 2 e AT L IR AR5 I IBGE & B R SR 1Y, take e
b AETC B 5 154 take options (£ #8) . take one’s pick (fF B Pk k) . take the stand/side
GEFEL ) (take step/measure GERUE TR/ i) . take initiative (3% F 5))) L take action (i
T8 5E . Ba . i A take the examination (ZAF2 % 5D W2 1 take GRIBO I

7
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B A take [ 5B take a wile(B3E) 1220 T “BO FI T 2 il (0 HE 2

5. 4513

TE SN HNE F 2 A G B  FRATT 2 T S35 ) 0 i SR L FE 5K i e i AR A )2
YA W4 1) 9 2R J LA Oy D 28 s S a3 W () I A 152 22 S0 45 A RS2 TR Y B e L
WGy SE A BIL ) o o A o R A R T DU AR TR R TR L ) IR v RO S R . A R A
EIRDE &= S 2 [ DIVAC I e o /B N = R e s i RN R I B R (R X i S g
KR TIRE 7 - A6 B A AT] sd Sz AH SC TR 22 18] Y 0 ST s R e R SRk 8 AT RE 5 2 —
B = BT IHER R DU L B 2 ik B a0 A o) TR E AN R A H R . AR 3C— Dy T B
B e X L HeA W8 S 55— T s - 28 H A S i B 3 R AR 0 R AT R A B R
X AH SE BT FEAT BT A o A A BERE X N 2 o ST AT B A B

%75 K
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BE: PERBXMERNBR, BB M EAX UGB RP S EXEREN DN, PEREN
"RTBEEZEXRT, PAEEHRINEELC, RFFBEER, TMIRBERMARERNZEF X,
EFFHPERKMEFOXA TR, BEPHITEHGME BB LT OIEAXRTTE,
FTEPENRGENE, AEZMEFNERES, B, BPXAXEMESEHR LE, FEED
EhBEROPEX N TFREPHPANRZENZREXER, KX THEE RN P
AXBENXURSE, FEES LRI TN F RN F R,

KR XL, PEX, BF

Abstract: The profound Chinese food culture occupies a pivotal position in the tradi-
tional culture system. China is famous as the country of gourmet throughout the world. The
ingenious names of Chinese dishes are full of poetic illusion,demonstrating the ingredients
of food, cooking techniques and the unique cultural elements of the Chinese nation. With
more frequent exchanges between China and foreign countries,an increasing number of for-
eigners come to China to experience the Chinese folk customs and enjoy the delicacies with
Chinese characteristics. Therefore, an accurate and elegant translation of Chinese dishes
which promotes related Chinese culture is of great significance in the exchanges between
peoples in China and from foreign countries. This paper analyzes the cultural connotations
in colorful and complex Chinese dish names and explores the corresponding translation
principles and strategies with examples.

Keywords: Names of dishes,Chinese culture, Translation
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BWE.AHREFEEB M OES R Harry C. Triandis B/KFEFEF DA T X-E4
FEXER,UOENFERNFE T EFRIFRE 142 BRFELE (M=97,F=45) PN AEXX
UMERFERR, ERERP, SRRZERFTREBEDMAEXXUMER M@, BKFE TG
MAEXSTEEFONTAEX, BN, ZIXMEREERNERTLR DA O FKITF2EFE
FEREZZR FAERCFRFE ,XBLBMXNBRKREAMNZE , RALESH DA
F X,

KBER:PERZE, XUNMER, PAEX

Abstract; Based on the American social cultural psychologist Harris C. Triandis’ theory
of horizontal and vertical individualism and collectivism, this paper investigates the cultural
values of individualism of 142 college students(M=97,F=45)in Huazhong University of
Science and Technology(HUST). The results show that;Chinese college students do show
a clear orientation in individualism,and the horizontal score is higher than the vertical one.
Preference in individualism is statistically different in two demographic features:academic
grade and source place. Freshmen have a higher preference for individualism than sopho-
mores;and students from the more open and developed coastal areas are more individual-
ism-oriented than students from the inland areas of China.

Keywords: Chinese college students, Cultural values, Individualism
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Abstract ; Doris Lessing, the contemporary British writer, utilized flexible narrative time
in her first novelThe Grass Is Singing to make it possess highly changeable and balanced
rhythms. Through employing Genette’s narrative time theory,this paper will probe into the
multifarious conflicts in South African society and the whites’ spiritual crisis brought by
the segregation from three dimensions:order, duration and frequency,aiming to reveal the
tragic theme.

Keywords: The Grass Is Singing ,Narrative time, Elegy, Spiritual crisis
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3. TiRpYEtER
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MEMFAXNENEEDR, /NN FRA-—BERSEXERXN " ELE"NEESR
AL, B BXPEXRZ" EHE"VWARSBEET P ERILE L EF HEXF5)
FEHN—BUEAREREREELNEFNFEEAR, ZR T HEHNINRFLEHRE L, &
X221 L KEP X NRHNEREFLAIIN R, EAEENFEN=ZDRFP LY
INRERFHRFTE AN LT, BESTHRETLKE/NREFR A2 R LFANE
B BEXFENFEERSHENEN LRI ENFNONER, FH 5L B o FE 8 0 B FRF
DT 5FEF=ZNHRREENEIL,

KER:PEXR ER X", 21 L, FKE/NR, ZEFEWR

Abstract ; The international promotion of fictions which constitute a main branch of lit-
erature usually reflects the situation of literature and culture’s“going out”. Domestic stud-
ies on it mainly focus on its general research and certain work’s specific research while ig-
noring the general trends of Chinese fictions particularly in the new era. Thus, this paper
quantitatively analyses the collected English versions first published in the 21st century via
horizontal and vertical comparison among the three translation centers and concludes that
Chinese fictions *going out”is presenting a fluctuatedly improving trend and is stepping in-
to a stage in which foreign publishing houses actively introduce Chinese fictions. For the
existing problems,the co-authors make some suggestions from three stages,i. e. pre-trans-
lation, while-translation and post-translation.

Keywords: The“going out”of Chinese literature,21st century,Chinese novellas and fic-

tions, Overall situation
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BCHTE LA » Bl G SCA 3RS ) 7E B R 25 B v i A HO 4 e o v B SO g 57
() B A PR AN S S H AR S, b [ S0 0 A A O H b S B 52 B Ok B2 Y G TR
21 22 LIk B B Bl A HE 79 5 H 5 i 3 A oty i S0y ROk B 22 % B Y AR SR A S
(S iR L

EJLAE JEH R 2012 4R 50 5 20 M 5 22 DA 2% B A S b [ S 2E 0k R R B 9T R
BT AL 7 U b AR [ SO 2 R | TRD A L A AR L PR TR G B A% R AR
A R FEWM A AT (2006), B Z7L(2010) , & J7 481 (2010) , BK3R (2010b) , 5
B (2012), X =0T P49 (2014) . F K ¥R (2013,2014) , #4252 (2013) , FE AL (2014),
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FAC VAR il A0 35 00 5 8 PR AF 5 i /D 5Q 3 S A 43 TN /N U L ST S Y A1 1 A A BIE T
1M R BAS 22 19 /0N Uk 0 PR M S0 BF 52 P, 24 3 B I 9 I TR) 22 R B P T R ST S R B i
Ja SR 2 R /N UE AN B MR AE S A SCEAN IR R R R RN
I ] 198 S 2 i TR R OE 50 V6 Ok SR (RS O, 2015) BT F, BUA /I U6 A6 3 R D0 BF 5
AN e Z — R

BEXF LA b o) B, A 30z @ s E 90 5 8 PR SE A 45 A i ik 21 22 gy 3R E b K
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B PR AR, I e iof R) RN b B AT A3 2. iR E R B = AR FE PO (DAY R
B (O EMERE; ORI B M&EB R EN TP E. i 65058 KkA
WRF S BTN B O BB AL BE X S A B L AR S R A R T BIE ST AR
— 43 32 EE AR 1] AN ) X = AN O 1 1R 0 E AT S UE X E A AT . B A 2 R IR E
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o 0 1 R T
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FKLE D,
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Abstract ; The study examined how Chinese non-English majors engaged in classroom interac-
tion with their native English teacher and their peers and how they negotiated meaning to reach suc-
cessful communication through scaffolding in a summer intensive English program in a key university
in China. Sixteen Chinese non-English majors and one native English speaker were observed in three
tasks:a decision-making task,an information gap task between the students and an interview task be-
tween the teacher and the students. The findings showed that the students initiated more to signal
problems when communicating with their peers than with the native teacher when confronting com-
munication breakdowns. In the peer interaction, 163 scaffolding episodes within 7 categories were i-
dentified with Feedback(25. 77 % )as the most frequent category. Through their peers’ scaffolding, the
students were able to self-regulate their discourse. Both the more proficient and less proficient learn-
ers were able to and willingly to offer assistance to each other,however,sometimes produce incorrect
output. They may also fail to scaffold the peers because of their limited .2 knowledge. In the teacher-
student interaction, 284 scaffolding episodes of 8 kinds were identified with Recruitment(29. 58%)as
the most frequent category. The teacher scaffolded the students by demonstrating, simplifying the
task and then gave positive feedback and interpretively summarized the students’ answer. The
teacher’s scaffolding triggered more ideas and utterances from the students. Although the program
was communication-oriented, the teacher drew the students’ attention to the form as the students paid
more attention to their language form and were able to self-regulate their utterance most of the time.

Keywords: Peer interaction, Self-regulated learning, Scaffolding, Teacher-student interaction
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1.Introduction

As an essential feature in communica-
tive language teaching, group work was
proved to be beneficial to learners in various
ways by many scholars. Interaction in small
group work will offer learners more oppor-
tunities to speak, to negotiate meaning and
content, and to construct discourse collabo-
ratively. A lot of studies on interaction have
the

group work and that in a teacher-fronted

compared interaction of learners in
setting;results showed that group work can
lead to more negotiation of meaning. Other
studies have proved that participant varia-
bles like sexes and proficiency levels can af-
fect the learners’ interaction;it is suggested
that mixed gender and mixed proficiency
pairs maybe the best for group work compo-
sition(Ellis,1994).

Previous studies suggested that learners
were able to assist each other in their inter-
action using various strategies. Pica, et al.
(1996) investigated if learners’ needs of 1.2
learning can be addressed through learner-
learner interaction like the learner-native
speaker interaction do. They compared the
interaction of five dyads of English 1.2 learn-
ers to that of five dyads of English 1.2 learn-
ers and native speakers from the perspec-
tives of modified input, feedback and out-
put. Their results suggested that the inter-
action between learners can address some of
the learner needs but it provides less modi-
fied input and feedback than the interaction
empirical

with native speakers. Another

study of LI (2012) investigating student-

student interaction in a Hong Kong EFL
class suggested that learners can assist each
other in peer interaction to complete their
communication, but this cannot lead to suc-
cessful learning of the appropriate form,
thus there is still a role for teachers in group
work,

Scaffolding is an important way for learners
to reach self-regulated learning. In 1980s, James
Lantolf advocated the sociocultural theory and it
has now been widely used in classroom teaching
and learning (Matchell&.Myles, 2004). According
to the sociocultural theory, learning happens
through the interaction between the novices(chil-
dren, learners) and the experts ( parents, teach-
ers) ,and the novices can gradually progress from
other-regulation to self-regulation. There is a dis-
tance between the learner’s actual level and the
potential level of development, which is referred
to as the Zone of Proximal Development(Vygots-
ky,1978). Self-regulation is regarded as a goal in
the Zone of Proximal Development ( Lantolf &
Appel, 1994), and scaffolding is a bridge for
learners to reach the goal during the interaction.
Most studies search on scaffolding found it as can
offer modified input to learners and encourage
more target-like output and encourage learners to
explore language and reach self-regulation. Scaf-
folding has received great attention in recent
years, but few studies have examined how
students receive scaffolding when interacting
with their peers and when they interacting with
the native English speaker to have a full picture
of students’ interactional process and its role in

SLLA. Besides, most

focused on the
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teacher’s scaffolding while neglecting the fact
that peer interaction also played an important
role in students’ language development. Thus a
comprehensive analysis of native speakers’ and

non-native speakers’,teacher’s and peers’ scaffol-

2.Methodology

2.1 Participants

Sixteen adult EFL learners and one n-
ative English teacher participated in the
study. The students were all non-English
majors with an average age of 20 and they
have studied English for about seven years.
They were all first-year students in Wuhan
University (8 females and 8 males). The
teacher was a native speaker of English from
a university in the US who is quite experi-
enced in English as a second and foreign lan-
guage teaching. The teacher held a PhD in
linguistics and is an associate professor. She
often encouraged students to actively partic-
ipate in all kinds of communicative activities
like debate, decision-making tasks and other
oral tasks in group work.

All participants came from the Wuhan U-
niversity International Summer Intensive Eng-
lish Program. The program was jointly held by
Wuhan University and Ohio State University. It
aimed to improve students’ oral English and to
develop the undergraduates’ ability to commu-
nicate effectively. Such an intensive setting was
quite different from students’ normal English
classroom in China as it could offer students
more opportunities to communicate in English
both with the native speaker and with their
peers. The students also showed willing ness to

46

ding in communication should be examined. More
importantly, a natural classroom setting other
than a laboratory setting should be emphasized,
so that the research can be applied to classroom

teaching.

communicate in English with each other after

the class.

2.2 The tasks

The students’ interaction in three tasks
were observed in this study: The first task
was a decision-making task requiring the
students to imaging themselves as a travel a-
gency and they need to make out a travel
plan for their customer. It took two classes
to finish this task. The students were re-
quired to decide their travel places, their
routes and scenery spots to visit. They were
also required to figure out details like ho-
tels,food, time, etc. This task is quite close
to real life,and the students were divided to
work in groups of three.

The second one was an information gap
task. The students worked in pairs and each
pair was given two pictures that looked
quite similar but with several differences.
Without showing each other their own ver-
sion, the students have to work together to
find out the differences in their pictures.
Those tasks were all done in the normal
class period with the tasks presented as part
of the normal class routine. These two tasks
the

students to exchange information and make

were all meaning-focused, requiring

a conclusion.
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The third task was an interview be-
tween the students and the native teacher.
The teacher and the researcher worked to-
gether as interviewers to interview individu-
al students (averagely 17minutes for each).
The interview was more like a normal con-
versation concerning the student’s own ex-
perience in English learning. The interviews
were done during the break at noon. This
task was observed to examine the interaction
between the students and the teacher to see
how the students interact with the native

speaker.
2.3 Data collection and analysis

4.5 hours of interaction were collected
(eleven videotaped sessions) with two hours
for S-S interaction (altogether 8 students)
and two and half hours for T-S interaction
(altogether 8 students). Specifically, for S-S
interaction, one group of three students (2
females and 1 male) and another group of
three students (2 females and 1 male) were
observed in the decision-making task and
one dyad (1 female and 1 male) were ob-
served in the information gap task. They
were all randomly chosen during the group
work tasks in the class. For task one,40 mi-
nutes of recordings were collected in the
first day and 32 minutes in the second day.
And 48 minutes of recording were collected
for the second task. Thus altogether 2 hours
of recording were collected for S-S interac-
tion. For T-S interaction another 8 students
(3 females and 5 males)and one native Eng-
lish teacher were observed. An average of 17
recorded

minutes for 8 interviewee was

which accounts for two and half hours.

The discourse data were firstly tran-
scribed and analyzed. Non-verbal communi-
cation is also transcribed since it is used as
an important strategy by the speaker. The
researcher went through all video clips for
three times and got the final transcription.
For data analysis,the researcher first identi-
fied all episodes of scaffolding in both S-S
and T-S interaction. In communication, both
the teacher and the students were able to of-
fer supportive interaction when a student
may not be able to participate or continue in
the conversation. Those supportive interac-
tion in the conversation were then classified
as the scaffolding episodes. Integrating pre-
vious classification of scaffolding categories
and empirical results of some recent research
(Gallimore & Tharp,1990;Wood,Bruner &
Ross, 1976; Roehler & Cantlon, 1997; LI,
2012)and basing on the data collected in the
present study. the author identified nine
kinds of scaffolding strategies as coding cat-
egory: Recruitment(R) ,Simplifying the task
(S), Direction Maintenance (DM), Frustra-
tion Control(FC),Demonstration(D) , Feed-
back(F), Providing a word or an idea (P),
Offering Explanation(OE) , and Interpretive
Summary(IS). After all scaffolding episodes
were identified, the frequency of each scaf-
folding function in both interaction was
quantified separately. Inter-rater reliability
was checked for all transcriptions by invit-
ing another rater to check over all coding
episodes of scaffolding. The researcher and
the additional rater reached 90 % agreement.
Disagreements were solved by reviewing the
definition and exemplification of each scaf-

folding function and discussion. Those scaf-

47



B /i (2016 544

folding functions may occur singly or be em-

bedded in others. Some prominent functions

3.Results

3.1 CQuantitative results

In peer interaction, the students were a-
ble to facilitate each other to help move the
conversation on. They negotiated meaning
by using confirmation check,comprehension
check and clarification to make sure they un-
derstand each other. The native teacher also
used confirmation and comprehension check
to make sure the students carry on with
her. The students used a lot of strategies to

negotiate meaning and scaffold their peers in

were picked out in both interaction and ana-

lyzed for further discussion.

communication. The scaffolding comes from
the more proficient students as well as less
proficient students. In S-S interaction,a to-
tal number of 163 scaffolding episodes were
identified. When interacting with peers, the
students tend to use Recruitment(R), Sim-
plifying the task(S), Direction Maintenance
(DM), Frustration Control (FC), Demon-
stration(D) , Feedback(F) , Providing a word
or an idea (P). Specific data of number and
percentage of each scaffolding category inS-

S interaction are listed in Tab. 1.

Tab.1 Scaffolding category in S-S interaction
Scaffolding category Groupl Group?2 Group3 Percentage

Recruitment (R) 21 8 11 (40/163)24.53%

Simplifying the task(S) 0 0 8 (8/163)4.91%
Direction Maintenance (DM) 17 14 4 (35/163)21.47%

Demonstration(D) 4 1 1 (6/163)3.68%

Frustration Control(FC) 3 1 2 (6/163)3.68%
Providing a word or an idea(P) 15 10 1 (26/163)15.95%
Feedback(F ) 17 15 10 (42/163)25.77%

As shown in Tab. 1,in peer interaction
the most frequent scaffolding category is
Feedback (25. 77%). Some other frequent
scaffolding categories are Recruitment (24.
53%), Direction Maintenance (21. 47%),
Providing a word or an idea(15. 95%). The
students also scaffolded each other by sim-
plifying the task, using demonstration and

controlling frustration. In each group work,
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the students offered feedback to their peers
and tried to recruit their peers’ engagement
in the task. Those scaffolding came both
from more proficient and less proficient
learners. The frequency of each scaffolding
category also can reflect the nature of differ-
ent tasks. Group 1 and Group 2 were en-
gaged in the decision-making task trying to

make a travel plan, so the students have to
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recruit their peers’ engagement in making
out the plan together and they have to pro-
vide ideas or words to keep their plan mov-
ing. Since the question is open-ended and
they may float from their goal, they have to
maintain the direction frequently. While
Group 3 was engaged in the information gap
task, they have to reach a conclusion about
the differences in their pictures. They also
tried to simplify the task frequently except
other scaffolding categories.

Tab.2 Scaffolding category in T-S interaction

Scaffolding Category Percentage

Recruitment (R) (84/284) 29.58%

Simplifying the task (S) (42/284) 14.79%

Demonstration (D) (21/284) 7.40%

Direction Maintenance (DM) | (17/284) 5.98%

Offering Explanation (OE) (8/284)2.82%

Providing a word or an idea (P)| (3/284) 1.05%

Interpretive summary (IS) (40/284) 14.08%

Feedback (F) (69/284) 24.29%

Tab. 2 presents the number and per-
centage of each scaffolding category inT-S
interaction. InT-S interaction, a total num-
ber of 284 scaffolding episodes belonging to
8 kinds were identified. The most frequent
scaffolding category is Recruitment ( 29.
58 %), with Feedback(24. 29 %) ,Simplifying
the task (14. 79%), Interpretive Summary
(14. 08%) , Demonstration (7. 40%) , Direc-
tion Maintenance (5. 98%) , Offering Expla-
nation ( 2. 82%) and Providing a word
(1.05%)in a descending order. The teacher
scaffolded the students by recruiting their
interest and in doing so the teacher used

demonstrations to simplify the task; those

three functions sometimes appeared togeth-
er. Another prominent figure is that the
teacher used a lot of interpretive summary
to scaffold the students. After the students’
utterance, the teacher tends to summarize
the students’ ideas to confirm. In all, we can
see that the students received scaffolding
both from the teacher and their peers. Both
the more and the less proficient learners
were able and willingly to offer facilitating
help to their peers. The teacher was very
good at recruiting the students’ interest and
used demonstrations to simplify the task and
guide the students to think more and speak

more.

3.2 Discourse analysis

3.2.1 Scaffolding in negotiation of meaning
in S-S interaction

To have a better picture of how the
students received help from their peers’ and
the native English teacher’s scaffolding,
qualitative analysis within the original con-
text is rather important, The following parts
are a typical analysis of the students’ scaf-
folding at the lexical, content and at the
both levels.

Example 1 Negotiating meaning at the
lexical level(Group 2)

94 Lily: Yes. Uh, Dali, so ... Dali, the
first day in Dali where... (R,DM)

95 Dara: The first day, we, we umm,
Erhai, Erhai lake. (P)

96 Lily:Erhai. (F)

97 Sandy:What,isn’t it a sea?

98 Dara:It's a lake;it’s not a sea. (F)

99  Lily: How to get to the Erhai
Lake? How to get there? (DM)
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100  Dara: Take a bus. We will take,
we will, umm ... i 4¢ 742 (yacht). (P)

101 Lily:Travel,travel ship. (P)

102 Dara: First we take a bus to get
there,and then we by a ship. No,it’s not the
. (DMD)

103

104

Sandy : Ship, visiting ship. (P)
Dara: Visiting ship, on the ship,
um, we can see the lake, and then Bai, Bai
tripe, traip, they will, we can watch their
performance; they are singing and dancing.
(DM)

The students ( Lily, Dara, Sandy) were
discussing their schedule in Dali. In Line 94,
Lily tried to arouse the other students’ at-
tention and invited them to voice their opin-
ion by asking where they will go in Dali on
the first day. Dara provided an idea in Line
95 before Lily finished her lines. In Dara’s
answer,she first repeated Lily’s words*“the
first day”and then repeated“we”to gain time
to think. The place came out before she
could organize her sentence and she first
gave the Chinese and then translated it into
English. Lily repeated it to think while the
boy Sandy asked a clarification question in
Line 97. Then in Line 100, Dara tried to an-
swer Lily’s question. She repeated half of
the sentence“we will”to think of the English
expression of “JE#E 7, but still can’t figure it
out,so she spoke out the Chinese to appeal
for help from the others. Lily translated it
literally into“travel ship”. In Line 102, Dara
then reorganized her previous sentence. But
soon she realized that Lily’s translation is
not what she really wants to refer,so she re-
jected directly by saying“no”. The boy then
gave another translation®visiting ship”. This
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time Dara repeated it and continued. In Line
104 ,Dara wanted to express the“Bai tribe”,
but she pronounced it as“tripe”. Realizing
that it might be wrong, she repaired it into
“traip” which is also wrong, but the others
failed to repair it and Dara went on. InS-S
interaction, students scaffold each other
mostly at the lexical and content level. They
tried their best to scaffold each other and
keep the conversations moving forward.
They do not attend much to form at the sen-
tence level since the task is communication-
oriented,so it’s enough as long as they can
understand each other by using various
strategies including paralinguistic one. But it
also revealed the students’ incompetence in
scaffolding each other as they cannot offer
correct feedback to their peers most of the
time.
3.2.2 Scaffolding in negotiation of meaning
by T-S interaction

In T-S interaction, the teacher used a
lot of devices to extend the conversation and
guide the student to say more. She first
asked interview questions to the student by
repetition and rephrasing to make her ques-
tions clear, then used examples to inspire
the student to think more and speak more.
After the student gave the answer,she sum-
marized it by rephrasing the student’s previ-
ous utterances. The student on the other
hand tried his best to corporate with the
teacher and he paid much attention to the
correctness of his speech.

Example 2 Negotiating meaning at the
content level

105 Teacher:Can you describe to me a

typical English class in Wuhan University?
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(R)

106 Light: Typical English class...

107  Teacher ; Average English class. (S)

108  Light: Just like ... Um ... Um ...
Critical thinking class which is taught by
Beth... Um....

109  Teacher: But explain to me like
you come in,you sit down,what happens the
teacher comes in, how does the class going,
what is going on?  (DM,D,S)

110  Light: Um ... the teacher asks
questions and we answer. [ Okay | We can
pack some activities in ... in ... during the
class. [ Okay | Yesterday we took part in an
activity called a privilege of Line-..

111  Teacher: But I'm not talking a-
bout the program that you are in now, 'm
talking in general. When you take your clas-
. you know, during the year,

(DM)

Light: ... Maybe the most time,

ses in your ..
what do the teachers do in class?

112
most of the time the teacher just read the
book or the PPT and then asked question,
we answered and then we talked or we take
some exercise in classes,or ...

113 Teacher:Okay,thank you. (F)

In this extract, the teacher was asking
the student to describe a typical English
class he takes in Wuhan University. The
student Light misunderstood it as describing
the English class he was taking at present in
the summer program. In Line 106, Light re-
peated part of the teacher’s utterance in a
stalling intonation which was regarded as a
sign of non-understanding,so the teacher re-
peated her question by rephrasing it in Line
107. Then in Line 108 the student answered

by giving an example. The example Light

gave was just the lesson he was taking in the
program, but his last words were in a low
voice so the teacher didn't realized it. Since
his answer only concerned the kind of lesson
he was taking, not the procedure of the
class,so in Line 109 the teacher interrupted
him and repeated her question again by re-
phrasing it to guide the student. In Line
110, Light then further explained the proce-
dure of the class he was taking in the pro-
gram. It was his last utterance in which he
tried to give a concrete example that re-
vealed what he was talking about is the class
he took yesterday in the program. So in Line
111, the teacher again interrupted him and
corrected the question, asking Light to de-
scribe the class he took during the year. Fi-
nally Light got the question and began to
describe the procedure of an average class he
took. The teacher gave a positive feedback to
the student’s answer.

We can refer from those examples that
when communicating with the native Eng-
lish teacher, the students tried their best to
express their meaning. They used a lot of
repetitions to gain time to think and keep
the communication channel open. They also
paid much attention to the correctness of
their utterances as they used a lot of self-re-
pair and restructuring strategies. The teach-
er also used lots of modifications to express
her meaning to guide the non-native English
students. She rephrased her question a lot to
simplify the task. She then used demonstra-
tions to guide the students and recruit the
students’ interest to extend the conversa-
tion. At last she used interpretive summary

to summarize and confirm the students’ an-
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swer. Through the teacher’s scaffolding, the
students can carry on with the task success-
fully and they also learned some new knowl-
edge. The teacher recruited the students’ in-
terest to say more and at the same time
maintained the direction; she also tried to
control the students’ frustration by giving
positive and encouraging feedback. Although
the teacher did not give much corrective
feedback to guide the students to notice the
form, the students paid greater attention to
their correctness with the native teacher’s
presence and were able to self-regulate their

utterance most of the time.

3.3 Noticing the form

In communication, both the teacher and

the students paid attention to language
forms and repaired their own and others’
mistakes. But since this is a communication-
oriented program and the tasks are also
communication-oriented, attention on forms
is not that much emphasized. In the current
study, there is more self-repair than other-
repair in both S-S and T-S interaction. This
is in line with most previous studies show-
ing that speakers are more likely to use self-
initiated repair than other-initiated repair as
listeners assume that the speaker will repair
themselves ( Schegloff, Jefferson & Sacks,
1977; Kasper, 1985; Garcia Mayo, 2005).
InS-S interaction, the students self-repaired
their own mistakes on vocabulary as“traip”
for“tripe”in Example 1;most of their repairs
were on the lexical level. When interacting
with the native English teacher, the students

paid more attention to their language forms

as they used far more self-repair within vari-
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ous levels as in Example 2. This can be ex-
plained by the fact that the students felt free
when talking to their peers,so long as they
can understand each other; L1, gestures or
some mistakes are alright. But when talking
to the native teacher, the students tried their
best to show their ability. Since L1 and mis-
takes may be obstacles in making the native
teacher understand them. they then paid
more attention to their language forms.

As for other-repair, it is rather infre-
quent, Students repaired their peers’ mis-
takes mostly on the lexical and content lev-
el. They do not point out directly the gram-
mar mistakes in their peer’s utterance as in
Example 3, and the only place they clearly
pointed out other’s error is in Example 4,
concerningpronunciation. This can be ex-
plained by the students’ inclination of avoi-
ding face-threatening devices and keeping
their status equal. It may also be due to the
students’ lack of relevant knowledge and
proficiency,so they can’t recognize or repair
their peers’ mistakes.

Example 3.

5Brutes: And... uh ... you note how man-
y,how much stones?

6Della: How many stones? (F)

7 Brutes: Yes. (F)

Example 4.

203 Brutes: 1 don’t know, but 1 know
I'm cau(si)ous.

204 Della;Cautious. (F)

205 Brutes: Yes. (F)

The teacher rarely corrected grammati-
cal mistakes in the students’ speech. The
teacher only corrected the students’ mis-

takes when the students struggled many
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times trying to express, so the teacher pro-
vided a word to help or when the students’
expression is not clear and the teacher of-
fered another expression to confirm it, and
the teacher corrected in a euphemistic way.
As Hamilton suggested in an empirical stud-
y done in a summer immersion program that
a close examination of repair mechanism of
both teachers and learners can be useful in
understanding what they think about lan-
guage learning across activity types(Hamil-
ton,2004). Results in the present study then
suggest that the goal of the activity is free-
flowing communication; the native teacher
cared more of the content of communication
and she avoided direct correction to create a
the

students to speak more. Although the native

free atmosphere and to encourage
teacher rarely guided the students’ attention
on forms and repair their mistakes in those
tasks,the role of the teacher was still signif-
icant as the students tended to restructure
their own sentences more when interacting
with the native teacher than with their
peers. This means the students paid more at-
tention to language forms on the syntax lev-
el when the teacher appeared.as in the fol-
lowing example.

Example 5:

57  Teacher: Okay, alright, so um i-
magine a perfect English classroom with a
perfect English teacher; what do you think
the classroom and learning in this classroom
would look like? (R,D)

58 Xietao: Okay. I think,um... so can
you give me some guide?

59  Teacher : No, I want you to make it.
()

60  Xietao: (Laughing) Okay, I, first, I
want to have a, have an image of our English
teacher. I think she is just like you;she is a very
caring woman, because 1 think women are more
suitable for teachers,for teaching someone. (D)

61 And she um,is better for she,for her
to be middle aged,I think middle aged women is
good at,good at teaching someone.

62 And I,I want her to be very,to be
very,how to say,enthusiastic,optimistic and
glad to talk with our, students, us, us
students and then the, the class should be,
should involve not only the,uh, knowledge.
Something we must learn from the class, but
something,um something about our experi-
ence,our daily life.

63 I think the class shouldn’t be so,
so,um- | don’t know how to express. That
is nobody will, nobody’s go, want to talk. I
want everybody talking in the class and ex-
press their ideas free. And then we can
show,share our stories,and show our um ...
thinking about everything freely. I think this
is the most important.

64 And then the students is not afraid of
speaking. I think in our Chinese peop-,our Chi-
nese students is,are afraid of speaking in public
because we are afraid of making mistakes. I
think this is obstacle we must overcome.

65 Teacher :So in the perfect English class,
English language class, you think the teacher will
help you to overcome that obstacle. (IS)

66 Xietao: Yes,I think this is the most
difficult thing for us to open our mouth, if
we begin to speak, then we will gradually
make progress. But if we don’t speak, we
will stay in the same ground. (F)

67 Teacher ; Okay,so in order for this to
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happen,[ Yeah]all of these things you have just
said, what should the teacher think about when
the teacher begins her classroom, that ideal
teacher in ideal classroom that you just de-
scribed? What do you think the teacher should
keep in mind? (F,DM,R,S)

68 Xietao: Keep in mind, um ... I think
the teacher should think about the topic of the
class firstly,first,and then she should... (F)

In the above example, the teacher was
asking the student Xietao to describe a per-
fect English class. In Line 58, Xietao asked
the teacher to give some guide first but was
rejected by the teacher in Line 59 wanting
the student to make it himself. Then Lines
60 to 64 are all Xietao’s answer. As the data
show,in Xietao’s answer, he tried his best to
express his meaning and paid great attention
to language forms in his sentences. The
student restructured and constantly repaired
his utterances to make them more correct
and clear. The result shows that when com-
the

students paid more attention to their lan-

municating with a mnative teacher,
guage forms and this strengthened the role

of the teacher.

3.4 Mutual scaffolding in peer in-
teraction

We can see that in peer interaction,
students were able to scaffold each other to
reach mutual understanding and move the
conversation on. Not only did the more pro-
ficient student provided help to the less pro-
ficient peers in especially words and forms,
the less proficient student can also provide
assistance to the more proficient peers in es-

pecially providing ideas and words. But it
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should be noted that sometimes the students
may generated inappropriate forms or words
because they are not sure and lack relevant
knowledge and can only settled on their own
creative choices. In some cases, the students
reached consensus on an answer which is in
fact incorrect or inappropriate. In some other
cases, the students failed to scaffold or re-
pair and chose to abandon or ignore the in-
formation. For instance,in Example 1, Dara
seemed to be more controlling of the whole
she appealed for
others’ help on the word“Jjf#¢” (yacht). Her

conversation, but still
peer Lily offered the answer“travel ship”and
Dara accepted it at first and then denied it.
The boy Sandy then gave another expression
of “visiting ship”and Dara accepted it finally.
Dara’s pronunciation of “tripe” in the last
sentence is wrong and she was aware of her
mistake and self-regulated the answer but

was still wrong.

3.5 Quality of some prominent scaffol-
ding categories in S-S interaction
3.5.1 Feedback(F)

In peer interaction, the most frequent
scaffolding strategies the students used is
feedback (25. 77%). The students offered
feedback to confirm others’ words, clarify
meaning and co-construct each other’s
words. However, the students gave feedback
in simple ways and mostly by simple repeti-
tion. Repetition appeared most often espe-
cially in peer interaction. Previous research
paid little attention to the frequent repeti-
tion used by non-native speakers which is a
common phenomenon in their interlanguage

development. Tin (2003) observed from his
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study that repetition is one crucial scaffol-
ding strategy to construct original or new
significant ideas and knowledge in group
discussion at college level. In Tarone and
Yule’s research on communicating strategies
in East-West interaction, they observed rep-
etition as a new type of strategy used with
two functions: the speaker appears to stall,
trying to find a word or phrase to express
and to provide the listener with another
chance to hear and process the information
(Tarone & Yule,1987). The present study
observed repetition used by speakers with
three functions: first, to stall and gain time
to think; second, to provide the listener an-
other chance to hear and process information
and third to emphasis certain message and
show emotions. Examples of self-repetition
with each function are as follows:

Function 1. Self-repetition to stall and
gain time to think

Example 6

110 Anna: What’s the tourist, what’s
the tourist attraction... ?

Function 2: Self-repetition to provide
the listener another chance to hear

Example 7

135 Andy: During the day, umm, climb
the mountain, climb.

Function 3: Self repetition to emphasis
and show emotions

Example 8:

85 Nancy: I mean,if, if we want to at-
tract the foreigners,we have to choose like,
umm, Tian’anmen Square, something like
that. But if it’s about Chinese, we have to
choose more nature points.

86 Andy: Yes,yes. (F)

87 Anna;(Turn to Nancy) You decide
it;you decide it. (F)

88 Andy:I have an idea;I have an ide-
a. We can blind the traveler for travel and
we can choose a place, Shandong province,
because, because it is the Chinese culture in
the first, the first in Shandong province. (F)

In Example 8, Nancy proposed an im-
portant question in their decision-making
process which the other two thought as very
important. After Nancy proposed her idea,
the other two all repeated their utterance
(“Yes,yes”“You decide it;you decide it”)as
a strong affirmative to her suggestion. When
their peers or teacher proposed an important
idea or provide a word or message they wan-
ted to express,the students tend to use rep-
etition,especially utterances like“yes/no” to
show their strong affirmation or rejection.
Sometimes the three functions may appear
together,as in Example 9.

Example 9.

68 Lily:I can,we can draw some pic-
tures, draw some pictures, umm, make it
easier to,to see...

69 Dara: So the first day ... noodles,
noodles.

70 Lily: &#l. A%, RMWEE, umm,
draw some pictures instead of the“airport”.

71 Dara:Oh,I got it,got it. (F)

72  Lily: So maybe we can draw a
plane,how to draw a plane?

(Drawing a plane, all laughing) Oh,
my god!

73  Dara: (Turn to Sandy) Can you
draw one? (R)

74 Lily:Can you draw a plane? (R)

75 Sandy:No,no,no. (F)
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76 Lily: B KA A7 HIEE KA
AR T .

77 Dara: Whatever, whatever, we
know that,we know that. (FC,DM)

In this dialogue, Lily proposed that they
can use pictures to make their plan clear. In
Line 68, Lily repeated her words to stall and
gain time to think how to express her idea.
Then in Line 69, Dara misunderstood Lily’s
meaning and repeated “ noodles” twice to
make sure if Lily meant this. In Line 70, Lily
used L1 to show negation and then ex-
plained her meaning in English,then in Line
71 Dara got Lily’s message and repeated her
words to show affirmation. Sandy and Dara’s
repetition in Line 75 and 77 all serves as the
third function. Among all the 154 incidences
of self-repetition in S-S interaction, self-rep-
etition with the first function amounted to
99 incidences, the second function 31 and the
third function 24. This seemed to suggest
that students tend to have more self-regula-
tion than other-regulation. The students

were trying hard to get their message
across, and they would repeat their words
rather than just abandon it. However, too
much repetition affected the fluency of com-
munication and the students’ simple repeti-
tion as feedback has also failed to encourage
and stimulate their peers’ thinking. It also
revealed that the students lack appropriate
knowledge to scaffold each other.

3.5.2 Providing a word or an idea

In most occasions, the students scaffol-
ded each other by providing a word or an i-
dea. In S-S interaction, when a student lin-
gering on an utterance or appealed for help,

the peers tried to supply appropriate words
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or phrases to complete the missing item.
The students appealed for help mostly on
lexical items. They used Chinese to ask their
peers“How to say or spell(a Chinese word)
in English?” and their peers will try their
best to offer help. Even when they were not

certain either,they gave feedback as well.

Example 10

196 Andy:OK,so this is Qingdao and
we can ...

197 Anna: Go beaches and the beer
festival. (P)

198 Andy:Beer...? (F)

199 Anna:Festival. (F)

200  Andy:Oh,beer festival,yes. (F)

201  Anna:And what’s this? (point to
the map)

202 Andy:I don’t know, we can, this is
a famous,a famous,famous place called J 11
i % (Longshan Spring). (F)

203 Nancy: E1L? BER#MKESE H
ok, R AT 42k B K 17K (Longshan? The
hot water in it will exude, water from the
Snow Mountain again!).

204  Anna: Do people go to the hot
spring ... (DM)

205 Andy:In summer? Umm., hot, hot

spring. (F)
206  Anna: i & (hot spring). (F)
207 Andy:Yeah... (F)
208  Anna: In summer? Don’t you?

Ok, you can,you can. (F,FC)

This extract presents a good example of
mutual scaffolding between peers. In Line
196, Andy stalled in his sentence to gain
time to think what they can do in Qingdao.
Then in Line 197, Anna completed his sen-

tence by giving a suggestion. Not hearing
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the word“festival”, Andy asked Anna to re-
peat it by giving the first word with a rai-
sing intonation. Thus the students co-con-
structed the first part. In Line 204, Anna
wanted to ask if people will go to the hot
spring in summer and Andy has already
guessed out the girl’s question, so he com-
pleted Anna’s sentence before she finished
her Line. However, Andy did not answer
Anna’s question immediately, instead he re-
peated the girl’s last word “hot spring” to
think it over since this is a new word to him
and he wanted to manage it. Anna regarded
it as a signal of non-understanding, so she
gave the Chinese expression of “hot spring”
immediately. In Line 207, Andy’s answer
“Yeah”in a stalling intonation can be both a
confirmation mark showing that he knew
the word and an answer to the girl’s ques-
tion. This answer was obviously unclear, so
Anna asked again in Line 208. With Andy
still did not give a clear answer immediate-
ly, Anna then answered the question herself
by repeating“you can,you can”. As the data
show, providing a word or an idea appears
more frequently in S-S interaction(15. 95 %)
than inT-S interaction (1. 05%). This is in
line with previous studies(Pica,et al. ,1995;
Garcia Mayo, 2005). All the provisions of-
fered by the students are ideas and words
not concerning linguistic items. This is simi-
lar to what Garcia Mayo(2005) reported that
students’ completion mainly focused on lexi-
cal items and not much on syntax building.
This again presents the communicative na-
ture of the task in which students care more
about meaning and content, not linguistic

forms.

3.6 Quality of some prominent scaffol-
ding categories in T-S interaction

3.6.1 Recruitment, simplifying the task,dem-
onstration

The most frequent scaffolding category
in T-S interaction is Recruitment(29. 58 %).
The teacher was very good at recruiting the
students’ interest and engagement in the
task. She used examples and easy questions
to recruit students’ participation and guide
them. Most often the three scaffolding cate-
gories of Recruitment (29. 58 %), Simplify-
ing the task(14. 79 %)and Demonstration(7.
40%)are embedded in each other. In group
work, the teacher tried to recruit every
student’s interest in the task and she made
sure that each student participated in the
conversation as in Example 11. In the inter-
view task with individual students, the
teacher recruited the student’s interest by
giving examples and simplifying the task.

Example 11:

240. Teacher: Tell me, tell me one each,
OK? So one-one, one-one, OK? Go ahead.
(RO

241. Wang Rong:Uh,uh,here, there are
two adults.

242. Teacher: And... go on. (F)

243. Wang Rong:And...

244. Teacher: Dara’s picture, Dara’s,
come onj;say the full sentence. (R)

245. Wang Rong: And here there
are one.

246. Teacher: There’s only one, OK.
(F)

247. Wang Rong: Only one. And in
this, in this branch, have, have eight, eight
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leaves and...

248. Dara: Ten,ten.

249. Wang Rong: Ten, oh, ten leaves
and here eleven.

250. Dara: Eleven.

251. Wang Rong: Eleven.

252. Teacher: Eleven, OK,Dara? (R)

253. Dara: Yes,we have...

254. Wang Rong: And here there are
only one flower and here are two

255. Teacher; Okay. Dara,your turn(R)

256. Dara: Yes, we have, I have six
stones on the road and he has just five.

257. Teacher:Excellent. (F)

258. Dara: And the fences,I have four,
and he has five.

259. Teacher:Okay. (F)

In this extract, the teacher was asking
the students to summarize their findings in
distinguishing the differences of their pic-
tures. The teacher first asked the students
to tell the differences one by one, and the
student Wang Rong answered the first
difference. After the teacher asked them to
go on, Wang Rong went on pointing the sec-
ond difference without noticing that it
should be Dara’s turn. So in line 244, the
teacher tried to recruiting Dara’s participa-
tion. But the teacher did not asked Dara to
answer directly;she just asked them to turn
to Dara’s picture, so Wang Rong went on.
During this process, Dara only joined in to
correct Wang Rong’s mistake. Then in
line252, the teacher directly asked Dara to
answer, Before Dara finished her words,
Wang Rong gave the answer. So the teacher

again asked Dara to participate more directly

in line 255 and gave positive feedback to
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Dara’s answer. We can see from this exam-
ple that the teacher paid attention to each
student and tried to recruit every student to
participate in the task.

In interviewing individual students, the
teacher scaffolded the students by recruiting
the students’ interest through a series of
questions. In asking those questions, the
teacher used demonstration to make the
question more clear and easy to understand.
And the three scaffolding functions of re-
cruitment, simplifying the task and demon-
stration can be embedded in each other, In
this way the teacher successfully encouraged
the students to extend the conversation and
at the same time maintained the direction of
the whole conversation.

3.6.2 Feedback and interpretive summary

The second frequent scaffolding category
in T-S interaction is Feedback(24. 29%). Most
of the time the teacher gave positive feedback as
confirmation to the students’ answer. Even if
the students’ answer was not what the teacher
intended to get, she still gave positive feedback
to encourage the students and then asked in an-
other way as in Example 12. Compared to the
simple repetition feedback in peer interaction,

”

the teacher gave feedback as“okay”, “right”and
she also gave feedback showing her interest. Al-
so the teacher interpretively summarized the
student’s answer to confirm and clarify; this
kind of scaffolding is also frequent with a per-
centage of 14. 08%. In this way the teacher
made sure each interview question was an-
swered clearly. This is different from the
students’ simple repetition in peer interaction

which cannot trigger their peers’ further ideas.

The teacher’s interpretive summary helped the
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student summarize their own ideas and acted as
a trigger to further ideas.

Example 12

40. Teacher: In order for you to learn
English well,what do you think is the most
important thing for you to do?

41. Wang Rong:I think,I can,I can,if I
learn it well, I, I, 'm able to communicate
with you

42. Teacher; Yeah, right. But what do
you need to do to learn it well? How do you
learn English? (F.DM)

43. Wang Rong: How do I learn Eng-
lish? [Um ... ]|Um,in,I learn, I learn Eng-
lish most in,in class,and after class. I often
listen to tapes and watch videos,watch vide-

os;sometimes I watch English movie...

4.Conclusion

The study examined how the Chinese
non-English majors received interactive as-
sistance of scaffolding from their peers and
the native English teacher and how they ne-
gotiated for meaning to reach successful
communication through scaffolding. The re-
sults suggest that when communicating with
peers, the students used both verbal and
non-verbal strategies to express their mean-
ing and they were able to assist each other
to reach mutual success. Both the more pro-
ficient and less proficient learners were able
and willingly to offer assistance to each oth-
er, but the learners sometimes offered cor-
rect knowledge, sometimes incorrect, and
other times they failed to scaffold their peers
because of limited knowledge. The native

English teacher was very good at recruiting

44, Teacher: So let me just summarize;
so you try to watch movies, listen to music.
(IS)

45. Wang Rong: Yeah.

The teacher asked the student what was
the most important thing to do in order to learn
English well; the student mistakenly understood
it as what was the most important thing in
English study and he answered that communi-
cation was important. In line 42, the teacher did
not deny the student’s answer, rather she gave a
positive feedback to it first and then asked the
question again in another way. This time the
student gave a very long answer with many
ways of learning English, so the teacher sum-
marized his answer briefly and was confirmed

by the student.

the students’ interest and participation in
the task. She used demonstration, task sim-
plification and direction maintenance to scaf-
fold the students and then gave positive
feedback and interpretively summarized the
students’ answer as confirmation and trigger
the students’ further ideas. The native Eng-
lish teacher seldom repaired the students’
grammatical mistakes in order to keep the
communication move on and encourage the
students to talk as much as they can. Still
the role of the teacher is clear, as the
students were more aware of their own mis-
takes and they paid more attention to their
language forms in interacting with the
teacher. In practical classroom learning and
teaching,both the teacher and the students’

awareness should be aroused on how to bet-
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ter scaffold the students, thus the students
may notice the gap in their knowledge and
gradually reach from other-regulation to

self-regulation.

References

[1]Ellis R. The Study of Second Language Acquisi-
tion[ M ]. Oxford: Oxford University Press,1994.

[2]Pica T, Lincoln-Porter F, Paninos D, et al. Lan-
guage Learners’ Interaction; How Does It Ad-
dress the Input, Output and Feedback Needs of
L2 Learners? [J] TESOL Quarterly, 1996, 30
(1).:59-84.

[3]Li Danli. Scaffolding Adult Learners of English in
Learning Target Form in a Hong Kong EFL Uni-
versity Classroom [ J]. Innovation in Language
Learning & Teaching.2012,6(2):127-144.

[4]Vygotskii L S. Mind in Society: The Development
of HigherPsychologicalProcesses [ M |. Cam-
bridge: Harvard University Press,1978.

[5]Lantolf J P, Appel G. Theoretical framework: An
introduction to Vygotskian approaches to second
language research[ M ]. Norwood: Ablex,1994.

[6]Gallimore R, Tharp R G. (1990). Teaching Mind
in Society: Teaching, Schooling, and Literate Dis-
course[ M]//Moll L. Vygotsky and Education;
Instructional Implications and Applications of So-
ciohistorical Psychology. Cambridge: CUP.

[7]Wood D, Bruner J S,Ross G. The Role of Tuto-
ring in Problem Solving[J]. Journal of Child Psy-
chology & Psychiatry,1976,17(2) ;89-100.

[8]Roehler L R, Cantlon D J. Scaffolding: A Power-
ful Tool
[M]//Hogan K, PressleyM. Scoffolding Student

in Social Constructivist Classrooms

Learning: Instructional approaches and issues.

60

Cambridge : Brookline Books,1997.

[ 9 ]Mitchell R, Myles F. Second Language Learning
Theories[ M]. London: Edward Amold,2004.
[10]Schegloff E A, Jefferson G, Sacks H. The Pref-
erence for Self-Correction in the Organization of
Repair in Conversation[ ] ]. Language, 1977, 53

(2):361-382.

[11]Kasper G. Repair in Foreign Language Teaching
[J]. Studies in Second Language Acquisition,
1985,7(2) :200-215.

[12] Pilar M D, Mayo G. Interactional Strategies for
Interlanguage Communication; Do They Provide
Evidence for Attention to Form? [ M]//Housen
A, Pierrard M. Investigation in Structured Second
Language Acquisition. Berlin: Walter, 2005.

[13]Hamilton H. Repair of Teenagers’ Spoken Ger-
man in a Summer Immersion Program[ M]//
Boxer D, Cohen A D. Studying Speaking to In-
form Second Language Learning. Clevedon;
Multilingual Matters,2004.

[14]Tin T B. Creativity, Diversity and Originality of
Ideas in Divergent Group Discussion Tasks: The
Role of Repetition and Addition in Discovering
“New Significant”, or “ Original ” Ideas and
Knowledge[ ] ]. Language®. Education, 2003, 17
(4) :241-265.

[15]Tarone E, Yule G. Communication Strategies in
East-West Interactions[ M ]// Smith L E. Dis-
course across Cultures: Strategies in World Eng-
lishes. Hemel Hempstead: Prentice Hall Inter-
national Ltd. ,1987.

[16]Pica T,Porter F L,Paninos D,et al. What Can
Second Language Learners Learn from Each
Other? Only Their Researcher Knows for Sure
[J]. University of Pennsylvania Working Papers
in Educational Linguistics,1995,11(1) :1-36.



Measuring Language Learner Autonomy:
Why and How

'WANG Beilei,”WANG Jie

School of Foreign Languages. Tongji University, Shanghai, China

"wangbellei@ tongji. edu. cn;’ jennywang88@126. com

1111111111111 1111111111111 1111111111111 1111111111111 1111111111 @11-

Abstract: This study reviews measurement of language learner autonomy (LA) pub-

lished in the ten core language journals in the past thirty-five years. The results reveal three

main research purposes for LA measurement, and its dynamic spiral development in the

past years. Some problems of language LA measurement are identified and a multi-dimen-

sional hierarchical framework for LA measurement is formulated. The feasibility, applica-

tion and adaptation of the emerging framework are to be elaborated together with realistic

constraints.
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1.Introduction

Since learner autonomy found its way in
the second language learning in 1979, its
measurement has never been an easy job for
“the variety of types and scope of learning
makes any attempt at its definition, analysis
and measurement problematic” ( Morrison,
2005,p. 270) and the“learners will generally
seek to please the teacher ... Put simply,
learners will give up their autonomy to put
on the mask of autonomous behavior” (Ben-
son,2001,p.52).

Quite a few researchers produced a cer-

tain influential LA instrument to measure
LA (O’'Malley and Chamot, 1985; Oxford,
1990; Cotterall, 1995; Xu, 2007; Hu, 2011;
Guo & Dai, 2013), but no single research
has been conducted to review LA measure-
ment except Lin’s (2014) analysis of LA
measurement since 1970s. Lin’s research is
meaningful in that she pointed out the para-
digm shift in LA assessment, but her study
was based on a limited number of relevant
research works. More studies embed meas-

urement as part of research methodology
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rather than take it as the research focus.

A small-scale survey among middle-
school teachers shows that all of them ac-
knowledge the significance of autonomous
learning, but only half of them have tried to
measure LA in different ways, assignment
checking,testing(written and oral) , questio-
ning, chatting via WeChat, using learner
profile and class observation. Most of meas-
urement is informal and related to learner a-

chievement as quite a few admit it is not eas-

2.Methodology

A mixed-methods approach is used to
answer the two questions. Firstly, the num-
ber of papers on LA measurement is counted
and categorized into different groups. Sec-
ondly, the main research findings in different
phases are depicted and analyzed to elicit
researchers’ perceptions about LA research.
In this way,both quantitative and qualitative

approaches are used.

2.1 Data collection

Despite the controversy about the defi-
nition of the term “learner autonomy”, the
research enthusiasm about LA has never
been on the decline. As a result, quite a lot
of the papers on LA have been published in
the ten core language journals in the past
thirty years(1981-2015).

The ten English journals are selected
according to Benson’s (2007 ) overview on
learner autonomy and Richards’ (2009) re-
view on qualitative research in language
teaching. They are Applied Linguistics,
Language Learning ,the Modern Language
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y to measure LA and learner attitude. How-
ever, evaluation has been accepted as one of
the key elements in language curricula and
programs ( Gardner and Miller, 1999; Rich-
ards,2001). In the hope of clarifying theo-
retical and practical issues about LA meas-
urement, this study. therefore, aims to an-
swer the following two questions from the
perspectives of researchers:
a. Why is learner autonomy measured?

b. How to measure learner autonomy?

Journal , TESOL Quarterly, ELT Journal,
Language Teaching, Language Teaching
Research , Language Testing s RELC Jour-
nal sand System. Papers are selected accord-
ing to the keywords related to LA, learner
autonomy , self-directed learning, independ-
ent learning,self-regulated learning develop-
ment like strategy instruction/training, self-
access, portfolio. These papers are collected
and stored in the endnote for the further an-

notations.

2.2 Data analysis

The papers about empirical studies are
then selected, while personal opinions and
book reviews are eliminated. Then the pa-
pers are coded in the form of annotations in
an effort to categorize purposes of using LA
measurement and methods of LA measure-
ment. If more than one purpose is explored
in a study, annotation goes to the primary
one. The different methods of LA measure-
ment are also counted to see the trajectory

and trend of its development.
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3.Results

3.1 LA measurement and research

types

The results show that the papers on LA
amounted to 196 till Year 2015 and the
number of papers has been on the increase in
the past years, which conforms to the find-
ings of Xu and Zhu(2013). The number of
the papers published in System and ELT
Journal ranked first and second, 64 and 40
respectively.

After the personal opinions and book
reviews are excluded, the rest papers can be
divided into four categories: LA overviews,
LA surveys, LA longitudinal studies and in-
struments of LA measurement. The expan-
sion of LA measurement,as shown in Table
1, reflects that LA research has gained in-

creasing popularity and maturity in the past

years. .
Tab.1 LA measurement for diverse research purposes
1981— [ 1986— [ 1991— | 1996 — | 2001 — | 2006 — [2011—
1985 | 1990 | 1995 | 2000 | 2005 | 2010 | 2015
O o 1 4 1 2 6 4
Il 0 0 1 0 1 2 1
S| 0 2 2 4 4 8 12
Ll 1 2 3 3 4 11 13
T 1 5 10 8 11 27 30
Note:O= overview; S= survey; L. = longitudinal study; 1=

instrument; T= total

Table 1 reveals most of LA measure-
ment was included in LA surveys or longitu-
dinal studies to investigate either the status

quo of learner autonomy or the effectiveness

of LA treatment or intervention. In LA o-
verviews, LA measurement was mentioned
as part of literature review rather than de-
scribed in detail. Few studies focused on the
development of an instrument. That is, LA
measurement is more often used as part of
methodology instead of a research topic or

focus.

3.2 LA measurement and research

Generally speaking, LA measurement
can be divided into three types: qualitative
method, quantitative method and mixed
methods. All the methods are on the rise in
number, particularly, mixed methods ( See

Tab. 2).

Tab.2 LA measurement and research methods

1981— [ 1986— [ 1991— | 1996 — | 2001 — | 2006 — [2011—
1985 | 1990 | 1995 | 2000 | 2005 | 2010 | 2015
Al 0 1 2 4 5 12 8
Bl 0 2 3 2 3 6 12
M 1 1 1 1 1 3 6
1 4 6 7 9 21 26

Note: A= qualitative method; B= quantitative method; M=

mixed methods; T=total

Quantitative measurement usually takes
form of questionnaires. In practice,research-
ers might directly borrow or adapt a well-ac-
cepted questionnaire with high validity and
reliability,such as the frequently cited SILL
by Oxford(1990) ,or still some might devel-
op a new questionnaire from a new theoreti-
cal perspective and new LA constructs by
integrating and referring to the question-
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naires available. While qualitative measure-
ment is more often related to the methods
like interviews, diaries (journals), self-as-
sessment, case study.

Specifically, in different periods, LA
measurement had different focuses. From
1981 to 1990, researchers explored defini-
tions and adopted qualitative methods to in-
vestigate the status quo of LA. During this
period,the use of learning strategies was re-
garded as an essential element for an auton-
omous learning. Therefore, researchers
mainly employed some qualitative methods
elicit the strategies used by learners and
then categorized according to a certain psy-
chological or cognitive theory. For instance,
O’Malley and Chamot(1985)used interviews
to collect learning strategies and grouped
them into metacognitive,cognitive and socio-
affective strategies by following information
processing theory.

The period between 1991 and 2000 saw
a surge in the quantitative studies on LA
measurement. Apart from frequent use and
like

SILLL,a variety of questionnaires came out

validation of existing questionnaires

based on diverse LA constructs (Cotterall,
1995; White, 1995). However, skill-specific
strategies were extracted qualitatively(Goh,
1998). Meanwhile, more approaches to culti-
vate learner autonomy were sought, self-ac-
cess, portfolios along with the formative as-
sessment.

Since 2001, LA research grew more mature
from static to dynamic, from fixed to flexible
with diverse models. Researchers like Benson
(2007) came to realize different levels of LA and
possible approaches to foster LA. Quantitative
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studies became more refined in that researchers
kept revising existing instruments ( Hsiao &
Oxford, 2002) and developing new instruments
(Tseng ,Dornyei & Schmitt, 2006 ; Vandergrift,
Goh, Mareschal &. Tafaghodtari , 2006 ; Macaro
&. Erler,2008). As a result, almost every type
of skill-specific strategies was available. Still in
this period of time,quite a few researchers real-
ized the significance of metacognition for LA
development and measured it in their research
(Rivers, 2001 ; Goh, 2008 ; Zhang, 2010 ; Huang ,
2010) either quantitatively or qualitatively. Dy-
namic assessment was conducted in self-access
centers as well(Malcolm, 2004 ; Morrison,2005)
with more participants involved in the whole e-
valuation process. Portfolio and blogs were used
both as a means of LA development and a
means of assessment in various settings (Nied-
er, 2004; Little, 2005, 2009; Cummins &
Davesne,2009)in the trend of LA globalization
(Schmenk,2005).

Since 2011, dynamic complex theories have
exerted great influences on LA measurement.
More attention has been paid to the individual
learners’ language development rather than a
large group, therefore, qualitative approaches
were rejuvenated in in-depth interviews and
narrative approaches. To some extent, LA
measurement came from individual studies for a
set of accepted criteria and feasible guidance,
and went back to individual studies for aware-
ness of individual uniqueness and potential de-
velopment. In this period, more questionnaires
were available to testify the effectiveness of
strategy instruction as is depicted in Vandergrift
&. Cross(2015). Researchers used multi-modal
approaches to track learning process and meas-

ure learning progress ( Cross, 2014; Huang,
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2014 ; Gunning &. Oxford, 2014 ; Moeller, Thei-
ler & Wu, 2012; Ziegler, 2014; Lam, 2015) in
developing different skills. Metacognition and
readiness continued to draw research interests
and be measured (Nguyen & Gu,2013; Ahmad
&. Razeq,2014).

To sum up, LA measurement has be-
come diversified with more modes and ap-
proaches, participants and factors involved.
LA measurement seems to be circular,
coming from individual studies in a qualita-
tive approach, and going back to individual
studies in a qualitative approach. But as a
matter of fact, there is no denying quantita-
tive methods have grown mature in the past
years to gain an insight into status quo a-
mong a group of learners,and more concerns
have been shown over individual develop-
ment and potentials. Therefore, to some ex-

tent it is more like a spiral, keeping rising

and progressing.
3.3 Framework of LA measurement

The studies on LA measurement are
suggestive that LA measurement is complex
and dynamic, as is illustrated in Larsen-
Freeman and Cameron(2008). LA measure-
ment has received impacts from emerging
theories, models, LA constructs, and factors
in the learning process.

Though some researchers endeavor to keep
pace with the development of the society and
theoretical development by revising and impro-
ving their instruments, still it is not uncommon
that some researchers measure LA in a some-
what arbitrary way. They may use the instru-
considering

ment available directly without

whether the context and learners are similar to

those of the original study;or they may adapt a
certain instrument out of no reason;or they will
design an instrument without elaborating its
theoretical underpinning and sources of inspira-
tion. Therefore, it is necessary to work out a
framework incorporating some essential parts
for those interested in LA measurement to help
them find out an appropriate way, be they
learners, teachers or researchers. The dimen-
sions of the framework are conceived out of the
research design.

As is shown in Table 3, the three-tiered
framework illustrates the interrelations be-
tween theories in different tiers,the learning
theories and SLA theories are influenced by
linguistics, and theories from other disci-
plines. The LA model is developed by com-
proposed by Benson
(2001)and Oxford(2003).

bining the models

Unavoidably, LA constructs are decided
by theories and perspectives of the model. In
this study., LA elements are extracted from
previous studies in LA measurement in sec-
tion 3. 2. The more frequently the elements
are measured, the more significant they are.
Roughly,some are considered core elements
and some might be peripheral ones depen-
ding on the research purpose, setting and
culture. That means this is a multi-dimen-
sional multi-tiered framework. LA develop-
ment and measurement is no longer left to
learners themselves, instead, it may inevita-
bly interact with other people, tools, socie-
ty. For instance, Benson (2013) places em-
phasis on digital literacy,which he considers
to exert great effects on LA, therefore,
learners’ use of their digital devices may

play a pivotal role in LA development and
65
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LA measurement itself

Tab.3 Three-tiered framework of LA measurement

Tier 1 Tier 2 Tier 3
Learning theories, SLA theo- L Trans-disciplinary theo-
Theory . Linguistics .
ries ries
Model Psycho-cognitive Technical, Socio-cultural Political-critical
. . Strategy training , Mediation from | Contexts (schools, socie-
LA Element | Meta-cognition, Readiness
peers, teachers or other people ty and cultures)
Feature Independence Inter-dependence Inter-dependence

This framework is supposed to provide
a preliminary idea for those who intend to
measure or evaluate learner autonomy.
When a researcher plans to measure autono-
mous language learning, he or she is sup-
posed to consider the theoretical underpin-

nings, constructs of LA,relevant perspective

4.Conclusion

Drawing on the research on LA meas-
urement in the past thirty-five years, we
three-tiered

propose a multi-dimensional

framework to measure autonomous foreign
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(s),and then narrow down to the elements
to be measured. That is, for difference re-
search purposes,different measurement may
be used even for the same learner. Still more
specifications and examples are to be provid-

ed to increase its applicability.

language learning in the Chinese context. Its
feasibility and applications, however, await
and discus-

further validation, examples

sions.
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Abstract: The purpose of this study is to investigate and compare Iranian and Chinese
EFL learners’ perceptual learning styles with their age,gender,and years of study English.
The total sample of the subjects,including 331 EFL learners(46. 5% Chinese and 53. 5% Ira-
nian) ,filled the Perceptual Learning Style Preference Questionnaire (PLSPQ). Descriptive
and inferential statistical analysis showed that Iranian EFL learners are more visual and au-
ditory,while Chinese EFL learners prefer tactile and kinesthetic styles. The study results
regarding ages and degrees ( Masters and Bachelors) revealed that older learners and
students of a Master degree prefer more perceptual learning styles. Also,there is no signifi-
cant difference of scores of the scale found between females and males. At the end some im-
plication is considered.

Keywords: Learning styles,Perceptual preferences, Modality,Iranian,Chinese
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1.Introduction

”

With traditional approaches of teaching ty”. In the teacher-centered approaches, the

English to EFL. and ESL learners, the teacher is
the only active participant in presenting materi-
als,and responsible factor,while learner-centered
approaches include learners’ effort for their own
learning. According to Cheng(2000),“In a teach-
er-centered teaching and learning environment,

the learners are doomed to reticence and passivi-

teacher uses monologues to facilitate learning,
and less attention is paid to the learners. Gradu-
ally from DM, GTM, and Audio-lingual Method
to Communicative Language Teaching , the great
change was emphasized on the role of the learn-
ers. This change leads to learners’ autonomy in

its strongest form, i. e. , the ability to conduct,
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monitor,evaluate, and check the learning and its
processes become the responsibilities of the indi-
viduals. In learning a language,to become auton-
omous, learners experience special training; for
instance, language learning strategies training,
“aptitude and attitude, concepts,assumptions and
beliefs, which in turn affect learning styles, which
itself,as many researchers in the field maintain,
affects choice of learning strategy” (Hurd, et al. ,
2001). Language learning strategies are closely
linked to learning styles. Another trend is to be-
come aware of the learners’ learning styles. Spol-
sky(1989)mentioned that“the difference between
learning styles and learning strategies is the level
of intentionality and awareness” (as cited in Bai-
ley, et al., 2000). Different students learn in
many different ways (Price, et al. , 1977). Matc-
hing learning condition to learning style prefer-
ences leads to success than a single type of in-
struction( Tight, 2010). Also, “students who are
taught by their own styles score higher on tests
and factual knowledge, have better attitudes, and
are more efficient” (Price, et al. ,1977). Learning
style is viewed from a different perspective by
Dérnyei(2005) , who puts learning styles in the
classification of individual differences. “ Among
the various IDs that exist, learning styles appear
to be especially significant due to the way they
mediate between personal characteristics and
learning outcomes” (Tight,2010). One of the pre-
liminary stages for teachers to teach and learners
to learn is understanding language learners’
learning styles. For example, some learners are
auditory and some are visual learners,and so the
medium of instructions to these groups can be u-
sing audios for the former group, and studying
charts for the latter group. In a more “student-

centered approach,researchers have explored the

68

relationship of learning styles to second language
acquisition” (Rossi-Le, 1989). Dunn (1990 ) men-
tioned that 3/5 of a learning style was deter-
mined by genetics,and the remaining 2/5 by out-
side factors (as cited in Rhoads and Gough,
2005). External factors,such as nationality (Grif-
fiths, 2008 ), culture ( Nelson, 1995), teaching
styles, kind of tasks, and educational system, or
context(Semeijn and Velden,1999)also affect the
individual’s learning style. It means that learners
have different learning styles not just in the
genes that they received from parents, but be-
cause of the different experiences that each of
them gained; this is what Kinsella (1995) called
nature and nurture. Guild (1994) commends that
most researchers believe that learning styles are a
function of both nature and nurture. “Each child
has a personal learning style that results from in-
nate tendencies and environmental experiences”
(Fierro, 1997). Many educators emphasized on
the role of culture in learning styles (Dunn, et
al. , 1990; Elaison, 1995; Hyland, 1993; Melton,
1990 ; Nelson, 1995 ; Oxford, et al. ,1992). For ex-
ample,in contrast to Iranian society that features
competitiveness, especially among students in ac-
ademic settings (Naserieh &. Sarab, 2013), Chi-
nese learners are from a cooperative(i. e. ,collec-
tivist) culture, where group is constant for a much
longer period of time (Nelson, 1995). Rossi-Le
(1995)accentuates the role of perceptual learning
styles in learning process that is neglected,espe-
cially in English learning of adults. But very little
study has been done to identify the Iranian
learners’ learning styles (Bidabadi &. Yamat,
2010) ,not only due to the paucity of research on
learning style preferences of both Chinese and I-
ranian EFL learners at the university level, but

also because learning styles are context-depended
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(Naserieh &. Sarab,2013). Hence the aim of the

study is to investigate and compare Iranian and

2.Literature review

While research on learning styles refers
back to five decades ago, the origins are
traced back much further (Cassidy, 2004).
Although research on learning styles comes
and goes, it has a long and varied history
( Sternberg &. Grigorenko, 1997 ). The
movement of learning styles from psychol-
ogy to language learning was done by Wit-
kins, who brought the concepts of field de-
pendent and field independent in 1962 (Win-
tergerst,et al. , 2001). Before Witkins, Jung
(1923)coined a theory of psychological types
by which two attitudes(extraversion and in-
troversion) , two perceptual functions (intui-
tion and sensing) and judgment functions
( thinking introduced
( Sternberg & Grigorenko, 1997 ). Keefe

and feeling ) were

(1979) defines learning styles as“cognitive,
affective, and physiological traits that are
relatively stable indicators of how learners
perceive, interact with and respond to the
learning environment”. Brown(2007) defines
learning styles as“consistent and rather en-
during tendencies, or preferences within an
individual”. One of the subcategories of sen-
sory preferences is the perceptual learning
style(Dérnyei, 2005 ; Reid, 1995). Perceptual
the

modes, or learning channels through which

learning styles “ concern perceptual
students take information (Dérnyei, 2005).
Every learner not only has some cognitive
styles among bipolar dimensions,or multidi-

mensional of cognitive styles, but also pos-

Chinese EFL learners’ perceptual learning styles.

sesses some learning styles among sensory
and social dimensions (Oxford, 2003). Dunn
and Dunn(1974;1992) put perceptual learn-
ing styles under the category of physiologi-
cal characteristics that learners need to
know(as cited in Price, 1977 ; Dunn, 2000).
Dunn,et al. (1993) classified learning styles
into five categories:

1. The classroom environment

2. Emotionally

3. Sociological

4, Physiological strengths(auditory, vis-
ual, kinesthetic memory, intake—the need
for snacks, or liquid while learning, time-of-
day energy levels,and the need for mobility
versus passivity)

5. Processing inclinations

There are five of perceptual

types
learning styles. (Tab. 1)

1. Auditory learners: LLearnmore effec-
tively through the ear(hearing)

2. Visual learners: Learning more effec-
tively through the eyes(seeing)

3. Tactile learners: LLearning more effec-
tively through touch(hands-on)

4. Kinesthetic learners: Learning more
effectively through concrete complete body
experience(whole-body movement)

5. Haptic learners: Learning more effec-
tively through touch and whole-body in-
volvement
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Tab. 1

Activities that learners with different sensory preferences like(Dornyei, 2005 ;

Felder & Henriques1995;Kinsella, 1995 ; Kroonenberg, 1995 ; Reid, 1987 ;
Oxford, 2003 ;O0xford & Alderson,1995;Pritchard,2009;Tight,2010)

Perceptual learning L
Activities
styles
Reading, studying charts, seeing images,looking at concrete objects,and perhaps
Visual even imagining mental pictures,diagrams, graphs, maps, posters and displays, time-
lines, films,demonstrations
. Audio tapes, lectures, conversations, oral directions, discussion, role-plays.,
Auditory o
and recitation
Working with tangible objects, media,and collages
Physical activities, field trips
Hands-on . . . . . .
. . . Manipulating objects and other practical, first-hand experience
(kinesthetic and tactile) L ) . . .
Such learners generally find it helpful to do things like tap their pencil, walk a-
round,underline,or even ride a stationary bike while studying.

3.Current perspective

Hyland (1993) examined 440 students’
perceptual learning styles at 8 universities in
Japan. The findings showed that Japanese
students preferred auditory, tactile, kines-
thetic, and individual learning as minor
styles. No major style was identified. The
results also showed that female students

demonstrated stronger preferences than
males in each modality. Banisaeid and Huang
(2015) studied 204 Iranian EFL learners’
perceptual learnings tyles, and the results
showed that Iranian EFL learners prefer all
perceptual learning style preferences, viz. ,
auditory, visual, kinesthetic,and tactile.

Rossi-Le (1995 ) studied 147 adult
immigrants’ perceptual learning styles (Chi-
nese, L.aotian, Vietnamese, Spanish, Cambo-
dian, Japanese, Polish, and Korean). Using
PLSPQ.,she found major learning style pref-
erences for tactile and kinesthetic modes and
group learning. Reid (1987) explored percep-
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tual learning style preferences among 43 u-
niversity-affiliated English programs in the
United States, where, 1, 234 students from
98 countries strongly preferred kinesthetic
and tactile learning styles. Chinese learners’
style preferences were kinesthetic, tactile,
auditory and visual learning. “When consid-
ering all the different types of learning
styles,one must also consider culture” (Fier-
ro,1997).

Rao(2000) studied 30 Chinese students’
perceptions of communicative and non-com-
municative activities in the EFL classroom.
Rao mentioned:

“ Twenty-five subjects reported that
their traditional learning styles and habits
had prohibited them from being actively in-
volved in communicative activities. As
students have already been in school for at
least 12 years by the time they enter univer-

sity, they have become accustomed to the
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traditional language teaching style, which is
dominated by a teacher-centered, book-cen-
tered approach and an emphasis on rote
memory” (p. 96).

On the other hand, Naserieh and Anani-
Sarab ( 2013 ) mentioned that individual
differences are often ignored in Iran, where
there is an EFL setting.

“As for Iranian context, learning Eng-
lish as a required course starts at the second
year of guidance school and continues up to
the end of high school. However, due to dif-
ferent factors, such as the content of the
textbooks,teachers’ methodology and the e-

valuation system, high school students do

not learn much English. The researchers

4.Methodology

4.1 Research questions

Is there any significant difference be-
tween perceptual learning styles of Chinese
and Iranian EFL learners?

1. Do degrees ( Masters or Bachelors)
have any effect on Iranian and Chinese EFL
learners’ perceptual learning styles?

2. Is there any significant relationship
between age, and Iranian and Chinese EFL
learners’ perceptual learning styles?

3. Is there any significant relationship
between gender, and Iranian and Chinese

EFL learners’ perceptual learning styles?

4.2 Subjects

Three-hundred Chinese
(154)and Iranian(177) EFL learners, who study

and thirty-one

English as their second language, at Zhejiang

foud that most of their students did not have
any successful English learning experiences,
or they had an extreme fear of learning Eng-
lish when they were in junior high school”
(Tabatabaei & Mashayekhi,2013,p. 246)
Oxford(1995) declares that there is lit-
tle or no research that investigates gender
differences in visual and auditory styles.
This study aims at finding out the perceptu-
al modalities of Chinese and Iranian EFL
learners. It is a comparative study in the case
of Chinese and Iranian EFL learners,i. e. ,to
compare sets of data taken from two groups
of Chinese and Iranian EFL learners regard-

ing ages,gender,and degrees.

University and Azad University of Tehran
(Central Branch) took part in the study. Their
native tongues are Chinese and Persian. They
study English as a major at the universities.
Both bachelors’ and masters’ degrees are cho-
sen. They are chosen from the majors: English
translation, literature, teaching, linguistics, and

applied linguistics. Their mean age is 24.

4.3 Instrument

At first, there are seven questions(PL-
SPQ) regarding the characteristics of the
learners: name, age, e-mail, sex, degree, and
major. The scale was developed by Joy Reid
in 1987, who designed the survey to study
the learning styles of ESL learners. The sur-
vey helped the students assess and deter-
mine their own preferred learning styles
from among the six main learning style pref-
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erences: visual, auditory, tactile, kinesthetic,
group and individual(Reid,1987). The ques-
tionnaire consists of 30 items which was de-
signed to elicit the six perceptual learning
style preferences. The questionnaire is five
Likert-point scale through which learners
respond from strongly disagree(1)to strong-
ly agree(5). Subjects are asked to consider
such statements as“When the teacher tells
me the instructions I understand better”;
“When I do things in class, I learn better”;
“When I read the instructions, I remember
them better”; “When I work alone, I learn
better”. Since the subjects’ major is Eng-
lish, they are proficient enough to under-
stand the statements and hence the re-
searchers did not translate the questionnaire

into Chinese and Persian.

4.4 Procedure and data analysis

The participants were chosen randomly

5.Results

5.1 Descriptive statistics

The mean scores for auditory and visual
modalities of Iranian EFL learners fell into

the major category,while the mean scores of

from two universities in China and Iran dur-
ing one year study. Then they were given
the scale. In Azad University at Central
Tehran, 201 questionnaires were distributed
between the learners, but 177 of them were
used in the study. Some did not return them
back,and some did not answer all the items.
In China, 170 questionnaires were distribu-
ted and 154 were filled completely. The time
for responding to the scale was 15 minutes.

The data with respect to students’

learning styles were collected through PL-
SPQ. The data were analyzed by the Reid’s
(1995) scoring procedures, i. e. , giving nu-
meral value to each answer and categorizing
major learning style, minor learning style,
and those learning styles that are more neg-
ligible. Then the data were analyzed by u-
sing the SPSS software. Both descriptive and

inferential statistics are considered.

the other perceptual learning styles fell into
minor category(Tab. 2). This shows that I-
ranian EFL learners prefer activities that in-

volve both reading and listening.

Tab. 2 Descriptive Statistics of learning style preferences of Iranian EFL learners(N=177)

Mean Std. Deviation Minimum Maximum Type

Auditory 18.16 4.017 8. 00 25.00 Major
Visual 18. 22 3.657 9. 00 25.00 Major
Kinesthetic 17.76 4. 000 5. 00 25.00 Minor
Tactile 17. 20 4,243 7.00 25.00 Minor
Group 15.58 5.516 5.00 25.00 Minor
Individual 17.68 4. 449 5. 00 25.00 Minor

Note. 12. 5 or less=Negligible;12. 5 to 18 =Minor;above 18= Major.
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The mean score for learning style pref- fell into minor category(Tab. 3). This shows
erence of tactile of Chinese EFL learners fell that Chinese EFL learners prefer activities
into the major category, while the mean that involve working with tangible objects
scores of the other perceptual learning styles and manipulation.

Tab.3 Descriptive statistics of learning style preferences of Chinese EFL learners(N=154)

Mean Std. Deviation Minimum Maximum Type

Auditory 17.35 3.019 10. 00 25.00 Minor
Visual 17. 24 2.908 6.00 25. 00 Minor
Kinesthetic 17.95 3.228 10. 00 25.00 Minor
Tactile 18. 09 3.602 9. 00 25.00 Major
Group 15.73 3.915 6. 00 25.00 Minor
Individual 17.25 3.925 7.00 25.00 Minor

Note. 12. 5 or less= Negligible;12. 5 to 18. 5= Minor;18. 5 and above= Major.

. L related to the auditory learning style prefer-

5.2 Inferential statistics ,
ence. The result of the t-test revealed a sig-
Six separate independent-sample t-tests nificant difference in scores in favor of Irani-
were run to investigate whether the Iranian an(M=18. 16,SD =4, 02) when compared
and Chinese participants perform differently with Chinese learners (M =17, 35, SD = 3.
on each of the six subscales on the Perceptu- 02),t(329)=2. 11, p=. 036. This indicates
al Learning Style Preference Questionnaire.  that Iranian participants were more oriented
An independent-sample t-test was con- toward auditory learning styles than their

ducted to check whether there is a difference Chinese counterparts(Tab. 4).

between the groups in terms of the scores

Tab.4 Independent sample t test for learning style preferences according to different nationalities(N=2331)

Iranian Chinese 95% Confidence Interval
(N=177) | (N=154) . a | e of the Difference
(2-tailed)

M SD M SD Lower Upper

Auditory 18.16(4.017(17.35[3.019| 2.111 329 . 036 . 055 1.581
Visual 18.2213.657(17.24(2.908| 2.713 329 . 007 . 269 1. 690
Kinesthetic 17.76(4.000(17.95(3.228| —.482 329 . 630 —.973 . 590
Tactile 17.20(4.243|18.09(3.602|—2.060 329 . 040 —1.736 —.039
Group 15.58(5.516|15.73(3.915| —. 281 329 L1779 —1.171 . 879
Individual 17.68(4.449(17.25(3.925| .913 329 . 362 —. 489 1. 337

Also an independent-sample t-test was between the groups in terms of the scores

run to check whether there is a difference related to the visual learning style prefer-

73



MBS (2016 SFH4550)

ence. The result of the t-test revealed a sig-
nificant difference in scores in favor of Irani-
an(M =18, 22, SD=3. 65) when compared
with Chinese learners (M = 1. 24, SD = 2.
90),1(329)=2.71,p=. 007. This indicates
that Iranian participants were more oriented
toward visual learning styles than their Chi-
nese students. Another independent-sample
t-test was run and the result showed a sig-
nificant difference in scores in favor of Chi-
nese(M=18. 09,SD=3. 60) when compared
to Iranian learners(M =17, 2,SD=4, 24),t
(329) =-2. 06, p =. 040. This shows that
Chinese students prefer more tactile style
than their Iranian counterparts.

The students of Master of Arts perform
better on the questionnaire. That is to say,
the mean score of the perceptual learning
styles of them is higher than that of the
students of Bachelor of Arts. This shows be-
ing involved in the learning situations and
academic contexts is one factor that affects

perceptual learning styles. The students of

students of Bachelor of Arts are more orien-
ted to work in groups. P value in all the
learning styles except individual learning is
less than. 05 (see Tab. 5). Independent-sam-
ple t-tests were conducted to check whether
there is a difference between master and
bachelor students in terms of the scores re-
lated to the auditory, visual, kinesthetic,
tactile and group learning styles. The result
of the t-tests revealed a significant difference
in scores in favor of master students(M =
18. 16, SD = 4. 02) when compared with
bachelor learners. This indicates that master
students were more oriented toward audito-
ry(M=18. 45,SD=3.59),1(329) =3. 140.p
=.002, visual (M = 18. 49, SD = 3. 43), t
(329)=3.713,p=. 000, kinesthetic(M=18,
49,SD=3. 759),t(329) =2. 979, p= 003,
tactile(M=18. 97,SD=3. 891),t(329) =6.
031,p=.000 and group learning styles(M=
16.83,SD=4. 230),t(329) =4. 227, p=.
000 than their bachelor counterparts ( Tab.
5).

Master of Arts in comparison to the
Tab.5 Independent sample t-test for learning style preferences according to degree differences(N=331)
MA BA 95% Confidence Interval
(N=178) (N=153) t df Sig. of the Difference
(2-tailed)
M SD M SD Lower Upper
auditory 18.45(3.598(17.21|3.524| 3.140 329 . 002 . 460 2.003
visual 18.4913.439|17.14|3.170| 3.713 329 . 000 . 634 2.064
kinesthetic 18.493.759(17.30(3.484| 2.979 329 . 003 . 402 1.970
tactile 18.97(3.891|16.46(3.680| 6.031 329 . 000 1.693 3.332
group 16.83 (4. 757 |14.64|4.674| 4.227 329 . 000 1.174 3.218
individual 17.05(4.230(17.85|4.174|—1.717 329 . 087 —1.706 . 115

Since the mean age

(Tab. 6).

74

of the subjects’ is 23. 97, the researchers regard 24 as the cut-point



Learning Styles among Non-Native Speakers: A Comparative Study of _

Chinese and Iranian EFL Learners’ Perceptual Learning Styles

Tab. 6 Descriptive statistics of students’ age

N Minimum Maximum Mean Std. Deviation
age 300 18. 00 51. 00 23.97 5.990
Valid N (listwise) 300

Independent-sample t-tests were con-
ducted to check whether there is a difference
between the groups (those with age 24 and
above and those with the age of less than
24) in terms of the scores related to six
learning style preference. The result of the
t-test revealed a significant difference in
scores in favor of older students(auditory M
=18.46,SD=3. 96,d{(298) =2. 54,p=.
012,visual M=18. 20,SD=3. 540,d{(298)
=2.182,p=.030,kinesthetic M=18. 41,SD
=3.884,df(298) =2. 296, p=. 022, tactile
M=18.72,SD=3.995,d{(298) =3. 738, p
=. 000, group M = 16. 37, SD = 5. 368, df
(298)=2.031)when compared with younger

students Cauditory M =17. 30, SD= 3. 304,
visual M=17. 32,SD=3. 187, kinesthetic M
=17.42,SD=3. 391, tactile M=16. 96, SD
=3. 802, group M =15. 12, SD=4. 509).
This indicates that older students were more
oriented toward auditory, visual, kinesthet-
ic, tactile, group the learning styles than
those with the age below 24. Mean scores of
perceptual learning styles of those with age
24 and above are higher than those with the
age of less than 24. This shows that age is
one of the main factors which affect percep-
tual learning styles,since older learners have

more experience(Tab. 7).

Tab.7 Independent sample t-test for learning style preferences according to age differences(N=300)
>=24.00 <24.00 95% Confidence Interval
(N=103) | (N=197) . df Sig. of the Difference
(2-tailed)
M SD M SD Lower Upper
auditory 18.46(3.965(17.30(3.304| 2.546 298 .012 . 261 2.061
visual 18.20(3.540(17.32(3.187| 2.182 298 . 030 . 086 1.671
kinesthetic 18.41(3.884(17.42(3.391| 2.296 298 . 022 . 142 1. 849
tactile 18.72(3.995(16.96(3.802| 3.738 298 . 000 . 832 2.684
group 16.3715.368(15.12(4.509| 2.031 298 . 044 . 035 2.478
individual 17.19(4.300(17.60[4.157| —.801 298 .424 —1.416 . 596

An independent-sample t-test was con-
ducted to check whether there is a difference
between the groups (female and male) in
terms of the scores related to the individual
learning style preference. The result of the

t-test revealed a significant difference in

scores in favor of males(M=18. 32,SD=4,
148) when compared with female learners(M
=17.16,SD=4. 158),t(320) = — 2. 256, p
=.025. This shows males were more orien-

ted toward individual learning than females

(Tab. 8).
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Tab. 8 Independent sample t-test for learning style preferences according to gender differences(N=322)
female Male 95% Confidence Interval
(N=230) (N=92) t df Sig. of the Difference
(2-tailed)
M SD M SD Lower Upper
auditory 17.7213.479(17.68|3.808| .084 320 . 933 —. 830 . 904
visual 17.87(3.202|17.38|3.548| 1.221 320 . 223 —. 304 1.299
kinesthetic 17.8013.718(17.93(3.324| —. 283 320 777 —1.002 . 750
tactile 17.5113.912|17.81(4.010| —.613 320 541 —1.254 . 658
group 15.5414.739|15.82(4.782| —.475 320 . 635 —1.431 875
individual 17.1614.158|18.32|4. 148 | —2. 256 320 . 025 —2.165 —. 147
ceptual learning style, and the results

5.3 Discussion

The findings of the study showed that
Iranian EFL learners prefer activities that
involve both reading and listening that are
correspondent to the visual and auditory
modes.

Furthermore, the study of Tabatabei
and Mashayekhi (2013) found that Iranian
EFL learners preferred visual and auditory
learning styles. The result of the study is
dissimilar to the study by Naserieh and
Sarab (2013), who explored the perceptual
style among Iranian graduate students by u-
sing PLSPQ. The questionnaire was transla-
ted into Persian. One-hundred thirty-eight
subjects from different faculty groups par-
ticipated in the study. The findings showed
that the participants favored kinesthetic and
tactile modality,and group learning style. In
contrast to Iranian EFL learners, Chinese
EFL learners prefer tactile and kinesthetic
styles, so they learn best by working with
tangible objects and other practical, first-
hand experiences. The findings of the study
were consistent with the study by Melton
(1990) who explored Chinese students’ per-
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showed that Chinese students preferred kin-
esthetic, tactile,and individual learning style
preferences. The finding was also in line
with study by Reid (1987) who found that
Chinese learners’ style preferences were kin-
esthetic, tactile, auditory, and visual learn-
ing.

The finding of the study, by Rossi-Le
(1995), was that Chinese students demon-
strated very strong learning style prefer-
ences for visual learning. This finding con-
tradicts the current study.

Based on the gender differences, there
was no difference between the mean scores
of perceptual learning styles of males and fe-
males. This is in line with the study of
Tabatabei and Mashayekhi(2013)who found
that gender did not affect learning style
preferences. The results can be deduced that
age and degree have strong impact on the
perceptual learning styles of both Iranian
and Chinese EFL learners,i. e. , the higher
the age and degree, the more perceptual
learning styles are preferred. As was men-
tioned in the introduction, perceptual learn-

ing styles are affected not only by the genes
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a person receives from parents, but also by
the experience one gains during his/her life;
and these two discriminate any individual
from others. More exposure to input, learn-
ing situations,and academic contexts are ef-
fective in gaining experience, and enhancing
background knowledge. Anderson(1988) ar-
gues that different cultures produce differ-
ent learning styles. He also mentions socio-

cultural, and environmental factors as im-
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portant elements in the development of any
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“the behavior patterns possibly reflect
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6.Conclusion and pedagogical implications

The purpose of the study was to inves-
tigate and compare Iranian and Chinese EFL
learners’ perceptual learning styles regard-
ing their age and year of study English. All
the participants art English majors(transla-
tion, literature, linguistics, second language
acquisition,or applied linguistics)at the uni-
versity level. Iranian EFL learners prefer
visual and auditory styles, while Chinese
EFL learners prefer tactile and kinesthetic
style preferences. Since older learners have

more experience, it is reported that older

EFL learners prefer more perceptual learn-
ing style preferences than younger learners.
The reason is being involved in academic
context and educational situation. Regarding
gender,only males prefer to study individu-
ally when compared wich females. Since
learning style awareness predicts success in
language learning and promotes it(Halbach,
2000), it is important to become familiar
with the students’ learning styles.

why both

There are many reasons

teachers and learners should recognize their
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learning styles. Firstly, teachers’ style
should match with learners’ styles to avoid
mismatch. According to Felder and Henr-
iques(1995) ,mismatch not only leads to low
quality of students’ learning,but also affects
their attitude toward the class negatively;
secondly, to become familiar with a variety
of ways, different individuals learn a lan-
guage. According to Guild(1994),“using in-
formation about culture and learning styles
in sensitive and positive ways will help edu-
cators value,and promote diversity in all as-
pects of the school”;and thirdly, to accom-
modate all learning styles. According to
Griggs(as cited in Fierro,1997),the accom-
modated learning styles improve attitude to-
ward learning and have positive effect on
productivity,academic achievement,and cre-
ativity. Finally, learners can benefit from
knowing their own styles, which helps them
to adjust and adopt themselves in different
learning contexts. According to Bailey,et al.
(2000) “students’ ability to learn a foreign
language may be moderated by their learn-
ing style”. For example,if a language learner
prefers activities related to the visual mode,
he/she can adjust himself/herself to the au-
ditory style by practicing listening tasks and

negotiating conversations and discussions.
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Abstract: The present study investigates authorial stance in research articles of native
and non-native academic authors of English. It aims to analyze evaluation adverbs in re-
search articles written by native authors of English(NAEs)and Vietnamese-speaking au-
thors of English(VAEs) between 2012 and 2015. The data of 120 articles was investigated
to examine whether there is a significant difference in using stance adverbs between the two
groups of authors. It was found that NAEs and VAEs used stance adverbs in a considerably
different way. Most of the stance adverb categories were variously overused by NAEs a-
gainst VAESs. It was also found that English native authors of research articles preferred in-
direct approaches of expressing their evaluation by an illocutionary way of manner-of-
speaking . metalinguistic and expectation markers, while Vietnamese authors favored an epi-
stemic way of modal adverbs.

Keywords : Stance adverbs, Academic writing, Corpus-based, L1 English authors, L1 Vi-

etnamese authors
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1.Introduction

Academic writing has been considered present their findings and to evaluate these
as“a persuasive endeavor involving interac- findings,comment on them,and build a soli-
tion between writers and readers” (Hyland, darity with their readers are referred to as e-
2005:173) since the late 1980s. The way aca- waluation ( Huston & Thompson, 2000),

demic writers intervene in their texts to stance ( Biber &. Finegan, 1989; Hyland,
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1999) , attitude (Halliday, 1994) or metadis-
course ( Crismore, 1989; Hyland &. Tse,
2004). This line of research has attracted
much attention in the literature from differ-
ent approaches. Some research focuses on
the interpersonal linguistic features such as
reporting verbs, tense or voice choices(e. g.
Thompson and Ye, 1991; Hood, 2012; Hy-
land, 2012), while others take specific ap-
proaches into authorial stance to investigate
evaluative adjectives, adverbs/ adverbials or
nouns in particular data with the purpose of
comparing and contrasting the usage of
them among different languages (e. g. Hy-
land,2000;Jiang,2015).

However, stance adverbs, also known as
single word stance adverbials, have not attracted
much attention. As Biber, et al. (1999, pp. 766-
767)argued, writers“use stance adverbs to con-

vey their judgments and attitudes, to claim the

factual nature of what they are saying, and to
mark exactly how they mean their utterances to
be understood”. Hence, the usage of evaluative
adverbs may imply the difference in terms of
English proficiency (between native and non-n-
ative speakers of English), cultures, and habits
(among nations). Examining the divergence in
using stance adverbs may help student writers
to improve their academic writing and amend
their persuasive interaction with readers.

In this article, we explore the ways
stance adverbs are used in two corpora of
120 texts taken from published research ar-
ticles written by Vietnamese-speaking aca-
demic authors of English and native speak-
ing academic authors of English. We investi-
gate the frequencies of evaluative adverbs
and make a comparison of the ways Viet-
namese and US/UK writers use them to ex-

press their viewpoints.

2.Stance adverbs:An overview of the literature

Stance adverbs have been studied exclu-
sively(Biber, et al. , 1999) or in relation to
other linguistic expressions from various
theoretical perspectives within the fields of
semantics, syntax, pragmatics, translation
and discourse analysis (e. g. , Biber & Fine-
gan, 1988; Espinal, 1991; Zhen, 2000; Fitz-
maurice, 2004 ;

Ajimer, 2007; Sakita, 2013). Their use in

Simon-Vandenbergen &

discourse has been related to such phenome-
na as“hedging” (Hyland,1998) , “evidentiali-
ty” (Chafe, 1986 ; Rooryck, 2001a, 2001b),

“

( Hunston &. Thompson,

2000), and “appraisal” ( Martin & White,

evaluation ”

2005). For example, Brown and Levinson
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(1987) studied some of these adverbs togeth-
er with modal verbs and other hedging ex-
pressions as devices used for face-saving
strategies within their proposed theory of
politeness. In addition, studies such as My-
ers(1989)and Hyland(1998)investigated the
use of such expressions as a strategy to ne-
gotiate the exchange of information between
authors and readers in academic discourse.
Meanwhile, stance adverbs can be used to
qualify an utterance that expresses a point of
view supported by some researchers (e. g.
Tseronis 2009). Besides the aforementioned
works,other researchers have paid attention

to the usage of various types of stances a-
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mong languages, especially emphasized the
difference between native and non-native
speakers of English(for example, Henderson
&. Barr,2010; Chang & Schleppegrell,2011;
Agcam & Ozkan, 2015). However, to the
best of our knowledge, no study has exam-
ined how VAEs use stance adverbs to ex-
press their points of view in academic re-
search articles.

Biber, et al. (1999) distinguish three main
types of stance adverbs based on semantic and
pragmatic criteria, namely, epistemic adverbs,
attitude adverbs, and style adverbs. Tseronis
(2009)aims to identify the strategic function of
the qualification of a standpoint by exploring
the contribution of stance adverbs as a specific
linguistic means in the argumentative discus-
sions. He argues that a qualified standpoint de-
pends on the choices that the arguer makes re-
garding the topical potential, the adaptation to
the audience and the presentational devices(par-
ticularly stance adverbs) and contributes three
ways of qualifying a stance point: epistemic,
evaluative and illocutionary. It is worth noting
that Tseronis’s (2009) study, different from Bi-
ber,et al. 's(1999), focuses on single-word ad-
verbs as being about the propositional content
of the assertive or about the performance of that
assertive instead of a comment about an element
of a clause. In the present study, therefore, we

follow Tseronis’s (2009)idea to collect and clas-

sify the stance adverbs from academic research
articles.

Almeida (2012), by investigating sen-
tential evidential adverbs and authorial
stance in a corpus of English computing ar-
ticles,found that there is a preference to use
adverbs in the field of clarity and obvious-
ness,concurrently argued that the epistemic
meaning of the inquired adverbs is a prag-
matic effect, which leads to categorizing
them in the domain of evidentiality. Howev-
er, these findings were based on only four
found adverbs: clearly, intuitively, obvious-
ly and experimentally. Besides, Adams &
Quintana-Toledo (2013) explored the pre-
dominant occurrence of epistemic stance ad-
verbials Cespecially the expression of doubt
and uncertainty), but limited their study in
the introduction and conclusion sections of
legal research articles. Those limitations
make the research into stance adverbs (or
adverbials) unsatisfied, thus, in this paper,
we seek for a broader range of stance ad-
verbs in bigger corpora with more disci-
plines. All stance adverbs from 120 texts of
four disciplines will be investigated in order
to provide a clearer picture of the use of
stance adverbs in academic English, especial-

ly its differences between two groups of un-

like 1.1 background.

3.Research questions and methods

3.1 Research questions

Following Tseronis’s (2009) framework

of stance adverbs, the present study focused
on a detailed comparative analysis of the use

of stance adverbs in English academic arti-
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cles written by native English and Vietnam-
ese authors from 2012 to 2015. That is, this
study aimed to investigate whether Viet-
namese authors and English native authors
use the same adverb types to express their
evaluations or not. Particularly, the follow-
ing research question is to be addressed:

Do Vietnamese and English native writ-
ers of academic research articles make use of
stance adverbs in a significantly different
way in term of frequency, distribution, and

discipline?
3.2 Corpora used in the study

A total of 120 research articles written
by English and Vietnamese authors from the
field of Computer Sciences,Physics, Sociolo-
gy,and Linguistics between 2012 and 2015
constituted the corpus of this study (NACE
and VACE,respectively). Due to the limita-
tion of academic research articles written by
Vietnamese authors, all empirical data-driv-
en RAs with an IMRD format in interna-
tional journals were chosen.

It is noteworthy that not all sections of
the articles were included in the corpora.
That is, we excluded abstracts, keywords,
acknowledge, references, all tables, figures,
and formulas,and focused on the body of the
academic research articles, i. e. , sections of
introduction, literature review, method, re-
sult, discussion and conclusion. As for the
size, each set of the corpus comprised 60
texts extracted from Physics, Computer Sci-
ences, Sociology and Linguistics research ar-

ticles Ceach discipline contained 15 texts).
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The statistics of the corpora are reported in

Tab. 1.

Tab. 1 Statistics of the corpus used in the study
Corpus No. of Articles No. of words

NACE (LD 60 394561

VACE (L.2) 60 279655
Total 120 674216

3.3 Data analysis

The data analysis involves the following
four steps. First, we used the Stanford
CoreNLP to lemmatize and part-of-speech
tag the corpus data. Second, we wrote a
script with Python to extract the adverbs of
the data from each discipline of the corpora
and to calculate the frequency of the ad-
verbs. Third, we manually categorize the ad-
verbs based on Tseronis’s(2009) categoriza-
tion of adverbs for qualifying a standpoint.
Last, we used Log-Likelihood Calculator
(Rayson and Garside, 2000) to compare the
frequencies of the adverbs in order to exam-
ine whether there is any difference between
the use of adverbs by native English and Vi-
etnamese authors. The adverbs examined in
the study are listed in Tab. 2. As can be seen
in Tab. 2, three categories of stance adverbs
were identified based on Tseronis’s (2009)
categorization. The categories were further
divided into seven subcategories,i. e. ,modal
adverbs,evidential adverbs,domain adverbs,
manner-of-speaking,

evaluative adverbs,

metalinguistic,and expectation markers.
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Tab. 2 Stance adverbs examined in the study

arguably, assuredly, certainly * @, clearly % , conceivably, defi-
nitely,doubtless, evidently, for certain,improbably,incontestably,
MODAL ADVERBS |~ ) Y probaby Y
incontrovertibly ,maybe, no doubt, perhaps, possibly, presumably,

probably, surely * ,undoubtedly

Epistemic way EVIDENTIAL allegedly, apparently, manifestly, obviously * , ostensibly, patently,
of qualifying ADVERBS purportedly, reportedly, reputedly, seemingly, supposedly, visibly
(Adverbs
commenting aesthetically, architecturally, biologically, chemically, commer-
on the cially, culturally, ecologically, economically, emotionally, environ-
commitment) mental, ethically, financially, formally, ideally, ideologically, intel-

.| lectually, linguistically, logically, materially , mechanically, mental-
DOMAIN ADVERBS . . . . .
ly.morally, officially, physically, politically, practically, privately,
psychologically, racially, realistically, scientifically, sexually, so-
cially, spiritually, statistically, superficially ., technically, technolog-

ically, theoretically, unofficially

Evaluati bizarrely, commendably, conveniently, curiously, disappointingly,
valuative wa
Y fortunately, funnily. happily, hopefully. illogically. interestingly, i-

f qualifyi
O quattiyms EVALUATIVE ronically, justifiably, justly, luckily, oddly, paradoxically, prefera-

(Adverbs

. ADVERBS bly,regretfully,regrettably, sadly, significantly, strangely, surpris-
commenting on

; ingly, tragically, unaccountably, unfortunately, unhappily, unrea-
the evaluation)

sonably
MANNER-OF- bluntly, candidly, confidentially, frankly, honestly, really, serious-
SPEAKING ly, truly, truthfully
Illocutionary
way of qualifying basically, briefly, broadly, figuratively, generally, hypothetically,
(Adverbs METALINGUISTIC | literally, metaphorically, objectively, personally, roughly,
commenting on simply, strictly

the performance

of the whole act EXPECTATION
MARKERS

actually ,admittedly,avowedly, factually, in effect,in fact,in real-
ity,indeed, naturally, of course, certainly * , clearly * , obviously

* ,surely

4.Results

verbs in the two corpora are described in

4.1 Stance adverbs in two corpora
Tab. 3.

Frequency distributions of stance ad-

@ There is still no argument about the labels used and the adverbs that fall under each. The category

of these adverbs depends on their discourse effect in certain context.
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Tab.3 Frequency distributions of stance adverbs in two corpora

Number of It Number of It
ms per ms per
stance ems pe % of total stance cems pe % of total
10000 words 10000 words
adverbs adverbs
NAEs 1188 30. 11 VAEs 586 20. 95
Modal 253 6.41 21.3 Modal 119 4.25 20. 3
Evidential 37 0. 94 3.11 Evidential 31 1.11 5.29
Domain 192 4. 87 16. 16 Domain 121 4.33 20. 65
Evaluative 201 5.09 16.92 Evaluative 113 4.04 19. 28
Manner of Manner of
. 76 1.93 6.4 . 28 1.0 4.78
Speaking Speaking
Metalinguistic 255 6. 46 21. 46 Metalinguistic 113 4.04 19. 28
Expectation Expectation
174 4.41 14. 65 61 2.18 10. 41
markers markers

There are some similarities and differ-
ences between two corpora with regard to
the functional classes of stance adverbs. In
NACE, modal and metalinguistic adverbs ac-
counted for the highest level of frequency,
then domain, evaluative adverbs, and expec-
tation markers took the second place of oc-
currence times. Evidential adverbs and man-
ner-of-speaking occurred least among all
stance adverbs (0. 94 times and 1. 93 times
per 10,000, respectively). In VACE, modal
and metalinguistic adverbs stood in the list
of the most frequent ones, along with do-
main and evaluate adverbs. Evidential ad-
verbs and manner-of-speaking rarely oc-
curred in research articles written by Viet-
namese authors. It seems that Vietnamese
authors and English native authors have the
same preference in using stance adverbs to
express their viewpoints. However, it is
clear that NAEs used more frequently than
VAEs did,except for evidential adverbs. For
example,modal adverbs appeared 6. 41 times
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in every 10,000 words in NACE while 4. 25
times in VACE. Expectation markers oc-
curred twofold in NACE than in VACE (per
10,000 words). Moreover, NAEs preferred
illocutionary stance adverbs(12. 8 times per
10,000 words) meanwhile VAEs used epi-
stemic adverbs more(9. 69 times per 10,000
words)

In addition, the usage of stance adverbs
by two groups of authors differed in unlike
disciplines ( Fig. 1). Physics was the field
where stance adverbs were not preferred u-
sing to express authors’ viewpoints. Mean-
while, they were utilized effectively in com-
puter sciences and in social science areas. In
VACE., Linguistic articles contained the lar-
gest amount of evaluation adverbs while it
was Sociological articles in NACE.

In order to reveal whether these differ-
ences are statistically considerable or not,
the two corpora were administered log-like-
lihood tests. The results are outlined inTab.

4.
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16
14
12 -
10 / —a— Stance adverbs used by
X pd English native authors
6 / N —e —&— Stance adverbs used by
4 L — Vietnamese authors
2 &
0 1 L 1
Physics Computer  Sociology Linguistics
Sciences
Fig. 1 Use of stance adverbs per 10,000 words through different disciplines
Tab. 4 Log-likelihood results for stance adverb types in two corpora
NACE VACE LL Ratio ( % p<<0. 05)
Modal adverbs 253 119 +14.21
Evidential adverbs 37 31 +0.47
Domain adverbs 182 121 +0. 30
Evaluative adverbs 201 113 +3.96
Manner-of-speaking adverbs 76 28 +9.56
Metalinguistic adverbs 255 113 +18. 21
Expectation markers 174 61 +24.68

There was the significant dissimilarity
in the usage of stance adverbs by Vietnam-
ese authors and English native authors in
academic research articles(Tab. 5). In parti-

cular, modal, evaluative, manner-of-speak-

ing, metalinguistic adverbs and expectation
markers were underused by VAEs. Eviden-
tial and domain adverbs were employed in an

inconsiderably different way,though.

Tab.5 Log-likelihood results for stance adverbs in different disciplines

NACE VACE LL Ratio ( * p<C0.05)
Physics 173 48 +38.54
Computer Sciences 337 145 +26.76
Sociology 327 176 +8.89
Linguistics 351 217 +2.53

Besides, stance adverbs were also used
in a significantly different way in unlike dis-
ciplines. Interestingly, although these ad-
verbs were not utilized in Physics as much
as other fields,the difference there was big-
the difference in using

gest. Meantime,

stance adverbs in Linguistic articles was un-
remarkable. All these findings were ap-

proved by statistical results(p<Z0. 05).
4.2 Evaluative adverbs

There were only 9 out of 26 types of
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stance adverbs used for commenting on the
evaluation in VACE and 13 out of 26 used in
NACE (Fig. 2). It is not surprising that
NAEs made use of evaluative adverbs more

variously than VAEs did. The most frequen-

ted evaluative adverb across two corpora is
signi ficantly, which appeared 139 times in
NACE and 69 times in VACE. The follow-
ing examples are extracted from two corpora

to clarify the usage of the item.

160

140 —

120

m NACE

100

O VACE

80

60

40

20

||:|—.|D_||=.—.|1:n—.l !

| == |

OU_II=I_II|:|_IID—|I

interestingly unfortunately significantly

surprisingly

preferably luckily

hopefully

Fig. 2 Evaluative adverbs found in two corpora

[ These three factors appear to contrib-
ute significantly to the determination of the
classification label. ]

Extracted from NACE-COM-01

[In particular, learning through film
has significantly contributed to students’ in-
creased awareness of their own cultural bia-
ses,which is the foundation for their growth
in construing cultural differences, moving

towards a more ethnorelative attitude and

5.Discussion

The research question of the study was
formed to see whether Vietnamese-speaking
academic authors of English and native
speaking academic authors of English make
use of stance adverbs in a significantly dif-
ferent way. The findings have indicated that
generally there is a striking difference re-

garding the usage of these items by NAEs

and VAEs. Vietnamese speaking authors of
88

engaging in personal intercultural changes. ]
Extracted from VACE-LIN-03
Interestingly, there were two types of
evaluative adverbs: interestingly and fortu-
nately that VAEs overused against NAEs.
Meanwhile, native academic authors of Eng-
lish preferred to use adverbs expressing the
unexpectedness, like

un fortunately, sur-

prisingly.

English used stance adverbs less frequently
than NAEs in most categories and functional
classes except for evidential and domain ad-
verbs,which was confirmed by the results of
statistical analysis(P<C0. 05). In particular,
modal adverbs, evaluative adverbs, manner-
of-speaking, metalinguistic adverbs and ex-
pectation markers were underused by VAEs

against NAEs. Among adverbs of commen-
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ting on the commitment,only their usage of
modal adverbs was proven to be different. It
pointed that both NAEs and VAEs did not
prefer to use evidential adverbs to qualify
their standpoint. In another word, emphasi-
zing the quality of evidence that the authors
are ready to forward in support of their
viewpoints are not favored by both groups
of authors. This finding is similar to Adams
&. Quintana-Toledo’s (2013) result that the
expression of doubt and uncertainty rather
than certainty is favored but especially in
conclusions. Illocutionary way of qualifying
a standpoint utilized differently by

VAEs and NAEs. Vietnamese speaking au-

was

thors of English used adverbs commenting
on the performance of the whole act with
the smaller level of frequency than native
authors of English did. However, all func-
tional classes of this stance adverbs category
were exploited to emphasize the quality of
the evidence. It is worth noticing that this
way of qualifying achieve the same effect as
epistemic way but only in an indirect way. It
means academic authors of research articles

favored to allude the quality of the evidence

6.Conclusions

Our study shows that the usage of
stance adverbs by Vietnamese-speaking aca-
demic authors of English and native academ-
ic authors of English was significantly dif-
ferent in general. NAEs used stance adverbs
more frequently and variously than VAEs
did, especially modal adverbs, evaluative ad-
verbs,

manner-of-speaking, metalinguistic

by referring to the readers’ cooperativeness.
The statistical result reveals that there was
a preference in using epistemic adverbs by
Vietnamese authors, which means that
VAEs tended to directly give their commit-
ment to the truth/falsity of the proposition.
These above difference might be because,in
all academic programs for Vietnamese grad-
uate students, there is no course related to
academic English writing or research article
style of writing. Vietnamese authors might
not have a chance to know concretely about
the objectivity of a research article and avoid
the voice of the author.

It was also confirmed with statistical
results that VAEs and NAEs used stance
adverbs differently in different disciplines
except for linguistics. NAEs overused stance
adverbs in Physics, Computer Sciences, and
Sociology against VAEs. It is interesting
that even two groups of authors used least
stance adverbs in the Physic articles but it
was still different while lots of stance ad-

verbs were employed in Linguistic articles

but there was no considerable difference.

and expectation markers. NAEs particularly
used many different evaluative adverbs and
focused more on the unexpected informa-
tion, meanwhile, VAEs used a limited num-
ber of that adverbs and left their evaluation
on the positive one. In addition, English n-
ative authors of research articles preferred

to give their comment indirectly by using il-
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locutionary way to emphasize the quality of
evidence. Epistemic and evaluative ways,
which might impose authors’ opinions on
readers, were not favored in qualifying a
standpoint by NAEs. Vietnamese authors,
however, tended to exploit epistemic adverbs
for expressing their points of view. This re-
sult may be applied in the field of language
teaching as a suggestion that student should
be provided research papers written by n-
ative authors and asked to rewrite their pre-
vious papers using more adverbs commen-
ting on the performance of the whole act to
express their viewpoints similar to the ones
that are found in those research papers. This
study is limited to the investigation into au-
thorial stance adverbs in two corpora inclu-
ding Physic, Computer Science, Sociology
and Linguistic research articles written by
native and Vietnamese-speaking academic
authors of English between 2012 and 2015.
For more generalizable results, firstly it
might be furthered to expand the corpora
size and conclude research papers written by
academic authors with another L1 back-
ground for comparing three corpora. Second-
ly, further study might be conducted on re-
search papers published in other disciplines
than/ in addition to the one examined in this
study.
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Abstract;: “Iearner autonomy is an achievement,attained inter-relationally between the
learner and the teacher”[ 1]. Therefore,the role of the instructor often plays a crucial role
in fostering autonomous learning regarding the teachers’ instructive language, activity de-
sign,choice of material, etc. However, mismatched philosophy of language learning often
exists among students and instructors, which hinders the success of promoting learning au-
tonomy.

This paper looks at learning activities in a Chinese language class for international
students in a Chinese university,and the formation of the students’ autonomous learning. It
examines the problems that occurred during class,and the teacher’s later modification of ac-
tivities. Based on the student-student and student-teacher interactions during the class, the
paper touches upon issues arising from the observation of class activities, which include
self-perception of identity in the target language speech communities,learning motivation,
and effective language learning strategies. These issues all contribute to the formation of
learner autonomy.

The paper concludes that as a co-collaborator in the process of autonomous learning,
the role of teacher in fostering learner autonomy is to implement a teacher-learner co-con-
structive dialogue to approach learners’ perception of who they are in the speech community
of the target language, why learning the language, and what constitutes good language
learning.

Keywords: Collaboration, Identity, Learner autonomy, Learning strategy,Motivation
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|.Introduction

Firstly known as the ability to take re-
sponsibility of one’s own learning ¥ ,learner
autonomy is never a monologue of students
or teachers. Although learner autonomy is
commonly associated with“a capacity for de-
tachment, critical reflection, decision making
and independent action”in learning "M, it
“does not mean learning alone in isola-
tion”™. On the contrary,it involves success-
ful combination of instruction, learning ac-
tivities and students-teacher negotiation on
learning. Along with the ideas and resear-
ches in language education, this paper ex-
plores the practice and possible problems a-
rising from a current Chinese language
class, with themes focusing on autonomous
learning related to identity, motivation, and

perspective on good language learning strat-

egies.

I started to teach the targeted class,
“Advanced Chinese Speaking” class in the
spring of 2016. The class was situated in a
Chinese university,and was offered through
the School of International Students Educa-
tion. The 7 adult students aged from 18-25
in the class were of intermediate level. They
have all passed HSK4 before entering the
class. The class met once a week for 90 mi-
nutes every Tuesday afternoon, and lasted
for 12 weeks. The students were in non-de-
gree-seeking language program. The instruc-
tional language of the class was mostly Chi-
nese and occasionally English. Here is the
demography of the students(Tab. I);all the

names used are pseudo-names.

Tab. I The students’ demography
Name Nationality L1 and other foreign languages Gender Age
Sue Kazakhstan Kazakh&:Russian, English Female 18
Helen Congo French & English Female 20
Maria Congo French &.English Female 24
Jun Uzbekistan Uzbekistan language&:.Russian, English Male 19
Dragon Cote d’Ivoire French &.English Male 25
Matt Cote d’Ivoire French & English Male 22
Jacky Yemen Arabic & English Male 20

Il.ldentity and autonomy

Norton (1995) points out that the lan-
guage they use shapes people’s identities [,

As the students in my class came from dif-

ferent countries and had diverse back-
grounds, each held a different idea of their

own identity at the beginning of class.
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Meanwhile, although the class was interna-
tional, I cannot overlook the fact that they
were all multilingual individuals that lived in
a cross-cultural environment.

An activity I used to encourage autono-
mous learning was a discussion around
healthy living habits. Students were sup-
posed to look at a daily routine on the text-
book and discuss if it is healthy or not. The
activity was designed with hope to engage
students in self-directed discussion to learn
the language by communicating with each
other. I thought students would spend much
time on the daily routine such as“get up at
7, go to school at 8, etc.”, and focus on
when to do these things every day. Yet to
my surprise,the most heated part of the dis-
cussion was when students commented on
the living habits provided in the textbook.
When I walked around the classroom to hear
their discussion, I heard students constantly
compare the living habits in their hometown
with the daily routine presented in the text-
book. During the discussion,they shared the
similarities in living habits among their
countries and China, and talked about their
experience of cultural differences in China.

For example, I heard conversation like
this from two African students:

“HE AR R K., (Chinese people get
up so early.)” “XF, 6 S #H 7 &5 IK.
(Yeah,6 or 7 o'clock, that is so early. )”

DA LR LA R L 0 R LR R
#F Mk, (I don’t think getting up early and
sleeping early is healthy; getting up late
feels better.)”

R (LR (NEC SR S R A e N L o N
R F party, (They don’t have much night
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life; they don’t like to go to bars or parties;
that’s the reason. )”

Or conversation between an African
student and an Uzbekistan student:

“ERATEZE R FE 8 & F, A& 7:30,
RABEAFIX A (7:30) #f-1? (We go to school
at 8, not 7:30. Do you think it's reasona-
ble?)”

“EN R R E K b S R
Etheg e 730 E2, (Oh,really? Tt is the
same for us;high school starts at 7:30.)”

S IE B S INA — N R R RR
Fytn] AWt W& 5. (Yeah, there is a pri-
mary school near the dorm,and music starts
early every morning. )”

Instead of focusing on the particular
routine in the textbook, when the topic
switched towards different living habits in
different countries, students contributed ac-
tively to the discussion.

As mentioned by Gibson(2004) , certain
linguistic practices are more appropriate
than others under members’ community of
practice ", Hence, students tend to be more
natural and active with linguistic medium or
language style that agrees with shared iden-
tity. As mentioned before, students from in-
ternational background were also individuals
with rich cross-cultural experience,such as-
pects of their identities should be taken into
account and those favored linguistic prac-
tices should be used more often to trigger
students’ interest and attention. Although
the above activity seemed to not go as
planned, since students were not actually
commenting on whether the daily routine is
healthy,yet they actively contributed to the

discussion of cultural differences, in which
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they also reviewed the time and activity vo-
cabulary, sentence structures, and shared
views on topics they all indicated interest.

Even though students shared different
ethic and national identities at first, through
several other activities like this in which the
intercultural aspects of a topic were
strengthened, the class gradually became a
speech community that cared about cultural
differences. And students gradually formed a
critical awareness about intercultural differ-
ences,as well as built a shared identity as
part of the international family. This discov-
ery of identity enhanced their learning po-
tential and enabled them to become more in-
dependent language learners.

At week 10, when the class is approac-
hing the final,the students were able to use
the language structures presented in the
textbook flexibly, but more importantly,

they learned to share and embrace the differ-

ences in this international community, and

they could engage in cross-cultural commu-
nication without bias. Hence, by incorpora-
ting discussion on intercultural topics, I
wish that my classroom could become®“a de-
sired community that offers possibilities for
an enhanced range of identity options in the
future”®,

Barillaro(2011) points out that“it is vi-
tal that language instructors are involved in
examining the definition of autonomy and
exploring classroom approaches and prac-
tices suitable and relevant to their educa-
tional setting”™!. As for the class of interna-
tional students, teachers should guide
students to find a shared identity in this new
speech community, that is,the new country,
living environment, and new class. It is im-
portant to implement detailed examination
of how “international cultural backgrounds
influence learners as well as how this influ-
ence may be modified by their ongoing en-

gagement with target language cultures”™,

I1l.Motivation and autonomy

Motivation generally refers to the de-
sire to initiate 1.2 learning and the effort em-

t . It is often measured

ployed to sustain i
by complex variables, and 1.2 motivation is
largely related with achievement in language
learning. It could also be a strong trigger in
learner autonomy,since if students are high-
ly motivated, they would be more desirable
to learn and take more initiative.

Ever since we started the class, ] came
to notice a phenomenon that two students,

Jun and Sue were always writing characters

when there was a discussion or speaking ac-

tivity. These students were not weak in
coursework. In fact, they had quite good ex-
am record, and according to their written
homework, they mastered vocabulary and
sentence structures very well. However,
since it was a speaking class, students were
expected to practice oral communication,
thus these two students’ in-class perform-
ance was not satisfactory.

In week 4, I scheduled an interview
with these students. We talked about how
they arranged self-study time,why they took
this course, and their expectation for them-
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selves. (Tab. ID)
Tab. 11

Interview with the Students

Questions

Jun’s response

Sue’s response

How do you use your
) . cabulary
spare time to study Chinese?
Homework

Doing model test questions

Memorize characters and vo-

Recite textbook articles

Doing exercises
Listening questions
Reading quiz
Write characters

Homework

Why do you take this

course? quired course for me

I passed HSK 4 so it is a re-

1 want to improve my Chinese to a

higher level

What's your expected out-
) Pass HSK 6
come after this term?

Pass HSK 6
Apply to graduate study in China

According to the interview, their main
goal for studying Chinese was to pass the
HSK exam and go to a Chinese university.
Since the exam focuses more on grammar,
vocabulary and writing, and they found the
most difficult part is writing characters, so
they wanted to practice more writing. But in
the advanced speaking class, most of the ac-
tivities were speaking, thus they were less
interested in participating.

1 began to wonder if everyone held the
same view. So in week 6,we had a lesson a-
bout Chinese The

learning experience.

students listened to an article about a
speaker’s Chinese learning: Why she learned
it, how it was first, and how it was later.
Then, they were asked to imitate and pre-
pare a similar speech. This was an opportu-
nity for me to know about the motivation of
the whole class. To sum up their speech on
their learning experience, the major motiva-
tion for these adult learners were divided in-
to two types:First,to pass the HSK exam in
order to apply to a Chinese university; sec-
ond, to be able to communicate with Chi-
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nese, which will give them advantage on the
job market when they return to their own
countries or find a job in China.

I matched their motivation with their
class performances(Tab. III) ,and found that
the students responded differently to learn-
ing activities. Those whose goal was the ex-
am tended to pay less attention to in-class
speaking and discussion, but did better in
written drills or other textbook exercises,
while those who wanted to communicate
with Chinese were more actively participat-
ing in speaking. Yet I found that there was
obviously a lack of realization of the rela-
tionship between the purpose of activities
and their learning goal. For these exam
seekers,speaking may not seem important at
the first glance; the fact is that when they
enter a university in China,they will need to
communicate orally in all kinds of campus
situation. Speaking would be the first skill
they need to get along in the Chinese univer-
sity. I realized that in order to help them
fully achieve their aim,I need to make them

aware that the things we did in class were
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actually in accordance with their motives.

Tab. III Motivation and Class Performance

N Major motivation for learning Chi- Group Vocabulary Written Answer oral
ame
nese discussion quiz work questions
Enter Chinese University for under- . . Very Seldom
Sue Quiet Good
graduate study good answer
o Actively Very . Actively
Helen | Work with Chinese people o Good
participate good answer
Mari Find a job in Chinese oversea com- Actively Very Very Actively
aria
pany participate good good answer
] Pass HSK 6 and Enter a good Chi- Very Very Very Seldom
un
nese University quiet good good answer
Continue his previous job in a Chi- Actively . . Actively
Dragon o Fair Fair
nese oversea company participate answer
Activel Activel
Matt | Work with Chinese . Y Fair Fair Y
participate answer
. . . Fairly . . Seldom
Jacky | Apply to a medical school in China . Good Fair
active answer

Simply telling people what to do is not
persuasive. Therefore, I intentionally incor-
porated lives at Chinese university into our
class. By doing this, I aimed to make those
who were less excited about oral activities
realize the importance of speaking skill if
they want to study in China. I encouraged
the students to experience the real campus
life outside the international-student-only
classroom through assigning tasks that in-
volved interviewing Chinese students, writ-
ing diary about the school events, etc. For
instance,during the sports meeting, I asked
them to interview as least 2 Chinese student
athletes, and write down their interview. I
also invited Chinese students to our class to
work as teaching assistants and act as the
classmates of these international students;
they will discuss questions and solve prob-
lems together. It gave them a real sense of
what studying in China together with Chi-

nese students is like. A negotiation of moti-

vation existed in these learning activities,
which made some students re-examine their
goals, and how to get there. The students
could realize by themselves that the impor-
tance of speaking is as much as writing. And
those who did not actively participate in
speaking activities showed more enthusiasm
gradually in later classes.
Furthermore, since known from previ-
ous discussion, the students’ motivations
were mainly practical goals related to career
and study, which was instructional motiva-
tion. While instructional motivation is in-
deed a strong trigger,integrative motivation
is said to be the highest and most facilitative
motivation for language learners ' Inte-
grativeness refers to an openness to identi-
fy,at least in part, with another language

[ These activities which ena-

community
bled the students to engage and get involved
with the target language community also
served the purpose of developing a sense of
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belonging and favorable attitude towards the
Chinese community and culture. As the inte-
grativeness for the target language grows, ]
hope the students could be better motiva-
ted, and more willing to actively learn
the

knowledge related to

[15]‘

target
language

Motivation is not the same for everyone
or at any time,it relates to“who learns what

"[61 - Autonomous learning

in what milieu
occurs most when learning agrees with mo-
tivation, that is, when students find learning
suits their goals and are most willing to
practice it. To understand students’ motiva-

tion and needs, teachers need to constantly

exchange ideas with students, through inter-

views,surveys or casual talk,to get to know
their goals and plans. Offering learning con-
tents that fit their motivation works best for
developing learner autonomy. Meanwhile, it
is essential to negotiate with students about
their motivation. They need guidance to re-
consider and to find the relationship of
learning activities and their motives, and
thus become independent learners who could
discover their own role and focus in learn-
ing. In addition, motivation can be devel-
oped. It is teachers’ role to lead students to
discover the integrativeness towards lan-
guage learning through interacting with the

target language groups.

|V.Effective learning strategy and autonomy

Learning strategy refers to operations used
by learners to aid the acquisition,storage and re-
trieval of information "', Better language learn-
ers could use a variety of learning strategies that
fit their individual characteristics such as person-
ality ,motivation, stage of learning, learning envi-

[18]

ronment, etc, -'*', Appropriate learning strategies

help students become more independent, autono-
mous,and lifelong learners M2

Learner autonomy belongs to the inter-
nal factors of the learners,and the strategies
used to enhance learner autonomy is largely
subject to individual differences, which cre-
ates much difficulty for instructors to coach
certain style of strategic learning in class. As
could be seen from previous discussion, the
students already showed awareness of their
choices on certain strategies; some prefer
cognitive strategy such as writing and mem-
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orizing vocabulary, and some prefer a more
interactive way,such as discussion and prob-
lem-solving.

At first, I tried to explain clearly the
purpose and instruction for every task and
assignment, however, the result of instruc-
tion was not quite good, since the students
demonstrated certain preferences to different
tasks,and ignored or paid less attention to
others. For instance, the students gave excu-
ses and reasons for their ignorance to certain
assignments.

“I am sorry that 1 did not do this task
because 1 have not got enough time,and I
did others first.”

“Sorry,1 felt uncom fortable physical-
ly and wanted some rest,but 1 did finish
some of it.”

The excuses showed that the students
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put certain learning activities prior to oth-
ers. Rivera-Mills and Plonksy(2007) suggest
that time be set aside for identifying and e-
valuating learners’ beliefs about learning'?’ ,
and I find that developing an on-going dia-
logue around this issue constructive, for it
fosters the bi-directional flow of ideas and
create equal opportunities for learners to
choose their roles in learning instead of be-
ing passive recipients of instruction. While it
was hard to expect everyone to follow the
same learning strategy, a negotiation of
strategy was found in assignments and tasks
in class. Since week 4,1 started to offer op-
tions for learning strategy.

As assignment is an important part for
students to study by themselves. I began to
give them very open-ended assignments,
such as preparing a very short presentation
around certain topics every week. Before
they complete the homework,I could recom-
mend some ways to gather resources,and of-
fer suggestions for some strategies, but it
was up to the students to decide which they
would use. Meanwhile, because different
students could choose different strategies,
they often engaged in discussion to share
their learning experience during class break
or before the weekly presentation, to learn
from their peers about how to learn. To
complete the weekly presentation, the
students needed to look for various re-
sources by themselves, summarize by their
own research, present their products using
their own means. The presentation showed
that each student enjoyed different learning
strategies and focused on different parts of

learning. Some presented lots of audio and

visual materials such as films, movies, and
they could learn a lot from interacting with
these authentic language materials. Some
preferred to analyze the written articles they
found on the Internet,make summary,etc.

I also made some modifications on how
the class activities were carried out. When 1
initiated an activity, I would offer more op-
tions for students, such as which role they
would take in the activity, and how they
would like to practice. For example, before a
role play, I put the students in groups,and
told them that this activity requires them to
write a good play and conversation,and they
should act it out naturally. Those who pre-
ferred strategies such as writing and analy-
zing could probably be the play writer who
designs the structure of sentences and lines,
and those who liked to learn through com-
munication would pay more attention on flu-
ent speaking and acting. Everyone found
their position,and got something meaningful
to do, so that all the students were partici-
pating in learning in different ways.

Offering options of different strategies
is an implicit dialogue with students about
how they learn. For language instructors, it
is hard to simply demand students using cer-
tain type of strategy, but what can be done
is to teach them when to use these strategies
through practice and by letting them try. By
selecting the appropriate strategies for their
own learning, students constantly engage in
an active exploration of the most effective
learning strategy,and their learning autono-
my tends to grow. They would be able to
choose how to reach the expected learning
outcome according to their individual char-
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acteristics, thus becoming the master of

their own learning.

V.Conclusion and reflection

A student-centered classroom has enti-
tled instructors with more possible roles in
the process of teaching and learning,and I'm
gradually getting used to joining the class as
a facilitator, observer and co-participant in-
stead of assuming the status of sole authori-
ty and dominance. This transformation of
ideology contributes to the formation of au-
tonomous learning. Kojima (2012) describes
relationship  between

this collaborative

learners and instructors as“positive interde-

»[23]

pendence . It captures the“proactive au-

21 in the nature of autonomous

tonomy ”t
learning: The collaborative learning requires
teachers to scaffold along the track of the
learners’ progress, and learners are capable
of conducting independent inquiry into the
language knowledge given the appropriate
assistance.

To conclude, fostering learner autono-
my is a teacher-student co-collaboration
process. Autonomous learning is better a-
chieved through constant conversations and
communication regarding identity, motiva-
tion, effective learning strategies, and many

other issues that still need to be explored

under more contexts.
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Abstract;: This article reports an empirical study of teacher autonomy in EFL classroom
teaching. The study material is recorded in a Chinese primary school about an experienced
teacher whom we assume can give full play to teacher autonomy. Applying mediation theory
as the framework, we explore how teacher autonomy is realized. In mediation theory teach-
ers are regarded as mediators, whose function is to integrate multiple elements in a student-
centered class. Mediation theory allows us to analyze teacher autonomy in a multiple rela-
tion system. We are going to analyze the video in a 3-dimensional system within which the
teacher acts as a mediator and performs autonomy: task, material and interaction. Then we
come up with several principles in each dimension and see how these principles are observed
in the video and explore if there is better realization of teacher autonomy.

Keywords: Teacher autonomy, Mediation theory, Empirical study
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1 Introduction

researches on autonomy (Little, 1995; Little-

wood, 1996; Benson, 2007; Lamb, 2008,

In recent years, “autonomy”has become

a noticeable trend in foreign language teach-

ing. Autonomy was initially used in foreign
language learning and gradually developed
into learner autonomy/learning autonomy
and teacher autonomy/teaching autonomy,
etc. Many well-known experts in foreign

language teaching have implemented related
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etc. ) ,showing that autonomy has become a
new researching orientation. The concept of
“autonomy” was imported into domestic re-
search at the beginning of 21st century, at-
tracting a number of researchers’ attention.

For instance, Wu (2004 ), Huang&.Benson
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(2007), Yao (2010), An (2011a), Chen
(2011b) have contributed considerably to
teacher autonomy research and exploring in-
nate relations between learner autonomy and
teacher autonomy.

However,researches in the present time
focus more on the macro level of teacher au-
tonomy while lack of micro descriptions. Re-

searchers defined teacher autonomy as a

2. Theoretical basis

2.1 Definition and meaning of

teacher autonomy

What is teacher autonomy? There are
various definitions due to different point of
view. Little(1995) sees teacher autonomy as
below: “Genuinely successful teachers have
always been autonomous in the sense of
having a strong sense of personal responsi-
bility for their teaching, exercising via con-
tinuous reflection and analysis the highest
degree of affective and cognitive control of
the teaching process,and exploring the free-
dom that this confers. ”Aoki(2000) combines
the innate drive and individual awareness
with capacity,arguing that the key to teach-
er autonomy is the capacity,freedom,and re-
sponsibility to make choices concerning
one’s own teaching. And other researchers
continue to explore the multifaceted nature
of teacher autonomy. McGrath(2000) defines
teacher autonomy more comprehensively.
He identifies teacher autonomy based on
two different while related dimensions—

“teacher autonomy as self-directed profes-

sional action or development and teacher au-

kind of“capacity”, but they failed to identify
what the capacity specifically consists of.
There are various definition describing ca-
pacity like reflection and creativity, and so
on. But systematic description is yet to be
built. Also dimensions of teacher autonomy
like freedom and right still belong to macro
category,which is difficult for researchers to

explore on a micro level.

tonomy as freedom from control by others”.
Benson(2001)also echoes this view.

Most domestic researches also support
this catch-all framework, defining teacher
autonomy by knowledge and capacity. For
instance,Gao & Li(2011) define autonomy
as rights, awareness and capacity from the
perspective of course and teaching, providing
a rather practical definition which is closely
related to teaching. Chen(2011) sees teach-
ing autonomy of English teachers as the
process and means to take control of teach-
ing under limited teaching condition, attract
students’ interest and create interactive at-
mosphere as well as the capacity and rights
to adjust and control the constraints of ex-
ternal factors. Liu & Gao(2006) argue that
teacher autonomy in classroom is embodied
by the way teachers handle the relation be-
tween learners and materials, learners and
tasks so as to create opportunity of interac-
tive cooperation to enable both parties to de-

velop knowledge and autonomy.
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2.2 Working definition of teacher au-
tonomy

Descriptions of teacher autonomy are
various. In general, teacher autonomy is the
capacity of taking control, criticism and re-
flection throughout the teaching context and
process, which cannot only facilitate learner
autonomy but also develop teachers’ career
and life-long learning. All capacity above is
related to and supplement each other. When
it comes to specific teaching process,autono-
mous teachers are able to freely present
teaching materials and content at his own
will, take control of his own course by freely
refine and transcend the content, create in-
teractive atmosphere and cultivate autono-
mous learners.

The reason why we inspect teacher au-
tonomy in the framework of classroom
teaching is based on the following reasons.
First,classroom teaching is the most impor-
tant part in foreign language teaching for
being the concrete movement to realize
teaching objectives ( Shu, 2011). Besides,
classroom is the main place where teachers

interact with students, guarantee enriched

language input, provide learners with proper

3.Methodology

This article aims to report an empirical
study of teacher autonomy in EFL classroom
teaching. First, the materials are recorded in
a Chinese primary school about an experi-
enced English teacher who can give full play

to teacher autonomy. The students are in
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learning strategy and assess students’ learn-
ing behavior. Second, autonomous teachers’
nature and capacity are mostly related to
classroom behavior and are fully embodied
by classroom teaching.

Therefore, mediation theory provides us
with the framework to inspect teacher be-
havior on a micro level. Mediation theory is
based on social constructionism theory, the
main content of which is classroom teaching
is a dynamic and coordinating process of
learners, teachers, tasks and materials. The
teacher presents autonomy through being
the mediator. Willam &. Burden (2000) ex-
plain the responsibility of the teacher as a
mediator:to empower students with the ca-
pacity of independent learning, to help
students access and process learning materi-
al, to interact with students, and to make
students understand and reciprocate to the
teacher’s intention.

Referring to the mediation theory intro-
duced by Williams and Burden, the multiple
interactive relationship in the classroom is
analyzed, which is, the relationship between
learners and materials, learners and tasks as

well as learners and interaction.

Grade 4. The unit topic is“At Century Park”
and is arranged in three sessions,lasting for
118 minutes in total Cabout 40 minutes per
session). Second, we transcript both the
teacher’s and students’ talk and movement

with ELAN, a professional software for au-
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dio and video transcription, which allows us
to add different tiers to the materials and the
duration of every label is accurate to milli-
second so that micro and quantified analysis
of classroom teaching can be implemented.
Then we output the whole transcription in

one form to analyze the time allocation and

the teacher’s/students’ talk and behavior.
This methodology gives us a comprehensive
grasp throughout the sessions. Meanwhile,
the most important thing is that we can
clearly see what’s actually going on in the
EFL classroom and define teacher autonomy

on a micro level.

4. Analysis and discussion

4.1 Learner&teaching material

Besides language knowledge, autono-
mous teachers also focus on students’ all-
round development, including cognition, e-
motion, capacity and quality. There are di-
rect interaction between students and mate-
rials in the EFL classroom, while the teacher
should be the main mediator of this proce-
dure. Materials,if used properly,cannot only
provide students with clear learning frame-
work but also promote their autonomy and
interests towards learning. However, lots of
students see teaching materials only as the
resource of vocabulary and grammar. There-
fore,it is the autonomous teacher’s respon-

sibility to facilitate further interaction be-

tween students and teaching materials and
cultivate students’ autonomous capacity to
seek values beyond vocabulary and gram-
mar. Teacher autonomy manifests itself in
the way the teacher sets teaching objectives
and presents the content. For instance,in ar-
ranging the unit “ At Century Park”, the
teaching strategy can be presented as fol-
lows:

First, decide keywords and topics; ob-
serve,learn and use the keywords based on
the text. Taking the first session for exam-
ple,the topic is“Planning a picnic in Century
Park”. Three branch topics and six key-
words are involved, as showed in the form

below:

Topics & keywords Time(second) Duration ratio
1 Talking about picnic 20.96—268. 22 247.26 10. 38%
2 Repeating the words“Century Park” 268.28—316.4 48.12 2.14%
3 Talking about food needed for a picnic 341.16—647. 68 306.52 12.7%
4 Talking about the weather and things needed 650.54—1063. 94 413.4 17.17%
5 Talking about the word*sketchbook” 1207.2—1449. 28 242.07 9.71%
6 Talking about the word“pond” 1449, 257—1590. 569 141. 312 6.07%
7 Talking about the words*plant house” 1590. 606 —1831. 867 241. 261 9.78%
8 Talking about the word*fountain” 1832.271—2136.979 304.708 13.35%
9 Talking about the word*camera” 2137.202—2192. 387 55.185 2.78%
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The duration of the first session is
40’55 ,and the discussion over the topics and
keywords above takes up a large part(up to
84.08%). The session goes as what,where,
when &. how, showing a clear map of the
picnic to Century Park. And the discussion
over every keyword is no less than one mi-
nutes. Some of the difficult ones are high-
lighted and more time is spent to practice
and put the keywords into use. For exam-
ple,in explaining the word“fountain”, 326. 8
seconds are spent to explain its meaning and
extend the word to more specific content.
Also,other media like audio, video and pic-
tures are used in explaining the word to
meet different learning styles, which is a
good starting point to create language con-
text.
the

search for information beyond the textbook.

Second, encourage students to

The textbook is the primary learning
material, specifying the students’ learning
content and planning. However, the autono-
mous teacher also encourages the students
to extend their learning beyond the text-
book,which is an efficient way to cultivate
learning autonomy. More rights of decision
and control to the text are empowered to the
students so that they should take more re-
sponsibilities to their learning. Autonomous
teachers believe that language is the carrier
of culture. Foreign language teaching is not
only about skill training but also the capaci-
ty to manage new information. Therefore,
teachers should get involved in the process
when students access their learning materi-
als outside the class. The chart below is the

transcription in the second session:
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T Do you know which bus can take us
there? Nine... Number?

SILENCE | (Wait)

SST 746.

TT 747

SST 6.

TT 6.,OK,No. 746.

AST No. 746.

TT Yes.bus No. 746.

AST Bus No. 746.

TT A bus No. 746.

AST A bus No. 746.

TT And subway by?

AST Two.

TT And of course we can take a... ?

AST Taxi.

TT Yes,yes?

SST And bus No. 103.

TT 1..10037

SST 103 there.

TT 103 there. Yes,a bus No. 103 there.

AST Bus No. 103 there.

IST And a bus a bus* % No. 1.

TT Oh,yes and * * No.1 Yes?

IST And bus No. 975.

TT 975. Good.

TT stands for teacher talk. SST stands
for some students talk. AST stands for all
students talk. IST stands

student talk. SILENCE stands for no one is

for individual
talking.

Century Park as the topic, the teacher tries
to lead the students to look for information on

the Internet or real life, which is beyond the
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textbook. The question is how to get to Century
Park. To answer it,the students search for use-
ful information on the Internet based on per-
sonal experience. Therefore different even unex-
pected answers pop out, which create an au-
thentic communicative context for the students.

In this way learner autonomy can be cultivated.

4.2 Learners & tasks

The task is the interface of teacher-
student interaction. On one hand, tasks are
to practice new knowledge and improve lan-
guage competence; on the other hand, tasks
are to eliminate dependence and cultivate
learner autonomy. Teacher autonomy is
showed in the process the teacher assign,
implement and evaluate the task. It is impor-
tant for the teacher to apply appropriate

task materials, structures and steps when

designing teaching tasks so that the students

can gain as more as possible out of the
teaching activity. In explaining the task, the
teacher should avoid tedious instruction so
as to let the students think about the task
and get to know the teacher’s intention and
react as required, which is also a manifesta-
tion of teacher autonomy. The order of the
tasks should range from easy to difficult,
controlled exercises to meaningful communi-
cation so that the students are guaranteed
with enough opportunities to make improve-
ment. Meanwhile, we should notice that low
autonomy activity should be prior to high
autonomy activity.

The following chart shows the tran-
scription of the classroom task in the third
session. The task is about pairs of the
students ask and answer with each other

about a place they like in Century Park.

Discourse

Start time End time Duration

TT .
what place you like.

Yes, and talk with your partner. Ask and answer

303. 05 307. 85 4.8

AST

(The students ask and answer with their partners. )

307.7 343.3 35.6

TT

This time everybody,let’s listen to SN1 and SN2.

341. 85 347.45 5.6

What place do you like?
1 like our clock.

PST Where is it?

What can you see there?

I can see a big plant house there.

347.8 17.5

TT En, good. Where is it? Good,SN3 and SN4.

365.5 372.9 7.4

What place do you like?
1 like the plant house.
Where is it?

PST L
It’s...it’s near the gate.

What can you see there?

I can see...1 can see a swing in the fun park.

373. 05 390. 75

Yes.good. Swing and maybe a pirate ship.

TT
The pirate ship, OK?

390. 35 396. 05

(o2}
-3

107



MBS (2016 SFH4550)

There are five tasks in this session. The
chart above is the typical structure of one of
the tasks. First, the teacher briefly explains
the task and waits for half a minute for the
students’ preparation. Then the teacher asks
two or three pairs of the students to act it
out. The teacher corrects each pair’s mistake
if any and give feedback right after their
presentation. The design of task is fast
paced and is able to attract students’ atten-
tion, showing high level of teacher autono-
my. However, student presentation observe
a quite fixed pattern,which is a low autono-
my activity. We can infer that it is because
primary students are yet not competent e-
nough to produce more completed dis-
course. But we can expect more autonomy
out of students in future study when they

move on to the next step.

4.3 Learner & interaction

Different from traditional teaching, au-
tonomous teaching is more likely to be a
two-way procedure instead of a monotonous
one-way flow,applying teaching dialogue to
promote interaction between teachers and
students. Little(1995)argues that interaction
between teachers and students,i. e. pedagog-
ical dialogue is an effective way to promote
learner autonomy. With text as the basis of
the dialogue, the teacher builds communica-
tive context by asking questions and correct
the students in time. Teaching dialogue
turns the classroom into a learning commu-
nity where teaching and learning can be con-
verted to each other. The chart below is a

record of questions in the classroom:
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Tallies | Percent Remark

Questiong 19 [22.09%]| To all students

Q&.A 43 150. 00 %] To individual students
Prompt 20 [23.26%

Forw.ard 4 1 65% Mo're 'th'an one questions
Questions to individual students

Aggregate| 86 Frequency:2. 2/min

We can see from the chart that question
frequency is up to 2. 2 times per minute,
which is pretty high. That is a smart way to
attract primary students’ attention, who are
liable to lost concentration, and keep them
focused. Also,with more than 50 students in
the classroom, the teacher asks questions in
high frequency as a strategy to save time and
check the students’ learning as more as pos-
sible. On the one hand, it facilitates the in-
teraction between the teacher and the
students; on the other hand, frequent ques-
tions can mobilizeclassroom atmosphere.
However, it doesn’t mean that the more
questions the better. When it comes to sim-
ple questions, questions can be frequent.
While asking difficult questions, the teacher
should slow down and leave more time for
the students to think, all depending on the
teacher’s control. It is also one of the auton-
omous teacher’s feature to take control of
the pace and content of the classroom. Ques-
tion frequency can also be testified in the da-
ta: In the first 7 minutes of the class while
reviewing last session, question frequency is
up to 4. 1 times per minute; when it comes
to new information, question frequency is re-
duced to 2.1 times per minute.

Besides, Q &.A (questions to individual

students) take up the largest part, up to
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50% swhile forward questions are the least,

only 4. 65%. The ratios of questions to all

5.Conclusion

All in all, this article examines teacher
autonomy on a micro level, following the
framework of mediation theory. The class-
room is seen as a dynamic system where the
teacher acts as a mediator and performs au-
tonomy in setting tasks,materials and inter-
action. Foreign language teacher autonomy
in the classroom can be expressed as below.
With multiple teaching objectives,the teach-
er chooses and processes appropriate learn-
ing materials and create authentic context
with target language to facilitate knowledge
internalization and autonomy in the
students. This article also aims to enlighten
EFL teachers to act more autonomy in class-
rooms and cultivate learner autonomy,
which is rather significant to teachers’ ca-

reer development.
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Abstract ;: Learner autonomy is an important pedagogical goal in education. In the litera-
ture researchers mainly address its individual dimensions, with its social dimensions seri-
ously under-researched. This study aims to explore the reciprocal relationships between
positive interdependence(and its two types:goal interdependence and resource interdepend-
ence)and learner autonomy (categorized into four dimensions: goal autonomy, plan autono-
my,strategy autonomy and evaluation autonomy). The participants were 170 sophomores
enrolled in a non-major English listening and speaking course from a university in central
China which adopted blended cooperative teaching. Data were collected by a self-report
questionnaire. Correlation and regression analyses indicated significant reciprocal relation-
ships between learner autonomy and positive interdependence. Specifically, resource inter-
dependence better fostered learner autonomy than did goal interdependence, with evaluation
autonomy benefiting the most and strategy autonomy the least. This study also confirmed
the positive effect of learner autonomy on cooperative learning as mediated by positive in-
terdependence,and therefore characterized blended cooperative learning as“goal-driven, re-
source-enabled, assessment-guaranteed,and strategy-initiated”.

Keywords: Blended learning, Cooperative learning, LLearner autonomy, Positive interde-

pendence
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1.Introduction

Ever since its introduction by Holec in come a recurrent theme in the literature and has

19811 , the concept of“learner autonomy”has be-  become mainstreamed as a key concept in foreign
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language educational planning. Although much
has been written on this subject, and seemingly
“there is nothing new or mysterious about learn-

2] the innovative learning structure

er autonomy
brought about by blended practice of teaching
and learning is bringing the issue of learner au-
tonomy more sharply into focus, which should
“necessitate broadening our understanding of
learner autonomy and its role in the complex
learning and technology nexus”™. This is partic-
ularly the case in China since“learner autonomy”
was recognized as an important pedagogical goal
for college English teaching in 2007 and the self-
access centers(SAC)have been set up in universi-
ties across China to implement the computer- and
to facilitate

classroom-based teaching mode

2.Literature review

2.1 Learner autonomy

Despite the variations in definition in the lit-
erature, learner autonomy 1is Widely accepted as a
kind of capacity,for a learner“to assume responsi-
bility for”™ or“take control of ™ his learning,espe-
cially for“self-directed learning”® ,and this kind of
capacity depends on a learner’s ability and willing-
ness ' to make and carry out the choices governing
his learning in goal setting, planning, learning
strategies use and monitor,and self-assessment.

Learner autonomy varies in degree; a
learner could be functioning at any point on the
autonomy continuum from dependent ( teacher-
directed) to independent ( learner-directed) , or
from reactive autonomy to proactive autonomy
1) There is no total independence or autono-
my,as Little argues, “total independence is not

»[9]

autonomy but autism”', The development of

learners’ individualized and autonomous learning,
a prelude to the integration of information tech-
nology into foreign language teaching, which is
now commonly known as the blended practice of
English learning.

In this regard, this study, set against
the context of blended learning,aims to shift
the focus away from the“individual”aspects,
as is the case in autonomy literature, and
looks at the social dimensions of autonomy,
with the particular focus on learners’ inter-
dependence in cooperative learning. Al-
though most of these have also been with us
for some time, the focus on cooperative

learning in a blended environment with re-

gard to autonomy is still relatively new.

autonomy in a learner is a gradual shift from
teacher dependence toward teacher/learner in-
terdependence and then further toward learner
independence;it is“an optimal state of equilibri-
um between maximal self-development and hu-

99[10]

man interdependence . These remarks high-
light the social dimensions of learner autonomy
with its focus on learner interdependence.

An examination into the literature on
learner autonomy in China may suggest
three well-established research areas: (1) re-
conceptualizing , re-framing and measuring of
learner autonomy in the context of foreign
language learning in China; (2)teachers’ role
in promoting learner autonomy as strategy
trainer, facilitator, counselor and resource;
(3) individual factors on learner autonomy,
including learning motivation, self-efficacy,

learning strategies etc. , studies in this re-
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gard link learner autonomy closely to cogni-
tive strategies,and meta-cognitive strategies
in particular.

As can be ecasily seen, autonomy re-
searchers in China mostly focus on the indi-
vidual aspects of learner autonomy, with its
social ~ dimensions  seriously  under-re-
searched. Xiao,Xu &. Zhang and Xiao & Xu
had tried to fill the gap, the former explo-
ring the relationship between college
students’ autonomy and their perception of
social support, sense of class belonging!'!,
the latter students’ autonomy and their posi-

H2] | Statistical analysis

tive interdependence
produced overall positive correlations, con-
firming the social attributes of learner au-
tonomy. The results, to some degree, have
inspired thinking about and practice of in-
corporating cooperative learning with auton-
omous learning *'. By conducting an exper-
imental study, Xu proved that cooperative
out-of-class learning could facilitate learner

L4 Although relating learner au-

autonomy
tonomy to cooperative learning may have
formed an emerging yet significant research
area, little is still known about how this
works, which entails an examination of how

cooperative learning could be designed to

foster learner autonomy.

2.2 Cooperative learning and in-

terdependence

Cooperative learning has been shown to be
relatively more effective in promoting learner a-
chievement and interaction than competitive and
individual learning '™, Yet there is still a concern
among practitioners that some students often re-

main reluctant to actively participate in group
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work, and sometimes only one or two willing
students do almost all the work to complete the

1%, resulting in social loafing

group assignmen
and free riding. For cooperative learning to be ef-
fective, teachers much create conditions for: 1)
positive interdependence, 2) individual accounta-
bility,and 3)group processing "¢

Positive interdependence 1is achieved
when learners perceive that the success of
each individual is an important element of
group success in completing the assigned ac-
tivity,and for an individual to succeed, he/
she should help all other members to suc-
ceed M1, Only with positive interdependence
will all members try to fulfill their individu-
al accountability for the group’s success,and
they therefore would constantly assess the
completion of individual accountability and
reflect on who performed well and which ac-
tions should be continued or discontinued,
which means, positive interdependence is the
most important component in cooperative
learningt?*It?4,

There are different types of positive interde-
pendence in cooperative learning,such as goal in-
terdependence, resource interdependence, task in-
terdependence, role interdependence, reward in-
terdependence. Goal interdependence exists when
participants perceive that they can succeed in
reaching their goal if and only if the other indi-
viduals with whom they are cooperatively linked
also reach their goals. It is structured through as-
signing one common goal for all students to a-
chieve. Resource interdependence exists when
each member has only a portion of the informa-
tion,resources or materials necessary for the task

to be completed and members’ resources have to

be combined in order for the group to achieve its
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goal ), Positive resource interdependence is
structured through giving group members differ-
ent resources (information and/or equipment) or
assigning them different parts of the task so that
they must share in order to successfully complete
the individual and group task.

While considerable research has been con-
ducted on many of the ways to structure positive
interdependence and there is evidence that posi-
tive interdependence ( cooperation) is more effec-
tive in facilitating learners’ perception of social
support, interaction, attitude and achievement
than is negative interdependence (competition) or
no interdependence (individual efforts) both in
face-to-face and traditional learning environ-

[2eJ24)25020) | fewy studies have investigated

ments
positive interdependence in blended learning en-
vironments. On the other hand,although Xiao &
Xu confirmed the positive correlations between

positive interdependence and learner autonomy

3.Methodology

3.1 The participants and the course

Participants of this study were 170 non-Eng-
lish-major sophomores in a university in China
who enrolled in five classes of the course College
English Listening and Speaking taught by the same
teacher. This university implements the curricula-
variable system,allowing the students to select the
course and teacher they like, instead of assigning
the students from the same major into the same
class,as is often the case in China. This made the
course blended in student composition,

For this 12-week course, before meeting
each other in class, the participants were

supposed to finish some learning units from

271 they didn’t design cooperative activities and
only conducted correlation analysis, thus little is
still known about their causal effect direction,
that is,whether it is positive interdependence that
facilitates learner autonomy,or learner autonomy
that contributes to positive interdependence.

In accordance with the existing research
and the components that seem to be miss-
ing,the present study was conducted to ad-
dress the following research questions:

(1) What is the reciprocal relationship
between positive interdependence and leaner
autonomy in blended cooperative learning
environment?

(2) How do positive interdependence
and leaner autonomy contribute to student
satisfaction with their blended cooperative

learning experience?

the online learning system,as well as some
test items or tasks related to the mini-lec-
tures or audio/video materials designed and
uploaded to the course management system
by the teacher. The out-of-class individual
learning could be done either in the self-ac-
cess center or in their dormitory. The 2 class
hours’ in-class meeting each week is mainly
set for the student-centered cooperative ac-
tivities,as well as the teacher-led lectures or
Q&-A. This made the course content a blend
of teacher lecturing, individual autonomous
learning,and group cooperative learning.

To implement cooperative teaching, the
participants in each class worked in fixed
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small groups of 4-5. To facilitate their online
communication and cooperation, social media
like QQ, WeChat and online forum were a-
dopted. To complete the group assignments,
the members had discussions, made choices
and plans, divided the labor, shared re-
sources and incorporated contributions
mainly online, which was facilitated by their
computers, smart phones, tablets and the
wide access to campus wireless network. In
class, they presented their group work, had
discussion, and had peer evaluations. This

made the environment for our cooperative

learning blended in nature and in platform.

3.2 Instruments

The data were collected through admin-
istering a five-point self-report Likert scale,
which was developed for the participants to
respond to the items as“strongly agree”,“a-
gree”,“undecided”, “disagree”,and“strongly
disagree”. The scale was comprised of three

sub-parts. Part 1 was reproduced from the

questionnaire designed by Xu to investigate

4.Results

4.1 Correlation between positive inter-
dependence and learner autonomy

Tab. 1

interdependence and learner autonomy
variabl¢ GA PA SA EA
GI |.523"" |.555"" |.461"" |.5556""
RI |.496"" |.534"" |.528" " |.617""

Correlation analysis between positive

LA
L 620" "
L 655"

GA= goal autonomy, PA = plan autonomy, SA = strategy
autonomy , EA=evaluation autonomy.LA=learner autono-
my; GI = goal interdependence, RI = resource interdepend-

x

ence, PI= positive interdependence. * significant at. 05, * *

significant at. 01, * * * significant at. 001
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learner autonomy in English learning %7,

with 23 items falling into the four dimen-
sions of autonomy in identifying and setting
goals (goal autonomy for short), autonomy
in making plans(plan autonomy) , autonomy
in choosing,applying and monitoring strate-
gies ( strategy autonomy), autonomy in re-
flecting on the learning process and evalua-
ting the learning results(evaluation autono-
my). Part 2 was reproduced from the Class-
room Life Measure from Ghaith, et al. "1,
with 5 items measuring the positive goal in-
terdependence and 6 items the positive re-
source interdependence. Part 3 was repro-
duced from the questionnaire in Sorden &
Munene 7, with 12 items measuring
student satisfaction with the course. The
scale showed good reliability, with the aver-
age Cronbach’s a for the 3 sub-parts and the
scale as a whole being. 852,. 887,. 836 and.
917 respectively. 165 valid copies were col-

lected after the questionnaire was adminis-

tered to the 170 participants in week 12.

Tab. 1 shows the results of analyzing
the correlation between the two types of
positive interdependence and learner autono-
my. Using Pearson’s r,there was significant
moderate positive correlation at the 0. 01
level. Comparatively, the correlation be-
tween resource interdependence and general
learner autonomy(r=. 655) was higher than

goal interdependence(r=. 620). Specifically,

the correlations between resource interde-
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pendence and strategy autonomy(r=. 528),
evaluation autonomy (r =. 617) were higher
than goal interdependence, but the relation-
ships between goal interdependence and goal
autonomy(r=. 523), plan autonomy (r =.

555)were higher than resource interdepend-

ence.

4.2 Effect of positive interdepend-

ence on learner autonomy

The positive correlations found here in-
dicate that we can further conduct regres-
sion analysis to find out more about the re-

ciprocal relationships between positive inter-

dependence and learner autonomy and how
they contribute to the students’ satisfaction.

With goal interdependence and resource
interdependence as predictors and learner
autonomy as dependent variable, entering
multiple linear regression analysis shows
(Tab. 2):F(2,163)=75.811(p=.000),R2
=. 482, indicating that 48. 2% of variance in
learner autonomy was significantly ex-
plained by goal interdependence and re-
source interdependence together. The effect
of resource interdependence on learner au-

tonomy was B=. 435, stronger than goal in-

terdependence B=. 318.

Tab.2 Multiple regression analysis on the effects of

positive interdependence on learner autonomy

R=.694,a=.977,F(2,163)=75.811"" ",
R?=.482,adjusted R* =. 476

variable B B T
GI/LA . 287 . 318 4.057
RI/LA . 351 . 435 5.549”

With positive interdependence as pre-
dictor and the four dimensions of learner au-
tonomy as dependent variables, unitary line-
ar regression analysis(Tab. 3)shows that all
standardized coefficients were significant;

the R2 for goal autonomy, plan autonomy,

strategy autonomy and evaluation autonomy
were. 307,. 350,. 287,. 407 respectively, in-
dicating that positive interdependence was
most effective in promoting learners’ evalua-
tion autonomy,and least effective in strate-

gy autonomy.

Tab.3 Unitary regression analysis on the effects of positive interdependence on learner autonomy

variable B B T
N 1.567 ~ 7.510" "~ F=72.665""",R* =. 307, adjusted R*
PI/GA . 554
.o11 8.524* " =.303
1.122 4.701" "~ F=88. 204" " ", R* =. 350, adjusted R*
PI/PA 591 B
. 644 9.392" "~ =. 346
. 716 2.602° " F=65. 988" ", R* =. 287, adjusted R?
PI/SA . 536
. 642 8.123" " =.283
. . 663 2.650" " F=111.114" " * ,R* =. 404, adjusted R?
PI/EA 636 ;,
. 757 10,5417~ =.400
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4.3 Effect of learner autonomy on
positive interdependence

With the four dimensions of learner au-
tonomy as predictors and positive interde-
pendence as dependent variable, the results
of stepwise multiple linear regression analy-
sis are shown in Tab. 4. The three variables
added into the model were goal autonomy,
strategy autonomy and evaluation autono-
my. Collinearity diagnostics produced toler-

ance values between. 595 and. 709, with the

largest VIF being 1. 681, indicating that the
problem of multicollinearity didn’t exist. For
the three variables adding into the model,R
=.706,R*=.499,F=53. 686(p=.000) ,in-
dicating that goal autonomy,strategy auton-
omy and evaluation autonomy together
could explain 49. 9% of the variance in posi-
tive interdependence. More specifically, the
effect of evaluation autonomy on positive in-
terdependence(B=. 404) is larger than goal
autonomy (B =. 282) and strategy autonomy

(B=.159).

Tab. 4 Stepwise multiple regression analysis on the effects of learner autonomy on positive interdependence

variable R R* F B B T
1. EA . 636 . 404 111. 1147~ . 339 . 404 5.605" "
2. GA . 695 . 483 76.258" " . 306 . 282 4.266° "
3.SA . 706 . 499 53.686" "~ . 133 . 159 2.213"
=388. 601 (p=. 000), R* =. 827, indicatin
4.4 Effect of learner autonomy P &

and positive interdependence
on satisfaction

Entering multiple linear regression a-
nalysis with positive interdependence and
learner autonomy as predictors and satisfac-

tion as dependent variable(Tab. 5) shows F

that 82. 7% of variance in student satisfac-
tion was significantly explained by positive
interdependence and learner autonomy to-
gether. The effect of learner autonomy on
student satisfaction was g =. 575, stronger

than positive interdependence 3=. 411.

Tab.5 Multiple regression analysis on the effect of positive interdependence and learner autonomy on satisfaction

variable B B T
R=.909,a= —0. 463, F (2, 163) = 388.
LA/ST . 694 Ve 12.730" ) .
601" " ,R*=.827,adjusted R2=. 825
PI/ST . 462 411 9.097" "~

With the four dimensions of learner au-
tonomy and two types of positive interde-
pendence as predictors and satisfaction as
dependent variable, the results of stepwise
multiple linear regression analysis are shown

in Tab. 6. Except for plan autonomy, the
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other five variables were all added into the
model. Collinearity diagnostics produced tol-
erance values between. 423 and. 722, with
the largest VIF being 2. 366, indicating that
the problem of multicollinearity didn’t ex-

ist. R=. 910, R2=. 829, F=153. 686 (p=.
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000),indicating that 82. 9% of the variance
in student satisfaction could be explained by
resource interdependence, strategy autono-
my, goal interdependence, evaluation auton-

omy and goal autonomy together, and their

effects(B) were. 218,. 316,. 126,. 233,. 240
respectively, indicating that the effect of
strategy autonomy on student satisfaction
was the biggest, followed by goal interde-

pendence and evaluation autonomy.

Tab. 6 Multiple linear regression analysis on the effects of positive interdependence

types and learner autonomy dimensions on satisfaction

variable R R? B B T
1. RI . 758 574 221.240" "~ . 212 . 218 4,336" 7
2. SA . 858 . 736 226.760" " . 296 . 316 7.323" "7
3. GI . 887 . 787 199.655" . 262 . 240 4,.983" "
4. EA 905 . 819 181.566" "~ . 220 . 233 5.008" "
5. GA 910 829 154.705" "~ . 154 . 126 3.065" "

5.Discussion

Although this study aims to look into
the effect of learner autonomy on coopera-
tive learning as mediated by positive interde-
pendence in the context of blended learning,
instead of following the traditional research
line of exploring how cooperative learning
contributes to learner autonomy, our find-
ings did support that cooperative learning
could foster learner autonomy.

First,as shown in Tab. 1, the correla-
tions between positive interdependence and
learner autonomy were much higher than
the medium correlations in Xiao & Xu's re-

B One possible explanation is that

search
they only reported the results of a question-
naire survey but didn’t conduct cooperative
teaching, while this study did. This con-
firmed the beneficial effect of cooperative
learning on learner autonomy, especially in

blended learning environment. This is be-

cause,in blended environment, online coop-

erative environment creates a friendly and
low-anxiety learning environment which of-
fers learner the convenience for interaction
and resource sharing, and also allows them
enough time for in-depth critical thinking in
discussion, then face-to-face cooperation
provides them the necessary social cues and
social presence for affective support to in-
crease their motivation and to encourage
“all” rather than®“some” students to partici-
pate.

However,as is proved by this study,the
beneficial effect of cooperative learning on
autonomy is mediated by positive interde-
pendence,as is shown in Tab. 2, positive in-
terdependence could significantly account
for 48. 2% of the variance in learner autono-
my. In autonomy-support cooperative learn-
ing,the teacher’s task is to provide a learn-
that students’

ing environment supports

basic needs to become motivated and engage
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in self-regulated learning,and to transfer the
control and responsibility to learners to
bring them to the point where they accept
“equal responsibility for co-production”t* of
classroom language lessons. By stipulating
accountability and sharing responsibility,
positive interdependence ensures that
students will take control over and assume
responsibility for their own learning,leading
them on their way from interdependence to
autonomy.

Both the correlation and regression ana-
lyses in this study show that the effect of
positive resource interdependence on learner
autonomy is greater than that of goal inter-
dependence, which disagrees with the results
of Ghaith, et al. " and Xiao &Xu P, who
argued that goal interdependence was more
important in enhancing learning achievement
and learner autonomy because resource in-
terdependence was driven by goal interde-
pendence. This could be explained by the
fact that, while making resource searching
and sharing more convenient than traditional
learning environment, online environment
also automatically keeps track of the interac-
tion and resource sharing among group
members, which, together with teachers’
presence either implicit or explicit, produces
the necessary constraints, supervision,incen-
tives and role models to encourage all mem-
bers to participate and contribute. In blen-
ded cooperative learning, resource interde-
pendence is better perceived by students
than is goal interdependence, giving them a
stronger sense of social support and group

belonging, and encouraging them to engage

more actively in web-based autonomous in-
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quiry and interactive collaboration. There-
fore,while goal interdependence is more im-
portant in creating the necessary “attitude”
towards autonomous learning, resource in-
terdependence is more effective in encoura-
ging the actual behaviors of autonomy learn-
ing,resulting in the development and inter-
nalization of autonomous learning ability.
Xiao & Xu found that the correlations
between positive interdependence and auton-
omy in using and monitoring learning strate-
gies were not significant **, while this stud-
y,as is shown in Tab. 3, found that the
effect of positive interdependence on
learners’ strategy autonomy was significant.
This may have to do with the fact that the
low-anxiety and low-risk online environment
has encouraged more help-seeking behav-
iors, which is a very important adaptive
strategy for autonomous learning . Also
the asynchronous communication in online
communication provides learners with more
time for thought processing and more
sources for learning strategies because the
resources students share may contain some
strategies, which makes students in a better
position to help each other in terms of learn-
ing strategies. However, among the four di-
mensions, strategy autonomy benefited the
least from interdependence (R2=. 287), in-
dicating that students still mostly expected
the teacher to offer them useful learning
strategies. In talking about cultural appro-
priateness and traits of learner autonomy in
language learning, Ho &. Crockall pointed
out that Chinese concern with face and Chi-

nese students’ respect for authority might be

an obstacle to the promotion of autonomy



Cooperative Learning in a Blended Environment:

From Interdependence to Autonomy or Vice Versa?

B7] Most Chinese students’ respect for au-

thority and their view of the teacher as the
authority figure result in the “autonomous
dependency”,the dependence on trusted and
knowable others in learning, especially as far
as learning strategy is concerned. In blended
learning environment, teachers might not be
the only source of knowledge anymore, but
their role as learner strategy trainer is only
becoming all the more important as students
engage more in autonomous learning.

As is mentioned above, what makes this
study different might be the concern over
how learner autonomy can facilitate coopera-
tive learning. Regression analysis ( Tab. 5)
did show that learner autonomy could sig-
nificantly predict(B=. 575) student satisfac-
tion with our blended cooperative learning
experience. This is achieved by positive in-
terdependence encouraged and maintained
by learner autonomy. Autonomous learners
are those who have the ability and the will-
ingness to take control over and assume re-
sponsibility for his own learning, and only
autonomous learners can become the trusted

and dependable ones in cooperation.

6.Conclusion

The findings of this study bring us a
step closer to understanding the social di-
mensions of learner autonomy as well the
components of effective cooperative learn-
ing. The results show that blended coopera-
tive learning is a good way for us to help
learners move from dependence to independ-

ence as is mediated by interdependence,

Among the four dimensions, evaluation
autonomy ( Tab. 4) is the most effective in
maintaining the positive interdependence a-
mong peers (B=. 404). This might have to
do with how our cooperative learning was e-
valuated. We adopted formative assessment
for our cooperative learning and tried to in-
volve learners in criteria designing, peer as-
sessment and self-assessment. In this way,
they got to know better the goals and re-
quirements for cooperative learning. By tak-
ing into account both the group products
and individual contributions, assessment
could help maintain the relationship of“indi-
vidual accountability, within-group interde-
pendence and between-group competition”.

As shown in Tab. 6, although strategy
autonomy benefited the least from coopera-
tive learning, among the six variables dis-
cussed in this study, it was the strongest
predictor(3=. 316) for student satisfaction,
indicating the importance of learning strate-
gies in autonomous and cooperative learn-
ing, this again points to the importance of

learner strategy training.

which means,apart from the aforementioned
three components of effective cooperative
learning,learner autonomy should be includ-
ed as another essential component. In blen-
ded cooperative learning environment, learn-
er autonomy and learner interdependence
can mutually facilitate and they together

contribute to students’ positive experience
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with cooperative learning. Echoing the title,
here we can conclude that cooperative learn-
ing in a blended environment is a process of
leading students from interdependence to-
ward autonomy,and also a process of bring-

ing students from autonomy to interdepend-

Strategy Auto.
A
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528 555
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. 481
Evaluation. Auto.
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Abstract ; This study aims to explore the effects of motivational beliefs on non-English
majors’ use of motivational regulation strategies by establishing a structural equation mod-
el. The survey of 301 sophomores indicated that(1)three motivational beliefs, self-efficacy,
mastery goal orientation and task® value correlated positively and significantly with each
other; (2)all of them had direct and positive effects on the use of motivational regulation
strategies and could predict 53% variance of the use of motivational regulation strategies;
(3)self-efficacy had the largest direct and positive effects, mastery goal orientation’s effects
were the second,and task values’ were the third.

Keywords : Effects, English learning , Motivational beliefs, Motivational regulation strat-
egies
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1.Introduction

In foreign language learning, students’ 2007 ; Guilloteaux & Dornyei,2008). If fact,
motivation is very important. Without e- it is hard for learners to always keep a high
nough motivation, even students with high level of motivation. When the motivation de-
level cognition may find it impossible to a- clines,learners have to adopt some motiva-

chieve long term goals (Cheng &. Dérnyei, tional regulation strategies, like stress re-

@ This paper is sponsored by the Teaching Reform Project of Fujian Agricultural and Forestry Uni-
versity(111110011)(111416211).
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Use of Motivational Regulation Strategies”

duction or self-reward. Motivational regula-
tion is an important aspect of self-regulated
learning and has an impact on academic
learning and achievement ( Wolters, 2003).
English learning motivational regulation
strategies are those strategies learners use
to improve their motivational level and ef-
forts to continue their English study (Liu,
2014).

Till now, most researches have focused
on the classification and the specific use of
those strategies; few researches have been
on learners’ factors affecting the use of mo-
tivational regulation strategies. Such resear-

ches on learners’ factors’ effects may better

help teachers to suit the instruction to

2.Research background

2.1 Motivational regulation strat-

egies

Since the 1990s, many researches have
been focusing on how teachers and students
motivate and sustain students’ motivational
level with strategies. There are two aspects
of the use of motivational regulation strate-
gies;on the one hand, the strategies’ users
are teachers, namely teachers’ motivational
teaching strategies; on the other hand, the
strategies’ students, namely

users are

students’ motivational learning strategies.
The

teachers’

present researches are mostly on

motivational teaching strategies
(Guilloteaux & Doérnyei, 2008; Bernaus &
Gardner, 2008 ; Moskovoky, et al, 2013; Xu,
2014). Since there are few theoretical and

empirical researches on students’ motiva-

students’ level and help students to sustain
their motivation with motivational regula-
tion strategies. The present relevant resear-
ches have only focused on learners’ uncon-
trollable factors’ effects,like gender, and so
on. As to controllable factors, for example,
the motivational belief of self-efficacy, few
researchers have done such investigation.
Wolters & Benzon (2013) point out that
students’ motivational beliefs have impor-
tant impacts on their motivational regula-
tion. Therefore, this paper aims to explore
the effects of motivational beliefs, learners’
controllable factors, on non-English majors’

use of motivational regulation strategies.

tional learning strategies and learners them-
selves are the key to the success of study,
this research aims to make an empirical re-
search on students’ use of motivational
learning strategies.

The present researches, either on
teachers’ motivational teaching strategies or
on students’ motivational learning strate-
gies,are more on teachers’ and students’ use
of strategies; only a few researches try to
explore the complex relations between strat-
egies use and learners’ factors(Gao, 2012).
Such researches investigated the different u-
ses of strategies only according to learners’
majors, gender 2009;
Gao&.Liu,2014;Li,2015). According to the

classification made by Wen(1993) ,such fac-

and grades ( Li,

tors belong to learners’ uncontrollable fac-
tors. However, those psychological individu-
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al differences, which are“enduring personal
characteristics that are assumed to apply to
everybody and on which people differ by de-
gree” (Dornyei, 2005: 4), for instance, self-
efficacy,very few researches have made such
investigation. Xu & Li(2014) point out that
those researches on uncontrollable learners’
factors are not practical enough;only the in-
vestigations on controllable learners’ factors
are really concerned with individual learners’

learning.

2.2 Motivational beliefs

Many researches show that motivation-
al beliefs,learners’ controllable factors, play
an important role on self-regulation learn-
ing. Motivational beliefs refer to the factors
that promote individuals to conduct some
tasks, mainly including self-efficacy, goal-o-
rientation and task value(Macrou &. Philip-
pou, 2005 ). Self-efficacy refers to
individual’s self-expectation on his own abil-
ity of performance under some particular
circumstances(Wang, 2009:61). As to goal-
orientation, researchers often divide it into
mastery goal-orientation and performance
goal-orientation, which is supported by man-
y researches(Ames & Archer, 1988; Ames,
1992). The research of Zhang & Yuan
(2004) shows that compared with perform-
ance goal-orientation, mastery goal-orienta-
tion has more positive effects on learners’
foreign language learning. What's more,
Wolters & Benzon's research (2013) also
shows that performance goal-orientation has
no relation with motivational regulation

strategies. Therefore, this research only fo-

cuses on mastery goal-orientation’s effects
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on the use of motivational regulation strate-
gies. According to expectancy-value theory,
task value refers to individual’s subjective
judgment on his behavior’s significance and
importance(Wang,2009:2).

According to Pintrich (2003), students
with higher level of task value, self-efficacy
and mastery goal-orientation are more en-
thusiastic to make good use of various cog-
nitive strategies and to regulate and monitor
their own cognition more effectively. Since
motivational beliefs have effects on the use
of cognitive and metacognitive strategies, do
they also have effects on the use of motiva-
tional regulation strategies,which are so im-
portant in learners’ autonomous learning?

The relevant researches in foreign coun-
tries are very limited. Their conclusions are not
the same, which is probably due to different
participants and survey instruments. For exam-
ple, the research of Wolters & Rosenthal(2000)
on American high school students shows that
except self-efficacy, the motivational beliefs of
task value, performance and mastery goal-orien-
tation can positively predict motivational regu-
lation strategies. However, Wolters &. Benzon’s
research(2013)on American liberal arts college
students shows that all the motivational beliefs
of self-efficacy, task value and goal-orientation
can predict different dimensions of motivational
regulation strategies. All the above researches
do not focus on learners’ foreign language
learning. What's more, they haven’t pointed out
the mutual relations among the several motiva-
tional beliefs. Especially on the effect of self-ef-
ficacy, they draw different conclusions. For in-
stance, Wolters &. Rosenthal (2000) found that

self-efficacy did not have any predictable effect
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on motivational regulation strategies, while
Wolters & Benzon(2013)found that self-effica-
cy had predictable effect. Thus this topic needs
further empirical researches to confirm. This re-
search intends to explore motivational beliefs’
effects on Chinese college students’ use of moti-
vational regulation strategies, by the means of
those motivational beliefs’ survey instruments
that adapted to them.

Till now,in China, only limited resear-
ches have been carried out on the relations
between motivational beliefs and motiva-
tional regulation strategies. Only Li's re-
search (2008) shows that self-efficacy can
predict four motivational regulation strate-
gies. Whereas mastery goal-orientation had
more predictable effects, it could predict all
the eight motivational regulation strategies.
However, Li(2008) has not pointed out the
mutual relations among different motiva-
tional beliefs,either. As to task value,no re-
searches have showed whether it also has
effects on the use of motivational regulation
strategies and how the effects are. What's
more, most of the present relevant resear-
motivational

ches only explore a single

belief’s effect on motivational regulation
strategies, which will easily lead to some
theoretical problems. That is to say, re-
searchers fail to analyze the problem from a
comprehensive and systematic perspective;
instead, they only make fragmental and iso-
lated explanations. Therefore, this research

aims to explore the mutual relations among

the three motivational beliefs of self-effica-

cy,mastery goal-orientation and task value,

their effects on motivational regulation
strategies,and compare the different effects
of the three motivational beliefs.

As to statistical methods, the present
researches home and abroad only use simple
correlation analysis and regression analysis.
Xu(2009) points out that structural equation
modeling combines many traditional multi-
variate statistical methods, like canonical
correlation analysis, regression analysis, and
so on, and also avoid the disadvantages of
these methods. Li (2012: 193) also recom-
equation modeling

mends that structural

should be applied in the researches on
learners’ factors. Therefore, this research in-
tends to apply structural equation modeling
to explore the effects of motivational beliefs

on motivational regulation strategies.

2.3 Research questions

The research questions of this research
are as follows:

(1) What are the mutual relations a-
mong the three motivational beliefs of self-
efficacy, mastery goal-orientation and task
value?

(2) How do the three motivational be-
liefs affect motivational regulation strate-
gies?

(3) What are the specific effects of each
motivational belief on motivational regula-
tion strategies? Which motivational belief’s

effect is the largest?
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3.Research design

3.1 Subjects

In order to compare the results of Li's
research(2008) , this research also takes non-
English majors as subjects. Boomsma &
Hoogland (2001) point out that in order to
have stable structural equation model, it is
better to have over 200 subjects. The struc-
tural equation model will be stable if the
subjects are between 200 and 500.

Therefore,six classes of 320 non-English ma-
jor sophomores were selected at random from one
college. The reason for choosing sophomores is
that many second-year college students have been
adjusting to autonomous learning after one year’s
college study and have more or less self-regulation
abilities. This research’s number of subjects meets
the requirements of the structural equation model-
ing. The valid questionnaires are totally 301, and

the validity is as high as 94. 06%%.

3.2 Instruments

3.2.1 English learning motivational regula-
tion strategies questionnaire

This research aims to compare the results of
Li’s research(2008),s0 his motivational regulation
strategies questionnaire is adopted. There are all
together 40 items of the eight types of motivational
regulation strategies, which consists of three sub-
scales, including internal motivational regulation,
external motivational regulation and volitional con-
trol. The internal motivational regulation is made
up of 7 items of interest enhancement, 6 items of
mastery self-talk, 3 items of task value enhance-
ment and 4 items of self-efficacy enhancement. The
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external motivational regulation is made up of 7 i-
tems of performance self-talk, 5 items of self-re-
ward and 4 items of negative-based incentive. The
volitional control subscale only consists of 4 items
of volitional control. The student participants were
expected to respond on a five-point Likert Scale
ranging from 1(This statement is never or almost
never true of me)to 5(This statement is completely
or almost completely true of me). The eight
strategies’ points come from the average points of
the items under each strategy.
3.2.2 English learning self-efficacy ques-
tionnaire

According to Zhu (2012), nowadays the
most frequently used self-efficacy questionnaire
home is designed by Liang (2000), Academic
Self-efficacy Questionnaire, which is consulted
and modified from the relevant self-efficacy
subscale of the Motivated Strategies for Learn-
ing Questionnaire(MSLQ) designed by Pintrich
&. DeGroot(1990). This Academic Self-efficacy
Questionnaire is divided into two subscales: One
is learning ability self-efficacy (11 items), and
the other is learning behavior self-efficacy(11 i-
tems). The five-point Likert Scale is applied in
this questionnaire.
3.2.3 English learning mastery goal-orien-

tation questionnaire

This questionnaire is adopted from the
mastery goal-orientation subscale of Achieve-
ment Goal-orientation Questionnaire modified
by Xu,et al. (2000). There are all together 6 i-
tems and the five-point Likert Scale is applied.
This questionnaire has been frequently applied

in many researches and has very good reliability
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and validity(Zhu,2012).
3.2.4 English learning task value question-
naire

This questionnaire is adopted from the
subscale of Intrinsic Value of the Motivated
Strategies for Learning Questionnaire
(MSLQ) designed by Pintrich & DeGroot
(1990). There are all together 9 items and

the five-point Likert Scale is applied.

3.3 Procedures of data collection
and data analysis

The questionnaires of motivational beliefs
and motivational regulation strategies were con-
ducted and collected in class. First, SPSS 16. 0

was used to organize the data,eliminate the miss-

ing values,recode the negative questions and cal-
culate the average point of each item. Then,relia-
bility analysis was made. After this, AMOS 17. 0
was used to make validity analysis. In the end,
the structural equation model of motivational be-
liefs on motivational regulation strategies was
made.
3.3.1 Reliability analysis

Reliability analysis was made by SPSS
16. 0. Tab. 1 displays the different Alpha
values, which showed that only the Alpha
values of negative-based incentive and voli-
tional control were a little below 0. 7,all the
other Alpha values were above 0. 7. The to-
tal reliability value of the questionnaire was

as high as 0. 928, which is very satisfactory.

Tab.1 English Learning Motivational Regulation Strategies Questionnaire’s scales and their Alpha values

Scales

Strategies

Alpha value

Interest enhancement(7items)

830

Internal motivational

Mastery self-talk(6 items)

793

regulation

Task value enhancement(3 items)

Self-efficacy enhancement(4 items)

Performance self-talk(7 items)

External motivational

Self-reward(5 items)

regulation

Negative-based incentive(4 items)

Volitional control

Volitional control(4 items)

co|lo|lo|lo|o|lolo|o
~
(@a]
=)

Total reliability of the

questionnaire

40 items 0. ¢

The reliability analysis results of Self-Effi-
cacy Questionnaire showed that the Alpha value
of learning ability self-efficacy was 0. 884. After
deleting three items with relatively low item-to-
tal correlation values, the reliability value of
learning behavior self-efficacy became 0. 757.
The total reliability value of the questionnaire
(19 items)was as high as 0. 901.

The reliability value of Mastery Goal-o-

rientation Questionnaire (6 items) was O.

800. The reliability value of Value Task
Questionnaire(9 items)was 0. 857.
3.3.2 Validity analysis

Validity analysis was made by AMOS 17.
0 to test the validity of the three motivational
belief questionnaires and motivational regulation
strategies questionnaire,and the results were in
Tab. 2. Xu(2009) points out that the fit indexes
of the structural equation models are not rigid;

they are only for reference. It mainly depends on
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whether most fit indexes are close to or reach
the basic standards to judge whether the theo-
retical model fits the data. Since Chi-square
Test is sensitive to sample size, the significance
level of large-sample test(n>>200)is always be-

low 0. 05. Therefore, researchers are often more

concerned whether RMSEA meets the stand-
ard,to make up for the shortage of Chi-square
Test. Tab. 2 showed that the fitness of the four
models was good, and the four questionnaires

had good structural validity.

Tab.2 The confirmatory factor analysis of the three motivational belief questionnaires and motivational

regulation strategies questionnaire(n=2301)

Questionnaires ° df 2%/ df |[RMSEA| GFI AGFI 1F1 CFI1 RMR
Self-efficacy 411.001 151 2.722 0.076 0. 870 0. 836 0. 877 0.876 | 0.068
Mastery goal-orientation 24. 840 9 2.760 | 0.077 | 0.974 | 0.940 | 0.966 | 0.965 | 0.044
Task value 32.949 18 1. 830 0.053 0.977 0.943 0. 988 0.988 | 0.042
Motivational regulation _
. 38.552 17 2.268 0.065 0. 969 0.934 0.976 0.976 | 0.023
strategies

3.3.3 Structural equation modeling
1)

equation modeling

Hypothetical structural

Many researches show the three motiva-
tional beliefs have mutual effects on each other.
For example, self-efficacy has significant posi-
tive relationship with mastery goal orientation
(Zhu,2012) ;task value also has significant pos-
itive relationship with mastery goal orientation
(Braten &. Olaussen, 2005) ; self-efficacy has
significant positive relationship with task value

Mastery
goalorientation

Self-efficacy

(Wigfield, et al. ,2004). What’s more, according
to Wolters &. Benzon's research (2013) on A-
merican college students, all the three motiva-
tional beliefs have different predictive effects on
every dimension of motivational regulation
strategies. Accordingly, this research makes the
following predictions: The three motivational
beliefs correlate with each other,and all of them
have direct and positive effects on college

students’ use of motivational regulation strate-

gies. The hypothetical model is shown in Fig. 1.

Motivational

Fig. 1
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Regulation Strategies

The hypothetic model of English learning motivational beliefs on motivational regulation strategies
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(2)Final structural equation modeling

This research took the three motiva-
tional beliefs as exogenous latent variables
and the motivational regulation strategies as
endogenous latent variable to establish a
structural equation model with the maxi-
mum likelihood method of AMOS 17. 0.
Since both mastery goal-orientation and task
value only have one dimension,so they were
treated as observed variables,and shown by
rectangles.

Since structural equation modeling has sta-
tistical prerequisite, that is to say, the data
should have normal distribution and have linear
and correlation relationship with each other. If
data have severe skew distribution, non-linear

relationship and pseudo-correlation with each

other,no matter how well the statistical indexes
meet the requirement, the conclusion is not reli-
able (Xu, 2009). Therefore, before modeling,
normality test was made to test whether data of
the three motivational beliefs and motivational
regulation strategies are normally distributed.
The results of the test were shown in Tab. 3. If
the absolute values of the indexes of skewness
and kurtosis are less than 1,the data are almost
normally distributed(Qin,2009). Tab. 3 showed
that all the skewness and kurtosis indexes of all
the variables of this research were close to 0
and their absolute values were less than 1,
which meant all the data were normally or near-
ly normally distributed and were suitable for

the following confirmatory factor analysis.

Tab.3 The normality test results of non-English majors’ English learning motivational beliefs

and motivational regulation strategies(n=301)

Variables Minimum Maximum Skewness Kurtosis

Learning ability self-efficacy 1. 00 4.73 —0. 201 —0.243
Learning behavior self-efficacy 1. 00 4.62 —0.069 0.068
Mastery goal-orientation 2.00 5.00 —0.549 0.291
Task value 1. 00 5.00 —0.458 0.428

Interest enhancement 1. 14 5.00 —0.035 —0.062
Mastery self-talk 1. 17 5.00 0.010 0.029

Task value enhancement 1. 00 5.00 —0.232 —0.297

Self-efficacy enhancement 1.25 5.00 —0.114 —0.322
Performance self-talk 1. 14 5.00 —0. 281 0.228

Self-reward 1. 00 5.00 —0.176 —0.237

Negative-based incentive 1. 25 5.00 —0.231 —0.124
Volitional control 1.25 5.00 —0.234 0.061
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4.Results

.1 The correlation analysis results

of the relationship between mo-

tivational
tional regulation strategies

beliefs and motiva-

Tab. 4 displays the means, standard

deviations and correlation coefficients of the

simple correlation analysis of the three moti-
vational beliefs and motivational regulation
strategies. The three motivational beliefs
and motivational regulation strategies corre-
lated significantly with each other(r=0. 144
~0. 687, p<<0. 05), which is suitable for

structural equation modeling.

Tab. 4 All the variables’ means(M) ,standard deviation(SD)and correlation coefficient(n=301)

Variables 1 2 3 | 5 6 7 8 9 10 11 12
Learning abilit
. earn ngva ility Lo
self-efficacy
Learning behavior
: 0,687 | 1,000
self-efficacy
Mastery
3 03 0,212 1. 000
goal-orientation
41 Task value [0.394* * {0,377 0,287 1,000
Interest ) ) . ,
0,391 7 0,430" * 10,295 * 0,261 * | 1.000
enhancement
Mastery o . s R D
6 0 A 0,495 10,455 10,379 10,594 | 1,000
goal-orientation
| Task value
7 0,483 " {0, 481" " 0,332 " 0,437 " 10,436 " * {0,539 * | 1,000
enhancement
Self-efficacy i ;
§ 0,423 " {0, 413" " 10,4327 " 10,365 * [0.480 " * 0,667 " {0,459 " * | 1,000
enhancement
Performance }
9 0,292 0,397 " 10,250 * 10,258 " 10,386 " {0,599 " 10,385" " | . 487" " 1,000
self-talk
10| Self-reward 0,187 * [0,283* * 0,160 * | 0,144+ [0.471° * {0,422 * [0.221* * {0,302 * [0.438" * | 1.000
Negative-based . . - . - . ) - .
11 . . 0,207 10,328" * 10,266 * 10,239 * 10,326 * 0,523 * {0,339" * [0, 448" " 10,510" ™ 10,349 * | 1,000
Incentive
Volitional ) _ _
12 0,212 710,251 " * 10,306 ™ | 0.15d% 10,429 * [0, 4707 ™ {0,229" * 0,358 ™ |0.354" * 10.465" * 0,355 * | 1.000
control
M 2.8932 | 2.8245 | 3.9252 | 3.4080 | 3.1305 | 3.2713 | 3.3599 | 3.5556 | 3.1723 | 2.9681 | 3.4709 | 3.5797
SD 0.74292 | 0.67262 | 0,64222 | 0.74045 | 0, 71475 | 0,65449 | 0,90882 | 0,75527 | 0,68000 | 0.79970 | 0,71603 |0,71171

Note. * * p<<0.01,* p<C0.05
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4.2 The structural equation model

of English learning motivational
beliefs’ effects on motivational
regulation strategies

Fig. 2 is the final structural equation
model of the effects of English learning mo-
tivational beliefs on motivational regulation
strategies. The fitting degree indexes were
as follows: x* =136. 381,df=49,2"/df =
2.783,RMSEA=0.077,GFI=0. 925, AGFI
=0. 881,IFI1=0. 939,CFI=0. 938, RMR =
0. 032. Each fitting degree index met the re-

Mastery goal-
orientation

Learning ability self-
cfficacy

Learning behavior self-
efficacy

0.46%**

Task value

quirement of practice and the fitting degree
of the model was good. The total explana-
tion rate was R* = 53% , which meant that
the exogenous variables of the three motiva-
tional beliefs, self-efficacy, mastery goal-ori-
entation and task value correlated signifi-
cantly with each other;all of them had direct
and positive effects on the endogenous varia-
ble motivational regulation strategies and
could explain its 53% variance. The specific
effects of the three motivational beliefs on
motivational regulation strategies are shown

in Tab. 5.

enhancement

¥
5 talk
& -

6\**** Mastery self-talk
~$q*

N Self-reward
0.59

e e |
59** incentive
D
Dy enhancement

%o,
*5\‘

* Volitional control
enhancement

Fig.2 The structural equation model of English learning motivational beliefs’ effects on motivational regulation strategies

Note. *

p<<0.001, " " p<<0.01, " p<<0.05

Tab.5 English learning motivational beliefs’ effects on motivational regulation strategies

Dependent variable Independent variables

Direct effect | Indirect effect | Total effect

Motivational

regulation strategies

Self-efficacy 0.51 — 0.51
Mastery goal-orientation 0. 28 — 0.28
Task value 0.13 — 0.13

Table 5 shows that all the three moti-
vational beliefs have positive direct effects
on motivational regulation strategies. Self-

efficacy has the largest direct and positive

effects(0. 51), mastery goal orientation has
the second (0. 28), and task value has the
third (0. 13).

131



MBS (2016 SFH4550)

5.Discussion

5.1 The internal relations among
the three motivational regu-
lation strategies

5. 1.1 Self-efficacy positively correlates

with mastery goal-orientation

This research showed that self-efficacy
positively correlated with mastery goal-ori-
entation(r=0, 36, p< 0. 001), which agrees
with many researches (Elliot & Dweck,
1998;Bell & Kozlowski,2002;Shell & Hus-
man, 2008 ; Zhu, 2012). These researches all
show that individuals with mastery goal-ori-
entation tend to choose more challenging
and valuable tasks, and try to promote the
accomplishment of the task by taking vari-
ous strategies. Facing difficulties, they often
show more perseverance. They are more
concerned with the improvement of their
own abilities and levels as well as their mas-
tery of the knowledge,by comparative refer-
ence to their previous levels. Thus, they al-
ways show more intense achievement moti-
vation and self-efficacy.,which leads to more
prominent performance and better self-regu-
lation abilities.
5.1. 2  Self-efficacy positively correlates with
task value

This research showed that self-efficacy
positively correlated with task value(r=0.
46,p<C0. 001), which agrees with the re-
search of Wolters, et al. (1996). The longi-
tudinal research of Wigfield, et al. (2004)
shows that self-efficacy and task value take
different roles in motivating students’ moti-
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vation. They interact with each other and
work together to some extent., The improve-
ment of the self-efficacy on one aspect helps
to promote students’ task value on it. At the
same time, the higher the task value, the
more intense the self-efficacy. Probably due
to this reason,the self-efficacy and task val-
ue correlated significantly with each other in
this research.
5. 1.3 Mastery goal-orientation positively
correlates with task value

This research showed that goal-orienta-
tion positively correlated with task value (r
=0.29,p<C0. 001), which agrees with the
researches of Wolters,et al. (1996)and Brat-
en & Olaussen (2005). Many researches
show that those individuals with mastery
goal-orientation tend to more consider tasks’
value. They would like to choose those tasks
that can help to improve their abilities in-
stead of those surpassing others. Mastery
goal-orientation can predict task value (Ec-
cles, 2005; Hulleman, et al. , 2008; Harack-
iewicz, et al. , 2008). Svinicki (2005) points
out that if students realize the value of the
learning task and have the confidence to ac-
complish the task, their learning motivation
is much stronger and they have more mas-
tery goal-orientation. Probably due to this
reason, the mastery goal-orientation and
task value correlated significantly with each

other in this research.
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5.2 The effects of the three moti-

vational beliefs on motiva-

tional regulation strategies

5.2.1 The effect of self-efficacy on motiva-
tional regulation strategies

This research showed that self-efficacy
had direct and positive effect on motivational
regulation strategies(=0. 51, p<C0. 001),
which disagrees with the research results of
Wolters & Rosenthal (2000), whose re-
search on American high school students
shows that self-efficacy can’t predict any
motivational regulation strategy. However,
this result agrees with Wolters & Benzon
(2013) ,whose research shows that self-effi-
cacy can positively predict motivational reg-
ulation strategies.

This research also shows that among
the three motivational beliefs, self-efficacy
has the largest effect on motivational regula-
tion strategies, which is different from the
research result of Li(2008). His research
shows that self-efficacy’s effect is less than
mastery goal-orientation.

Researches show that self-efficacy plays
a key role in human’s motivational regula-
tion(Guo&.Jiang,2008:79). There are three
kinds of cognitive motivation in motivation
theory of psychology: the causal attribution
in attribution theory, the outcome expectan-
cy in expectancy-value theory and cognitive
goal in achievement goal theory (Bandura,
1992). Self-efficacy can play a role in all the
different forms of cognitive motivation. Ac-
cording to expectancy-value theory, the in-
tensity of motivation is co-controlled by the

particular result and expected value of parti-

cular behavior. Self-efficacy has some impact
on the outcome expectancy’s effect on be-
havior controllable motivation. People with
strong self-efficacy can still maintain efforts
for a long time when facing uncertain re-
peated negative results (Guo&:Jiang, 2008
80). According to goal theory, people’s be-
havior is motivated and guided by goals.
Clear and challenging goals can improve be-
havior motivation. The goal achieving self-
efficacy plays an important role in the self-
active regulation resulted from goal-based
cognitive motivation ( Guo&. Jiang, 2008;
80). What’s more, the research result of
Wolters &. Benzon (2013) also shows that
college students’ self-efficacy can predict
each dimension of motivation regulation
strategies to some extent, This means the
more confidence students have of their
learning, the stronger their motivational reg-
ulation abilities are. Probably due to this
reason, self-efficacy had the largest effect on
the use of motivational regulation strategies
in this research.
5.2.2 The effect of mastery goal-orientation
on motivational regulation strategies
This research showed that mastery
goal-orientation had direct and positive
effects on motivational regulation strategies
(B=10. 28, p<<C0. 001), which agrees with
many previous researches. Till now, many
researches on the relationship between mas-
tery goal-orientation and motivational regu-
lation strategies have come to similar con-
clusions despite different subjects and dif-
ferent classification of motivational regula-
tion strategies. Both Wolters’ research on

college students(1998)and Wolters’ research
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on high school students(1999)f{ind that mas-
tery goal-orientation positively correlates
with motivational regulation strategies; mas-
tery goal-orientation can explain the use of
motivational regulation strategies. The same
result is also found in the research on Amer-
ican high school students’ mathematics
learning by Wolters & Rosenthal (2000)and
the research on American college students’
learning by Wolters &. Benzon(2013).

The researches of Wei(2013)and Xu &
Li (2014 ) show that learners’ second
language’s mastery goal-orientation can pos-
itively predict their self-regulated second
language learning behavior. Wang(2009:84)
points out that self-regulated learning in-
cludes the self-regulation and self-control of
non-cognitive factors, like learning motiva-
tion,learning interests and emotional state.
Since mastery goal-orientation can positively
and significantly predict second language’s
self-regulated learning which includes moti-
vation, it is sure to regulate and maintain
motivation by the means of motivational
regulation strategies. What's more, mastery
goal-orientation is an internal-oriented moti-
vational belief. Tab. 4 showed that its corre-
lation with internal motivational regulation
strategies(r=0. 295~0. 455, p<C0. 01) was
higher than its correlation with external mo-
tivational regulation strategies (r=20. 160 ~
0.266,p<0.01). That means students with
mastery goal-orientation tend to actively a-
dopt internal motivational regulation strate-
gies to maintain learning motivation and
have strong initiative in learning. Probably
due to this reason,the mastery goal-orienta-
affect non-English

tion could directly
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majors’ use of motivational regulation strat-
egies in this research.

5.2.3 The effect of task value on motiva-
tional regulation strategies

This research showed that task value
had direct and positive effects on motiva-
tional regulation strategies(=0. 13, p<CO0.
05), which agrees with the research results
of Wolters & Benzon(2013). Their research
also shows that task value can predict differ-
ent dimensions of motivational regulation
strategies. Wolters & Benzon (2013) point
out that those students who think highly of
learning tasks, want to study and have the
confidence will tend to use motivational reg-
ulation strategies to maintain and improve
their learning motivation.

This research also showed that among
the three motivational beliefs, task value had
the least effects on motivational regulation
strategies. Tab. 4 showed the correlation be-
tween task value and internal regulation
strategies, one of the three dimensions of
motivational regulation strategies(r=20. 261
~0.437,p<C0.01)was higher than its corre-
lation with the other two dimensions of mo-
tivational regulation strategies,external reg-
ulation strategies(r =0. 144 ~0. 258, p<<O0.
05) and volitional control strategies (r = 0.
154,p <C0. 05). What’s more, task value’s
correlation with external regulation strate-
gies and volitional control strategies can be
statistically regarded as low correlation or e-
ven the lowest correlation, which is negli-
gible. This shows that the task value of
English learning itself can help students to
have more tendencies to use internal regula-

tion strategies instead of external regulation
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strategies that intend to surpass others by
performance. Therefore, task value only has
large effects on internal regulation strate-

gies, which leads to the result in this re-

6.Conclusion

This research took non-English majors
as subjects to investigate the three motiva-
tional beliefs’ effects on the use of English
learning motivational regulation strategies,
including self-efficacy, mastery goal-orienta-
tion and task value. The results were as fol-
lows: (1) Three motivational beliefs, self-ef-
ficacy ,mastery goal orientation and task val-

ue correlated positively and significantly

search that among the three motivational
beliefs, task value had the least effects on

motivational regulation strategies.

with each other; (2) all of them had direct
and positive effects on the use of motiva-
tional regulation strategies and could predict
53% variance of the use of motivational reg-
ulation strategies; (3) self-efficacy had the
largest direct and positive effects, mastery
goal orientation’s effects were the second,

and task values were the third.

7.Limitations and implications

The limitation of this research is that
all the samples are collected in a single col-
lege. Future researches may expand the col-
lection of samples to more areas and more
levels of subjects to enrich the researches on
motivational beliefs’ effects on motivational
regulation strategies. Furthermore, structur-
al equation model can only confirm whether
the model is reasonable or not;it can’t de-
cide whether the model is the most suitable
or best model. Therefore, the model pro-
posed by this research maybe one of those
probable models. It can’t be proved to be the
only best model. There may be some factors
that remain to be included, which are also
the future research directions.

The implication of this research is that
college English teachers should pay atten-

tion to cultivate students’ self-efficacy, mas-

tery goal-orientation and task value,which is
beneficial for students’ effective use of moti-
vational regulation strategies to maintain
their learning motivation. Teachers should
especially cultivate students’ self-efficacy,
for their motivational regulation abilities
will be more prominent when they are more
confident with their English learning abili-

ties and learning behaviors.
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Abstract; This qualitative study focuses on the process of university students’ English
learning via the Internet after class in China,using weekly meetings(group discussion) ,re-
flective reports and interviews to investigate learners’ beliefs about learning and to get to
know how they learn English via the Internet after class. The study also explores whether
the Internet plays a supportive role,enabling students to experience a free,comfortable and
collaborative learning environment,and builds a place where students can manage their own
learning. Learner autonomy refers to a capacity, which is to take control of one’s learning
(Benson, 2011). It has been manifested by the individual learners’ differences (Reinders.,
2000, Jiménez Raya &.Lamb,2003),such as the factor of learner beliefs and also it has been
reflected from the learning process. This paper will merely present one of the findings from
the analysis of the data, which shows on the participants’ capacity of autonomy in their
English learning.

Keywords: Internet-assisted learning, Learner autonomy,lLearner beliefs
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1.Introduction

2007 ). This will focus on the

The term“autonomy”is presently very
popular in China:It has rapidly developed as
a central concern, not only in English Lan-
guage education, but in all subjects studied
in educational research (Ministry of Educa-

tion of the People’s Republic of China,

paper
participants’ capacity of autonomy in their
English learning, especially in the learning
environment of the Internet, which aims to
get access to explore their autonomy and to

understand how the Internet builds a place

139



B /i (2016 544

where students can manage their own learn-

2.Literature review

2.1 Learner autonomy

The original term “learner autonomy”
first entered the field of language teaching in
the Council of Europe’s Modern lLanguage
Project, which was established in 1971. Dur-
ing this project,the Centre for Research and
Applications  in  Language  Teaching
(CRAPEL) at the University of Nancy,
France, was set up. Consequently, research
on autonomy became a central topic in the
language-teaching field. The founder of
CRAPEL, Yves Chalon,is considered to be
the father of autonomy in language learn-
ing. However,after his death in 1972, Henri
Holec became the new director of CRAPEL;
his contribution to the field cannot be un-
derestimated. For instance,in 1976, he led a
seminar at the University of Cambridge to
disseminate the idea of autonomy; and his
project report (1981) to the Council of Eu-
rope presented a definition of autonomy that
has become a key early document underpin-
ning the approach(Holec,1981). When con-
sidering a definition of learner autonomy, it
is necessary to state Holec's concept as it is
fundamental and also the most frequently ci-
ted. In Holec’s(1981) report to the Council
of Europe,autonomy is regarded as“the abil-
ity to take charge of one’s own learning” (p.
3). As such, Holec’s definition of autonomy
is as follows:

To take charge of one’s own learning is
to have, and to hold, the responsibility for

140

ing.

all the decisions concerning all aspects of
this learning,i. e. :

+ determining the objectives;

« defining the contents and progres-
sions;

+ selecting methods and techniques to
be used;

« monitoring the procedure of acquisi-
tion properly speaking ( rhythm, time,
place,etc. );

« evaluating what has been acquired.

—Holec & Council of Europe(1981)

Holec’s definition centred on the re-
sponsibility for learning and that learners
need to make all decisions during the learn-
ing process according to their needs. With
the development of the subject there have
been various iterations and definitions see-
king to expand on the central concept. David
Little has elaborated the definition of auton-
omy by referring to a capacity for detach-
ment, critical reflection, decision-making,
and independent action. It is necessary that
learners develop a particular kind of psycho-
logical relation to the processand the content
of their learning. This capacity is not only
shown in how the learner learns, but is also
expressed in the way he or she transfers
what has been learned to wider contexts
(Little,1991). The two definitions by Holec
and Little effectively express the nature of
autonomy; specifically, autonomy as an indi-
vidual capacity. Learners should set their

own personal learning goals in accordance
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with their own learning needs. Moreover,
Dickinson(1987) has also defined autonomy
as“the situation in which the learner is to-
tally responsible for all of the decisions con-
cerned with his learning and the implemen-
tation of those decisions”. In his definition,
he employs the term“full autonomy”to ex-
plain that learners are fully independent
from teachers, institutions, or specially pre-
pared materials. They take full freedom to
make their own decisions. However,autono-
my does not necessarily mean to connote
learning that is absolutely independent of a
teacher’s guidance. Also it does not mean
that in class teachers will do nothing and
learners get along with everything as best as
they can (Little, 1990). Successful language
learning is both individual and collaborative.
Although Dickinson points out for full au-
tonomy to be present, it is not necessary
that learners be fully independent or work-
ing alone (Benson, 2011). It is also argued
that autonomy should be recognised princi-
pally according to three aspects in which a
learner takes control:learning management,
cognitive processes, and learning content
( Benson, 2011 ). Learning management
means controlling behaviours, which relates
to plans, organisation, and evaluation of
learning, and is classified into two aspects:
self-directed learning and learning strate-
gies. Cognitive processes refer to psycholog-
ical factors,such as attention, reflection,and
metacognitive knowledge. Also, taking con-
trol over learning content is a part of learn-
ing management;it focuses on the“what”and
“why”aspects of language learning(Benson,

2011). The process of English learning via

the Internet after class has the capacity to
allow students to take responsibility for,and
control of, their study. Students shape their
learning according to established learning
goals, personal needs, preferred learning
methods, and appropriate learning levels,
etc. In conclusion,autonomous learners tend
to be more motivated, more aware,and more
proactive(Lamb &. Reinders, 2005). It is a
modern development that informs and ena-
bles English learning management, cognitive
processes,and English learning content.

In the literature on autonomy,it is sug-
gested that taking control of the cognitive
process will help individuals to guide their
learning. This process relies on the develop-
ment of metacognitive knowledge ( Lamb,
2006a), which, along with metacognitive
skills, constitutes the metacognition defined
by Wenden as the knowledge of knowledge
(Wenden, 1998). There is a difference be-
tween metacognitive knowledge and skills:
Knowledge refers to personal knowledge
(knowledge of the learner itself), task
knowledge ( knowledge of the learning
task), and strategic knowledge (knowledge
of the learning strategies that are selected to
use for tasks) (Flavell,1979) ; metacognitive
skills are the general skills, which are used
in managing or guiding learning. That is to
say.metacognitive skills abide in the aspects
of planning, monitoring, and evaluating
learning ( Wenden, 1998). Also Wenden
(1998 ) has restated the concept of task
knowledge as being of particular impor-
tance; she describes task knowledge as un-
derstanding the purposes and demands of a
task. Decisions about a learning task have an
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interrelationship with decisions on learning
content, learning place and time, learning
strategies’ selection, and also evaluation
standards. Whenever a learning task is just
learning a single word, the learners had bet-
ter depend on their knowledge of the lan-
guage and language learning to motivate
them to finish that task. Therefore, meta-

cognition outlines a procedure by which

metacognitive knowledge is deployed.
2.2 Learner autonomy in China

The term “autonomy”is presently very
popular in China:It has rapidly developed as
a central concern, not only in English Lan-
guage education, but in all subjects studied
in educational research (Ministry of Educa-
tion of the People’s Republic of China,
2007). However, there is a suggestion that
learner autonomy is unsuitable in the Chi-
nese context. Both Benson(1996)and Penny-
cook(1997) mentioned that autonomy is ap-
propriate in the West. Also Chinese learners
are sometimes regarded as rote learners and
learn just by rote and memory ( Martinsons
&.Martinsons, 1996 ; Chow, 1995). Even in
some Western literature they are called the
“tape recorders” (Biggs, 1996). The fact is
that,in China, memorization cannot be sepa-
rated from understanding. Chinese learners
depend on memorization for a deeper under-
standing, and usually learn by combining
memorization and understanding. This
learning method has been called“memoriza-
tion with understanding” ( Marton, et al. ,
1996). The reason why this learning method

is prevalent in China is due to cultural is-

sues. Traditional Chinese culture plays a sig-
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nificant influence on learning. Typically, in
“Confucianism”, there are five key relation-
ships,as suggested by Fan(2000) ,thus:

a. Master and follower: Loyalty and du-
tys;

b. Father and son:Love and obedience;

c. Husband and wife: Obligation and
submission;

d. Elder and younger brothers: Seniority
and model;

e. Friend and friend: Trust.

—Fan(2000)

The five relationships influence both
Chinese teachers and students. Teachers
play the role of authority or parents,and of-
fer not only the knowledge, but also moral
guidance to students (Rao &. Chan, 2009).
Students are required to be obedient to
teachers. After a long time, the students feel
comfortable to follow the teachers’ guid-
ance,step-by-step,and forget their own cre-
ativity. This teacher-centered learning ap-
proach is deeply ingrained in the Chinese ed-
ucation system. On the other hand, in
ancient China, there were other ideas about
learning. For example: “Give a man a fish
and you feed him for a day. Teach a man to
fish and you feed him for a lifetime. ” Fish
are the goal and fishing is the method. To
eat one fish, you will be full in that mo-
ment;if you want to eat fish forever and free
yourself from hunger, you need to learn to
fish. That is to say,if you help someone to
figure out a problem, it is better to help
them identify the problem-solving pattern,
rather than give the answer to one puzzle.

“If three people are together, surely there is

a teacher for me among them: I can choose
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something good about him and follow it, or
something bad about him and change it”
(The Analects of Confucius). This tells peo-
ple to be modest and critical in learning.
Chinese students are trying to combine tra-
ditional and new learning approaches to a-
chieve their goals. Actually, they like teach-
ers to guide them but they still want to have
their own space to develop their own ideas
(Rao &. Chan,2009). Moreover, Fu Qiaoxia
has explicated the definition of autonomous
learning as follows: “ Autonomous learning
combines with the learner’s attitude and a-
bility; it refers to a learner who is taking
charge of learning, which is mainly manifes-
ted in awareness and understanding of learn-
ing goals,learning content,learning strategy
and learning materials” ( Fu, 2012). The
learner has the freedom to make decisions a-
bout their learning in respect of these as-
pects. However, this issue is also related to
the degree of freedom given by schools or
teachers,where a degree of freedom is sup-
plied to learners in a certain education envi-
ronment. It is not an absolute freedom
shaped by overriding education goals. Final-
ly,autonomous learning is a learning mode
whose environment is guided by the main
education goals, teacher’s instructions, and
the learners’ ability to make plans and finish
learning tasks, according to personal needs.
As such, education in university is a more
suitable environment to support autonomous
learning(Fu, 2012). At university level, au-
tonomous learning plays a significant role. It
is manifested that the education environ-
ment is quite different between universities

and primary and secondary schools. Students

in universities have the characteristics of
higher-level learning and clear subject major
directions; their learning is flexible and com-
plex and needs to be discovered and re-
searched. Besides, university students also
have a certain freedom in, and expectation
of ,independent learning. They will be trea-
ted as adults. Thus, to succeed and accom-
plish learning tasks, students must possess
self-management, self-control, and self-eval-
uation skills in their studies. While universi-
ty teachers are required to teach learning
skills, acquiring knowledge is the students’
mainly responsibility. In English language
learning,after studying at primary and mid-
dle schools,students have a fundamental ac-
cumulation of English language,in terms of,
vocabulary, sentence structure,and grammar
(Fu,2012). English learning in universities
aims to promote pragmatic English skills in
listening, writing, reading, and speaking
(Ministry of Education of the People’s Re-
public of China, 2007). Students are expec-
ted to utilise English in certain real world

“ spoon-feeding ” method of

tasks, so the
teaching is not enough to satisfy the require-
ments at university. English language learn-
ing is a long process,during which students’
learning skills obviously become more and
more proficient, so it is necessary for every
university student to have an understanding
of how to learn and also how to learn both
independently and collaboratively. Autono-
mous learning is an important topic in the
current field of educational research. It is re-
garded as an important and effective learn-
ing mode by many scholars throughout the

world. To cultivate learner autonomy not
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only benefits English learning, but also
spreads good practice to other subjects. As a
lifelong ability,it is potentially beneficial for
society as a whole (Fu, 2012), as has been
addressed in other academic studies,such as
Xue’s report of “the study of collaborative
autonomous English learning mode via In-
ternet environment in universities” ( Xue,
2013), Wang’'s article on “teachers’role in
Chinese EFL learner autonomy” ( Wang,
2004) ,and Rao’s thesis on“helping Chinese
EFL develop learner

through portfolios” (Rao,2006).

students autonomy

2.3 Internet-assisted language learn-

ing

Computer Assisted Language Learning
(CALL) is a term coined by Levy. It has
been argued that CALL has been widely ap-
plied in existing EFL practices to promote
learner autonomy. Meanwhile, research into
CALL has become a continuously expanding
concern, which now constitutes a large
branch in the field of education and linguis-
tics(Fitzpatrick & Davies, 2003). More re-
cently,the Internet has come to offer oppor-
tunities to supplement and upgrade tradi-
tional CALL(Dudeney, 2007 ; Walker, et al. ,
2012). The past two decades have seen the
Internet substantially change both human
behaviour and wider society;consequently,it
has inevitably influenced the attitudes and
behaviours of EFL learners. For example, it
changes students’ motivations; it provides
opportunities for students to use English in
their everyday life;it affords students a vast
amount of first-hand material that people

use in their real life;and it offers new tools
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for students to develop new learning strate-
gies (Dudeney, 2007 ; Walker, et al. , 2012).
Rapid developments in technology have
changed people’s daily lives. Modern infor-
mation technology influences education and
changes approaches to both learning and
teaching. Modern China is also an informa-
tion society, based on science and technolo-
gy. Making use of modern technology and
applying it to the field of education is a nec-
essary demand. Qian Xuesen,a famous Chi-
nese scientist, stated that education in the
future should be a combination of human
brain, computer, and the Internet ( Qian,
2008). Indeed, new technologies, especially
the Internet-assisted kind,have been applied
in educational settings, connecting words,
sounds, pictures, and videos to transmit im-
pactful information. This brings a lot of vig-
our and vitality into the classroom. It is the
beginning of significant reforms,not only in
teaching methodology, but also in learning
(Zang, 2010). The future direction of Eng-
lish learning in China will develop with the
dissemination of technology, especially the
Internet. English learning websites supply
an opportunity for the motivated individual
to undertake learning in an environment that
learners can mould and manipulate,selecting
their learning activities and content accord-
ing to their personal goals,thereby encoura-
ging autonomous learning. English learning
via appropriate websites could effectively
foster or support autonomous learning(Xue,
2013). The development of autonomous
learning strategies,and the new technologies
embedded in education, alongside the de-

mands of English curriculum requirements
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in universities,requires a new learning mode

that combines autonomous learning and
modern information technology.thereby en-
abling English learning to become individual
and autonomous, without the limitations of
time and place.

Autonomous learning via the Internet
refers to a learning process in which the
learner makes good use of the Internet,and
takes control of metacognitive knowledge,
learning motivation and learning behav-
iours. The Internet is a virtual infrastructure
that connects all the world’s computers to-
gether to form a network brimming with in-
formation and interactive communication
(Beale, 2010). Specifically, it is a service
centre and has a variety of services, such as
e-mail, discussion groups, file transfer, the
web or World Wide Web (WWW), It is
worth mentioning that the World Wide Web
refers to the key information resources on
the Internet, and that information can take
the form of text, pictures, videos, sound, or,
increasingly, multi-media content ( Atkinson

&. CILT,.1998). The World Wide Web is ac-

3.Methodology

In this study, the qualitative multiple
case study has been adopted as the main ap-
proach based on the constructivist perspec-
tive, which aims to get more data and have a
better understanding. Specifically,the design
of this study includes two cases:two groups
of students from two different universities

in China and focuses on the process of two

cessed by the Internet and is a model for
sharing information based on the Internet.
The Web is only one way to disseminate and
share information via the Internet. It is nec-
essary to use browsers,such as Internet Ex-
plorer, Google Chrome, or Firefox (Beale,
2010) to search for information. Web-based
learning(WBL)is a promotion of CALL and
is a kind of Internet-assisted learning mode.
Thus WBL can also be called e-learning or
online learning. There are some online cour-
ses, lectures, discussion boards, etc. , on the
Web. The most valuable function of WBL is
its access to a large number of web-based
learning materials and information ( McK-
imm.Jollie & Cantillon,2003). Its technical
advantages are evident in its facility for
quickly updating content, as well as hyper-
links, whichpermit cross-referencing to oth-
er resources. In education, WBL is comple-
mentary with constructivist learning theo-
& Alford,

2002) ,in which learning requires that learn-

ries ( Chumley-Jones, Dobbie

ers are fully involved in decisions about the

content and processes(Benson,2011).

groups of students’ English learning via the
Internet, after class, using weekly meetings
(group discussion ), reflective-reports and
interviews to investigate learners’ beliefs a-
bout learning,to get to know how they learn
English via the Internet after class and what
they have gained after participating in this

project.
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4.Discussion

This section provides a discussion on
learner autonomy,which is emphasized on a ca-
pacity of English learning manifested from the
participants’ metacognitive knowledge and their

the

participants’ overall awareness has been shown

learning process. The development of
on their knowledge of themselves as learners
and their learning process by discussing with
other students and developing their reflective
thinking. As mentioned before, learner autono-
my refers to a capacity, which is to take control
of one’s learning ( Benson, 2011). It has been
manifested by the individual learners’ differ-
ences(Reinders,2000, Jiménez Raya and Lamb,
2003) ,such as the learner beliefs and it also has
been reflected from learning process. Thus the
following paragraphs will present the findings
from the analysis of the data, which shows on
three aspects: Firstly, analysis will be focuses on
its manifestation in the participants’ beliefs of
English learning, especially with the discussion
of metacognitive knowledge. Then it will be
emphasized on its manifestation in English
learning process via the Internet after class.,
which refers to the analysis on how the partici-
pants control their English learning after class.
And the final aspect will address on that the
participants’ reflection and awareness also could

be manifested autonomy.

4.1 Autonomy manifestation in
the participants’ beliefs of
English learning

A number of studies have proved that

young learners or even children do have
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their autonomy in their learning situation
(see for example, Ellis, 1998; LLamb, 2005;
Sinclair, 1999 etc. ). In accordance with the
definition of learner autonomy, which refers
to decisions concerning all aspects of learn-
ing,such as on determining the objectives,
defining the contents, selecting methods,
monitoring the procedure and evaluating
what has been acquired(Holec & Council of
Europe, 1981). These decisions have been
influenced by learners’ beliefs of English
learning. The participants have mentioned
that they are making important decisions
concerning their English learning. For exam-
ple,they want to promote their English abil-
ities in listening, speaking, writing and read-
ing to meet their personal learning goals.
Therefore, they choose different kinds of
English learning methods and they pay at-
tention on English learning even after class.
Such as the participants use the Internet to
learn English after class;they are taking the
online courses, searching the information,
communicating with others in English and
they are trying to learn English on their own
by watching English dramas and films and
reading English articles etc. If autonomy is
regarded as a capacity of learners to take
control of their learning (Benson, 2011) and
promote critical thinking of what to learn
and how to learn it (Sinclair, 1999), then
these participants actually have this capacity
when they make decisions of their learning.
As for the participants’ beliefs of English

learning, autonomy has been shown from
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their learning experiences in many aspects.
For example, the participants believe that
English is a kind of ability, so they think
that they need to have more practices on
speaking English with others, then they use
the Internet’s virtual environment to com-
municate with others in English. Also from
their beliefs of their roles and responsibili-
ties, they all admit that the hard work will
bring them to success. Although they ad-
dress that they need more support from
teachers, they still should be responsible for
their own learning. Specifically, as men-
tioned before, learner belief has been regar-
ded as metacognitive knowledge by Wenden
(1986a). Which refers to learners’ knowl-
edge of language, learning and the language
learning process; the metacognitive knowl-
edge plays a significant role when learners
make decisions on their learning. And it can
facilitate learners’ autonomous thinking and
behaviours. For example, Lamb (2005) has
addressed that the necessity of this type of
knowledge in self-management and self-reg-
ulation for learners’ own learning. Thus
metacognitive knowledge is an important
component of autonomy. The participants all
show that they have the knowledge of what
they are learning about English, how they
learn it and why they choose this method. In
other words, the participants have the
knowledge of English learning content, Eng-
lish learning motivation and English learn-
ing methods. There are three types of
knowledge within metacognitive knowledge,
personal knowledge, task knowledge and

strategic knowledge (Flavell, 1979). All the

participants show that they have the knowl-

edge about their English learning, for exam-
ple, their weakness or strengths. They all
admit that they should be responsible for
their own learning,and they do so,such as,
they take control of their English learning
after class via the Internet to develop their
language skills. And the participants choose
different types of strategy based on their
knowledge of language and their knowledge
of how to complete the tasks. However, they
still mentioned that they need more support
from teachers in their learning, such as on
the aspects of suggestions and feedbacks.
Learner autonomy does not necessarily mean
to connote learning that is absolutely inde-
pendent of a teacher’s guidance. Also it does
not mean that in class teachers will do noth-
ing and learners get along with everything
as best as they can (Little & Singleton,
1990). Successful language learning is both
individual and collaborative, and it is neces-

sary to have teachers as facilitators.

4.2 Autonomy manifestation in

English learning process via
the Internet after class

From the participants’ learning process
via the Internet after class, which shows
that the participants taking control of their
English learning. The discussion here based
on Benson’s(2011)framework includes three
aspects: taking control of learning content,
cognitive processes, and learning manage-
ment ( Benson, 2011). Generally speaking,
the participants pay much attention on Eng-
lish learning even after class and choose the
Internet to learn English to achieve learning
goals and to develop their language skills.
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Specifically, from the aspect of taking con-
trol of learning content, the participants
show that they choose different kinds of
learning materials from the Internet, such
as, news, articles, videos, dramas and films
etc. ,to develop their silks in English. Tak-
ing control over learning content is a part of
learning management with the focuses on
“what”and“why”aspects of language learn-
ing(Benson,2011). And taking control over
learning management, the participants show
their capacity of controlling mainly on the
aspects of plans and learning strategy. From
the analysis of data,the participants present
how they choose activities to meet their
learning needs. And from the aspect of cog-
nitive processes, which refers to psychologi-
cal factors, such as attention, reflection, and
metacognitive knowledge. The participants’
metacognitive knowledge facilitates them in
their learning, such as on selecting English
the English

learning content and setting the learning

learning methods, choosing

goals. Thus the process of English learning
via the Internet after class provides an envi-
ronment to allow students to take responsi-
bility for, and control of, their study.
Students shape their learning according to
established learning goals, personal needs,
preferred learning methods, and appropriate
learning levels, etc. In conclusion, autono-
mous learners tend to be more motivated,
more aware, and more proactive ( Lamb &
Reinders,2005). Form the analysis of data,
autonomous learning via the Internet refers
to a learning process in which the partici-
pants make good use of the Internet, and

take controls of metacognitive knowledge,
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learning motivation and learning behav-

iours.

4.3 Autonomy manifestation in

the participants’ reflection
and awareness

During the process of this research, the
participants’ reflections have impact on their
awareness. Their reflections have been ex-
plored by means of their writing on reflec-
tive reports, their weekly meetings and their
final interviews. Benson (2011) and Sinclair
(2000) all have addressed that reflection of
one’s self and learning is an essential capaci-
ty for learners to have if they are autono-
mous. In other words, Sinclair (2000) has
stated, “Developing autonomy requires con-
sciousness of the learning process,i. e. ,con-
scious reflection and decision making. If au-
tonomy is a construct of capacity,the devel-
opment of metacognitive awareness in the
learner ... is crucial”. In this research, the
participants’ reflections show the develop-
ment of their metacognitive awareness. Such
as on the development of their personal
knowledge, some of the participants have
mentioned that they become clearer about
themselves, their weakness and strengths,
and gain a more precisely English learning
target by the reflective writing and discus-
sion with other participants in group. Also
they have mentioned that they have devel-
oped their capacity of making decisions on
English learning; they know what to learn
and gain many learning methods, in which
some of the methods have been suggested by
their classmates and some of them have been

explored by themselves. In other words, the
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participants have gained the reflective think-
ing about themselves as learners,about their
English learning. In which they mentioned
this research has raised their awareness a-
bout themselves and their English learning.

Such as,they reported at the final interview

5.Conclusion

This paper explains the participants’
autonomy of English learning from a quali-
tative study conducted in China context,
which shows that Chinese learners have ac-
quired this ability of taking control of their
English learning, and proves that autonomy
is also suitable in the Chinese cultural con-
text,and different contexts are likely to pro-
duce different practices and outcomes. Also
it has presented that the technology,for ex-
ample,the Internet, which provides a virtual
learning environment to help learners to de-
velop their English learning skills, thus au-
tonomy. More importantly, this article also
addresses on the importance of teachers’
guidance. From the viewpoint of the partici-
pants, they do need teachers’ guidance in
their English learning, and autonomous
learning does not mean to learn it on their
own. They need both teachers’ guidance and
friends’ suggestions, thus to state that in
China context a successive English learning

should combine with the autonomous learn-

ing and collaborative learning.
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Abstract: MOOC, one of the immense education theories and pedagogical innovation in
21th century,is altering the relationship between teaching and learning. Therefore, teaching
and learning researches are to be the focus in the field of education. This paper bases on the
MOOC’s characters,teaching theories,learning theories to discuss the autonomous learning
ability for massive learners. The research results indicates that autonomous learning ability
can improve the MOOC learning effect. Besides,learners possess specific learning aims, ini-
tiatively apply to learning strategies, reasonably evaluate learning effect by themselves or
with learning companions, promptly monitor learning process and timely propose learning
feedback in the whole process of MOOC learning, which demonstrates MOOC learning is
benefit to accelerate learners’ autonomous learning. Moreover, MOOC learning entitles
fresh conception for autonomous learning ability. First of all, learners must have autono-
mous discriminability to select some suitable,loveable, helpful courses by themselves when
they face all kinds of courses in the MOOC learning platform. Secondly,autonomous partic-
ipation ability plays a significant role in MOOC learning process. You take part in your
courses and join in discussion;you complete your learning task and process. MOOC learning
endows new meaning for autonomous learning.

Keywords: MOOC, Autonomous learning ability, Autonomous participation ability
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1.Instruction

A Massive Open Online Course(MOOC)is tion and open access via the web. " In addi-

an online course aimed at unlimited participa- tion to traditional course materials such as
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filmed lectures, readings, and problem sets,
many MOOCs provide interactive user fo-
rums to support community interactions a-
mong students, professors, and teaching as-
sistants(TAs). The MOOC is a recent and
widely researched development in distance
education which was first introduced in 2008
and emerged as a popular mode of learning
in 2012. " Therefore, the MOOC, a kind of
innovation online education, features open-
ing, autonomy and individuation. Based on
its characters, this paper will state the rela-
tionship between MOOCs and college Eng-

lish autonomous learning. So this paper will

achieve the following aims.

Aim one, analyze the correlation be-
tween MOOCs and college English autono-
mous learning to propose some strategies of
improving learner autonomous learning abil-
ity from the field of MOOCs and present the
function of MOOCs in the autonomous
learning scope.

Aim two, if MOOCs relate to the col-
lege English autonomous learning, this pa-
per will analyze and conclude MOOCs have
positive correlation with autonomous learn-
ing and how they affect the autonomous

learning ability.

2.MOQOC and autonomous learning

The first MOOC emerged from the
open educational resources ( OER) move-
ment. The term MOOC was coined in 2008
by Dave Cormier of the University of Prince
Edward Island in response to a course called
Connectivism and Connective Knowledge
(also known as CCK08). CCKO08,which was
led by George Siemens of Athabasca Univer-
sity and Stephen Downes of the National
Research Council, consisted of 25 tuition-
paying students in Extended Education at
the University of Manitoba, as well as over
2200 online students from the general public
who paid nothing. ™ According to The New
York Times, 2012 became “the year of the
MOOC” as several well-financed providers,
associated with top universities, emerged,in-
cluding Coursera, Udacity,and edX. 2*I The
number of courses offered has since in-
creased dramatically: As of January 2016,

Edx offers 820 courses, Coursera offers 1,

580 courses and Udacity offers more than
120 courses. According to Futurel.earn, the
British Council’s Understanding IELTS has
an enrollment of over 440,000 students. [*

Early MOOCs often emphasized open-access
features,such as open licensing of content,struc-
ture and learning goals,to promote the reuse and
remixing of resources. Some later MOOCs use
closed licenses for their course materials while
maintaining free access for students, [EIIH0]
Robert Zemsky(2014)argues that they have pas-
sed their peak:“They came;they conquered very
little;and now they face substantially diminished
prospects. ”" Others have pointed to a backlash
arising from the tiny completion rates. "'* There-
fore,the MOOC is not only a form of course,but
they generate a new learning method and pat-
tern. To some extend, that is coincidence with au-
tonomous learning.

Moreover,in the field of teaching theory,
autonomous learning is one of the significant
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teaching methods. In the learning domain, au-
tonomous learning is one of the effective learn-
ing methods. Feng Lixin (2013) researches the
self-access learning strategies of 251 college
non-English majors in the web-based and mul-
timedia environment and explores that the
strategy training has emerged on a positive

effect on the experimental classes. ™ Xu Jin-

3.Research process

3.1 Participants

The participants are 100 non-English majors
from Hunan Agricultural University, but dis-
posed of 18 invalid questionnaires and received 82
questionnaires, In addition,all of them are sopho-
mores, who are taught by the same teacher and
used the same student book. They have at least 1
year MOOC learning experience and two years

college English autonomous learning experience.

3.2 Instruments

This paper employs the learner autonomy
questionnaire that is one tool of testing college
English autonomous learning learners’ compe-
tence, which was originally designed by Xu Jin-
fen (2004 ) to investigate non-English major

undergraduates’ learner autonomy. It has been

4.Research results

4.1 Correlation between MOQOCs

and college English autono-
mous learning

In order to initially examine the interre-
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fen,Peng Renzhong and Wu Weiguo(2004) ,ac-
cording to the analysis of the collected data of
autonomous learning ability of non- English
major college students, found that college
students’ autonomous learning ability is only at
the low level,and suggested that it is emergent
to change the teaching and learning concept and

belief between teachers and students., ™"

employed by many researchers and proved al-
ready to be reliable as well as valid to test
students’ learner autonomy.

this the

In addition, adopts

paper
IELTS evaluation system to assess some

students’” MOOC learning effect.

3.3 Data administration and analy-
sis

Reasonable data administration and analy-
sis are the vital guarantee to attain valid data
and supply clear analysis result for the present
research. This study puts emphasis on quantita-
tive survey data. After data collection, comple-
ted questionnaires were coded and scored. The
Statistical Package for the Social Sciences(SPSS
for Mac version 20) was used for the data ad-

ministration and analysis.

lationship of MOOCs and the college Eng-
lish autonomous learning, Pearson Product
Moment Correlation Coefficients were com-
puted for the independent and dependent

variables to test the linear relationships pro-
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posed. Tab. 1 illustrates the correlation rela-
tionships between MOOCs and college Eng-
lish autonomous learning.

As can be seen in Tab. 1,there is a sig-
nificant correlation between MOOCs and
college autonomous learning, (r=. 786, Sig.
=. 000<C. 01)which expounds MOOC learn-
ing is able to have an effect on students’ au-

tonomous learning ability.

mous English learning categories as depend-
ent variables. The exactly result will be
presented in the following regression mod-
els.

In the regression model, this model
summary(Tab. 2) shows that the MOOC en-
ters the regression equation as a significant
predicting variable at a significant level (.

000) ;the MOOC accounts for 61. 8% of the

Tab.1 Correlations between MOOCs and college variance of autonomous 1earning(R2:. 618,
English aut | i . . . ..
Nglish aufonomons ‘earning adjusted R2 =. 613), which is statistically
MOOCs significant in helping to predict college Eng-
English Pears lish | .
Autonomous eflisgn 786" * 1sh autonomous learning.
learning correfation Tab.2 Model summary
Sig. (2-taiD) . 000 Model summary
N 82 Model R R? Adjust R* SE
1 . 786a .618 .613 5.112

4.2 Predicting college English au-
tonomous learning category
with MOOC dimension

To determine whether MOOC dimen-
sions best predict college autonomous Eng-
lish learning categories or not, the research
applied stepwise multiple regression analy-
ses to perform with MOOC dimensions as

independent variables and college autono-

a. predictive variable; MOOC

The significance of the regression mod-
el was tested using Analysis of Variance
(ANOVA)statistics generated as part of the
regression procedure. Findings(Tab. 3)indi-
cated that the predictors(MOOC)included in
the model were significantly associated with
the dependent variable, autonomous leaning

ability. F=129. 300, Sig. =. 000. <. 01.

Tab.3 Anovaa Anova®

Model Sum of squares df Mean square F Sig.
1 Regression 3379.196 1 3379. 196 129. 300 . 000b
Residual 2090. 756 80 26.134
total 5469. 951 81

a. Dependent variable:college autonomous learning

b. Predictive variable: (constant) , MOOC

In Tab. 4,the t-values indicate that the

most important variable for predicting

students’ college English autonomous learn-

ing is the MOOC (t=11. 371> 2, Sig. =.
000<C0. 01)in this model. The variables have

a positive relationship with college English
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autonomous learning, which suggests that

MOOC learning will be accompanied by the

increases in students’ college autonomous

learning.

Tab.4 Model coefficients

Coefficients

Unstandardized Coefficients
Model
B SE Beta t Sig.
Constant 48. 226 3.458 13.945 . 000
1
MOOC 7.442 . 654 . 786 11.371 . 000

Dependent variable: English autonomous learning ability

To sum up,the step liner regression a-
the

MOOCs and autonomous learning ability of

nalysis reveals correlation between

the college students;the MOOC has a signif-

icant effect on autonomous learning ability
and predict the autonomous learning ability

of the college students.

5.Discussion and implication

According to correlation analysis and
regression analysis, there are significant re-
lationships between MOOCs and autono-
mous learning. In a word, MOOC learning
has a significant effect on autonomous learn-
ing and benefits to autonomous learning. A-
dopting the MOOC learning pattern is good
for improving autonomous learning ability
for students.

Moreover, MOOC learning entitles fresh

conception for autonomous learning ability.

6.Conclusion

The research aims at exploring the cur-
rent situation of Chinese non-English major
undergraduates’ MOOCs and learner auton-
omy. And it also investigates the relation-
ship between the two variables and the in-
fluence of MOOCs on learner autonomy. Al-

though this research attains some achieve-
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First of all,learners must have autonomous dis-
criminability to select some suitable, loveable,
helpful courses by themselves when they face
all kinds of courses in the MOOC learning plat-
form. Secondly, autonomous participation ability
plays a significant role in MOOC learning
process. You take part in your courses and join
in discussion; you complete your learning tasks
and process. MOOC

learning endows new

meaning for autonomous learning.

ment between MOOCs and autonomous
learning, there are also some limitations:
The sample is too small compared with the
large number of non-English major under-
graduates in China, and all the participants
come from the same university, which means

that the results obtained from the study
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might not be universal. The research results
need to be further verified among larger

number of subjects.
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Abstract: Researchers have been aware that learner autonomy is crucially important in
improving learning efficiency,and have done lots of researches to explore the training mode
of learner autonomy. But in the era of information technology, all kinds of open learning
methods, such as MOOCs, micro courses, and flipped classroom, have given rise to new
teaching concepts and teaching modes, which will certainly influence students’ learning hab-
its and strategies. With more learning resources and methods, the cultivating of learner au-
tonomy is of more significance. At the same time,in the information era how to cultivate
learner autonomy is worth researching.

Keywords: Information era, .earner autonomy
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Characterized by big data, digital tech-
nology, “Internet + ”, information age has
brought in the third industrial revolution,
which has huge impact on higher education.
In the era of information technology,various
open learning methods,such as MOOCs, mi-
cro courses, and flipped classroom, have
presented both opportunities and challenges
to the traditional mode of school education.
On the one hand, learners have more high
quality learning resources, which is benefi-

cial to college students who have always had
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strong interest in new things. Information
era extends students learning from the class
indide to classroom outside. On the other
hand, the variety and complexity of the net-
work resources require students’ good learn-
er autonomy. Learner autonomy is essential
for lifelong learning, and is never more sig-
nificant than in the era of information tech-
nology. This paper tries to explore the sig-
nificance of cultivating college students’

learner autonomy and how to promote learn-

er autonomy effectively.
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I . The significance of researching the cultiva-
tion of college students’ learner autonomy in

information age

Henri Holec (1981) firstly brought a-
bout the definition of learner autonomy into
field, which

sparked many different definitions of learner

second language teaching
autonomy from different perspectives.

Researches abroad cover many aspects,
including definitions of learner autonomy,
different levels of autonomous learning,
principles of promoting learner autonomy,
characteristics of autonomous learners,
teachers’ roles in promoting learner autono-
my, etc. In recent years, researchers have
been transferred to the establishment of
self-access centers, strategies and training
modes on promoting learner autonomy, es-
tablishment of autonomous learning re-
sources.

Researches on learner autonomy at
home began in the 1990s, which was almost
twenty years later than the studies abroad.
According to Gao (2005), researches on
learner autonomy from 1991 to 2000 was the
beginning stage. There were three features
of the researches in that period. First,among
the limited researches, the research subject
was not clearly divided restricted. Second,
almost all the researches were theoretical,
and were focused on the introduction of the
outcomes of western researches. Since 2001,
researches on learner autonomy have obvi-
ously increased. The researches extend into
six aspects: (1) the practicability and neces-

sity of learner autonomy; (2) investigation

and influential factors of learner autonomy;
(3) exploration of the models of learner au-
tonomy; (4) construction of the environment
of learner autonomy; (5) researches of
teachers’ roles and teacher autonomy; (6) the
current researched both at home.
Undoubtedly researchers on learner au-
tonomy have developed a lot, but there are
still many aspects worth researching. First,
many researches attempt to explore the in-
fluential factors of learner autonomy, but a
consensus has not been reached. More em-
pirical researches are needed. Second,
students have different learning environment
and have access to different resources in in-
formation age, which greatly influences their
learning methods. In accordance with that,
their beliefs and
needs. Third,

during the research on independent learn-

teachers should adjust

methods to meet students’

ing,new problems have aroused. For exam-
ple,in some researches researchers (Ma &
Zhao, 2016 ) have found that the proficient
students have improved in a big degree while
the nonproficient students have fallen be-
hind greatly in flipped classroom. Some re-
searchers(Ming,2016)have found that in in-
formation age, with so many Internet re-
sources available, most students lack the a-
bility to plan their learning. They always
choose what they learn randomly, and lack
clear targets and systematic design. Forth,

students are always changing. In information
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age, they are more creative and individual.
They may also have other characteristics un-
like their former generations. Only by explo-

ring their unique features, can individual

leaning be realized. So more researches on
cultivation of learner autonomy are necessa-

ry and significant.

I .The talents needed in information age

Information era has boosted education

modernization, which includes information
education, lifelong education, open education
based on the Internet, active learning, and
individualized education.

Living in information age,young people
must learn to survive and develop them-
selves. As long as they have the basic char-
acteristics of the people of information soci-
ety,they can meet the needs of the third in-
dustrial revolution. Western scholars sum-
marized people’s basic qualities in informa-
tion society.

Those characteristics are as follows: a.
being able to acquire information and use
network; b. being innovotive and good at de-

centralized cooperation in a creative way; c.

being adeft in developing and perfecting

themselves,and reaching a consensus in sha-
ring and communicating;d. in favor of more
personal, uncertain, open multiple ways of
thinking,and in fersuit of cultivation of crit-
ical thinking.

From the above characteristics, we can
see the ability of learner autonomy is highly
needed and stressed in the information era.
Only with good learner autonomy, can we
make good use of various Internet resources
and improve ourselves continuously. Our
creative abilities are also based on inner de-
sire of personal development instead of pas-
sive learning. Learner autonomy is also the
inevitable requirement in an age where

knowledge and technology are updated rap-
idly.

Il . Changes of training modes for talents in

information age

“standard parts pro-

In industrial age,
duction” and “assembly line” are the basic
form of school training. At the same time,in
the same space, different learners learn the
same content at the same rate with the same
standard inspection and evaluation. This
mode saves the education resources, but can

hardly meets learners’ individual needs. In
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information era,new type of hybrid teaching
combines classroom learning and network
education. Students feel free to learn in per-
sonal and different ways. This mode of
learning provides more choices for students
and improves students’ creativity. For exam-
ple,“flipped classroom” changes the way of

learning. Students can learn targeted knowl-
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edge and information before class. During
the class,they just need to show what they
have learnt by taking part in various class
activities designed by the teacher to test the
learning effect. In this way, teaching effi-
ciency is greatly improred Autonomous
learning before class is the basis of the mode
of flipped classroom teaching.

Those new teaching models provide
students with more opportunities to learn by
themselves under the guidance of teachers.
Only the students themselves know their
own interests. They are free to choose the
ways to learn,and the resources to absorb.
Teachers are only scaffolding students’
learning. Teachers’ roles are changed, for
they are not the center of teaching. They be-
come supporters, guides, supervisors, and
assessors. Learning is truly student-centered
and more individualized. The ideal teaching
mode—* Teaching students in accordance
with their aptitude”is realized.

From the above analysis we can see
learner autonomy is the inherent character-

istic of student-centered education in infor-

mation age.
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Abstract: The purpose of this paper is to describe the methods and challenges of moti-
vating learners to get more involved in online discussion. A comparison of the same course
run in Xuetangx. com and edX. org is made,indicating the cultural differences as well as the
forum teacher assistants’ strategies to manage posts in Chinese and in English. An empirical
account of how students actually communicate in the discussion forum,as part of assign-
ments graded or as free space for questions and answers are distinguished. The findings of
the analysis of MOOC discussion forum posts indicates that the learning community in
which the Chinese learners are in tend to be more dynamic while learners in multi-cultural
learning communities have diverse expectations of a MOOC and their use of discussion tend
to be more superficial. Additionally, the differences in learning strategies as well as atten-
tion to language proficiency enhance communication. With more learners in both platforms,
we have a long way to go to keep motivating learners to participate in MOOC discussion
both in XuetangX and in edX platform.

Keywords: Communication, EdX, Online discussion, XuetangX
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1.Introduction

[1-10]

Online learning, an important trend in
education field, is regarded as a useful and
significant way contributing a lot to the
knowledge acquisition of students in and out

of class to improve their learning efficien-
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cy . In this case, as the latest online

learning initiative that gains widespread

popularity among many universities in the
world, the MOOC ( Massive Open Online

Course) swept the whole education field
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since 2012—the Year of the MOOC. It is the
representative of open access, global, free,
video-based instructional content, problem
sets and forums released through an online
platform to high volume of participants ai-
ming to take a course or to be educat-
ed™"% Among the numerous MOOC plat-
forms, XuetangX platform and edX platform
are two important MOOC providers at home
and abroad respectively.
To ensure students’ involvement and
interaction as traditional face-to-face learn-
ing with synchronous communication,online
discussion forum (ODF)is developed to pro-
vide the same function. In the online discus-
sion forum, learners participate in the dis-
cussion with teachers and peers through
posts flexibly when they are learning the
course. In order to encourage and motivate
learners to get more involved in online dis-
cussion, the teacher and the T As(teacher as-
sistants)always rack their brains for that it’s
of great difficulty to ensure the high partici-
pation and quality engagement in such a vir-
tual discussion forum online. Therefore, the

study of ODF has been a hot research topic

2.Literature review

As the MOOC comes to be of high pop-
ularity,online discussion forum(ODF)is de-
veloped to provide the function of ensuring
students’ involvement and interaction as tra-
ditional face-to-face learning with synchro-
nous communication. In the ODF, learners
participate in the discussion with teachers

and peers through posts flexibly when they

since the popularization of the MOOC, such
as ODF’s influences on deep learning, ways
to promote e-learning through ODF, differ-
ent roles of teachers and students in ODF,
methods to achieve better peer interaction in
ODF,factors influencing the effectiveness of
ODF and ways to improve online participa-
tion. However, little research has been done
on the methods and challenges of motivating
learners to get more involved in online dis-
cussion through the way of comparing the
same course in different platforms.

In the case of the same course—Con-
versational English Skills (A 1% 315 W 46)
MOOC—running in Xuetangx. com and
edX. org, this paper aims to study the meth-
ods and challenges of motivating learners to
get more involved in MOOC online discus-
sion, indicating the cultural differences as
well as the forum teacher assistants’ strate-
gies to manage posts in Chinese and in Eng-
lish. An empirical account based on textual
analysis of how students actually communi-
cate in the discussion forum, as part of as-
signments graded or as free space for ques-

tions and answers,are distinguished"*’.

are learning the course. In order to encour-
age and motivate learners to get more in-
volved in online discussion, the teacher and
the TAs always rack their brains for that
it’s of great difficulty to ensure the high par-
ticipation and quality engagement in such a
virtual discussion forum online. Therefore,

the study of ODF has been a hot research
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topic since the popularization of the MOOC.

Prister and Prister (1969 ) argued that
online discussion had huge potential to pro-
vide semiotic mediation to support students’
learning' 14]. A better understanding of how
online discussion forums are structured and
how language in this environment functions
is needed to provide a firm basis for teachers
and students to make good use of the oppor-
tunities for semiotic mediation offered by
online forums. With the 12-week study in-
volved 26 student teachers in five reflection
groups,Redmon and Burger(2004) described
the content and character of WebCT facilita-
ted group reflection as a medium for enab-
ling and encouraging reflection and interac-
tion among student teachers, suggesting that
student teachers interact reflectively within
this context and the willingness of student
teachers to practice reflective habits might
be adversely influenced by increased stress
and workload"®. Based on the analysis of
interactions between and among students u-
sing qualitative and quantitative transcript
content analyses, Cox and Cox(2007) exam-
ined discussion board transcripts from three
graduate education courses through the a-
mount of interaction, exchanges of personal
and professional experiences and requests
for specific information, proposing that a-
synchronous threaded discussions can be
used to create a collaborative learning envi-
ronment as well as interpersonal and group
dynamicst'®.

Warren (2008 ) examined the role of
leaning management systems in real proper-
ty education, emphasizing the use of asyn-

chronous discussion boards and indicating
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that,as a tool of administration, discussion
board is of great significance in motivating
postgraduate real estate student’s engage-
ment with their peers to achieve deep learn-
ing among them'"’. On the basis of online
survey, semi-structured interview methodol-
ogy and analysis of 196 students who atten-
ded computers systems and structures
course of online certificate program using
descriptive and inferential statistical tech-
niques,content analysis method, Yukselturk
(2010) analyzed the factors that affect
student participation in discussion forum un-
der the two main purposes of examining the
relationship between the students’ individual
demographics and categories of students’
participation level, inactive, moderate, and
active in discussion forum of an online
course and the students’ views about rea-
sons for low level of interaction in discus-
sion forum, indicating that three student
characteristics, achievement, gender and
weekly hours of Internet use,showed a sig-
nificant relationship with students’ partici-
pation level in discussion forum of the online

L8 And some of the critical issues

course
should be taken into account in designing
online discussion, such as, students’ work-
load and responsibilities, progress of interac-
tion over the Internet taking more time,
planned and structured instructional activi-
ties in discussion forum.

Cheng, Paré, Collimore and Joordens
(2011) evaluated the effectiveness of volun-
tary discussion forums in a higher education
setting, examining intrinsic forum participa-
tion and investigating its relation to course

performance across two experiments'®, Tt
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indicated that that students who participated
in the forum tended to have better perform-
ance in the course,and furthermore that par-
ticipating in the discussion forum, particu-
larly reading posts on the forum, slightly
improved exam performance. Compared with
the success of the REAP project, Clarke
(2011)attempted to address problems of at-
trition and non-engagement amongst first
year law students by introducing online
small group activities based around discus-
sion forums into the level 4 (first year) Legal
Method course, suggesting that large, fund-
ed projects play a role in pushing forward
improvements in learning and teaching, but
that caution has to be observed in seeking to
transplant ideas and findings from one learn-
ing context to another'®’. Blackmon (2012)
provided some insight into the themes that
appear in literature on discussion boards and
chats in online, hybrid, and face-to-face
courses based on the investigation of some
of the student outcomes of discussion
board/chat use in online learning, that is,re-
lational capital influenced students’ experi-
ences in courses and their decision to post or
not, students missed the social cues, facial
expressions, tone of voice, etc. , interaction
increased student achievement, time con-
straints had an effect on whether students
chose to respond to discussion posts,and in-
structor presence influenced how students
decided to postt?!,

Huang and Hung(2013) explored Eng-
lish as a Foreign Language (EFL) learner’s
perception of participating in a video-based
online discussion forum as a way to improve

their English, indicating that EFL learners

regarded the v-forum discussion as a highly
promising activity that could function to
strengthen the mutual scaffolding and bond-
ing among peers, increase the opportunity
for English writing and oral practices, and

22

cultivate public speaking skills'®*!. Howev-
er, they cautioned that the frustration and
anxiety associated with the repetitive video-
tapings for this activity might adversely af-
fect the motivation to participate. Xia, Field-
er and Siragusa(2013)documented the initial
phase of a research project to improve peer
interaction in a discussion forum for a Spa-
tial Sciences unit at Curtin University, pro-
posing that the initiatives of offering incen-
tives to participate in the discussion forum
and creating a positive community environ-
ment appear to have evidently improved the
participation level, overcoming the challen-
ges such as lack of contact with peers,limit-
ed sense of belonging to the learning com-
munity, and frustration about receiving de-

23] Baxter and

layed feedback to postings
Haycock(2014)proposed an ideographic case
study focusing on a course forum linked to a
single Level 2 undergraduate module and
open to over 1,000 students in a large dis-
tance learning university?®!., They found
that, although the large forum environment
facilitates a certain degree of academic inte-
gration and identity,it also presents barriers
with negative effects on student motivation
and online identity.

As students can communicate and share
knowledge with peers in online discussion
forum for learning, it facilitates the interac-

tion among them. However, there are several

factors that make a difference in making op-
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timum use of ODF,such as computer self-ef-
ficacy, perceptions of external control, com-
puter anxiety and computer playfulness.
Based on a survey research design and an
online questionnaire for 121 Library and In-
formation Science ( LIS ) postgraduate
students, Adetimirin ( 2015) proposed and
empirically tested a conceptual model based
on TAM 3 (Technology Acceptance Model
3),demonstrating that computer self-effica-
cy,perceptions of external control,computer
anxiety and computer playfulness have sig-
nificant influence on the use of ODF, which
should be encouraged for learning in post-
graduate education"*”, Hew (2015) reported
three cases that examined students’ prefer-
ence for peer or instructor facilitation of on-
line discussion forums and their respective
reasons,suggesting that despite the reported
benefits of peer facilitators in the literature,
most students irrespective of student sam-
ples still preferred an instructor to peer fa-

(261 Based on

cilitation in online discussion
the cross-comparison of the three cases,it is
revealed that,on the one hand,instructor fa-
cilitation is preferred to prevent the discus-
sion from going off track, to resolve con-
flicts in the discussion, to provide informa-
tion particularly when the topic of discus-
sion is new, and to motivate the discussion
when students’ participation wanes; on the
other hand, when the participants desire
greater freedom in voicing their own views,
greater ownership in determining the direc-
tion of the discussion, and actual hands-on-

facilitation-experience, peer facilitation is
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preferred. Yang, Wei and Zhang (2015) at-
tempted to explore a collaborative learning
model of discussion forum in MOOC edX,
finding that based on discussion forum as its
learning community, with students as the
major role of course activities, teachers as
the guide and supervisor, the model adopts
flexible and efficient teaching methods,
which contribute to effective learning in the
interaction, increases the depth of EFL
learning in social, cognitive and teaching as-
pects,and shows the unique advantages over

16273 and

traditional teaching mode Luhrs
McAnally-Salas(2016) described the way of
using Social Network Analysis to design a
[28]

collaboration index (CI)"**, The study was
conducted in a heterogeneous context of hy-
brid and online courses in a virtual class-
room system in higher education, showing
that the collaboration index effectively iden-
tified levels of collaboration in asynchronous
discussion forums.

In a nutshell, the previous studies of
ODF shed light on ODF’s influences on deep
learning, ways to promote e-learning
through ODF,different roles of teachers and
students in ODF, methods to achieve better
peer interaction in ODF, factors influencing
the effectiveness of ODF and ways to im-
prove online participation. Little research
has been done on the methods and challen-
ges of motivating learners to get more in-
volved in online discussion through the way

of comparing the same course in different

platforms at home and abroad.
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3.Methodology

To figure out the methods and challen-
ges of motivating learners to get more in-
volved in online discussion,a comparison of
the same course run in Xuetangx. com and
edX. org is made, indicating the cultural
differences as well as the forum teacher
assistants’ strategies to manage posts in
Chinese and in English. Based on the meth-
odology of textual analysis,an empirical ac-
count of how students actually communicate
in the discussion forum, as part of assign-
ments graded or as free space for questions
and answers,are distinguished.

According to Mckee, when textual anal-
ysis is performed on a text, an educated
guess is made at some of the most likely in-
terpretations that might be made of that
text™™®, In other words, textual analysis is a
way of gathering and analyzing information
in academic research, mainly including 9
steps:1)Choose topic of interest. 2)If neces-
sary,focus question to become more specif-

ic. 3) List the texts which are relevant to the

question from one’s own experience. 4) Find
more texts by doing research both academic
and popular, 5) Gather the texts. 6) Watch as
many examples of each program as one can
and notice how particular textual elements
work in each one. 7) Watch other programs
in the same genre to see how they work;8)
Get as much sense as one can of the wider
“semiosphere”as one can to get some sense
of how these texts might fit into the wider
context;9) With this context in mind, return
to the texts and attempt to interpret likely
interpretations of them.

In reference to the 9 steps of textual a-
nalysis,the posts both in Chinese and Eng-
lish of the same course—Conversational
English Skills MOOC—in XuetangX and
edX platform are selected and analyzed to
find out how students actually communicate
in the discussion forum to figure out the
methods and challenges of motivating learn-
ers to get more involved in online discus-

sion.

4.Discussion and analysis

Conversational English Skills MOOC
is an English online course of oral communi-
cation of 8 different units with topics close
to our daily life. It is now running in Xuet-
angX for the 7th time and in edX for the 3rd
time,with the learner enrollment adding up
to over 410,000 from 197 countries so far.

The course contains both linguistic compe-

tence and cultural communication of Eng-
lish, concerning not only vocabularies, useful
expressions, sentence structures, but also
western cultures and societies. Learners at
home and abroad can flexibly decide when
and where to learn. The online learning con-
sists of two steps: The first is watching

course videos, reading Wiki material and
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supplementary information, which can be
uploaded by both teachers and students, en-
abling the learning community to share in-
formation and resources generated dynami-
cally;the second is collaborative learning in
the discussion forum, that is, opinions ex-
changing about the same topic, experience
sharing and collaborative knowledge con-
struction. In the discussion forum on Xuet-
angX and edX platform, teachers and teach-
ing assistants arrange and guide learner’s
discussion posts and make comments on the
contents, classifying the contents according
to topics to check out how discussion goes
on and participating in the discussion when
needed.

To make a comparison, in reference to
the ODF of this course in other times,on the
one hand,we choose Conversational English
Skills opened in XuetangX for the fourth
time from September 2015 with 41, 362
learners, where discussion is regarded as
part of assignments graded; on the other
hand, we choose the same course opened in
edX for the second time at the same month

with 68,755 learners from 196 countries in
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the world where discussion is regarded as
free space for questions and answers. With
the collection and comparison of the discus-
sion posts, the discussion topics are divided
mainly into 3 types:1)discussion required by
teacher for each unit with questions related
to the topic given; 2) spontaneous course
content discussion initiated by learners; 3)
discussions consulting technical problems.
To be more specific, the types of discussion
consist of 1) topic discussion, the most com-
mon type by throwing out a discussion top-
ic; 2) question discussion, asking questions
related to English study strategy or techni-
cal problems about platform operations;and
3)answer discussion, the response following
a topic discussion and question discussion,
reflecting students’ initiatives of community
involvement.

To ensure the efficiency of comparison,
we choose the posts of the discussion re-
quired by teacher for each unit with ques-
tions related to the topic given for the 8 u-
nits for basic analysis. The discussion ques-

tions are as follows(Tab. 1)
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Tab.1 Discussion Questions for Conversational English Skills MOOC

Unit Topic

Discussion questions

1 You Say,I Say

1) How do you greet an old friend?

2) How to make a good first impression?

2 The People in Your Life 3)

1) Think of three good friends. How would you describe them?
2) Is it possible to be equally close to every of your friends?
How often do you go out with your friends?

4) Can you say no to a friend’s invitation to his party?

5) Tell us about your family.

3 Eating in and Eating out

1) Can you describe your favorite food?

2) What are the typical food you and your family like?

Why Do You Want to Learn 1) Why do you take this MOOC?
English? 2) What do you know about the U. K. ?

5 Good Times and Bad Times

1) Do you have any plans for your summer holiday?

2) Which of the following holidays
Explain why.

a) The Spring Festival.

b) Dragon Boat Festival.

¢) Mid— Autumn Day.

do you like best?

6 What Are Your Hobbies?

1) What are your hobbies?
2) Kirk believes that “hobbies should be always your own

choice”. Do you think so?

7 Feelings

1) How do you usually deal with your own bad feelings?

2) Are there any activities that make you feel less stressed?

8 Staying Healthy

1) How do you usually stay physically healthy?

2) How do you maintain your mental health?

For example, in the case of discussion
for Unit 3, the example answers in Xuetan-
gX are as follows:

1)Can you describe your favorite food?

My favorite food is dumpling. Dum p-
ling is a traditional Chinese food and taste
very delicious. It is made o f flour and have
dif ferent stuf fings in it. People from dif-
ferent areas will prefer to dif ferent kinds
of taste of dumplings. For example , people
from the south areas may like the light taste
better while the northern people would pre-

fer to the heavy taste.

2) What are the typical food you and
your family like?

My family is at the north and south of
the transition zone. For this reason, my
family like to eat rice and the food made
of flour as well. Last but not least sit is be-
cause my hometown is near to the lake that
all my family members like eat fish.

And following this there are several
comments from peers, such as I also like
dumplings and fish, I like dumplings,
good. Compared with the discussion in edX,

things are of great differences.
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In Unit 3, we have learnt food cultures,
customs and eating habits across countries.
It’s great that some of us have vividly de-
scribed the typical foods in their country.

1) Which country’s food do you like
most?

2) What special foods do you eat on hol-
idays?

3) What do you think of “we are what
we eat”?

Hello, in Colombia , especially in Me-
dellin,is famous the “bandeja paisa”, this
have a lot ingredients: rice, beans, fried
pork segg,sliceof ripe,ground beef ,is very
delicious but also very heavy for digestion.

Look at the photo. (a vivid photo here)

On“we are what we eat”? I think so is
true sour body is the result of how we eat
and of foods we eat, for this reason our
food must be balanced ,healthy and in small
quantities to make a good digestion.

And following this there are several
comments from peers,such as

Hi! I'm Cristina from Spain. I have a
friend from Medellin who ever cooks me
tasty recipes from Colombia.

Hi! Cristina, hello cristina, 1 loved
that you like our food.

Hi CRistine ,this plate remember Hon-
duras. We have a similar food shere We love
this in break fast or dinner.

Based on these observation and analy-
sis, the methods and challenges of motiva-
ting learners to get more involved in online
discussion of Conversational English Skills
are concluded. Firstly, to encourage the
learners to be more active in the ODF of Xu-
etangX or edX, the immediate answer or
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feedback is of great significance, which is the
key to online interaction for asynchronous
communication. To overcome this challenge,
the teacher selected the previous excellent
learners as the community teacher assistants
to interact actively in the ODF. Besides, they
set up a WeChat platform called“THU 4%
FLIESL M to get more learners or potential
learners involved in online discussion or
course learning. Secondly, in XuetangX, to
engage the Chinese learners in the discus-
sion, the teacher assistants usually provide
some off-line activities with awards for ex-
cellent learners, which is a pretty good way
to narrow the distance between the teacher
and the learners. Thirdly, to promote the
participation in ODF in edX platform, the
teacher assistants in edX are always ready to
answer the questions in an enthusiastic way
to arouse their interests. As the foreign
learners in the edX platform, to some ex-
tent,have diverse expectations for a MOOC,
their use of discussion tend to be more su-
perficial, for example, more for chatting or
making friends than learning. Fourthly,
compared with the foreign learners in edX,
the Chinese learners tend to pay more atten-
tion to language proficiency and learning
strategies, which obviously enhance the in-
teraction and communication in the ODF.
Fifthly, through the

comparison of the

course opened in XuetangX for several
times, it is evident that making the discus-
sion as an assignment to be graded is an ef-
fective way to get more learners involved in
the discussion.

To conclude, the cultural differences as

well as the forum teacher assistants’ strate-
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gies to manage posts in Chinese and in Eng-
lish are clearly shown. On the one hand, the
ODF in which the Chinese learners are in
have a tendency of being well-disciplined,in
which the answers are always posted in good
order closely related to the question, while
the ODF in which the foreign learners are in
has a tendency of free style,in which the an-
swers are always in various patterns and
easily changed the topic. On the other hand,
the forum teacher assistants in XuetangX
mainly manage the posts by answering the
questions and making announcements of re-
quirements and good news, among which
sharing learning methods and materials is of

great importance, while to get used to the

5.Conclusion

Online learning is a useful and signifi-
cant way contributing a lot to the knowledge
acquisition of students in and out of class to
improve their learning efficiency. As the lat-
est online learning initiative that gains wide-
spread popularity among many universities
in the world, the MOOC comes to be of high
popularity. In the meanwhile, online discus-
sion forum(ODF)is developed to provide the
function of ensuring students’ involvement
and interaction as traditional face-to-face
learning with synchronous communication.
In the ODF, learners participate in the dis-
cussion with teachers and peers through
posts flexibly when they are learning the
course. In order to encourage and motivate
learners to get more involved in online dis-
cussion, the teacher and the TAs(teacher as-

sistants)always rack their brains for that it’s

multi-cultural background for discussion,
the forum teacher assistants in edX mainly
manage the posts by answering the ques-
tions and throwing out topics related to mu-
sic or daily life, in which the sharing of
learning resources is rare. What’s more, the
learning community in which the Chinese
learners are in tends to be more dynamic
while learners in multi-cultural learning
communities have diverse expectations of a
MOOC and their use of discussion tends to
be more superficial, which is clearly shown
by the comparison of the number of posts.
Additionally, the differences in learning

strategies as well as attention to language

proficiency enhance communication.

of great difficulty to ensure the high partici-
pation and quality engagement in such a vir-
tual discussion forum online.

In the case of the same course—Con-
versational English Skills—running in Xu-
etangx. com and edX. org, this paper de-
scribed the methods and challenges of moti-
vating learners to get more involved in
MOOC online discussion,indicating the cul-
tural differences as well as the forum teach-
er assistants’ strategies to manage posts in
Chinese and in English. It distinguished an
empirical account based on textual analysis
of how students actually communicate in the
discussion forum, as part of assignments
graded or as free space for questions and an-
swers,indicating that the learning communi-
ty in which the Chinese learners are in tends

to be more dynamic while learners in multi-
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cultural learning communities have diverse
expectations of a MOOC and their use of
discussion tends to be more superficial. Ad-
ditionally, the differences in learning strate-
gies as well as attention to language profi-
ciency enhance communication. Faced with
the challenge of low participation in the
ODF, there are 5 methods described: giving
immediate answer or feedback,for example,
setting up a WeChat platform;providing off-
line activities with awards for excellent
learners; answering the questions in an en-
thusiastic way to arouse their interests;pay-
ing more attention to language proficiency
and learning strategies, which obviously en-
hance the interaction and communication in
the ODF; making the discussion as an as-
signment to be graded.

Although this study explored the meth-
ods and challenges of motivating MOOC
learners through the way of comparing the
same course in different platforms, there are
some limitations to be improved. For exam-
ple, the methodology used in this study is
merely textual analysis, which can be very
subjective during the operation. And ques-
tionnaires and interviews can be added to
make some improvements. With more learn-
ers in both platforms,we have a long way to
go to keep motivating learners to participate
in MOOC discussion both in XuetangX and
edX platform.
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Abstract: The flipped classroom is currently a buzzword in higher education around the
world. This method is more student-centered and learning-centered than traditional teach-
ing;it personalizes students’ learning and facilitates their understanding, especially when
they do autonomous learning with micro classes during their off-class time. This paper pro-
vides the findings and conclusions of a case study about flipped classroom practice of a mili-
tary English course,an ESP course. The study shows the students prefer blended learning
to fully online learning or the traditional approach and they are more engaged in their inde-
pendent learning period. Moreover, it reports project-based learning and problem-based
learning can facilitate students’ autonomous learning and realize pedagogical purposes. It is
argued that the flipped classroom approach encourages ESP classroom learning,as well as
ESP independent learning.

Keywords: Autonomous learning, ESP, Flipped classroom,Independent learning
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1.Introduction

Educating 21st century learners is a advanced technologies and are more likely to
huge challenge for most school teachers. be attracted by new gadgets. Moreover, what
The new generation of learners is quite dif- they need to learn is more complex than be-
ferent from what we have experienced both fore. However,the core of education remains
as students and as teachers in the last centu- all the same, that is, to facilitate learning and

ry. They can easily get access to numerous help students to be independent learners in
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their life time. LLearning and lifelong learning
should always be placed in the first place.
Teaching only serves as the instrument for
helping students to learn. Therefore, class-
room instruction should be designed to en-
courage and help students to motivate their
autonomous learning. In this sense, tradi-
tional classroom cannot satisfy the needs for
today’s learners any more.

Autonomy,as well as autonomy related
concepts and practices, has often been dis-
cussed by lots of scholars (Benson, 2007a,
2010, 2011; Holec, 1981; Huang, 2006a,
2009, 2010, 2011, 2013; Murray, Gao &
Lamb,2011)around the world "', “Benson
(2011) proposes that autonomy can be best
defined as a capacity to control one’s own

learning. ”(Huang,2013)[ 9 ]Building on the

definition of autonomy,it is clear that to de-
velop students’ autonomous learning is to
improve their capacity to control their learn-
ing, that is, what they learn and how they
learn should be determined by their own
needs and levels. Their independent learning
requires to be personalized and suit for indi-
the

lecture-type

vidual learner. However, traditional

teacher-centered classroom
would not satisfy this need and lacks of free
spaces for students to develop. To address
this problem, this article tries to explore the
help

students build this kind of capacity from the

method of flipped classroom to
instruction side of school education,using an
ESP course(Military English)as an example

to develop classroom instruction design.

2.Theoretical background

The flipped classroom actually is not a
new phenomenon. As early as 1980s, Har-
vard scholar Eric Mazur developed peer in-
struction and made similar experiments. But
the flipped classroom becomes a buzzword a-
round the world after Jon Bergmann and
Aaron Sams started using this method in
2007 and Salman Khan built Khan Academy
and made a speech at TED in 2011. But it is
just a couple of years that it has been widely
welcomed and practiced in China, most of
which has been experimenting in primary
schools or high schools™,

Wikipedia defines the flipped classroom as
“an instructional strategy and a type of blended
learning that reverses the traditional learning

environment by delivering instructional con-

tent, often online, outside of the classroom. It
moves activities, including those that may have
traditionally been considered homework, into
the classroom. In a flipped classroom, students
watch online lectures, collaborate in online dis-
cussions,or carry out research at home and en-
gage in concepts in the classroom with the guid-
ance of a mentor. "'*)”Bishop &. Verleger(2013)
regard the flipped classroom as“an educational
technique that consists of two parts:interactive
group learning activities inside the classroom,
and direct computer-based individual instruction
outside the classroom. '*1”But the flipped class-
room does not just change learning location. It
involves both learning process and pedagogical
process.

Flipping our classrooms upside down
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can obviously facilitate students’ independ-
ent learning and they need to be more re-
sponsible for their own learning. It also
means more personalized instructor guid-
ance. The roles of instructors and students
are completely changed. Students have more
autonomy to take charge of their own study.
They can decide their own learning pace and
explore the field they really interest in. If
they don’t understand some point of the lec-
ture, they can pause and replay the lecture
video without any worries and pressure. Be-
sides, with their phones and iPads, they can
easily get contact with their teachers via the
Internet. Therefore, learning happens at the
level of an individual student, instead of a

whole class as one level. Naturally teaching

Tab. 1

techniques should be changed according to
learners’ different needs and learning capaci-
ties. It is a complete shift from a traditional
teacher-centered classroom to a student-cen-
tered learning environment. What instruc-
tors provide is not just the knowledge
taught in the classroom,but the learning en-
vironment to facilitate independent learning,
including the time before,in and also after
the actual class. Tab. 1 depicts the compari-
son between the traditional classroom and
the flipped classroom.

And classroom teaching will also pro-
mote students’ autonomous learning during
their off-class time. Fig. 1 depicts the rela-

tionship of teaching and learning.

Comparison between the traditional classroom and the flipped classroom

Traditional Classroom

Flipped Classroom

Teaching Process

Preview before class+instruct in

class+review after class

Instruct before class + solve prob-

lems in class+explore after class

Teacher Knowledge deliverer

Learning facilitator

Student Passive acceptor

Active explorer

Teaching Content

Knowledge instruction

Problem investigation

Teaching Technique

Teacher-centered instruction

Personalized instructor guidance

To understand

Teaching Objective

To apply

Facilitate
Promote

Spur
Develop

Fig. 1
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3.Methodology

3.1 Research context

Based on the theory of the flipped class-
room, this article develops an instruction de-
sign of an ESP course—military English as
an example. This inquiry examines how well
students learn under different learning envi-
ronment and teaching techniques. This study
was conducted in Military Economics Acad-
emy in China. About 60 undergraduates
were chosen to undertake this lesson under
the model of college English differentiating
instruction. They were divided into two clas-
ses according to their English levels. We
chose Campaign—UFEnglish for the Military
2 published by Macmillan as the teaching

material.
3.2 Participants

The participants were 60 second-year
college English learners in this academy.
Most of them had learned English for 8 to 9
years. Their age ranged from 18 to 23 and
their English levels are similar. But they
came from different provinces of China and
had different professional background. Some
of them had already been a solder for a cou-
ple of years while others came to this acade-
my by passing the National College En-
trance  Examination.  Therefore, some
students had substantial career experiences
and professional knowledge while others

may know little.

3.3 Feedback collection

After the class, the teacher would ask
the students to take a quick quiz on what
they have learned and they were required to
hand in their reflections on the Internet. Af-
ter we checked the test papers and collected
and read the reflections, we chose 10
students to be interviewed. Five questions
were designed to communicate with them a-
bout what they had gained and their feelings
about the learning experiences of the flipped
classroom. During the interview, they re-
called their learning experiences in the ex-
periment. The study shows the students
prefer a blended learning to a fully online
learning approach or traditional approach
and are more engaged in their independent

learning period than before.

3.4 Teaching design

According to the flipped classroom the-
ory,this research divides the whole teaching
process into three stages: preclass stage, in-
class stage and after-class stage. Each stage
is equally important for both students and
teachers.

Preclass stage: In the traditional class-
room, students would not do much except
reading the text. But now, students are in-
volved a lot at this stage in the flipped class-
room, First,teachers should do a research on
the teaching content and carefully select the
knowledge points to deliver to students.

Then teachers would write the teaching de-
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sign of this lesson, analyze the problems
students would meet and develop activities
and tasks for students to do in the classroom
and for their autonomous learning. Next,
teachers would either make instructive vide-
os and micro lectures or write documents
and PPT and these learning materials would
be sent to students for their independent
learning. Taking Unit 1 as an example,
teachers would make a micro lesson about
basic vocabulary of this unit,including mili-
tary bases, training, army ranks, as well as
background information. And students
would be required to do some research on
the topic of this unit—DBritish Parachute
Regiment. They would present what they
have found during the real instruction time.
In the meantime, students and teachers
would keep in contact with each other via
social media instruments, such QQ, We-

Chat,and so on. Fig. 2 depicts the process of

preclass stage.

*Research StUdents * Collect feedbacks
*Design eLearn *Prepare forclass
*Recordvideo independently
*Send materials * complete
homework
Teacher Teacher
Fig.2 Preclass process
In-class stage: Teachers first check

students’ learning in a few minutes, then
give them tasks to finish based on their
feedbacks. In

students would exchange their ideas interac-

this period, teachers and
tively and especially focus on the problems
students meeting during their independent

learning period. The teaching techniques
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used here would be more student-centered
and personalized. Teachers can divide the
whole class into several groups and give
each group some personalized guidance
while they are in discussion. Problem-based
instruction and task-based instruction are
preferred here. Teachers would give evalua-
tion and feedback to students in time. As in
this unit, teachers would first hand out a
quick quiz about the vocabulary of this unit
and ask them to present what they have
found about British Parachute Regiment and
share with other students. They may use
PPT or other instruments. Then teachers
would divide them into six groups to share
their own career experiences with their
peers, using the words they have learned
during the independent learning period.
Some students would present their ideas and
teachers should give feedbacks immediately.

After-class stage: In traditional class-
room,students would do their homework in-
dependently and teachers would check the
homework and evaluate it. Homework is
mainly about what they have learned. But in
the new model, students can broaden their
research and learn independently or collabo-
ratively due to the usage of new technolo-
gies. They would find more about Falklands
/ Malvinas besides Part Charlie in the text-
book. They would also work in pairs and tell
their partner about a weapon or piece of e-
quipment they know well. With the Internet
and Wi-Fi, they are encouraged to find more

information by themselves.
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4.Results

4.1 Active personalized learning

Most learning happens during our
school education. So if educators want to fa-
cilitate and encourage students’ independent
learning,a shift must be made from the fo-
cus on teaching to learning. Knowledge in-
ternalization happens only when learners try
to understand knowledge actively. Without
the internal driving,learning cannot be effi-
cient no matter how many hours you spend.
Moreover, every learner has different needs
and learning habits. However, traditional in-
struction only treats the whole class of
students as one and overlooks the diversity
of teaching targets. The flipped classroom
can transform this situation. Problem-fo-
cused class time becomes more meaningful
and efficient. Most importantly, learning is
more authentic and personalized when this
teaching technique is taken. Students can
choose their own learning pace and replay
the recorded lectures whenever it is necessa-
ry. They also have more opportunities to
communicate with teachers about their own
problems and interests. Therefore, adopting
the method of the flipped classroom can also
promote and improve students’ independent

learning capacity and process.

4.2 Improved autonomous learn-

ing strategies
The information that was collected from

the students shows that they can learn more

and get most of their information before the

class, which made them feel more confident to
participate in the real classroom activities. With
the solid background knowledge at the preclass
stage, they developed their autonomous learning
strategies as well as their knowledge. They sub-
consciously improved their learning capacities
while they tried to finish the assigned learning
materials. In most cases, to fulfill the learning
tasks, students will try their best to find the so-
lutions to what they are interested. They also
have a tendency to explore the Internet or some
social media platforms to seek out different ex-
planations or expanded discussions of the topic,

which surely benefits their learning capacity.

4.3 On-going enhancements

This research is just an experiment on
the flipped classroom applied in an ESP
course. There still exist a lot of enhance-
ments in the future. The instructors of the
flipped classroom would face the challenge
of integrating new technologies and grasping
a large range of knowledge. The new teach-
ing technique requires instructors to put
more time and energy to explore the con-
tents to assure expert guidance during the
class time. Another challenge for teachers is
how to guarantee students’ learning time
and learning quality during their independ-
ent learning periods. For students, they
should change some of their learning habits
and ideas towards learning and make sure
their own quality time with autonomous

learning.
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5.Conclusion

In this paper,we reported a study that
has explored practice of the flipped class-
room in an ESP course. This method is more
student-centered and learning-centered than
traditional classroom, and it personalizes
students’ learning and facilitates their un-
derstanding, especially when they do auton-
omous learning with micro classes during
their off-class time. The study shows
students prefer blended learning to fully on-
line learning or the traditional approach and
they are more engaged in their independent
learning period. Moreover,it reports project-
based learning and problem-based learning
can facilitate students’ autonomous learning
and realize pedagogical purposes. It is ar-
gued that the flipped classroom encourages
ESP classroom learning, as well as ESP in-

dependent learning.
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Abstract;: The article studies the relations between Autonomy and Flipped Classroom
Teaching(FCT). By using questionnaire and experimental teaching in College English, the
author finds that Autonomy and FCT are closely related to each other. Autonomy is the
foundation of FCT. Without certain autonomy in students and teachers, students couldn’t
have performed well under FCT and FCT couldn’t have achieved its desired teaching
effects;while FCT promotes development of different patterns and scales of Autonomy.
FCT promotes learner autonomy to develop from low levels to high levels, from self-direct-
ed autonomy to socialized autonomy and from task-specific autonomy to consciously seeking
improvement of autonomy including students’ conscious strategy learning and teachers’
strategy training as well as self-directed profession development.

Under FCT, teacher autonomy and learner autonomy are highly correlated. Before
class,teacher’s issuing of tasks activates learners’ task-specific autonomy in students. While
preparing the tasks, if students interact with other top students (which is often encour-
aged) , these students need to demonstrate socialized autonomy. While performing group
works in classroom session,the independent exploration of questions and collaboration with
group members all call for autonomy of different scales. Hence, to make FCT successful and
effective,learner autonomy and teacher autonomy are a must and principles and approaches
to help develop autonomy in these parties should be focused.

Keywords: Autonomy, FCT, Relations
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1.Introduction

Language learning is mostly motivated
by examination-oriented or individual devel-
opment-oriented purposes in China. ( Gao
Xuesong ( Andy), 2006). With these “tool

discourses”

, College English learning and
teaching is not satisfying for the fact that
students are too practical and lacking in in-
terests in all-rounded development in Eng-
lish language thus fail to develop all-round-
ed language competence. Recent years, the
Ministry of Education has issued new sylla-
bus for college English teaching which high-
lights listening and speaking skills besides
the traditional aims like reading,writing and
translation. (Liu Guiqin, 2012) Therefore, u-
niversities and colleges around the nation all
rise to experiment on new approaches of
College English teachings, as is the back-
ground of the College English FCT reform
in WUST (Wuhan University of Science and
Technology)with the aims to motivate Eng-
lish learning and improve their all-rounded

linguistic competence.

2.Methods

Prior to large scale of implementation
of FCT reform for College English Listening
and Speaking Course (CELSC)in WUST, a
teaching reform group has carried out FCT
experimental teaching for one term among
limited majors in grade 2013. All of the nec-
essary elements of FCT model are included

(elements mentioned by Bergmann J. &

Tremendous studies have demonstrated
the importance of learner autonomy in lan-
guage learning. Evidence from psychology,
linguistics and education shows that,to pro-
mote language learning, certain amount of
autonomy in learner should be developed in
terms of beliefs, meta-cognition knowledge
and skills ( Marie-José Gremmo and Philip
Riley,1995; Phil Benson, 1997; Sara Cotter-
all, 1999; Anita L. Wenden, 1999; Barry J.
Zimmerman, 2005). The College English
FCT in WUST has turned out to be a suc-
cess not only from some aspects of academic
achievement, but also, as we posited, seem-
ingly in demonstrating the development of
types of autonomy in students. In this stud-
y,a questionnaire composed by the authors
is used to collect data of opinions by
students on the FCT model, based on which
observations and analysis are made to dem-
the relations between

onstrate potential

FCT and autonomy.

Sams A. ,2012),such as 1) particular online
platform allowing students to do before-
class  activities  including  short-video
watching, finishing online assignments and
interacting with peers and teachers etc. ,2)
in-class theme activities designed before
class by reform group members and carried

out in class with teachers’ feedback coming
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immediately thereafter, 3) assessment poli-
cies emphasizing process learning including
mid-term tests,final tests,peer and daily as-
sessments during the term etc. With certain
successful results of the prior teaching ex-
periments, especially academically, the FCT
model was expanded to half of the freshmen
enrolled to WUST in 2014 for their CELSC
which lasts for four terms. A questionnaire
used for this research was done in the third
term with aim to find out students’ opinions
about the teaching model.

The questionnaire includes four individ-

ual profile items and ten question state-

3.The results

We carry out factor analysis using prin-
cipal component analysis with Varimax. As
a result,two factors with Eigenvalues larger
than 1 were extracted to explain 54. 44 % of
the total variance(Tab. 1). We label the two
factors learner belief and learning style re-
spectively. Because the loadings of item 5

(Teacher organizes and monitors in-class ac-

ments. 281 students are chosen randomly as
respondents with gender structure of 134
boys to 147 girls, major structure of 104 lib-
eral arts students to 177 science and engi-
neering students, and self-assessment of
English proficiency classified into three lev-
els including 32 students assessing their own
English as good, 155 average and 94 bad.
Students’ responses were recorded using the
following four-point scale: 1 (strongly disa-
gree) ,2 (disagree), 3 (agree) and 4 (strongly
agree). The Cronbach’s « reliability coeffi-

cient was. 84.

tivities well) on the two factors are quite
close(. 49 on factor 1 versus. 47 on factor
2) ,as indicates that on item 5 the two fac-
tors are highly related, thus we delete item 5
from the data and the following analysis is
done based on the revised data with the fac-

tor loadings improved(Tab. 2).

Tab.1 Total Variance Explained
N Extraction Sums Rotation Sums of Squared
Initial Eigenvalues ) )
of Squared Loadings Loadings
Component % of N " % of R "
Total 0, © .umu 4 Total U, © /'umu N Total
Variance | tive % Variance | tive %
1 3. 836 42.621 | 42.621 3.836 42.621 | 42.621 3. 344
2 1.063 11.814 | 54.436 1. 063 11.814 | 54.436 1.555
3 . 757 8. 414 62. 849
Factor 1 learner belief tive)

1. FCT is fresh and makes me positively

involved in study. (. 752) (Learning initia-
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6. FCT makes me more interested in

English learning. (. 703) (Learning interest)
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2. FCT before-class videos have proper
length and explain language points clearly.
(. 673)(Video satisfaction)

3. FCT in-class activities can practice
my speaking and listening well. (. 639)

(In-class activities learning effect)

9. FCT online platform creates more
chances for me to communicate with peers
and teachers. (. 697) (Communication)

7. 1 can easily take part in the group

work and I like learning English this way.

(. 646) (Collaboration)

4. Teacher gives inspiring comments af-
ter FCT in-class activities. (. 603) (Effective
feedback)

Factor 2 learning styles

8. FCT makes me spend more time in
English learning. (. 889) (Learning time)

10. FCT makes me more competent in
learning English in my own way. (. 684)

(Independent learning competence)

Tab.2 Rotated Component Matrix*

Component
1 2

1Learning initiative 4 . 752 . 225

6Learning interest 4 .703 L334

9Communication 4 . 697 065
2Video satisfaction .673 —. 046

7Collaboration . 646 . 124

3 In-class activities learning effect 4 . 639 . 260

4Effective feedback . 603 . 213

8Learning time 4 —. 004 . 889

10 Independent learning
competence A -394 - 084

Extraction Method: Principal Component Analysis.
Rotation Method: Varimax with Kaiser Normalization.
a. Rotation converged in 3 iterations.

Factor 1 includes 7 items which reflect
the students’ belief (attitudes) toward FCT,
of which loadings are all above. 60. Items 1
and 6 demonstrate that the students are gen-
erally motivated by FCT and are happy to
study this way. Items 2,3,4,9 and 7 demon-
strate the students’ positive attitude toward
specific activity in FCT. Factor 2 includes
two items which reflect changes in the

students’ learning styles. Item 8 demon-

strates the fact that the students spend more
time in English learning while item 10 dem-
onstrates the styles by which the students
learn English, which is mainly autonomous
or self-directed. We may presume here that
the students begin to explore learning them-
selves with self-directed aims and attempts.
The Cronbach a reliability coefficient for
factor 1 is. 82, indicating high reliability of

internal consistency, and for factor 2. 55
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which is relatively low indicating caution for

4.Discussions

The primary aim of this study was to
explore the experiences of the students en-
rolled in FCT CELSC which aims for the de-
velopment of linguistic competence. As the
data analysis demonstrates,the students’ ex-
perience was characterized by autonomy a-
wakening involving both learner belief and
learning styles. We argue that the FCT crea-
ted a pedagogical environment conducive to
autonomy growth. In this section of the pa-
per we examine the feature of the FCT,
which the data suggest was instrumental in

fostering the development of autonomy.

4.1 Learner belief of autonomy is

developed in FCT

High Factor Loadings on items 2,3,4,9 and 7
demonstrate the students’ general acceptance in
mind(learner belieDof the FCT model and its rela-
tive activities which require the students to initially
take the responsibility of learning themselves,
which is the core element of autonomy. As is pre-
sumed in FCT, video watching renders students
fun and the freedom of choice of time and place to
learn specific task before class. Online platform
communication renders students chances to remove
doubts socially before class so that they can focus
on the most important points while involved in
class activities(socialized autonomy). In-class group
work provides forum for students to negotiate
meanings and opportunities to exchange with
peers;and teachers’ comments help deepen and re-
vise individual understandings. The means of reali-

zation of all the above purposes lie in students’ au-
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interpreting the results.

tonomy to some degree. Therefore, high loadings
on these items can be a proof that the students’
positive belief of autonomy has developed to some
extent,under FCT., Items 1 and 6 are direct evi-
dence of the students’ high motivation in English
learning provoked by FCT, which is such impor-

tant content of autonomy.

4.2 Autonomous learning strategy
is developed in FCT

Due to the relatively low Cronbach’s «
in factor 2, we infer conservatively that the
students develop certain learning strategies
by themselves in English learning. In FCT,
the

with traditional classroom, is relatively the

theoretical learning time, comparing
same,only with the order of learning activi-
ties flipped. One sound reason for the signif-
icant increase in learning time, as item 8
demonstrates,is that students have stronger
motive to learn English and they resort to
increasing learning time to improve their
English. (see examples by Gao Xuesong
(Andy),2010). Item 10 is direct evidence of
learning strategies since the students report
confidence in autonomous competence. It’s
not difficult to speculate that they have
commanded certain strategies in dealing
with the academic difficulties. Anyway, just
by investing more time in learning, which is
surely an important element of learning

strategy,we can still draw the above conclu-

sion.
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5.Conclusions

Although we have drawn the above con-
clusions on relations between FCT and autono-
my, our arguments for the points need to be
strengthened by further studies such as compar-
ative experimental study of belief changes and
strategy changes before and after FCT. And al-
S0, our questionnaires need to be improved in
terms of quantity of items and quality of ques-
tions. Besides, the counting measurement should
be changed to broader ranges (such as seven-
point Likert measurement) so that more details
about students’ development can be reflected
and more aspects out of our assumptions can be
detected; what’s more, we can also introduce
new variables into the study,such as self-effica-
cy, gender or disciplines etc. so that our as-

sumptions on the issue can be further verified.
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Abstract : English poetry is beautiful in form and rich in meaning, whereas the teaching
of English poetry is as difficult as poetry creation,which calls for not only enthusiasm and
inspiration, but also attractive teaching method and supportive theoretical framework. With
the framework of cognitive theory, this paper illustrates the teaching practice of one of
Robert Frost’s poems,in the course of which the cognitive pattern is embedded,and tries to
explore the cognition-based teaching of English poetry such as the analysis of metaphor by
the use of space mapping theory. It begins with the analysis of the poetic structure,which is
ensued by students’ active construction of the poem’s meaning based on cognitive interpre-
tation. Finally, students are cultivated to express their own opinions while thinking critical-
ly about the poem so as to improve their independent learning ability.

Keywords: English poetry teaching, Independent learning, LLanguage cognition, Meta-

phor,Space mapping theory
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1.Introduction

Independent learning is a heated topic all the elementst. It has been generally ac-

for language teaching researchers for dec- cepted that the basic target of independent
ades,no matter what it is defined, whether o . o

] o ' learning is to cultivate the learners’ ability
an innate ability or a formative process, a

teaching practice or even a combination of for independent learning. which is a dynamic

O EEWMEB L HELEHERZ T ITHE AKIR(2013B174)
2B M F R BHEFHRIE (X2016004)
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and long-term self-developing process [,

Cognitive poetics is a new way of think-
ing about literature, involving the applica-
tion of cognitive linguistics and psychology

3

to literary texts [*1. By presenting a delight-
ful combination of theoretical enlightenment
with a deep concern for practical analysis, it
reflects the cognitive turn in literary studies
in recent years "',

This paper tries to pave a way for cog-
nitive poetics applied to English poetry
teaching. It helps to reveal the process of

how the contextual meaning is produced and

the readers’ mental mechanism along with
it. It sheds some lights on literature teaching
by finding an objective way to the interpre-
tation and discovery of the textual meaning
with feasible method easier for students’ ac-
cess in English literature teaching and learn-
ing, which actually involves four elements,
including the students, the teacher,the liter-
ary text and the author, thus forming a
multi-dimensional system of interactions in-
stead of the previous one-way linear commu-

nication.

2.Metaphor and space mapping

Mapping is a concept used in mathematics,
which refers to the corresponding relation be-
tween two elements in two different sets 7.
Applied in linguistics, mapping mainly refers to
the identical relation and corresponding relation
which is also called matching relation between
different concepts.

Fauconnier describes people’s association
process as mapping from one mental space to
another. In this light, poets avail themselves of
various rules of association to guide readers into
the conceptual spaces they have devised™® .
Therefore, establishing links between mental
spaces is one of the essential artistic approa-
ches,and space mapping plays an important role
in the construction and comprehension of the

poetic discourse.

Space mapping theory uses the functional
mapping principle to analyze the process of as-
sociation and cognitive inference. As a result,
the semantic meaning becomes the overlapped
concept of various mental spaces,which can be
started and connected with each other once
stimulated by the writer’s glossematic signals.
Why human beings can understand language?
The reason is that human beings have the abili-
ty to transcend different mental spaces and to
blend a variety of concepts in different mental
spaces-™. Oakley pointed out that most of our
thinking and inference is a kind of cross space
mapping of complicated information. As for
mapping,it is the pursuit of the corresponding
relation and matching relation between the ex-

plications and implications .

3.Independent learning of English poetry

Before class teaching, a micro lesson

video about Robert Frost’s“The Road Not
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Taken” has the

students, together with other preview mate-

been available for all
rials, such as the power point presentation,
the flow diagram of the teaching design as
well as the introduction to the poem and the
poet. The core of the micro lesson video can
be divided into three parts, that is, struc-

ture,symbol and theme.
3.1 Structure

“The Road Not Taken”has four stan-
zas,nine syllables in each line,and five lines
each stanza, the traditional iambic tetrameter
with the rhyme scheme: abaab. In the first
stanza, the poet faces a choice between the
“two roads diverging in a yellow wood” and
he hesitates about which road he should
take. After careful consideration, the poet
chooses the less-traveled road in the follow-
ing stanza. He knows clearly the fact that he
has to give up something because he has de-
cided to choose something else so that he
feels distracted for the irreversibility of the
other road ™. The last stanza is about the
poet’s retrospect several years later. It

seems that he comes to realize that choices

make life different when he looks back.

3.2 Symbol

Two input spaces can be found in this
poem. One is the trip in a wood as the source
domain while the other is the journey of
life, which is the target domain as well as
the major symbol in this poem. By the juxta-
position of several symbols, the two input
spaces can help readers establish a new inte-
grated space after a complicated cognitive

process on the basis of their previous read-

190

ing experiences and life experiences "%,

In the cognitive framework of“trip in a
wood”, there are several basic concepts: one
traveler, two diverged roads, less traveled
road and different destinations, which re-
spectively are the mappings of everyone,
choices in life, difficulties in life and differ-
ent goals of life.

It seems that the poet is presenting two
parallel groups of symbols, trying to estab-
lish two mental spaces partially interrelat-
ed,but in the last sentence of the final stan-
za Frost says“I took the one less traveled
by,/ And that has made all the difference”,
which activates the two above-mentioned in-
put spaces after skimming the irrelevant se-
mantic features so as to form a new generic
space onto which the groups of mapping
concepts are projected-”. Understanding
meaning involves the construction of blen-
ded cognitive models that include some
structure from multiple input models, as
well as emergent structure that arises
through the processes of blending™?'.

Fauconnier & Turner (1998) have pro-
posed that cross-space mappings in meta-
phor recruit the processes of blending. The
meaning of metaphoric utterances can be re-
presented in a conceptual integration net-
work. In such a network, the source domain
and the target domain each structures one
input space. And the generic space repre-
sents abstract commonalities in the other
spaces,and the blended space inherits struc-
ture from its inputs, and contains emergent
structure of its own ¥,

In“The Road Not Taken”, the new ge-

neric space can be understood by readers/
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students which covers the major points as
listed below: (1) Like the trip in a wood,our
life also needs our choices. (2) Different
choices make different lives. (3) We have to
weigh on our minds carefully before we

make a choice.
3.3 Theme

The discussion of structure and symbol
facilitates readers/students to the theme of
this poem. In the classroom teaching of this
poem, it is crucial for the readers/students
to reach the different meanings of the poem
gradually from literally to figuratively. The
literal meaning about the poet’s“choice in a
wood”, while the second bottom meaning
needs some background information,such as
the poet’s life experience, his motive of crea-
tion and the schools and development of
modern poetry.

In order to understand the intended fig-
urative meaning, it is necessary to apply
both background and contextual knowledge
to identify target domain counterparts of el-
the blended

. As for the“Frost’s choice: poetry

ements and relations in

space [
creation”, readers/students have different
interpretations. From the viewpoint of ca-
reer choice, some students point out that
“the road less traveled by”refers to Frost’s
decision to dedicate himself to poetry writ-
ing, which seems to be full of uncertainties
and less secure compared with his previous
life experience running a farm in New
Hampshire, supplemented by teaching™®.
Other readers/students hold different opin-
ions from literary background instead of the

poet’s personal experiences by considering

the mainstream of modern poetry in Robert
Frost’s time. Unlike his contemporaries in
the early 20th century,Frost does not break
up with the poetic tradition nor makes any
experiment on form. Instead, choosing the
old-fashioned way to be new,he has learned
a lot from the tradition,especially the famil-
iar conventions of nature poetry and of clas-
sical pastoral poetry, and makes the collo-
quial New England speech into a poetic ex-
pression. If Imagism and other poetic experi-
mentation are the bright road,it is the road
not taken by Frost who believes that the
traditional poetic form can express and re-
flect modern man’s living dilemma and intel-

lectual crisis in modern society %,

3.4 Critical thinking and independ-
ent learning

The rapid development of the time calls
for learners’ long-life education concept and
independent learning ability and the ideal of
English poetry teaching is that learners play
an active role in independent learning with a
high and efficient command of extracurricu-
lar resources 177,

Based on the discussion of the literal
and figurative meanings of this poem, the
students step from Frost’s choice to readers’
choice and start another heated discussion a-
bout their future career as well as their un-
derstanding of some details of this poem.

After close reading, several students
notice the word “sigh”in the last stanza, a
key word to convey the poet’s attitude to-
ward his choice, leads readers to two oppo-
sing interpretations. Some students regard it
as a regret sigh, but this opinion is refuted
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because everyone knows that it is no use re-
gretting about the previous choice. Instead,
many students designate that Frost’s sign is
a relief sign to show his thankfulness to his
correct choice of poetry writing. However,
some student has quite different voice that
when Frost looks back he makes a helpless
sign, because he cannot change his life and
the time cannot go back, whether his choice
is right or wrong, just like what is men-
tioned in Eugene O’Neill’'s Long Day’s
Journey into Night—"The past is the pres-
ent,isn’t it? It is the future, too. We all try
to lie out of that but life won't let us”™® . It
is obvious that the present is determined by
our choices in the past and our future is de-
termined by our choices at present.

Other symbols and themes also inspire
the “A

yellow wood”introduced at the beginning of

students’ independent learning.
the poem draws the students’ attention.
They report that the colour yellow is equally

meaningful although it is embedded in the

4.Conclusion

Robert Frost has designated that the i-
deal poetry writing begins in delight and
ends in wisdom, and so it goes with poetry
teaching, which is aimed not only to enhance
the student’s comprehension ability but also
to cultivate their aesthetic and critical think-
ing ability.

This paper analyzes one of Robert
Frost’s poems to explain the creation and
acquisition of the literary meaning, and to
discover new meaning and aesthetic value,

thus to fulfill the cognitive process from*ex-
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source domain“trip in a wood”. Yellow indi-
cates the late autumn as the setting of the
poem, the image of a wood covered with
yellow fallen leaves,and the symbol of hope
which is often related with the golden age or
the prime of one’s life.

This discussion triggers another one a-
bout the word“morning”. It is on that morn-
ing that Frost knows how one way leads to
another, and he doubts if he should ever
come back. After consulting background ref-
erences, the students establish the mapping
between “morning” and Frost’s apprentice-
ship of poetry writing and point out that
everyone in the early morning cannot foresee
what will happen in the following daytime,
just like he cannot predict life and destiny.
Life consists of a series of choices. One
choice may influence our life dramatically.
Choices mean to give up something in order
to possess the other. The gain and loss only

count for the choice-maker.

plaining” to“discovering”, which is also sig-
nificant for its exploration to establish a sys-
tematic model in English literature teach-
ing, which is of great significance to the
teaching reform of the current courses for

09 To revive the

English majors in China
courses of British and American literature
from marginalization, many scholars have
tried and contributed a lot by introducing
new teaching approaches,and it proves to be

effective for cognitive poetics applied to

English poetry teaching %%,
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Abstract: In this study,the authors focus on the application of the flipped classroom in
Chinese vocational schools. We argue the possibility of a flipped class as another way to em-
ploy student-centred learning in China where teacher-centred learning is still heavily influ-
encing the whole educational sector. In other words,if student-centred learning is difficult
to implement in the classroom due to various reasons such as the class size,an exam-orien-
ted system and so on,can a flipped class approach take part in student-centred learning out-
side the classroom and if so how? Available data quantifying student learning using the
flipped classroom as opposed to other student centred methods are presented. This paper
will also look at the feasibility of using the flipped classroom in Chinese vocational schools
where the students are historically believed to be poor learners. Finally, practices for the
use of flipped classrooms in encouraging learning autonomy will be discussed.

Keywords: Autonomous learning, Flipped classroom, Flipped learning, Student-centred

learning, Vocational schools and students
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1.Introduction

As innovative as the“flipped classroom” videos,or solve additional problems outside
sounds,it is not a new method at all,at least of class at home. This happened commonly
not to Chinese school teachers. Many of us in the past when technology was not easily
have already flipped our classes by having accessed. The only difference between now

students read texts or watch supplemental and then is that we have much advanced
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technology at hand thus freeing class lecture
time from physical constraints while still de-
livering it as it is supposed to be.

The flipped classroom as a pedagogical
learning model is currently receiving in-
creasing attention at schools and colleges.
As an educational technique,it usually con-
sists of two parts; outside classroom activi-
ties and inside classroom activities. The for-
mer asks students to engage in individual
learning on their own via computer-based in-
struction, such as a video clip of a lecture,
whereas the latter is about interactive group
learning amongst students and between
students and teachers during the class. The
crucial point of flipped classroom is that the
short pre-recorded video lectures must be
viewed by students before the class and nor-
mally at home so that it frees in-class time
for exercises, projects and discussions. The
video lecture is believed to be the critical
part of a flipped classroom approach. It re-
quires the teacher to carefully decide and
plan what needs to be included in the video

and how to make it audience-friendly and

2. Autonomous learning
room

In a flipped classroom, students watch
the pre-recorded lecture before they are
present in the classroom, so they are pre-
pared and expected to be ready to actively
engage in the discussion or any other related
individual or small-group activities. Through
this way of learning, it is believed that

students learn actively and are in control of

easy to digest by the students.

It is not difficult to distinguish the
differences of a student’s experiences over
conventional learning and flipped classroom
learning. In the conventional or traditional
learning model, students’ presence is re-
quired for every single session. The class is
implicitly dominated by the teacher’s or
instructor’s lecture. Sometimes, perhaps
more often nowadays, question-and -answer
time is provided at the end of the lecture,
which somehow does not necessarily lead to
its intentioned outcomes as students are o-
verwhelmed by the lecture contents and will
not have had time to digest it adequately e-
nough to be able to question at all. During
the outside-classroom time, students are as-
signed work which is mostly designed to
have students repeat and memorize the con-
tents of the previous lecture given during
the class session. We consider this kind of
traditional learning passive learning which

effectively eliminates the autonomous learn-

ing ability of students.

through flipped class-

their own learning. Active learning leads to
autonomous learning and constructive learn-
ing which, consequently produces capabili-
ties that society and employers would re-
quire from students when they enter the
workforce.

The rationale of the flipped classroom

learning model consists of both behavioural
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and constructivist learning theories ( Hand-
werker, 2012). The behavioural theory un-
derpins the traditional classroom instruction
and places the teacher at the centre of the
classroom during the learning. Teachers are
expected to control most activities such as
lectures, drills, demonstrations and even
during the question-and -answer time. It em-
phasizes Pavlov and Skinner’s behavioural
foundation of stimulus vs. response and fo-
cuses on credentialing (academic) authori-
ties.

In the flipped classroom learning mod-
el, however, this part is not omitted but
placed ahead of the class time which means
students would watch the lecture video at
home. This is done to facilitate in-class ac-
tive learning,and at which point, brings out
the rationale of constructivist learning theo-
ry. Constructivism advocates that individu-
als use personal experience to construct and
understand knowledge and reflection to cre-
ate meaning. Students take responsibility for
their learning and are actively engaged rath-
er than passive recipients of lecture content
(McDonald,2013). Teachers are not seen as
the“commander”of learning, but rather col-
laborate with students to explore their com-
petence and capability of autonomous learn-
ing and active learning.

During the period of in-class active
learning, students will learn in a social-like
environment with their classmates and peers
in a less formal way as compared to the tra-
ditional learning environment. They would
be exposed to many viewpoints and perspec-
tives which they may find more engaging
and are thus more willing to be involved as a
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part of it. Not only with peers, but students
would also collaborate with teachers, hence
the learning accountability is reinforced by
two parties’ feedback: teachers and peers.
Constructivism supports frequent and short
assessments to evaluate students’ progres-
sion to determine if there are any increases
in knowledge retention and critical thinking
ability. Stobart(2012) points out that shorter
and more frequent formative assessment
provides more valid and objective learning

outcome than comprehensive summative ex-

ams.

2.1 Flipped classroom vs. flipped

learning

In theory, the flipped classroom learn-
ing model should be able to increase the
teachers’ opportunity to identify errors in
students’ behaviour and thinking and pro-
vide constructive feedback as this learning
model combines the two principal learning
theories by complying with both behaviour-
ist principles outside the classroom and
constructivists’ within it,but a flipped class-
room does not always lead to active learning
or flipped learning as it is supposed to be in
theory.
2.1.1 The video lectures

There has been some criticism regard-
ing the actual implementation of the flipped
classroom learning model. First of all, Berg-
mann and Sams (2012) voiced their concern
about generic videos substituting for teach-
ers to deliver instruction and that videos are
not adapted to the needs of the students in

their own classroom which is actually a

student’s home. We have also noticed similar
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problems in vocational colleges in our sur-
vey. The issues mostly concern the length
and quality of the video. We all know that,i-
deally, teachers would make their own vide-
os (with some assistance of technicians, of
course,if needed). First of all, teachers need
to be advised that the lecture videos should
be limited to a maximum of 15 minutes
which would give enough time for students
to gain the knowledge and skills required
because students have shown a certain de-
gree of reluctance to sit at home watching
“boring”lecture videos on a computer. In the
traditional learning model, at least in the
classroom, students can have some kind of
interaction with the teacher and their
classmates. So the first step is for teachers
not to replace an hour-long class session lec-
ture with an hour-long video. It is generally
believed that short audio and video segments
are favoured by students(Herreid & Schill-
er, 2013), so that there is still time for
students to interact with and digest the
knowledge and skills. Making the ideal vide-
o/audio lecture is difficult especially for be-
ginners and this can be time-consuming and
requires both academic expertise and techni-
cal skills from teachers and IT support
staff.
2.1.2 Watching the video lectures

How can teachers be sure that students
do watch the video lecture at home? This is
another question which probably concerns
most teachers. If students do not complete
what they need to complete at home, the

flipped classroom learning model will not be

able to proceed to its next stage. For voca-

tional college students in China, this prob-
lem somehow worries teachers less as the
students are all requested to live on campus
and therefore, the overall atmosphere is con-
sidered more learning-oriented than when
they are at home. Even if it is a concern,
teachers can always request students to sub-
mit their reflection of watching, such as
questions related debrief and so on. In order
to have students do this,teachers should as-
sign thoughtful questions together with the
video lecture as homework and the questions
can guide the students to explore the home
study materials. Additionally, software plat-
forms allow teachers to upload the video
complete with pauses and questions that
must be answered before the student pro-
ceeds to the next segment of the video.
Teachers need to be aware that homework
assigned to students needs to have a focus
just as when teachers deliver it in the class,
so that students will be able to come back
and spend a tremendous amount of time in-
teracting and communicating deeply and
constructively.

To generalize what has been discussed,
teachers can always start with small steps or
just flip a small part of a session and take
time to build up the confidence, expertise,
resources and experiences before widening
its use. Kim,et al. (2014)provided a table of
three steps of implementing the flipped
classroom learning model, which specifies
what ought to be considered or done for
each of them. It may also help to ask the fol-
lowing questions when a teacher is to utilize

flipped classroom learning:Do I—

197




MBS (2016 SFH4550)

+ continually observe and monitor students to make appropriate adjustments?

« provide students with different ways to learn content and demonstrate mastery?

« give students opportunities to engage in meaningful activities instead of teachers be-
ing the centre of the class?

« scaffold these activities and make them accessible to all students through differentia-
tion and feedback?

» make myself available to all students and give class feedback in real time as needed?

« conduct ongoing formative assessments during class time through observation and
by recording data to inform future instruction?

« collaborate and reflect with other educators and take responsibility for transforming
my practice?

* prioritize concepts used in direct instruction for learners to access on their own?

« create and/or curate relevant content(typically videos)for my students?

« differentiate to make content accessible and relevant to all students?

2.2 Teachers in the flipped
classroom

In a flipped classroom, teachers are ar-
guably more important than when they
teach in a traditional classroom (3 2 0, &
F S, 2014). They will feel challenged as
they will need to provide students with rich
resources and create opportunities for
students to think critically. In addition,
teachers will question what students have
learned at home and make sure that
students’ questions are provided with in-
depth answers. Teachers, contrary to the
criticism that teachers’ role is demoted in a
flipped classroom learning model, will deal
with much more unpredictable questions and
learning scenarios, which requires teachers
to put in more effort, time, knowledge and
information. Especially in vocational set-
tings, students will be in the 16—19 years
old mid-adolescent age range and most of
them are seen as weak learners compared to
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Source: FLLN,2014
general education students. In the flipped
classroom, teachers will have to spend more
time circulating in the classroom and if they
spot any student not taking part in the
group work or any sort of interactive activi-
ties,it will be immediately addressed. Based
on these thoughts,we find it very convincing
to conclude that the role of the teacher in a
flipped classroom is far more challenging
than in a traditional classroom and this may
well explain why teachers feel threatened or
discouraged to apply this particular learning

model.

2.3 Flipped learning—warming up
for student-centred learning

If the student-centred learning strategy
sounds a bit threatening and time consuming
to Chinese school teachers as we are under
the pressure of improving students’ exam
scores, the flipped learning can be a good
starting point to compromise without sacri-

ficing any traditional class time. Driscoll
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(2012) suggested that flipped learning can
democratize the learning environment which
is just a nickname for autonomous learning
or student-centred learning. Instead of mak-
ing students work alone in front of a com-
puter,the flipped classroom learning actual-
ly stimulates the inspiration of the student-
teacher interaction at a later stage when
students return to the classroom. Such inter-
action and engagement of learning can de-
velop life-long learners, increase students’
engagement in the materials and therefore
encourage in-depth and autonomous learning
(J5¥3€,2014). One of the major benefits of
the flipped concept is that it frees tremen-
dous amount of class time so that teachers
can use it to create engaging learning experi-
ences for their students. For such an engag-
ing learning,it is also known as student-cen-
tred learning or autonomous learning. In
some countries like China, Korea, Japan and
so on,the essential task of schools is to pro-
mote their students’ academic achievement
and progress. To fulfil this commitment,
schools and teachers have to follow the ex-
am-oriented educational system and operate
or manage the teaching and learning to com-
ply with the requirement. Although it is
fully understood that today’s employment
market requires schools to provide them
with graduates capable of life-long learning,
team working, problem solving,time manag-
ing etc. ,schools and teachers in China feel it
is too risky to adapt such a leaning model or
rationale. Their biggest concern for such an
approach is that they do not have class time
for it as they must prepare students for ex-

ams, The flipped classroom learning model

may be just the right approach to start as it
will free some class time to implement the
student-centred learning or autonomous
learning which helps to improve students’
retention of information and the effective-
ness of student engagement in learning, in
addition to making them more marketable
employees in the long-term.

According to Cognitive Load Theory,
there is a limit to the amount of information
that can be used, processed and stored by
working memory,and overloading that limit
undermines the learning process(Vygotsky,
1978). Musallam (2010) found a significant
relationship between mental effort and pre-
training for students, which indicates that
students use less cognitive resources to learn
new material if they have received pre-train-
ing. Other studies ( Mayer, 2009) have also
suggested that pre-training may be an effec-
tive method of managing the intrinsic cogni-
tive load and therefore, provides one poten-
tial mechanism of the effect of the flipped
model on learning. The “ watching lecture
video at home” part of the flipped classroom
functions just as the pre-training does and
this process enhances learning taking place
in due course(fi] 7EH1,2014).

As English teachers,the authors of this
paper also paid extra attention to how the
flipped classroom learning model impacts
students’ language learning. In Marshall and
DeCapua’s research(2013),they noted that,
in traditional classrooms, English language
learners “ put most of their effort into the
lower levels”of Bloom’s Taxonomy,which is
remembering and understanding as they at-

tempt to follow the teacher’s instructional
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delivery(Another reason contributing to this
is that there is usually a lack of student-cen-
tred learning, such as interaction and en-
gagement. Chinese English teachers would
be busy teaching the grammar, lexicon, syn-
tax and so on but leave no time for real lan-
guage communication). In the flipped class-
room,however, teachers can move the effort
and time on lower levels of the taxonomy to
outside-class time learning so as to leave the
group learning space in the class under the
supervision and instruction of their English
teachers(Z= LU g 1L B 7%, 2015). By working
this way, students can study the linguistic
concepts on their own. When using videos,
students can pause, rewind, and review the
lesson at any time. In class, teachers and
students can spend the time focusing on the
upper levels of the taxonomy, which is to
apply.analyze, and create ( & & {5, 2015).
This would give struggling learners more
opportunities to understand and improve be-
fore they come to class.

Student-centred instruction focuses on
students’ engagement and active learning
and the fact that these characteristics of
student-centred learning reflect what should
already be occurring in the classrooms. Just

as in student-centred learning, flipped learn-

3. Vocational

students, flipped

ing is not a defined model but a result of
teachers’ using different tools and resources
to meet a particular learning condition and
individual student’s needs. The implemen-
ting mechanism of moving the“lower level of
the taxonomy”out of the classroom maximi-
zes the amount of time for student-centred
learning and autonomous learning, so that-
teachers can spend more time and attention
on individual students’ requests and
students have more time to spend working
with each other,

The notion of a flipped classroom is
that it provides more time to address the
needs of individual students and enables
student-centred learning, and at the same
time, “lower level taxonomy” of learning
goals and materials are still covered outside
of class time. According to Michael (2006),
students build mental models of what is
learned, deliberately test the wvalidity of
those models, and fix faulty models. The
flipped learning, as one way to reflect on
student-centred learning enhances these a-
bilities of students and are more likely to a-
chieve meaningful learning because “ once
you engage the students’ minds, there’s an
( Berrett,

eagerness to learn, to master”.

2012)

learning and

student-centred learning

The discussion on implementation of the
flipped classroom in this paper is mainly about
the trial and practice in vocational schools. In
China, vocational

secondary college/ school
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students are,in general, considered much weaker
students than the students in general schools.
They appear to exhibit difficulties in learning, es-

pecially in subjects such as mathematics, physics
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and language etc. They are seen as disadvantaged
and unfavoured students. As a consequence they
have a lower self-esteem than general secondary
school students. They tend to show strong un-
willingness and disinterest of learning. In addi-
tion,in an informal survey of vocational school
teachers in Guangdong Province, many teachers
reported levels of AD(H)D and other learning
challenges that exceeded 80% of students in
some vocational schools. This is not surprising,
given that the traditional teaching model in Chi-
nese schools rarely addresses these learning
differences thus contributing to the misconcep-
tion that vocational students are poor learners.

A government supported pedagogy pro-
gram called Student-Centred Learning which
aims to equip vocational teachers with the
capability of encouraging,motivating and at-
tracting vocational students to be autono-
mous learners has been ongoing for years in
Guangdong Province. Since vocational school
students are expected to leave school with a
specific practical skill which usually has to
do with the abilities of applying, creating
and analyzing, the flipped classroom model
appears to fit in ideally. In a post-course
study, flipping the classroom was concluded
to be effective in both helping students un-
derstand course material and develop design
skills (Warter-Perez & Dong, 2012) in art,
but also in subjects like business and econo-
my at the vocational education level (Butt,
2014).

For most students and for vocational
students in particular as they are seen as
weaker and disinterested learners, they tend
to reject or resist a new pedagogy at the ini-

tial stage (Everly MC, 2013). In a study of

the flipped classroom learning model done
by Zhao and Ho(2014) , they concluded that
enrolment was decreasing for the flipped
course, “although the evidence that this was
caused by the flipped classroom is scant”. In
the 2013 administration, students’ opinions
about the “flipped classroom” model were
variable, with 46% of the 37 participants
preferring or strongly preferring the flipped
model,and 38% of participants preferring or
strongly preferring the traditional model.
There is no strong evidence of any signifi-
cant impact of the flipped classroom on mid-
term examination scores.

The five-year-long  student-centred
learning project carried out in Guangdong
Province has resulted positively in vocation-
al learning sectors. Students show high at-
tendance,interest,engagements and even en-
thusiasm in the class session and they also
found that discussions with a high percent-
age of engaged students and cross-talk a-
mong students to be very beneficial. There
are, however, some concerns that the SCL
model takes much class time, so it is there-
fore recommended in this paper that the im-
plementation of flipped classroom learning
frees more time for SCL learning activities.
With the largest share of Chinese vocational
education, Guangdong Province pays great
attention to education quality, which is
shown in a series of training to update
teachers’ teaching theories and skills. After
having received the SCL training on a broad
scale, teachers actively attempt to put
flipped classroom model into practice, which

requires teachers to master video-making

techniques. Based on this requirement, the
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corresponding administration department in
Guangdong Province has launched a large

number of micro-class design training ses-

sions, which prompts smoother development

of SCL flipped classrooms.

4.Survey on utilization of flipped learning in vo-

cational colleges

A survey has been conducted on the atti-
tude of students’ using flipped classroom. The
teachers who delivered this particular teaching
mode are those who had received SCL training
and used flipped classroom model in their teach-
ing. The survey was carried out via online ques-

tionnaire and 43 valid responses were returned.

Besides factual information, such as name, age,
grade and major, the questionnaire mainly
sought to explore students’ attitudes towards
learning outcomes, in-class learning, students’
benefits and interest and extra-curricular re-
sources and learning.

The results of the survey are as follows:

Attitudes Statements SD D U A SA
5. The flipped classroom learning
model helps me learn more in the learn- | 2.33% | 4.65% |23.26% |44.19% |25.58%
ing process
7. Compared with traditional lectu-
ring, the flipped classroom helps me | 6.98% | 4.65% |37.21%|34.88%|16.28%
learn more.
Towards learning 11. ?hc in-class exercise helps me do 6.98% | 2.33% |37.21% |41, 86% 1. 63%
outcomes better in exams.
13. The flipped class del im-
© Tibbed cTassroom MOCe M1 4 65% | 2.33% [39.53% |34.88% |18.6%
proves my score 1n tests/exams.
18. The flipped class del
(¢ TIPPed CassToom mocel AN 1 4 65% | 4.65% |27.91% |44.19% |18.6%
be applied to any subject I'm learning.
8. The in— class exercise and assign-
ment help me find out what I should | 9.3% | 4.65% [20.93%|53.49%|11.63%
Towards in-class work on
: 10. When there is extra time, proper in
learning en There Is extra Tme, PIOPET I |y 659 | 4.65% |23.26% |48.84% | 18. 6%
—class activities improve learning.
16. 1 like the interaction in class. 4.65% | 4.65% |23.26% |41.86% [25.58%
6. The flipped -class learni
e TIPPed clasSToom Caring |15 9504 | 9.3% |55.81% |13.95% |6.98%
model gives me more burden.
Towards the
influence on 9. The flipped classroom learning
students’ personal| model helps me practice active thinking | 4. 65% | 2.33% [32.56% |48.84% |11.63%
life and autonomous learning
14. The flipped classroom model im-
€ Tibpec classroom MOCE T 4 65% | 4.65% |27.91% | 44.19% |18.6%
proves my motivation to learn.
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Towards
extra-curricular

resources and

learning

12.1 1 ind dentl d au-
can fearh nCependently anc AU\ 4 65% | 2.33% |41.86% |34.88% [16.28%
tonomously after class.
15. The videos a atcher-friendl
(e videos ate WAIERETHEnEY | 9 395 | 2.33% |30.23% | 41. 86 % [16. 28%
and suitable for students to learn
17. Teachers provide sufficient learn-
ing materials and resources for me to | 6.98% | 4.65% |23.26%|39.53% |25.58%
learn after class.

The data collected shows that the over-
all

flipped classroom learning model in general

attitudes of the students’ using the
are positive,but only by a small percentage.
The percentage of positive response to“I like
the interaction in class”ranks at the top with
77.3% which to certain degree still appears
to be not as high as expected. Although only
20. 88% students do not feel the flipped
classroom puts extra burden on them, there

are still close to 56% of students who an-

5.Conclusion

The survey data collected from voca-
tional colleges in southern China demon-
strates an overall positive feedback. It does
show that the class session encourages
learners to learn autonomously, as Gorman
(2012) pointed out that“any learner-centred
educator would provide activities in the
classroom that are action based, authentic,
connected and collaborative,innovative, high
level, engaging., experience based, project
based, inquiry based, and self-actualizing”.
By implementing the flipped classroom
learning model, the major concern that“the
student-centred learning model takes too
and therefore makes

much of class time

teachers feel stressed to complete the re-

swered they are not sure about it. Half of
the students are not confident the flipped
classroom learning model can help improve
their exam scores which are considered very
important in Chinese education.

In short, the data indicate that students
enjoy this learning model and feel encour-
aged to become autonomous and active in
learning, which is difficult to find through

traditional learning.

quired curriculum plan and exam practices”
will take efforts and time to be re-assured.
Despite the barriers and concerns of ap-
plying the flipped classroom learning model,
as Gojak (2012) pointed out that it is not
whether to flip the classroom, but teachers
need to ask how they can use the advantages
of this model to become more effective and
increase students’ understanding so that to
make the flipped classroom a bridge to a
learner-centred classroom environment. This
environment, in the end, should be able to
help students with deeper learning ( Berg-
mann & Sams, 2012) that educators are ai-
ming at.
The study also illustrates that more
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than half of surveyed students think highly
of the flipped classroom learning model and
believe that it cannot only improve their aca-
demic performance but also benefit their
personal life. Despite the promising results,
some constructive suggestions must be put
forward here. In the survey,only 20. 88% of
the

learning is not a burden, while the others are

students expressed that after-class
either not sure or think differently,so teach-
ers should design the class more effectively
and skillfully so that the students do not
want to give up due to fatigue. This figure
indicates that a good number of students are
not ready for flipped classroom learning as
B H U4 (2016) also concluded from his stud-
y. In addition,if the learning model gradual-
ly becomes a fixed routine, students will e-
ventually be bored. So teachers should culti-
vate their creativity and form a learning
community to share ideas to create a more
interesting and engaging learning experi-

ence.

References

[1]Zhao Yiran, Ho A D. (2014). Evaluating the
Flipped Classroom in an Undergraduate History
Course[ A]. HarvardX Research Memo,2014.

[2]Everly M C. Are Students’ Impressions of Im-
proved Learning Through Active Learning
Methods Reflected by Improved Test Scores?
[J]. Nurse Education Today, 2013, 33 (2).
148-151.

[3] Stobart G. Validity in Formative Assessment
[M]// Gardner J. Assessment and Learning.
2nd ed. London: SAGE,2012.

[4]Abeysekera L, Dawson P. Motivation and Cogni-

tive Load in the Flipped Classroom: Definition,

204

and a Call for Research[]]. Higher
Education Research &. Development, 2015, 34
(1):1-14.

[5]Flipped Learning Network(FLN). The Four Pil-
lars of FLIP[EB/OL]. (2016-07-01) [ 2016-09-

Rationale

01 ] http://flippedlearning. org/cms/1ib07/
VA01923112/Centricity/Domain/46/FLIP
handout_ FNL_Web. pdf.

[6]Butt A. Students’ Views on the Use of a Flipped
Classroom Approach: Evidence from Australia
[J]. Business Education &. Accreditation, 2013,
6(1).

[7] Chaplin S. Assessment of the Impact of Case
Studies on Student Learning Gains in an Intro-
ductory Biology Course[ J]. Journal of College
Science Teaching,2009,39.72-79.

[ 8] Michael J. Where’s the Evidence That Active
Learning Works? [J]. Advances in Physiology
Education.2006,30(4) :159-167.

[9]Bergmann J,Sams A. Flip Your Classroom: Reach
Every Student in Every Class Every Day[ M.
Arlington: International Society for Technology
in Education,2012.

[10]Berrett D. How “Flipping” the Classroom Can
Improve the Traditional Lecture[J]. The Chron-
icle of Higher Education,2012,58(25).

[11]Vygotsky LS. Mind in Society: The Develop-
ment of Higher Psychological Processes[ M].
Cambridge: Harvard University Press,1978.

[12]Handwerker S M. Transforming Nursing Edu-
cation: A Review of Current Curricular Prac-
tices in Relation to Benner’s Latest Work[ ] ].
International Journal of Nursing Education
Scholarship,2012,9(1) :1-16.

[13]McDonald K. Smith C M. The Flipped Class-
room for Professional Development ( Part 1) .
Benefits and Strategies. Journal of Continuing
Education in Nursing,2013,44(10) :437-438.

[ 14 JMusallam R. The Effects of Screencasting as a Multi-
media Pre-Training Tool to Manage the Intrinsic Load

of Chemical Equilibrium Instruction for Advanced



Autonomous Learning and the Flipped Classroom in Chinese Vocational _

Schools—A Warming-Up to Student-Centred Learning

High School Chemistry Students [ D]. University of
San Francisco,2010.

[15]Mayer R E. Learning and Instruction[ M ]. New
York: Pearson,2009.

[ 16 ] Warter-Perez, Dong Jianyu. Flipping the Classroom:
How to Embed Inquiry and Design Projects into a
Digital Engineering Lecture[ C]. San Luis Obispo: AS-
EE PSW Section Conference,2012.

[17]Marshall H W, DeCapua A. Making the Transi-
tion; Culturally Responsive Teaching for Strug-
gling Language Learners{ M]. Ann Arbor: Uni-
versity of Michigan Press,2014.

[18]Gojak L. To Flip or Not to Flip: That is Not the
Question! [ EB/OL]. (2012-10-03) [ 2016-09-
01 ] http://www. nctm. org/about/content. as-

px? id=34585.

CLOJE B HA L £ 52 M. 3 B0 5% R & B 1 02 v
A 5% [T, W4k B E BF 5. 2014 (7))
108-120.

(20156 Fr e, 3 T B 4G IR A0 R 200 1E A £ W
AWFFE LT, e B W Y5 2 B 2 i, 2016 (1)
134-138.

(21 M7 se . DN B R A A IR . B < B o 7 7
TEM AN LRI B F T, 2014(7)
5-16.

[22]ZE 00 r AR, KAEBEIE M IR 10 SR 5 R
B, A EAME . 2015(6) : 4-9.

(23075 i, 5 F G R A © B 5 R ™ A o e K 2 0
WEHCF N R T AT M AT LT, A0 i AR
2.2014(4) ;33-36.

(241 5 e, 1 B 3G DR AL (1) R 2 00 1 B 42 2% S f
AFFELT]. H ESME . 2016(1) . 77-83.

205



Emotions and Feelings in Language Advising
for Autonomy

Maria Giovanna TASSINARI

Language Centre, Freie Universitat, Berlin, Germany

giovanna. tassinari@ fu-berlin. de

e e e e e e (1 11

Abstract: Although the literature on second language acquisition recognizes the impor-
tance of the affective dimension in language learning, little is known about how to support
the affective dimension throughout the autonomous learning process.

Language advising is a privileged space for addressing,besides the cognitive and meta-
cognitive aspects,the affective dimensions of the learning process. Most importantly, within
the professional and interpersonal relationship created between advisor and learner, it is
easier to reflect on the emotional and affective implications of learning.

This study explores the role of emotions and feelings in the learner’s and the advisor’s
discourse, with the aim of shedding light on affect in autonomous language learning proces-
ses and thus helping language professionals to recognize and deal with affective issues as
they arise. Based on audio-recordings and transcripts of individual advising sessions,the re-
search design focuses on discourse analysis of the learners’ and the advisor’s discourse.

The results show significant expression of emotions in the learner’s discourse, related
both to past learning experiences and to planning further learning steps. In the advisor’s
discourse, emotions are less apparent,as the advisor, rather, tends to mirror, empathize or
counterbalance the learner’s emotions.

Keywords: Affect, Autonomous language learning, Emotions, Language advising
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1.Introduction

As a language advisor at the Centre for the Freie Universitat Berlin, I meet several

Independent Language Learning (CILL) of students every year and I often notice that,
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besides cognitive and metacognitive aspects
(such as: How can I improve my writing?
How can I make a study plan?). the
students address affective aspects, and, in
particular, emotions related to the learning
process,such as pleasure,enthusiasm for the
target language, satisfaction for successful
learning, but also anxiety, distress while
learning, or frustration about exam failure.
In addition, even when they are not ad-
dressed explicitly, affective factors consti-
tute a subtext in many learners’ discourses

about their learning.

Therefore,I started to reflect on how to

react to the learners’ emotions if expressed
in the advising session and how to support
learners in dealing with affective aspects
throughout the learning process.

For this reason,I investigated emotions
and feelings in language advising settings as
expressed both in the learner’s and the
advisor’s discourse, with the aim of gaining a
better understanding of their role in autono-
mous language learning processes and to
help advisors to focus, where necessary, on
affective aspects in the learner’s discourse
and address them while supporting the de-

velopment of the learner’s autonomy.

2.Emotions and feelings in autonomous language

learning

2.1 Emotions and feelings

Emotions and feelings are at the inter-
section of neurobiological, physical and men-
tal phenomena. Although from the neurobi-
ological point of view emotions are defined
as observable, transitory reactions to a stim-
ulus, whereas feelings are the non-observa-
ble, private experience of emotion(Damasio,
200277, from the psychological point of
view and in everyday life,the two notions o-
verlap(Frijda,2008)).

Generated at the meeting-point between
body and mind, emotions arise as conse-
quences of a cognitive activity, an appraisal
of an event(either external or internal) con-
sidered relevant for an individual’s personal
goals or well-being (Lazarus, 1991%7). From
a sociocognitivist perspective, emotions are

considered as resulting from the interaction

the

individual’s attitudes, predispositions, states

between internal factors, such as
of mind and motivation, and external, situa-
tional and contextual factors. Within the
language learning context, these factors
could be,for example,a demanding or an en-
joyable learning situation, a learning task,
interaction in the foreign language (Brewer,
2013 ), and/or interaction with peers,
teachers or partners involved in the learning
process.

Emotions are essential to decision-making,
behaviour and also learning, which results from
a close interaction between emotion and cogni-
tion(Damasio, 200257 ; LeDoux, 1996 ; Immor-
dino-Yang &. Damasio, 2007 ), body and
mind.

Emotions and feelings are part of the
more general notion of affect,a multidimen-
sional construct including, besides emotions,
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subjective beliefs, attitudes, motivation, self-
efficacy and personality traits which allow
individuals to feel and to act in different sit-
uations and social contexts(Bown & White,
2010177).

Although the role of emotions and af-
fect in foreign language learning has been
investigated from different perspectives (cf.
Arnold, 1999 ; Mercer, 2005 ; Pavlenko,
20065 20095
2010"%, 20111 ), only recently, research

Kramsch, Dewaele,
has started to focus on affect in autonomous
learning processes (Bown & White, 20107 ;
Candas & Eneau, 2010 ; Brewer, 2013
and in language advising settings ( Tassinari
&. Ciekanski, 2013 ; Carette, Thiébauer &
Nassau,2015"% ; Yamashita,201557).

In language advising settings, in parti-
cular,learners’ emotions and affect can play
a significant role and therefore be an“essen-
tial resource”(Yamashita,2015517],p. 79)to
foster metacognition and learner autonomy.
In order for this to happen,it is crucial that

learner and advisor are aware of them.

2.2 Language advising for autono-
my

Language advising is a form of learning
support in which an advisor helps a learner
to organize and reflect on their learning
process in individual face-to-face sessions or
as an email exchange,often as a complement
to self-access learning. The learner-advisor
relationship is“a professional as well as an
relationship that

interpersonal concerns

learning in its cognitive and subjective, as

208

well as personal dimensions][ ... ]” (Ciekans-
ki, 20078, p. 125). The aim of language ad-
vising is to provide guidance and support for
language learning and for learner autonomy.

[Learner autonomy is the capacity of the
learner to self-direct and self-regulate, at
least to some extent, their learning process,
which means making decisions concerning
their learning: setting goals, choosing mate-
rials and methods, defining learning pace,
and evaluating learning out-

monitoring

comes and learning processes ( Holec,
198151). This can be done either in self-di-
rected learning mode, such as self-access
learning, or within and/or alongside a lan-
guage course.

Learning autonomously is not intended
to be learning alone. On the contrary,inter-
dependence ( Little, 1991%"7) or reliance (re-
Aden, &  Penz,

20107 with other actors along the learning

latedness: Grimshaw,
process are essential to autonomy (see also
Murray,2014220),

In autonomous learning processes, the
role of emotions is even more relevant since,
in order to be able to act autonomously,
learners need to feel autonomous ( Aoki,
199971y, This means that in order to be a-
ble to make decisions about their own learn-
the learning

and to self-regulate

ing
process,learners have to feel,and be able to
overcome possible difficulties and, among
other things, be aware of the way affective
aspects may promote their learning process

or hinder it.
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3.Research questions,methods and context

3.1 Research questions

As an applied linguist, for me, the in-
vestigation of the language advising dis-
course itself seemed to be the first step into
this field. Therefore, my research aimed at
investigating the following questions:

(1) How are emotions and feelings ex-
pressed in the learners’ and advisor’s dis-
course?

(ii) How frequent are they and what
role do they play in the advising session and

the development of learner autonomy?
3.2 The research context

The research was conducted at the lan-
guage advising service of the Centre for In-
dependent Language Learning (CILL) at the
Freie Universitit Berlin, Germany. The
CILL is a self-access centre open to students

and staff of the Freie Universitit and other

universities in  Berlin ( http://www.
sprachenzentrum. fu-berlin. de/slz/index.
htmD).

Although language modules at the Freie
Universitat include an element of independ-
ent learning, attendance at the CILL is not
compulsory and may be freely chosen by the
learner or negotiated with the teacher. Simi-
larly, the language advising service is op-
tional and open to all learners and offers a
cross-language service for learners of all lan-

guages.

3.3 Research method

The investigation was conducted on a
corpus of material gathered from four advi-
sing sessions with three learners (L1, 16,
and L.9,all female)and one advisor(C1). The
sessions were selected from a larger corpus
of recordings, according to various criteria,
as being representative of different learners’
requests,attitudes and learning situations. In
the session analysed, the learners were all
German native speakers, whereas the advisor
was not.

At the time of the advising sessions
(from February 2012 to July 2012), two of
the learners were enrolled in language mod-
ules at the Freie Universitit and one of them
was enrolled in language courses of another
university; all three learners reported that
they were also learning autonomously. The
sessions were audio-recorded with the con-
sent of the learners. For one learner (LL1),
two subsequent sessions were recorded. For
learners 1.6 and 1.9,0nly one session is avail-
able.

For the purposes of this paper 1 will
take into consideration only the analysis of
the session with L6 and C1.

The research was a qualitative, explora-
tive study based on content and discourse a-
nalysis. The steps of the research design
were the following:

1. Audio-recording the advising ses-
sions.

2. Transcribing the advising sessions u-
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sing software which synchronizes audio-
track and transcript Chttp://trans. source-
forge. net/en/presentation. php).

3. Selecting a classification of emotions
and feelings ( Plutchik, 1980, 2001 ),
and criteria to identify them in the learner’s
and advisor’s discourse(Kehrein,2002%7).

4, Conducting content analysis to iden-

tify expression of emotions and feelings

based on the transcript and the audio-re-
4.Findings

As mentioned previously.for the purpo-
ses of the present paper,] will focus on the
findings concerning the advising session be-
tween L6 and Cl. L6,a student teacher of I-
talian, uses the advising service at her
teacher’s advice in order to improve her aca-
demic writing in Italian. Although she is bi-
lingual, with an Italian mother and a German
father,she has problems with academic writ-
ing in Italian. She brings to the session an
essay she has written in Italian, which she
has just received which has been graded by

her teacher. She is dissatisfied,even frustra-

Tab. 1

cording and validating their results in a re-
search team (a fellow researcher and four
student assistants).

5. Conducting discourse analysis to i-
dentify the speakers’ communicative atti-
tudes and the discourse sequences.

6. Interviewing the learners in semi-
structured interviews in order to triangulate
the data.

For more details, see Tassinari ,2016077,

ted,with the low grade she received;in addi-
tion, she does not understand what she did
wrong in every case. The session is devoted
to analysing the essay, eliciting and reflec-
ting on the learner’s learning habits and
writing strategies, presenting some re-
sources and learning opportunities, sugges-
ting tasks and, ultimately, making plans for
her further learning.

The content analysis shows that traces
of emotions occupy a significant part of the
learner’s discourse, and are less present in

the advisor’s discourse,as Tab. 1 shows.

Emotions expressed by L6 and C1

Total speech turns

(L6+CD)

Adv. session

Traces of emotions L6 Emotions expressed C1

L6-C1 556

69 positive and 8 mixed)

152 (75 negative, 8(6 positive,

2 negative)

Examples of negative emotions by L6
are disappointment, annoyance and frustra-
tion about her performance, frustration a-
bout the difficulty in understanding her
teacher’s comments, insecurity and embar-

rassment about her competences in academic

210

Italian. Positive emotions are an overall se-
renity, satisfaction with her language learn-
ing in general,interest(cf. Silvia, 2008 )in
new materials and tasks the advisor sug-
gests,confidence about her further learning.

The learner’s emotions are differently
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distributed in the sequences of the advising
discourse (see Tab. 2 in the Appendix).
While formulating her main question (i. e.
how to improve her academic writing in Ital-
ian) and reporting on her learning experi-
ence, L6 expresses dissatisfaction, frustra-
tion, annoyance and insecurity more fre-
quently than when reporting on the learning
methods. The reflection on the essay she
wrote in Italian,conducted together with the
advisor,also generates a peak of negative e-
motions: L6 expresses frustration, insecuri-
ty, embarrassment, and even stubbornness
while discussing her mistakes. However, she
also shows acceptance and, occasionally, e-
ven serenity when understanding some of
them. Another sequence which is dense in e-
motions is LL6’s expression of intent and her
planning for further learning. In this case,
the emotions are mixed:Beside apprehension
and annoyance, L6 expresses interest in new
learning strategies and materials she has
been shown, as well as anticipation, hope
and optimism for her future learning.

C1 rarely expresses her own emotions,
for example, that of unease regarding a for-
mulation she finds in 1.6’s essay;on the con-
trary,she mostly mirrors LL6’s emotions, for
example, her {rustration while writing in her
second language. This mirroring can be cate-
gorized as“empathy”, a social emotion (Ek-
man, 200311 ) which is particularly relevant
for language advisors. As the ability to take
the perspective of the other, experiencing
the viewpoint of another individual but
maintaining the self-other distinction, empa-
thy enables“intersubjectivity and its corre-

late, objectivity ” ( Thirioux &. Berthoz,

20107°7, p. 48). Empathizing and mirroring
the learner’s perspective may help to raise
the learner’s awareness and bring new in-
sights into the learning process. In an in-
stance during the L6-C1 session, Cl’s posi-
tive mirroring of what 1.6 says about her
learning triggers a positive reaction in L6,
making her switch from anger to security:

L6 179, “Im ersten Moment scheint es
richtig zu sein {steigend} ,oder fiir mich hért
es sich halt richtig an, wo ich denke,ja,im
Deutschen ist das auch so {lacht} und
dann passt das gar nicht im Italienischen
und das ? rgert mich total,weil {atmet ein}
dadurch ist die Note von der Hausarbeit to-
tal runtergegangen {leiser} ... (At first it
seems to be right,or at least it sounds right
to me {intonation goes up },since I think,
yes,is it the same in German {laughs}
and then it doesn’t work in Italian and this
completely annoys me, because {inhales} it
made the grade of my paper go down {/low-
ery.)”

C1 18:“Mhm.”

L6 19:“Das ist natiirlich drgerlich also
{leiser}. ( And this is of course annoying
{lower}.)”

C1 20;“Sie haben eine ganz gute Vor-
stellung, wie, éh, wie das jetzt bei Thnen ist.
(You seem to be quite well aware of how
things work for you.)”

1.6 21:“Ja {betont}. (Yes {stressed}.)”

@ The numbers next to L6 and C1 indicate the

sequence of utterances in the interaction.
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5.Conclusion

The findings of the discourse analysis
show that the presence of emotions in the
learner’s discourse is relevant and at times
dominant. Some phases of the autonomous
learning process seem to be more susceptible
to generating emotions in the learner than
others,such as reflecting on her own learn-

ing experiences, evaluating her compe-
tences, progress or failure and planning fur-
ther learning. Although these findings can-
not be generalized, since learners and learn-
ing processes are unique, particular attention
should be paid to these sensitive phases of
the learning process. Advisors and teachers
may reflect ahead on how to support learn-
ers in these phases.

The relevant presence of emotions in
the learner’s discourse shows that the affec-
tive dimension should be carefully dealt with
in the advising session. For this reason, emo-
tions should be integrated into the research
agenda and into the training of language ad-
visors, in order to identify ways to better
support the affective and personal dimen-

sions of language learning and autonomous

language learning in particular.
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Appendix
Tab.2 L6’s and C1’s emotions in the sequences of the advising session
Total speech Emotion .
Sequence . i Emotion labels
turns(L6+C1) figures
Learner’s report 112
, . . L.6: remorse, apprehension,
Learner’s question L6:6 (1 positive, 6 nega- . . .
. . . . annoyance, dissatisfaction, but
(negative emotions about her fail- 8 tive) . .
) . also satisfaction
ure prevail) Cl:1 . .
C1:confidence, trust
On learning experiences L6 : satisfaction, serenity, sur-
(L6 is bilingual, but uses Italian 72 L6: 35 (10 positive, 21 | prise, expectation, dissatisfac-
mostly in conversation and does not negative,4 mixed) tion, insecurity , remorse, annoy-
have experience in academic writing) ance, frustration, embarrassment
. B o 1.6 satisfaction, insecurity, re-
On learning methods L6:9 (5 positive, 3 nega- .
. . . . . X . morse, annoyance, frustration, em-
(while writing in Italian, L6 usually 32 tive, 1 mixed)
. . barrassment
translates from German) Cl:1 .
Cl:empathy
Cooperative work 326
Reflecting on the text (L6 reflects L6 serenity, security, annoy-
with C1 on her mistakes in the paper; 1.6:36 (9 positive,25 neg- | ance, frustration, stubbornness,
she expresses frustration; she did not 159 ative,2 mixed) insecurity, embarrassment, an-
understand many of them; she shows Cl.3 ger,surprise, desperation
interest in the reflection) Cl:empathy,unease, serenity
Reflecting on learning strategies
(L6 shows interest in reflecting on ) .
. . . L. L6: surprise, acceptance, in-
her learning strategies and she is open L.6:11 (8 positive,2 nega- . . .
. . 90 . . terest, expectation, serenity, dis-
to the remarks C1 makes;C1 suggests tive, 1 mixed) . . .
. satisfaction,aversion
how to enlarge academic vocabulary
and practice translation)
Expression of intents and planning
further learning R .
) . L6 anticipation, confidence,
(While planning steps for future .. L . .
X X o 1.6:36 (9 positive,25 neg- | optimism, expectation, hope, in-
learning, L6 defines her priorities and 77 . . . R .
. X . ative, 2 mixed) terest, insecurity, anxiety, ap-
shows positive expectation, interest, .
. . prehension,annoyance, trust
but also insecurity, for example what
she should start with)
Presenting resources .
L K . . L6 :interest,amazement, aver-
(L6 is interested in the resources 16:13 (9 positive,4 nega- . K i
< . . . sion, serenity, frustration, an-
C1 presents her;and she is not satis- 40 tive)
. . o . noyance
fied with the old dictionary she works Cl.2 . .
. C1 :serenity,empathy
with)
Organizational sequence
C1 informs L6 about a tutorial for L6.6 (4 o . L6.; .
. . b positive, 1 nega- .b:1nterest, negative expecta-
ITtalian offered at the CILL. L6 would 67 . . .
R i tive, 1 mixed) tions, embarrassment
like to go there, but does not know if
she can because of her work schedule
Conversational sequence 2 No emotions expressed

214



ESP Materials to Develop Students’
Learning Autonomy

'Joyce MERAWATT BR,”Desutama Rachmat Bugi PRAYOGO,*Sri DEWIYANTI

' The Department of English, Politeknik Negeri Bandung,Bandung, Indonesia
*The Department of Civil Engineering. Politeknik Negeri Bandung,Bandung, Indonesia
*The Department of English, Politeknik Negeri Bandung,Bandung. Indonesia

'joyce. merawati@ polban. ac. id;*de. prayogo. sipil@ polban. ac. id;* sdewiyanti@ polban. ac. id

e 1 1 |

Abstract : English is a compulsory subject and given only one or two semesters at tertia-
ry education in Indonesia. This subject is to help the students read and access various infor-
mation to enrich their main subjects during their study and prepare for their professionals
in the future. However,some studies find that these English classes are boring because the
materials are not useful for the students. Based on need analysis, the non-English depart-
ment students wish the lecturers to provide materials in line with their majoring subjects.

This paper discusses the characteristics of the materials developed by means of action
research together with a subject lecturer and a class of civil engineering students at Po-
liteknik Negeri Bandung Polban,a state polytechnic in Indonesia. Two of the characteristic
is concerning with the thinking framework of the civil engineering students and the themes
of the materials.

These materials have been tried out for two semesters, and the results indicated that
the students’ learning autonomy develops. After using the materials for four weeks(150 mi-
nutes a week) ,the students attempted to select types of materials that needed to be dis-
cussed in the class and those uploaded into e-learning programs so that they were able to
access,prepare the materials for the next class and learn these materials outside the class.

Keywords: ESP, Learning autonomy, Materials for civil engineering
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1.Introduction

The Ministry of National Education in

Indonesia states that the teaching and learn-

ing approaches are centralized to the

learners’potentials, levels or development,
needs, and environment. One of Indonesian
educational goals is to lead the learners to
the process of lifelong learning so that they

become autonomous learners and per-

L) Being an autonomous person is

3]

sons
human rights 7, and this is one of the end
goals of education ™. It should be enhanced
and practiced at schools™ by allowing
students to develop their learning autonomy
through learner-centered learning process
[0 Tt is expected that when learners leave
schools, they have lifelong learning, are ca-
pable of helping themselves face their
worlds and solve their future problems. One
of the tools to help them achieve this goal is
by encouraging them to learn and acquire
one international language. This language
will make them able to enrich their knowl-
edge and communicate with the people from
other countries.

has

Indonesian Government selected

one international language, namely Eng-
lish"”. English has a special position as it
functions as a tool to communicate with in-
ternational society and it is regarded as the
official language of ASEAN . Tt is expec-
ted that when learners leave schools, they
can solve their future problems by commu-
nicating, collaborating with other people
from other countries, and having lifelong

learning. In other words, they become auton-
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omous persons, responsible members of so-
ciety M1,

Since English is very important for In-
donesians,it is a compulsory subject in high-
er education. University students usually
have to take this subject at least one semes-
ter. Teaching these students often English
lecturers are challenged with various prob-
lems,one of them is caused by the mismatch
of expectations and responsibilities between
students’ and lecturers’ expectations MM,
Most college students state that they are ea-
ger to learn English to be able to speak flu-

(2l even though they rarely use it in

ently
daily communication because English is a
foreign language in Indonesia. In contrast,
the lecturers have to carry out the institu-
tional curriculum focusing on academic read-
ing and writing skills''". This is to help the
students acquire the language by obtaining
lots of English exposure from various writ-
ten texts either books or websites and catch
up with the development of science and
technology and develop learners’ autono-
my"', Further, the students also complain
that the contents of lecturers’ selected texts
for practicing reading skills are not useful
for them HIFHH

Having English course that enhance
learning autonomy in non-English depart-
ments is mostly dealing with English for
Specific Purposes (ESP) which need analysis
is necessary to be conducted to find the

students’ wants, lacks, and needs [, The

results of need analysis showed that the civil
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engineering students at Politeknik Negeri
Bandung ( Polban) wanted to develop their
productive skills, mostly speaking and some
of them to improve writing. In addition, they
like to have some films, and materials deal-
ing with their main subjects. The students’
English levels were mostly elementary, and
few of them were intermediate ™. Their
English learning experiences, when they
were studying at high schools, were mostly
doing grammar exercises using their work-
books. The students'needs were derived
from Indonesian Qualification Framework
(KKND™ and American Society of Civil
Engineers (ASCE)™™ which both state that
the professional civil engineers should be
able to communicate with their professional

colleagues and others. They need to be able

to describe and report their works, give in-

2. Theoretical concepts

This part discusses the locations to de-

velop learners’ autonomy, the lectures’
roles,and the characteristics of autonomous
learners.

a) Where to develop learners’ autonomy

The end goal of education is to develop
learners to autonomous persons “*'. Learners
should be able to improve their life by being
able to think and act as free and self-deter-
mining persons, and this can be achieved

[REAIN

through education “Ibecause it is impos-

sible to teach learners everything they need

L6:31 Learners should learn

to know in class
and practice their learning autonomy either
inside or outside the classroom. They have

to explore,interpret and try to practice their

structions and presentations and fill in
forms, write memos, emails, business let-
ters, write simple reports and technical re-

LSI7 - At Polban, these communica-

ports
tion skills should be developed within two
semesters. However, this paper would only
discuss the materials for the first semester.

Considering the mismatched expecta-
tions between the students’ and the
lecturers’,and the results of the need analy-
sis, what are the characteristics of the Eng-
lish materials? The answers are based on
these following theoretical concepts claimed
by experts namely the locations for learning
autonomy can be developed, the lecturers’
roles, the characteristics of autonomous
learners, and the results of the provided

treatments.

‘school knowledge’ in their daily activities
so that their knowledge’ becomes “action
knowledge”as cited by Barnes in "%, Thus,
every subject in higher education should en-
courage the students to develop their learn-
ing autonomy,including in English classes.

b) Lecturers’ roles

When the lecturers develop learners’
autonomy,they are advised to make learners
willing and able to direct their own learn-
ing, or make a move from teacher-directed
teaching to learner-directed learning ““ by
providing models, explaining the benefits,
and practicing extensively !,

Lecturers act as guides, facilitators of
learning, counselors, and resources "Iy
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setting up dialogues, reorganize, and refash-
ion learners’ prior knowledge and strategies
so that learners are able to reach their po-
tential cognitive levels P11 They build
environment where their knowledge is com-
bined with the learners’ knowledge, experi-
ences, needs, and preferred learning styles
2] Tn addition, lecturers need to be able to
use resources efficiently and skillfully .
They should encourage learners to be active-
ly involved, take initiative, and to engage in
[2

reflective and evaluative process "™, take in-

tervention when learners are leading into
“blind alley”t,

Lecturers, including English lecturers,
should be flexible and resourceful by provi-
ding models, practices to the students. Lec-
turers need to select and develop appropriate
materials including the classroom activities
to exploit these materials to develop the
students’ learning autonomy.

c)Some characteristics of autonomous learn-
ers

Autonomous learners are those who are
able to“take charge of their own learning”as

[297[307[24

claimed by Holec in Jand“learning is

k7] earners should be will-

hard wor
ing to spend time,energy,and apply various
changeable strategies to learn and acquire
what they learn. When learning a language,
learners apply various techniques, approa-

ches,carry out deliberate actions in order to

facilitate their learning and recall of both

[32]

linguistic and content area information

Further Oxford claims that the best lan-

guage learners use strategies ranging from

naturalistic language practices to analytic,

[33]

rule-based strategies . They are oriented
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toward the broad goal of communicative
competence, linguistic, sociolinguistic, dis-
course,and strategic competence "/, These
process requires realistic interaction using
meaning and contextual language 7,

The main characteristic of autonomous
learners is“the responsibility for all the deci-
sions concerning all aspects of this learning
. 718 Learners will be able to learn auton-
omously when they have “willingness” and
“ability” ; willingness depends on their moti-
vation and self-confidence, and ability de-
pends on their knowledge and skills ©**.

Good learners can regulate their moti-
vation,either intrinsic or extrinsic “*. They
can maintain more mastery, focus their
learning on their goals, and increase task
value by attempting to make the task more
relevant or useful to their career, experi-

057 | Learners with strong

ences or lives
motivation will continuously learn thing,
play, explore and engage in activities with
full of fun, excitement and challenge. This
motivation may develop learners’ confi-
dence.

Autonomous learners have knowledge
and skills /. Knowledge can be the knowl-
edge of the world and the subjects they
learn;and they are applied appropriately and
integratedly. Skills can be strategies and
skills of learning and others which are ap-
plied dynamically with great flexibility. Fur-
ther, they can determine objectives, select
methods and techniques to be used, and e-
valuate their learning.

Many experts claim that autonomous
learners have insight into their learning

[30]

styles and strategies “*"'. They know well a-



ESP Materials to Develop Students’ Learning Autonomy _

bout their needs and wants, have desire to
learn, make their learning to happen, gener-
ate ideas, provide themselves with learning
opportunities,and make use of the resources

B8] They pay attention to the form

available
as well as the content™. They are able to
learn effectively both face-to-face and dis-
tance,in a classroom with peers and individ-
ually.

People can become autonomous persons
by learning and practicing their autonomy at

schools. Teachers and lecturers facilitate

3.Methodology

When developing the materials for the
students of civil engineering at Polban, qual-
itative action research was applied. It models
a process of reflective cycle on professional

[3

action P which focuses on problems and

LI The research

aims at solving problems
was conducted together with a civil engi-
neering lecturer, another English lecturer,

and the students.

4.Results of treatments

This section presents the process of de-
veloping the English materials in brief and
the two-cycle results of trying out those ma-
terials. The materials were designed for
English classes of Civil Engineering Depart-
ment at Polban. Finally, the characteristics
of the materials are discussed.

a)Results of Cycle 1:Diagnostic phase

Cycle 1 was to develop the first draft of
ESP materials for civil engineering students be-

cause suitable ESP materials for these students

them with models and various resources and
help them move to learner-directed learning
and become autonomous learners. Autono-
mous language learners have the tendency to
learn driven by their strong motivation to a-
chieve their communicative competence as
far as what they learn is useful for them.
They have confidence and attempt to devel-
op their ability by applying various strate-
gies to recall linguistic and content area in-
formation wusing various

resources any-

where.

The first cycle was a diagnostic phase,
it was to  perceive the students’ response
when they learned English using materials
which, from the lecturer’s point of view,
they were in line with the students’ wants
and main subjects. The second cycle was to
solve the problems encountered and to in-

tegrate the materials to the students’ main

subjects and the new curriculum.

were very limited. At the beginning, the English
lecturer attempted to accomodate the students’
wants. This was to develop the students’ moti-
vation and to make the material useful for these
students as stated by =™ The results of need
analysis conducted before this study showed
that most civil engineering students wanted to
learn English to develop their speaking skills
Lzl They like to learn English by watching
films or video and reading authentic texts deal-
ing with their majoring subjects [
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In addition to catering for the students’
wants, there were at least six other consid-
erations. First, besides speaking skills, some
students would like to develop their writing
skills,oral communication skills,and reading
skills. Second, the institutional goal was to
develop reading and writing skills. Third,
the lecturer perceived that from the very be-
ginning of the first semester the students
were always busy with their engineering
Fourth, Oxford’s

claim that students need to obtain language

drawing assignments.
exposures from authentic context %, Fifth,
students also need to develop strategic com-
petence, linguistic and content area informa-
tion B354 Finally, students need to learn
and acquire the language in meaningful con-
texts 9,

Considering these facts,the topic of the
first chapter was dealing with ‘Engineering
Drawing’. This topic was divided into three
units about Shapes, Drawing Instruments,
and Types of Engineering Drawing. Each u-
nit consisted of four language skills and a
language focus section. It had two films. The
films were taken from YouTube and they
were to develop listening skills. The texts
were also taken from authentic texts pub-
lished freely in various websites. These texts
were simplified so that they were not too
long and complicated.

To motivate the students, the first film
was to show the usefulness of the topic in
civil engineering. This film had three to five
multiple choice questions to check whether
they could grasp the content and main ideas.
This film was followed by a text;this was to
introduce some technical or new words or
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language points. The text and the exercises
prepared the students for watching another
film which was then followed with a close
exercise. To complete this exercise, the
students should listen many times. After
these exercises,the language points exposed
were discussed such as tenses,sentence pat-
terns, etc.

After obtaining some language expo-
sures from watching and reading, the
students were given an example of a short
conversation and they were encouraged to
perform role plays in groups. Finally, writ-
ing skills were practiced by writing short
texts.

During trying out these materials, eval-
uation by means of observation and informal
discussion in the class was conducted. The
results showed that using these materials
had at least three positive and three negative
points.

The first positive point was that the
students learned new technical terms. Sec-
ond,the short films motivated the students.
They liked to have those films because they
were able to learn those shapes and instru-
ments. Third, students needed to watch the
film several times to complete the exercises
dealing with language focus such as gram-
mar or new words.

The first negative points encountered
was that it was time consuming because the
students needed to see the films several
times to complete the close exercises. The
second one was the limited supporting e-
quipment. For example, the classrooms did

not have any projector and loud speakers or

the electricity was off. It was time consu-
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ming if the students should prepare these e-
quipment. The third was the condition of the
classroom which was too bright so that the
film could not be watched clearly. To solve
these problems, the lecturer should find a
suitable classroom. In short, these materials
might be difficult to be used in a traditional
classroom without any projector and loud
speakers.

The results of the evaluation showed
that the materials tried out in Cycle 1 were
in line with the students’ wants or interests.
The contents were useful for the students
and the films could maintain the students’
motivation. However, the learning activities
were time consuming. The usefulness of the
materials should be maintained and im-
proved; and the problems needed to be
solved.

b) Results of Cycle 2: Integrating the
materials to the main subjects

Cycle 2 was conducted together with a
civil engineering lecturer. This was to solve
the problems encountered in Cycle 1,namely
the problems of time consuming activities
and the inadequate supporting equipment
and condition of some classes. It was also to
develop English materials so that they did
not only motivate the students by providing
English texts and topics based on the
students’ wants and interests, but also pro-
vided useful topics and contents, and meet
the needs of the graduates.

To solve the problems encountered in
Cycle 1, the materials were uploaded to e-
learning program and the students were en-

couraged to watch them and finish the exer-

cises in a certain period of time outside the

classroom(within two days). When the peri-
od was over, the exercises could not be ac-
cessed anymore.

The usefulness of the materials was im-
proved by integrating the topics and con-
tents with the first-semester main subjects
of civil engineering department. The integra-
tion was carried out by comparing and selec-
ting the main subjects of four study pro-
grams run by Civil Engineering department
of Polban: Road and Bridge Engineering
Technology, Building Engineering Technol-
ogy, Civil Construction Technology, and
Building Technology. The results showed
that these study programs had four similar
subjects namely Building Materials, Techni-
cal Drawing,Surveying,and Soil Mechanics.
In additim,to motivate the students to study
well at polytechnic,a topic concerning with
being civil engineers, their concerns, and
how to achieve this was added.

The goals and curriculum of English
subject were determined by interpreting the
levels of the graduates based on Indonesian
Qualification Framework (IQF) , namely lev-
el 5 for D-3 programs and level 6 for D-4
programs. The expected communication
skills of civil engineering professionals were
also intepreted from the body of knowledge
stated in American Society of Civil Engi-
neers(ASCE).

Further, the thinking framework of
professional civil engineers was also consid-
ered. This framework was“what the object
is”, “what the materials and devices nee-
ded”,“how to make it”, “what the standard
is” ,and“how to evaluate it”, Since the mate-

the

semester
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students, they mostly concerned with the
first three parts of the thinking framework.
The fourth and fifth were inserted in those
parts. In addition, the topic about safety at
work was also provided at the end of each
chapter.

This framework was then applied to ar-
range the topics in a unit,and the units in a
chapter, so that the sequence of films, and
contents of texts including vocabulary learn-
ed were similar to this framework.

Considering the levels of language fo-
cus, the thinking framework of professional
civil engineers, and the content levels, the
topic sequence of the English materials was
decided. The results were“Being Civil Engi-
neers”,then it was followed with“Engineer-
ing Drawing”, “Building Materials”, “Sur-
veying” ,and*“Soil Mechanics”.

The graduate profiles intepreted from
IQF and ASCE indicated that the graduates
should be able to describe objects, direct or
give instructions,and present reports orally.
In addition, they had to be able to fill forms,
write memos,e-mails, simple reports, techni-
cal proposals, and reports on technical de-
signs. These goals should be covered within
two semesters. Then, it was decided that o-
ral report presentation and writing technical
proposal and reports would be presented in
the second semester.

Having tried out the first two chapters,
the response of the students indicated that
the materials and the activities were enjoy-
able and unstressful. The students stated
that the materials motivated and challenged
them to learn the language seriously. The

films made them understand the responsibil-
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ities and jobs of civil engineers. Completing
the exercises made them watch and listen
the films several times. The speaking activi-
ties allowed them to have a short conversa-
tion and present it in a group in front of the
class. This developed their confidence.

The topics related to the students’ main
subjects and the authentic texts taken from
various references including the civil engi-
neering handbooks motivated the students
to learn the contents and the language. The
sequence of the units within a chapter made
the students acquire the thinking framework
of civil engineers.

The e-learning program allowed the
students to access the film and the materials
before the class. This encouraged them to
learn the language outside the classroom by
watching and listening them as much as they
needed. As a result, the class had more time
to practice speaking and writing skills. Fi-
nally, the students suggested that watching
films and doing the exercises would be done
before the class, and then the discussion in
the class could only deal with the result of
the exercises, the language focus, speaking
and writing.

Since the students were able to access
the Polban e-learning program,an additional
activity called enrichment was added to each
unit in the English materials. This activity
was to encourage the students to explore
other related topics of the unit from authen-
tic texts and films from websites or other
media. It was expected that these students
would obtain more language exposure and
enrich their content and language knowl-

edge.
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¢)Discussion of ESP material character-
istics

These ESP materials were developed
because of limited English materials for civil
engineering students and the mismatched
expectations between the students and the
English lecturers. These materials were de-
signed not only to motivate the students by
catering for the students’ wants or inter-
ests, but also leading them to achieve their
professional needs and autonomous language
learning which in turn leading them to be
autonomous persons. After evaluating the
learning activities by means of two-cycle ac-
tion research, these ESP materials could
promote the students’ language learning au-
tonomy. These ESP materials developed the
students’*willingness” , motivation and con-
fidence, and “ability”, knowledge and skills
B3 bhecause they had at least seven character-
istics.

First, it catered for the students’ wants and
interests by providing motivating and useful
short films and speaking activities "*'. The
films taken from free YouTube were motivating
because the students would like to learn English
by watching and listening films, and the film
topics showed the students’ future professional
life. In addition, they were useful because the
topics were dealing with students’ main sub-
jects. Each unit had integrated language skills,
they did not only have speaking but also listen-
ing,reading and writing activities so that they
covered all students’ expectations 157

Second, the topics of the reading texts
were dealing with the students’ main sub-
jects. The technical words and language fo-

cus were mostly taken from the films and

reading texts. These led the students to
learning and acquire the language naturally

and in clear contexts #0291,

Third, the students’ confidence %

was
developed by means of providing authentic
texts that were in line with their main
subject’s areas,although some of them were
simplified. These texts were taken from
websites and civil engineering handbooks.
The long and complicated reading texts were
simplified so that they were easy to under-
stand and read naturally.
Fourth, the exercises facilitated the
students dealing with language forms and
remembered the contents of the films and

2] These activities also enriched the

texts
students’ knowledge, knowledge of the lan-
guage and content areas "*°!. In addition, the
after-film and language focus exercises made
the students listen several times so that this
helped the students to learn and acquire the
language "%,

Fifth, the materials were uploaded into
the e-learning program. This e-learning pro-
gram encouraged the students to access the
materials anywhere and did the exercises at
their own pace in unstressful environment.
This activity promoted the students’ learn-
ing autonomy.because this encouraged them
to explore various resources via websites.
This activity was also strengthen by allo-
wing the students to explore various texts
or YouTube related to the topics and their
interests.

Sixth, these ESP materials led the students
to achieve both national and international stand-
ard qualifications because they were developed
in line with the students’ profiles based on IQF
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and ASCE. This improved the usefulness of
these materials /57

Seventh, another important point that
made these ESP materials useful %7 was
that they develop the students’ thinking
framework so that these students acquired
the professional thinking processes. This im-
proved the usefulness of these materials and
led these students to become autonomous
persons in the future.

As claimed by ' that the framework of
learning autonomy is the existence of“will-
ingness”, depending on motivation and con-
fidence, and “ability”, depending on knowl-

edge and skills. The first characteristic of

5.Conclusion

By catering for the students’ wants or
interests,these ESP materials had developed
the students’ motivation and confidence. U-
sing these materials, the students suggested
to watch, listen, and did the exercises out-
side the class. These showed that they were
willing to work hard and spent their time
outside the class to learn and acquire the

B These materials also helped

language
the students improve their language and
content knowledge. The four language skills
and the assignments in each units developed
the students’ language skills and learning
strategies.

Even though these ESP materials had
promoted learner’s language autonomy, the
lecture’s roles were still important. The lec-
turers should be flexible and working to-

gether with the students so that the envi-

ronment could encourage the students to

224

these ESP materials had built up the motiva-
tion of the students. While the second and
third could improve learners’ motivation,
confidence and knowledge from various re-

[38]

sources °*', Finally all characteristics inclu-

ding the objectives of these materials when
used properly and appropriately could devel-
op learners’ skills and communication strat-
egies. Using these ESP materials helped the
lecturer give models and practices language
learning autonomy to the students either in-

[21]

side or the class so that these students

moved from teacher-directed teaching to

learner-directed learning %7,

take their initiative that led them to learn
autonomously. The lecturer should allow the
students to decide the parts that they could
do by themselves and the parts that they

needed help from the lecturer.
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Abstract: For the proposed paper we report on the use of diverse digital tools for con-
tinuous student feedback collection and discuss students’ perceptions of and preferences for
different approaches, with the aim of illustrating the influence of digital technologies on
student voice. Five different digital tools have been investigated: TodaysMeet, Wiki, Padlet,
Socrative, and WhatsApp. Eighty-eight non-English major freshmen from six randomly
grouped classes at a Hong Kong university participated in the study. They were all enrolled
in a credit-bearing course taught by one of the authors. After finishing all lectures of the
course,we conducted a questionnaire survey among the participants,asking them what ap-
proach to feedback collection they felt most or least effective for communicating their feed-
back to teachers and classmates, which tool they felt most or least interesting, which tool
they felt most or least convenient,and what advantages and disadvantages the five different
digital tools have respectively. We also interviewed twenty participants to obtain further
explanations of their answers to the questionnaires. The results showed that generally
Padlet was regarded as the most liked and Wiki the least liked tool by the participants.
Students highly valued features like effectiveness and interestingness, and considered con-
venience comparatively less important.

Keywords: Student voice, Continuous student feedback., Digital technologies, Padlet,
Socrative, TodaysMeet, WhatsApp. Wiki
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1.Introduction

Student voice, an orthodoxy since 1990s,
reforms education in respect to student partici-
pation and engagement in teaching and learning
(Furlong & Davies, 2012). It emphasizes the
importance of listening to students, understand-
ing the social world of the classroom, perceiving
the learning experience of different students and
developing a classroom fit for students’ needs
and expectations ( Arnot &. Reay, 2004). With
increasing focus on student voice in the commu-
nity of researchers and educators, many studies
have been conducted, topics of which include
suggestions for implementing student voice
practice (Rudduck & Flutter, 2004 ; Rudduck.
2006; Rudduck &. Fielding, 2006; Pedder &
Meclntyre, 2006 ), the importance of student
voice for research, education and professional
practice( Mitra, 2004 ; Rudduck & Flutter,2004;
Mitsoni, 2006 ; Whitty & Wisby, 2007 ; Furlong
&. Davies,2012) , the role of student voice in the
development of students’ web 2. 0 mentality
( Palaigeorgiou, Triatafyllakos, &. Tsinakos ,
2009) ,and the impact of student voice on the
conceptual change in students’ views of science
(Howitt &. Wilson, 2014). It is widely ac-
claimed that when teaching contents are specif-
ically designed to value student voice,and when
learning environments are conducive to the in-
volvement of students in educational contexts,
students’ improvement in academic performance
is more likely to occur (Kouritzin &. Vizard,
1999; Mitsoni, 2006; Rudduck & Fielding,
2006).

The rise of student voice work brings

with it a growing awareness of students’ ac-
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tive involvement as feedback providers and
material co-developers ( Fielding, 2004 ; Sto-
ler, Horn, Grabe, & Robinson, 2006 ; Kayi-
Aydar, 2013). These practices, which em-
power students to voice their opinions and
critique classroom activities ( Hyland &
Hamp-Lyons, 2002), facilitate the produc-
tive communication between teachers and
students,and further contribute to better ac-
ademic performance of students and profes-
sional development of teachers(Liew,2010;
Cho &. Auger,2013),as students are gener-
ally perspicacious and collaborative partners
in education ( Meighan, 1978; Rudduck,
2006). When process-oriented feedback is
collected continuously, with students con-
tributing to the educational processes (Cur-
rie, 1999) and teachers engaging in self-re-
flection (Kouritzin & Vizard, 1999; Farrell,
2011, 2013; Cabaroglu, 2014 ), effective
teaching and learning is likely to occur(Kou-
ritzin & Vizard,1999)as personalized learn-
ing is more effective(Xie,Zou,Lau, Wang &-
Wong, 2016; Zou, Xie, Li, Wang & Chen,
2014).
Feedback,
(Kouritzin & Vizard,1999) ,is normally col-

assuming various forms
lected through paper-and-pen questionnaires
or question-and-answer oral reports. With
the pervasiveness of digital technologies in
daily lives of the majority of young people,
use of technology is also intrinsically bound
up with innovation of education in respect to

the contexts and means of learning(Furlong

&. Davies,2012). In digital classrooms,tech-
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nological devices have become indispensable
educational tools like pens, papers or chalk-
boards ( Liang, et al, 2005; Blake, 2013).
They enable teachers to customize classroom
learning for each student(Dede &. Richards,
2012), and promote better learning and
teaching(John & Wheeler,2012).
Continuous student feedback collection
is one essential part of student voice. Yet in
the field of student voice, not many studies
have been conducted to explore the influence
of digital technologies on continuous student
feedback collection. Considering the impact
of digital technologies on education, it is of
significance to investigate the effect of digit-
al tools on student feedback collection (Zou,

Xie, Wang &. Wong, 2015; Zou, Xie, Wang.

2.Methodology

2.1 Participants

Eighty-eight non-English major fresh-
men from six randomly grouped classes at a
Hong Kong university participated in the

study. They were all enrolled in a credit-

Wong & Wu, 2017; Zou, Xied. Wang,
2016). Therefore,for the proposed paper we
report on the use of diverse tools for contin-
uous student feedback collection and discuss
students’ perceptions of and preferences for
different approaches, with the aim of illus-
trating the influence of digital technologies
on student voice. Here,we use the following
three questions to guide our research:

1) What approach to feedback collection
do students feel most effective?

2) What are the advantages and disad-
vantages of different digital tools such as
Padlet, Socrative, TodaysMeet, WhatsApp,
and Wiki?

3)How do digital technologies influence

continuous student feedback collection?

bearing course taught by one of the authors.
As shown in Tab. 1, the numbers of partici-
pants in each group were separately 16,19,
18,18,and 17. The total numbers of female

and male participants were 41 and 47.

Tab. 1 Allocation of participants
Group Female Male Total
1 12 4 16
2 3 16 19
3 7 11 18
4 10 8 18
5 9 8 17
Sum 41 47 88

The participants aged from 17 to 20.

Their first languages were Cantonese and

Mandarin, and they were all advanced Eng-

lish learners as they were awarded level 5 or
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above in the Hong Kong Diploma of Second-
ary Education Examination, an exam con-
ducted by the Hong Kong Examinations and
Assessment Authority. Level 5 in this exam

is approximately equivalent to a 7. 0 score

for IELTS.
2.2 English course

The English course,in which the partic-
ipants were enrolled, was an advanced level
course about English for academic purposes.
It aimed to help students study more effec-
tively, and to improve and develop their
English language proficiency levels. The
whole course lasted for 13 weeks, one lec-
ture each week. The collection of student
feedback was integrated into the teaching of

this course.
2.3 Feedback collection procedure

We explained the feedback collection
project to the participants in week 1, and
conducted feedback collection practices ever-
y week in the following 12 weeks. Students
were encouraged to write whatever feedback
they had throughout the whole lecture. The
main purpose of this practice was to let
students participate in the process of negoti-
ating and deciding what and how to teach
and learn via continuously collecting feed-
back from the students.

We adopted a student-centred approach
to teaching ( Baeten, Kyndt, Struyven &
Dochy, 2010) and followed Howitt
Wilson’s ( 2014 )

and
suggestions, involving
students in classroom decisions according to
their feedback. Students were encouraged to
freely express their opinions on the class-
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room management, teaching materials and
activities from diverse aspects. They may
comment on the suitability of the lesson
content, the usefulness and levels of difficul-
ty of the teaching materials,and the engage-
ment of teaching activities. They may also
ask questions, give suggestions, or report
difficulties by using the digital tools. Some
guided questions that aimed to prompt
students’ feedback on the teaching activities
and materials are listed as follows:

1) Do you like the reading/ listening/
speaking/ writing material? Why or why not?

2) Is the panel debate/ mini-presenta-
tion/ group discussion practice useful for
your preparation/ completion of the assign-
ment? Why or why not?

3)Among all the activities that we have
done today, which one do you like most/
least? Why or why not?

4)What do you want to do next week?

5)Do you think the preparation time for
the speaking/ writing exercise sufficient?

6) What materials/ activities do you
think could help English

skills?

enhance your

The main contents of a lesson were pre-
pared before the classes,but minor revisions
of the lesson plan such as the length of time
for a specific task or the type of activity for
a learning point, were made based on
students’ comments or feedback. If there
were conflicting comments, the teacher fol-
lowed the suggestions of the majority or
made the decision based on her own teaching
experience and knowledge. If many students

were interested in one thing, the teacher

normally addressed this issue for the whole
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class orally or by making an additional Pow-
erPoint slide;if only one student was inter-
ested in a comment, the teacher typed her
response to the student through the digital
tools or wrote it on the white board which
was on the side wall of the classroom. The
teacher checked the feedback when students
were doing reading tasks, group discussions,
or any other activities.

During each lecture, the teacher also
kept observation journal entries to record
what happened in the classroom, with focu-
ses on whether and when students enjoyed
or proactively participated in the classroom

activities.
2.4 Feedback collection tools

Five digital tools were used to collect
students’ feedback:Padlet,Socrative, Today-
sMeet, WhatsApp, and Wiki. Padlet is an
online platform where students can post and
share anything with others, for example,
text,images,videos,and other documents. It
works like a sheet of paper,and is one of the
used for education

popular tools

(Padlet,2016).

most

Socrative is a tool which allows teach-

ers to instantly connect with students

through prepared activities or on-the-fly
questions. It was selected because it was de-
signed to collect instant feedback,and it en-
ables reviews of students’ understanding in
a variety of report types: whole class over-
view, student-specific results, or question-
by-question breakdown(Socrative,2016).
TodaysMeet empowers students by giv-

ing everyone the floor. It was selected be-

cause it is free to use, and it encourages
students to voice their opinions through the
backchannel. It is also one of the first back-
channel tools built specifically for classroom
use(TodaysMeet,2016).

WhatsApp allows users to send text,
images, video and audio messages to others
using smart phones. WhatsApp group makes
it easy for users to share information within
the same group. And it was selected because
it is one of the most popular tools used a-
mong students.

A Wiki is a collaborative tool that al-
lows users to create and edit Wiki pages.
Students can add, edit, delete, and comment
on content. It was selected because it is inte-
grated in the Blackboard, the official digital
platform used by the university.

To maintain similar usage frequencies
for the feedback collection methods among
the five student groups,the five digital tools
were rotated every five weeks. Each tool was
used twice by every group throughout the
semester. For example, Group 1 used Padlet
in week 2, Socrative in week 3, TodaysMeet
in week 4, WhatsApp in week 5,and Wiki in
week 6. As shown in Tab. 2, the feedback
collection project was explained to the par-
ticipants in week 1. Explicit details about
the content, purpose, method, procedure and
schedule of this project were explained to
the participants. No feedback was collected
in week 7 and 13,as week 7 was scheduled
for consultation, and a questionnaire survey
was conducted in week 13 to investigate
students’ perceptions of and preferences for

different feedback collection tools.
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Tab. 2 Distribution of feedback tools

Gl G2 \ G3 G4 \ G5
Week 1 The project (what, why,how, when)
Week 2 P S T Wh Wi
Week 3 S T Wh Wi P
Week 4 T Wh Wi P S
Week 5 Wh Wi P S T
Week 6 Wi P S T Wh
Week 7
Week 8 P S T Wh Wi
Week 9 S T Wh Wi P
Week 10 T Wh Wi P S
Week 11 Wh Wi P S T
Week 12 Wi P S T Wh
Week 13 Questionnaire survey

Note: G stands for group; P stands for

Padlet; S stands for Socrative; T stands for

TodaysMeet, Wh stands for WhatsApp; Wi

stands for Wiki.

2.5 Evaluation of the feedback col-

lection tools

After completing the whole course, we

conducted a questionnaire survey among all par-

ticipants, asking them what approach to feed-

back collection they felt most or least
for communicating their feedback to
and classmates, which tool they felt
least interesting, which tool they felt

least convenient, and what advantages

effective
teachers
most or

most or

and dis-

advantages the five different digital tools have

respectively. The questions were all open-ended

so as to allow students to freely respond with-

out predetermined prompting. The eighteen

questions, which were adapted from Zou and

Lambert(2017) were listed as follows:

1) Among the five digital tools: Padlet,
Socrative, TodaysMeet, WhatsApp and Wi-

ki, which do you think is most effective for

communicating your feedback to teachers

and classmates? (Please circle it. )
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2) Among the five digital tools: Padlet,
Socrative, TodaysMeet, WhatsApp and Wi-
ki, which do you think is least effective for
communicating your feedback to teachers
and classmates? (Please circle it. )

3) Among the five digital tools: Padlet,
Socrative, TodaysMeet, WhatsApp and Wi-
ki, which do you think is most interesting?
(Please circle it. )

4) Among the five digital tools: Padlet,
Socrative, TodaysMeet, WhatsApp and Wi-
ki, which do you think is least interesting?
(Please circle it. )

5) Among the five digital tools: Padlet,
Socrative, TodaysMeet, WhatsApp and Wi-
ki, which do you think is most convenient?
(Please circle it. )

6) Among the five digital tools:Padlet,Socra-
tive, TodaysMeet , WhatsApp and Wiki, which do
you think is least convenient? (Please circle it.)

7)Overall, which digital tool do you like
most? Padlet, Socrative, TodaysMeet, What-
sApp and Wiki(Please circle it. )

8) Overall, which digital tool do you like
least? Padlet, Socrative, TodaysMeet, What-
sApp and Wiki(Please circle it. )
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9) Are there any advantages of Padlet?
If yes,what are they?

10) Are there any disadvantages of
Padlet? If yes,what are they?

11) Are there any advantages of Socra-
tive? If yes,what are they?

12) Are there any disadvantages of
Socrative? If yes,what are they?

13) Are there any advantages of Today-
sMeet? If yes,what are they?

14) Are there any disadvantages of To-
daysMeet? If yes,what are they?

15) Are there any advantages of What-
sApp? If yes,what are they?

16) Are there any disadvantages of
WhatsApp? If yes,what are they?

17) Are there any advantages of Wiki?
If yes,what are they?

18) Are there any disadvantages of wi-
ki? If yes,what are they?

In addition to the questionnaire survey,
we also interviewed 20 participants to obtain
further explanations of their answers to the
their additional

questionnaires and com-

ments on the five digital tools.

2.6 Coding and analysis of the data

All students’ feedback from the five digital

3.Results and discussion

Results of the present research are
presented and discussed in this section from
three perspectives: students’ comments on
the five digital tools, the main advantages
and disadvantages of the tools,and the influ-

ence of digital tools on continuous student

platforms, their questionnaire answers and in-
terview transcripts were logged and kept for a-
nalysis. Specifically, the data were coded and
analyzed in the following ways.

Firstly, students’ answers to the question-
naire of their opinions about the feedback col-
lection tools were read carefully to calculate the
percentages of the students who found which
methods most effective, and to summarize the
key advantages and disadvantages of the five
methods as noted by the students.

The open ended feedback collected from
students were then skimmed thoroughly to
find supporting evidence for the advantages
and disadvantages noted by students in their
answers to the questionnaire. After obtai-
ning a holistic view, the data were read care-
fully once again to identify any special fea-
tures of these feedback collection methods
that were indicated by repetitive notions or
students’ interactions. These evidence and
highlighted features were analyzed later to-
gether to see how they may explain or sup-
plement the advantages and disadvantages of

different feedback collection methods.

feedback collection.

3.1 Students’ comments on the

five digital tools

The data collected from the end of

course questionnaire survey showed that 43
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out of 88(48. 9%) participants believed that
Padlet was the most effective for communi-
cating feedback to teachers and classmates,
39 participants(44. 3%) felt that it was the
most interesting approach to feedback col-
lection, and 48 participants (54. 5%) liked it
most(see Tab. 3 below).

9%) considered

Socrative the most effective for feedback

29 participants ( 32.

collection, but 14 participants(15. 9 %) felt it
least effective. Similarly, TodaysMeet was
regarded as the most effective by 11 partici-
pants (12. 5%) and the least effective by 9
participants(10. 2%).

From the perspective of interesting-
ness, the majority of participants, 75 out of
88(85.2%) ,marked Wiki as the least inter-
esting approach to feedback collection. Yet
39 participants(44. 3%) felt Padlet the most
interesting one,and 35 participants(39. 8%)
thought TodaysMeet the most interesting.

Interestingly, although WhatsApp was

regarded as the most convenient tool for
feedback collection by 98% of participants,
only two participants liked it most. Perhaps
this is because the majority of participants
(85.2%) considered it least interesting, and
97% of participants felt it least convenient.
Also, more than half participants (54. 5%)
noted Padlet as the most liked approach to
feedback collection, even if it was compara-
tively inconvenient to wuse. Therefore, it
seems that convenience is not the most im-
portant feature for feedback collection tools
from students’ viewpoint.

Additionally, 36 participants (40. 9%)
felt that Wiki was the least effective for pro-
viding feedback, and 99% of participants
marked it as the least liked approach. Such
results tend to show that students consid-
ered the effectiveness for communicating
feedback with teachers and classmates as the

most important feature for feedback collec-

tion tools.

Tab.3 Students’ comments on the five digital tools

P S T Wh Wi
Most 43 29 11 4 1
effective 48.9% 32.9% 12.5% 4,5% 1%
Least 3 14 9 26 36
effective 3.4% 15.9% 10.2% 29.5% 40.9%
Most 39 1 35 10 0
interesting 44.3% 4.5% 39.8% 11.4% 0%
Least 0 8 2 3 75
interesting 0% 9% 2.2% 3.4% 85.2%
Most 0 1 1 86 0
convenient 0% 1% 1% 98 % 0%
Least 1 1 1 0 85
convenient 1% 1% 1% 0% 97 %
Most 48 9 29 2 0
liked 54.5% 10.2% 32.9% 2.2% 0%
Least 0 0 0 1 87
liked 0% 0% 0% 1% 99 %

Note: P stands for Padlet;S stands for Socrative; T stands for TodaysMeet, Wh stands for WhatsApp; Wi stands for Wiki.
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3.2 Main advantages and disadvan-
tages of the five digital tools

The results of the main advantages and dis-
advantages of the five digital tools showed that,
on the one hand, the main advantages of Padlet
included allowing students to read other
classmates’ feedback, being easy to use,and hav-
ing a record of all feedback given by every
student. On the other hand, the main disadvan-
tage of Padlet was inconvenience. A summary of
these features is presented in the following Tab.
4. According to students’ questionnaire answers,
the main advantages and disadvantages of Today-
sMeet were the same as those of Padlet. Such
features played essential roles as many partici-
pants reported in the interviews that other
classmates’ feedback was very helpful for their
reflective thinking and facilitative for their lan-
guage learning. So they highly valued digital tools
that enabled them to read others’ feedback.

Socrative was also easy to use and had a

record of feedback, but students could not

read other classmates’ feedback,so the over-
all comments on Socrative were not as high
as those on Padlet and TodaysMeet. 48 par-
ticipants(54. 5%) liked Padlet most, 29 par-
ticipants (32. 9%) liked TodaysMeet most,
and only nine participants (10. 2%) liked
Socrative most(Tab. 3).

WhatsApp was convenient and easy to
use. It also enabled students to read other
classmates’ feedback and provided a record of
feedback, however, only two participants ( 2.
2%) liked it most. The main reason for this
might be that WhatsApp did not allow students
to provide anonymous feedback. Many partici-
pants noted in the interview that they felt un-
comfortable when teachers knew what com-
ments and feedback were given by them.

Being the least liked digital tool, Wiki
was categorized as inconvenient to use, not
anonymous, and not enabling users to read
others’ feedback. The only advantage of it
was that it kept a record of feedback for

students to refer back when necessary.

Tab.4 Main advantages and disadvantages of the five digital tools

Digital tools Advantages

Disadvantages

P Can read others’ feedback

Inconvenient

Easy to use

Have a record of feedback

S Easy to use

Cannot read others’ feedback

Have a record of feedback

Inconvenient

T Can read others’ feedback

Inconvenient

Easy to use

Have a record of feedback

Wh Convenient Not anonymous
Easy to use
Can read others’ feedback
Have a record of feedback
Wi Have a record of feedback Inconvenient

Not anonymous

Cannot read others’ feedback

Note: P stands for Padlet;S stands for Socrative; T stands for TodaysMeet, Wh stands for WhatsApp; Wi stands for Wiki.
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3.3 Influence of digital tools on con-

tinuous student feedback collec-
tion

The overall influence of digital technol-
ogies on continuous student feedback collec-
tion was quite positive. Most participants
went beyond providing feedback and used
the online platforms to share their learning
experience and feelings, supporting evidence
of which can be found from both the feed-
back given by students and the transcripts
of some participants’ interviews.

The results were also in accordance
with Fielding’s(2004)belief that the promise
of a dialogic model of student voice is essen-
tial for successful education. The use of dig-
ital tools promoted dialogical student voice
through backchannel. Backchannel changed
the dynamics of a traditional classroom to a
digital classroom where students and teach-
ers can communicate through multiple chan-
nels,modes and interactions without disrup-
ting the main channel communication(Ross,
et al. ,2011). We also found that backchan-
neling enhanced the communication between
students and teachers, and students and
students, as it enabled students to express
themselves through asking questions, giving
comments, and providing suggestions with-
out interrupting the front channel. In other
words, students can give feedback to teach-
ers and other classmates in various ways,
without being restricted to the traditional
approaches like raising hands and speaking
it out aloud during the class,or writing it on
a piece of paper after the class.

Traditional approaches were limited as
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students may hesitate to voice themselves in
front of the whole class because they were
uncertain whether their comments, sugges-
tions,or questions were appropriate or rele-
vant. Also, they may be unwilling to give
negative but constructive feedback to teach-
ers as they were afraid that this may influ-
ence their academic grades,or they were un-
comfortable of challenging teachers. As a re-
sult, teachers may not get helpful feedback
and suggestions for their further profession-
al development.

Moreover, our results showed that the
use of digital tools for continuous feedback
collection increased students’ engagement in
classroom activities. This finding further
supports Elavsky, Mislan and Eglevsky’'s
(2011) argument that students who partici-
pate in digital backchanneling were more in-
volved in the learning process.

However, one limitation of feedback
collection via digital technological tools was
reflected through open arguments about
contradictory feedback. On the one hand,
digital platforms are advantageous in respect
to its features like dialogic nature and multi-
interactions;on the other hand, these advan-
tages are likely to result in free expressions
of opposite expectations, conflicting requests
or inconsistent arguments. Take an extract
of students’ dialogic feedback as an exam-
ple. Some students complained that “Peer
conferencing sucks.” or required that “No
peer conferencing please. "or“I don’t believe
in my classmates. They know nothing. I
want professional feedback from the teach-
er.” Yet some students argued that “Peer

conferencing helps us notice common er-
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rors. or “It’s good that we can learn from
each other. ” Then, the challenges for teach-
ers were to reconcile these apparently oppo-

sing demands and to decide to what extent

4.Conclusion

The present research aimed to investi-
gate student perceptions of five digital tools
for continuous student feedback collection:
Padlet, Socrative, TodaysMeet, WhatsApp
and Wiki. The majority of students believed
that Padlet was the most effective for com-
municating feedback to teachers and
classmates. The advantages of Padlet: allo-
wing students to read others’ feedback, be-
ing easy to use and having a record of feed-
back, were basically the same as those of
TodaysMeet. And TodaysMeet was noted as
the second most liked feedback collection
tool by the participants. Wiki was the least
liked tool as it was inconvenient, did not al-
low students to read others’ feedback or give
feedback anonymously.

The results also showed that students
highly valued features like effectiveness in
communicating one’s feedback to others and
interestingness, while convenience was not
so important comparatively. The original
concern that feedback collection might be
disruptive and negatively influence the
teaching and learning also disappeared very
quickly,as all participants showed great in-
terest in providing feedback and learning
from the process of giving feedback. Many
students also noted that this practice was
good for their reflective learning.

However, this study was limited in

should we let students determine the teach-
ing contents. These may also be promising

directions for future research.

some respects. As the five tools were only
used twice by the participants,they may not
have a through and comprehensive under-
standing of different approaches. Also, the
time span was too short,and the number of
participants was quite small.
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Abstract: Novice teachers are often eager to embark on their journey in the teaching
profession after years of teacher education,ready to actualize their educational ideals. Some
head towards a smooth start while others encounter a wide range of constraints during their
initial years of teaching. Drawing on narrative interviews with a number of novice English
teachers in Shenzhen and Hong Kong for at least one academic year and other data sources
such as their EFL learning autobiographies and school documents, this paper examines and
compares(1) the opportunities and constraints these teachers face in their initial years of
teaching and(2) their responses to the perceived opportunities and constraints in their at-
tempts to take control of their teaching,in two different socio-cultural and educational con-
texts of Shenzhen and Hong Kong. This paper highlights how possibilities for and con-
straints on teacher autonomy are mediated by teacher agency., teacher identity and teacher
beliefs. It also sheds light on how novice teachers can be afforded more opportunities in
their struggle to become autonomous practitioners.

Keywords: Novice teachers, Teacher autonomy, Teacher agency, Affordances, Teacher

professional development

111111111111 111 1111111111111 1111111111111 1111111111111 1111111111111 -

240



Autonomy in Foreign and Second Language Teaching :

Case Studies of Novice English Teachers in Shenzhen and Hong Kong

Introduction

First-year teaching is both exciting and
challenging. While novice teachers are pas-
sionate about starting their career, first-year
teaching also presents some of the toughest
challenges in their career path. In particular,
they are likely to find a huge gap between
what they learn in their pre-service teacher
education and what the reality of school
teaching is. They encounter and respond to a
range of opportunities and challenges in
learning to take control of their teaching.
Based in the foreign and second language

teaching context, this study sets out to ex-

Literature review

Autonomy and agency

In a broad sense, autonomy concerns
defining and exploring personal meanings
and purposes ( Huang, 2006). With self-di-
rectedness central to autonomy, teacher au-
tonomy is defined as“teachers’ willingness,
capacity and freedom to take control of their
own teaching and learning”in the education
setting (Huang, 2005, p. 206). Viewed from
another angle, autonomy is about the right
to freedom from control or,in other words,
the capacity to create such freedom within
prevailing constraints(Benson, 2010 ; Benson
&. Huang,2008;Smith,2003).

The emphasis on the right to freedom
from control relates autonomy to agency,
conceptualised as“the capacity to act other-
wise” (Giddens, 1976, p. 75). More recently,

agency has been viewed as “the self-con-

amine these opportunities and constraints
faced by novice secondary school English
teachers in Hong Kong,a renowned interna-
tional city, and Shenzhen, an economically
leading city in mainland China, and how
these novice teachers respond to these possi-
bilities and constraints in developing them-
selves as autonomous teachers. This investi-
gation highlights how differences embedded
in the educational, social, political and cul-
tural contexts of these two neighbouring cit-
ies affect initial teaching and novice teacher

development.

scious reflexive actions of human being”
(Sealy &. Carter, 2004, iii). It is related to
how individuals“assign relevance and signifi-
cance to things and events” ( Lantolf &
Thorne,2006,p. 143). In the words of Emir-
bayer and Mische(1998) ,agency reflects“the
capacity of actors to critically shape their
own responsiveness to problematic situa-
tions” (p. 971). As such, agency entails ac-
tion, and often suggests action that arises
from deliberation and choice (Huang, 2011
2013). Agency enables us to counter societal
constraints and understands“how individuals
are enabled and constrained by their social
and material environments” (Priestley, Bies-
ta & Robinson,2013). In other words,agen-
cy and structure are interdependent and they
shape each other ( Archer, 2003; Biestra &
Tedder,2007). Agency is therefore sociocul-
241



B 5o 2016 s

turally mediated ( Ahearn, 2001; Pickering,
1995). In the words of Lantolf and Thorne
(2006), “within a given time and space,
there are constraints and affordances that
make certain actions probable, others possi-
ble,and yet others impossible” (p. 238).
Constraints on and opportunities
for teacher autonomy

To novices teachers, teaching could be

stressful and overwhelming ( Bullough,
Young, Hall, Draper & Smith, 2008). Re-
search shows that the first year is often the
most challenging year in a teacher’s career
( Fantilli &. McDougall, 2009 ). Benson's
(2012)model below(Fig. 1)captures the ma-
jor constraints on teacher autonomy at dif-

ferent levels.

N conceptions of language teaching and learning 74
N education policies 74
| public examinations 7
N curricula / schemes of work 74
N school rules and conventions 7

< classroom rules and conventions

teachers

students

Fig. 1

From the societal to institutional to
personal level, the arrows show that all the
constraints pose an impact on the class-
room, the innermost layer. With the layers
representing their relative distance from the
classroom, the latter bears the greatest
weight of constraint. Earlier, Benson (2010)
suggests that teachers’ conceptions of the
target language and their language teaching
methodologies may influence language
teachers’ autonomy when they are not will-
ing to experiment with new possibilities
which contradict their conceptions and be-
liefs. As far as constraints imposed by the
institutional structure are concerned, Pinter
(2007) adds that time is a major constraint

since teachers burdened with heavy work-
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Constraints on teacher autonomy

load are left with limited time for profes-
sional development. Aoki(2002) asserts that
teachers’ working conditions and their
spaces for participation in institutional deci-
sion making may encourage them to conform
rather than transform.

Constraints may imply opportunities,
which are created out of existing con-
straints. In this sense, autonomy concerns
how teachers get around constraints and
take advantage of the opportunities their in-
stitutional structures afford them. With the
range of affordances offered by the work-
place well-studied (see Billett, 1999; Cotter-
all & Murray,2009) ,Billett(2001) remarked
upon the role of agency in mediating what

constitutes an affordance to individual teach-
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ers. Billett’s (2001 ) study also reveals that
the quality of workplace learning is largely

determined by the readiness of the work-

Methodology

This study attempts to address the fol-
lowing research questions:

1. What opportunities and constraints
do novice English teachers in Hong Kong
and Shenzhen perceive in their initial years
of teaching?

2. How do they respond to these per-
ceived opportunities and constraints?

This is a qualitative study. A qualitative
design aims to“develop an in-depth explora-
tion of a central phenomenon” (Creswell,
2012, p. 206). The central phenomenon of
this study is how novice English teachers in
Shenzhen and Hong Kong take control of
their initial years of teaching through taking
advantage of opportunities and overcoming
constraints. Through interviews at different
time points,our participants’ development of
teacher autonomy during their initial years
of teaching was tracked.

Seven novice English teachers were in-
vited to take part in this study, three from
Shenzhen and the others from Hong Kong.
Pansy, Queenie and Dorcas came from a
student-teacher population in a BA TEFL
(teaching English as a foreign language) de-
gree programme in a university in Shenzhen
and they worked in Shenzhen schools after
graduation. Simon, Sally, Stella and Court-
ney were fresh graduates from a BA & BEd
degree programme in ELT ( English Lan-

guage Teaching) in a university in Hong

place in affording opportunities to individu-

als for professional development.

Kong and they were teaching in local
schools. They all had no more than two
years of teaching experience when the study
was conducted. They were articulate and
willing to share their teaching lives with the
researchers. The sampling size was kept
small since“the overall ability of a researc-
her to provide an in-depth picture diminishes
with the addition of each new individual or
site” (Creswell,2012,p. 209).

Data for the study was collected mainly
through semi-structured face-to-face individ-
ual or group interviews, each lasting one to
two hours. Interviews were conducted be-
tween 2011 and 2014, with the first inter-
view for each participant conducted shortly
before they started teaching. Each of them
was followed for at least one academic year
following the start of their teaching career.
Subsequent interviews were arranged depen-
ding on their availability. Open-ended ques-
tions were asked during the interviews to

“create the option of responding ... without-

research possibilities ”

being forced into
(Creswell,2012,p. 218). A brief summary of
all interviews can be found in the Appendix.
Data was also collected through email ex-
changes and telephone conversations from
time to time,especially when face-to-face in-
terviews were hard to arrange. Some partici-
their personal and

pants also provided

school documents such as teaching journals
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(Shenzhen teachers) and Schemes of Work
(Hong Kong teachers). Information ob-
tained through these channels enriched the
interview data by providing a more complete
picture of our participants’ initial years of
teaching.

Qualitative data analysis involves an

Findings and discussion

This section presents and briefly dis-
cusses major findings,in relation to the two
research questions. Given space constraints,
only brief remarks (singular sentences) by
the research participants rather than longer
data extracts are quoted to illustrate the ma-
jor themes.

Perceived opportunities and constraints

The Shenzhen participants were satis-
fied with their salary and working condi-
tions. They were aware that they earned
much more than most of primary or second-
ary teachers in other parts of China. They
considered their workload manageable, and
more importantly, most of their workload
was teaching-related. They were each in
charge of two junior secondary English clas-
ses, equating to 10-12 regular lesson hours
weekly. Their manageable workload affor-
ded them the opportunity to prepare their
lessons well. Queenie was also a class teach-
er, so she handled some class business as
well. She struggled to take control of her
class at first. Despite some initial frustra-
tion,she took that as an opportunity to de-
velop a stern image in front of her students.
After her first year, she felt more confident

in being a class teacher with the experience
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“inductive investigative strategy” (Merriam,
2009, p. 39). The interviews were tran-
scribed,coded thematically,and compared a-
gainst the data from other sources to ensure
consistency. Emerging themes from the data
were then identified and discussed with ref-

erence to the research questions.

she gained.

In Shenzhen,rivalry among teachers for
students’ academic results was found to be
common. Some schools where our partici-
pants worked had the academic performance
of each class posted regularly so teachers
knew which classes did well and which did
poorly. This practice, intended to promote
academic excellence, received mixed respon-
ses from our participants. While Dorcas said
it motivated her to learn from colleagues
who produced high-achievers, others re-

marked upon the pressure this practice
posed on teachers. Queenie devoted a lot of
effort in improving the performance of her
classes, which ranked at the bottom in the
first term. “It’s a matter of face”, Queenie
noted ( 3rd interview, 2nd term, lst year
teaching). Such rivalry impacted on teacher
identity as our participants regarded the
ranking as an indicator of their teaching ef-
fectiveness.

The institutional structure of the
Shenzhen schools our participants worked in
was not found to be systematic in the sense
that there were not a lot of rigid, formally
established rules in place. This was particu-

larly the case for Pansy, who worked in a



Autonomy in Foreign and Second Language Teaching :

Case Studies of Novice English Teachers in Shenzhen and Hong Kong

newly established school. Pansy considered
the lack of established institutional systems
both an opportunity and a constraint. On the
one hand, that afforded her the opportunity
to experiment with a range of pedagogies to
facilitate teaching and learning. On the other
hand, the need for trial and error made her
feel anxious. Her hectic teaching life also
made it impossible for her to get in touch
with her mentor until after the mid-term ex-
amination, which made her feel isolated.
The inadequate pre-service teacher edu-
cation emerged from the data as a prominent
factor influencing their autonomy develop-
ment. In Shenzhen, pre-service teachers
spend the first 2-3 years in university stud-
ying English (enrolling in proficiency cour-
ses). Courses on pedagogies and a one-off,
six-week practicum were only included in

the

gramme.

latter part of their four-year

This resulted

pro-
in our Shenzhen
participants’ perceived inability in teaching,
including a limited repertoire of methodolo-
gies and a lack of classroom management
skills. “The students are so hard to handle
that 1 feel like battling with them every
day”, Pansy remarked ( 2nd interview, lst
term, 1st year teaching). This partly ex-
plained why many of them were dissatisfied
with their initial months of teaching.

The socio-institutional setting in Hong
Kong is quite different from that of Shenz-
hen,and this situational difference gave rise
to a different set of perceived possibilities
for action and constraints on teaching and
professional (and personal ) development.
First, pre-service teacher education in Hong

Kong was found to be more systematic and

comprehensive, with greater emphasis on
pedagogies. Also, pre-service teachers in
Hong Kong have two practicums, each last-
ing six to eight weeks. Our Hong Kong par-
ticipants generally felt that their pre-service
teacher education programme has adequately
prepared them to teach by exposing them to
a wide range of teaching methods and by rai-
sing their awareness towards the context-
specific nature of teaching.

A major hindrance on our Hong Kong
participants’ teacher autonomy concerns
their heavy workload. All four of them
taught at least three English classes with
more than 20 lesson hours a week. Unlike
our Shenzhen participants, the Hong Kong
teachers we interviewed were also in charge
of much more non-teaching duties. For ex-
ample, Courtney was part of the Parent-
Teacher Association while Sally was the
teacher-in-charge for her school’s rope skip-
ping team. Their busy teaching lives have
led to very limited lesson preparation time
and caused them to think that teaching was
stressful and demanding. In Stella’s words,
“sometimes, even when I don’t need to
work,I am still worried about my students
and sometimes I can’t sleep because of that”

( 2nd

teaching ). Feelings

interview, 2nd semester, lst year

and experiences like
these contributed to her negative perception
towards teaching, which partly accounted for
their intention to leave the educational in-
dustry.

From the data we also observed traces
of consumerism in the Hong Kong education

system, which were perceived as a challenge

to teacher autonomy. Such a market orienta-
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tion was manifested in students’ learning at-
titudes. Stella, for example, noted that some

of her

0

students “are used to receiving

teachers’ assistance ... and they take it for
granted” (2nd interview, 2nd term, lst year
teaching). Sally reported a similar problem,
which made her feel not appreciated by her
students. Eventually, their inability to han-
dle their students shaped these novices’ i-
dentity as incapable,unsuccessful teachers.

While our participants focused on insti-
tutional factors that facilitated and hindered
their autonomy development,our data high-
lights how the perception of affordances and
constraints are mediated by teachers’ own a-
gency,identity and beliefs. In other words,
affordances and constraints are not abso-
lute. Often, a factor may constitute both an
affordance and a constraint, the perception
of which is largely dependent on how they
are viewed, and such views are often con-
structed socioculturally, particularly in rela-
tion to the prevailing institutional structure.
Our observation, therefore, supports Billet’s
(2001)remark on the mediating role of agen-
cy on perception of affordances and con-
straints.

Responding to perceived opportunities

and constraints

initiatives in

Our took

making use of existing opportunities and o-

participants

vercoming constraints by creating spaces for
autonomous teaching. As far as our Shenz-
hen participants were concerned, they made
up for their inadequacy in pre-service teach-
er education by developing a passion and
clear goals for workplace learning. Pansy

wanted to brush up her classroom manage-
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ment skills by volunteering to be a class
teacher the following school year. Queenie
felt that she had not improved her teaching a
lot during her first year. She therefore decid-
ed to spend the summer holiday reviewing
her materials and doing more detailed plan-
ning for her teaching. Dorcas started teach-
ing half way through the academic year after
working as an administrative staff in her
school because of her late employment. She
therefore perceived an urgent need to pick
up teaching. Her situation was made more
challenging since she, unlike Pansy and
Queenie, did not receive any teacher induc-
tion organised by the local Education Bureau
and her school and did not have a mentor.
Shenzhen teachers’ satisfaction with a
“decent salary”and a favourable working en-
vironment strengthened their motivation for
teaching (as indicated by their often-heard
remarks such as“we should contribute to ed-
ucating the younger generation”), while
their manageable workload afforded them
ample chances for workplace learning ( Bil-
let,2001). All three of them were passionate
towards mandatory and voluntary lesson ob-
servation. They all said that they had learn-
ed tremendously from observing public les-
sons( 2y J ) taught by other novice peers
and expert teachers; they often used words
such as“rapid growth” (“p# B 1K) to de-
scribe the“unforgettable” process of prepar-
ing and teaching such public lessons them-
selves. This experience was “unforgettable”
because they were so engaged in finding so-
lutions to practical problems often with the
help of the English team who monitored the

whole preparation process lasting a few
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weeks that they eventually lost a lot of
weigh at the end of offering a public lesson.
In addition, Shenzhen teachers made use of
the spaces afforded by the loose institutional
structure to promote their professional com-
thus

petence and professional

(Benson & Huang, 2008) by regularly ob-

autonomy

serving and interacting with colleagues, ex-
perimenting with a range of pedagogies to
improve teaching and learning, and reading
extensively to enrich subject knowledge and
skills. Our Shenzhen participants were also
found to have well-articulated plans for fur-
ther studies. All three of them expressed a
desire to pursue a Master’s degree, though a
range of practical concerns made that impos-
sible in the near future,including a require-
ment by the local authority that teachers
need to accumulate three years of teaching
experience before getting enrolled in a
Master’s degree programme.

The rivalry among colleagues reported
in their school environments led to fierce
competition among teachers and an inclina-
tion towards result-oriented teaching.
Queenie, for example, had a detailed plan to
push her classes to perform better:She iden-
tified the group of students within each class
to target on and adopted strategies to up-
grade their examination scores. Thanks to
her efforts, her classes were eventually up-
graded to among the top five by the end of
the second term of her first-year teaching
from the original bottom position (11-12th
out of 14 classes)in the first term.

Despite occasional frustration, our

Shenzhen participants remained positive a-

bout teaching in face of the constraints they

perceived. “You just have to be down-to-

earth, try your best and be humble”,
Queenie remarked (6th interview, 2nd term,
2nd year teaching).

Our Hong Kong participants also devel-
oped strategies in response to the opportuni-
ties and constraints they perceived. Firstly,
compared with Shenzhen teachers, their rel-
atively higher English proficiency and the
greater repertoire of pedagogies they were
exposed to in university laid a solid founda-
tion for them to take control of their teach-
ing. Coupled with the less exam-oriented
culture and the spaces their institutional
structures offered them, they made fuller
use of the pedagogies they acquired in the
pre-service teacher education programme to
pursue what they termed“teaching effective-
ness”. Simon, for example, successfully made
English learning interesting by designing
task-based

activities. Courtney

engaging
tried to cultivate her students’ interest in
language arts by getting them to appreciate
performing arts. These attempts were indic-
ative of our participants making use of exist-
ing opportunities in creating spaces for
teacher autonomy.

Our Hong Kong participants have de-
veloped vastly different strategies in counte-
ring the heavy workload and the lack of les-
son preparation time. Simon and Sally ac-
tively sought advice from their colleagues
and mentors. Courtney failed to solicit such
help,so she attempted to develop her capaci-
ty to multitask and self-learn in order to
cope with her workload. After all, “you are
paid for your own job”(Courtney,2nd inter-
view, Ist year teaching).
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All in all,our data reveals that our par-
ticipants were able to exercise their individ-
ual agency to gain a sense of control over
their teaching. They were able to capitalise
on the opportunities their institutional
structures afforded them. Equally impor-
tant, they attempted with some success in o-
vercoming the constraints they encountered,
asserting their right to freedom from situa-
tional control. Therefore, our findings seem
to support the mediating role of sociocultu-
ral factors on agency ( Ahern, 2001 ; Picker-
ing,1995)and the interdependence(and com-
plex interaction) between agency and struc-
ture(Priestley,et al. ,2013).

One intriguing observation is that our
Shenzhen participants were all eager to stay
on teaching while their Hong Kong counter-
parts all expressed a desire to leave the pro-
fession at some point during their initial
year of teaching. This might be partly at-
tributable to Shenzhen participants’ satisfac-
tion with economic benefits and favourable

working conditions, the development of a

sense of being in control over their teach-

ing, and their inadequate pre-service teach-
ing education which might give rise to an ac-
ceptance of a relatively humble start of their
teaching career. They therefore had a strong
motivation to be empowered by the institu-
tional structure, which afforded them the
exercise of personal agency. This contribu-
ted to the formation of a positive teacher i-
dentity and further consolidated their will-
ingness to stay on teaching. In contrast, the
intention of our Hong Kong participants to
leave the industry might be a result of their
unexpectedly hectic teaching lives, which in-
volved non-teaching duties one way or an-
other,and also a result of the accumulated
sense of not being appreciated by their
students. All these might have eroded their
passion to be a teacher to some extent. The
relatively bad working environment, the per-
ceived lower status of Hong Kong teachers
in recent years,coupled with simultaneously
greater availability of other promising jobs,
and so on and so forth, might also explain
why novice teachers in Hong Kong would

consider dropping out when given a choice.

Conclusion and implications

This study shows that novice English
teachers in Shenzhen and Hong Kong are
enthusiastic in creating spaces for autono-
mous teaching through taking advantage of
existing opportunities (e. g. , for Shenzhen
teachers, observing-preparing-teaching pub-
lic lessons, manageable workload and greater
freedom to experiment with desired pedago-

gies; for Hong Kong participants, being
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more“ready-made”for their first-year teach-
ing). Shenzhen and Hong Kong teachers
carefully employ a range of strategies to
cope with various difficulties and constraints
in their teaching(e. g. ,inadequate pre-serv-
ice teacher education for Shenzhen partici-
pants; heavy workload and consumerism
school culture for Hong Kong teachers) in

their respective settings. This study high-
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lights the mediating role of teacher agency,
teacher identity and teacher beliefs in the
participants’ perceptions/conceptualizations
of and responses to opportunities for and
constraints on teacher autonomy. The study
indicates that among various constraints,
novices’ workload (as well as the nature of
assigned teacher work)is an obvious obsta-
cle to the exercise and development of teach-
er autonomy. Heavy workload drains teach-
ers and compromises their capacity to create
space for professional development, especial-
ly when substantial non-teaching duties are
involved. In this connection, it is proposed
that schools in both places should reconsider
the roles of novice teachers so that they can
focus on what they are supposed to do. It is
only when teachers find value in what they
do can they develop themselves profession-

ally in the educational industry.
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Appendix: A brief summary of face-to-face interviews

Participant: Date

Interviews

.19 May 2011 (2nd semester,4" year in university)

Pansy:
May 2011-June 2012

. 11 December 2011 (1st semester, st year teaching)
. 26 February 2012 (2nd semester, 1st year teaching)
.21 April 2012 (2nd semester, Ist year teaching)

[ B N R

.16 June 2012 (2nd semester, 1st year teaching)

Shenzhen

teachers Queenie:

May 2012-July 2014

1. 25 May 2012 (2nd semester,4"™ year in university)
2. 14 October 2012 (1st semester, 1st year teaching)
3.18 November 2012 (1st semester, lst year teaching)
4.1 March 2013 (2nd semester, 1st year teaching)

gust 2013 (2nd semester, st year teaching)

6.12 July 2014 (2nd semester,2nd year teaching)

Dorcas:
March 2012- August 2012

1.19 May 2011 (2nd semester,4™ year in university)
2.17 March 2012 (2nd semester, 1st year teaching)
3.16 August 2012 (2nd semester, 1st year teaching)
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Dorcas:;
March 2012- August 2012

1.19 May 2011 (2nd semester,4th year in university)
.17 March 2012 (2nd semester, 1st year teaching)
.16 August 2012 (2nd semester, 1st year teaching)

Hong Kong|

teachers

Simon;
November 2012-
February 2013

. 11 November 2012 (1st semester, Ist year teaching)
.6 February 2013 (2nd semester, 1st year teaching)

Sally
August 2013-January 2014

.31 August 2013 (1st semester, 1st year teaching)
. 13 October 2013 (1st semester, 1st year teaching)
. 25 January 2014 (2nd semester, Ist year teaching)

Stella:
August 2013-January 2014

.31 August 2013 (1st semester,lst year teaching)
. 14 January 2014 (2nd semester, 1st year teaching)

Courtney ;
August 2013-January 2014

.31 August 2013 (1st semester, lst year teaching)
.16 January 2014 (2nd semester,1st year teaching)
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Abstract: As language learning advisors become familiar figures in self-access centers,
their role in language learner autonomy(LLILA)has attracted various researchers’ attention.
However, higher education students travelling abroad to study are less likely to be familiar
with advisors,especially if they are from a country where language advisory service is un-
common, such as in China. Nonetheless, we know very little about what these students
think about advisors. Therefore, this study aims to investigate the perspectives these
students may have on the role of advisors,enabling their learning needs to be better recog-
nised and supported. This case study involves 120 masters’ students originally from main-
land China on a pre-sessional course at a research institute in the UK, as well as students at
the end of their one-year study, employing questionnaires and interviews to collect data.
The results show that before the course,over 80% of the students reckon advisors are mo-
nitors to supervise them or advisors are teachers to teach them. However, throughout the
course,the students gradually realize advisors play complex roles in developing students’
learner autonomy. Additionally, during the first week on the course, 62% of the students
perceive learner autonomy as“to study by onesel f , without others’ help”. Nevertheless, at
the end of their one-year study,75% of them perceive learner autonomy as“the attitudes
and abilities toward life-long learning”. Overall, the findings indicate that the Chinese
students’ transition to the British academic culture deepens their perceptions of learner au-
tonomy,and bridges their gap between theory and practice of learner autonomy, but also
helps them gain understanding of the complex nature of the advisor roles.

Keywords: Academic culture, Chinese international students, Higher education, Lan-

guage learner autonomy, LLanguage advising, Students’ perspectives
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1.Introduction

An increasing interest in fostering lan-
guage learner autonomy(LLLLA)has led to the
widespread of language-advisory service at
the tertiary level around the world ™!, Nor-
mally, language advising consists of a meet-
ing between a student and an advisor to rec-
ognize this student’s learning needs, develop
a learning plan, discuss learning strategies
etc. ,aiming to guide this student’s own path
to become a more autonomous learner 2+,
In this case, the role of Language Learning
Advisors in fostering LLLA has attracted va-
rious researchers’ attention. For example,in
1 /it is acknowledged that Language Learn-
ing Advisors can also be called counsellors,
helpers., facilitators, mentors or consultants.
These terminologies have also been analysed
by %, according to different skills and
functions that learning advisors may pos-
sess. For instance, ® has provided nine mac-
ro-skills (initiating, goal setting, modelling,
guiding, modelling, supporting, giving feed-
back, evaluating, linking and concluding)and
nine micro-skills Cattending, restating, para-
phrasing, summarizing, questioning, inter-
preting, reflecting feelings, emphathizing,
and confronting) which are frequently em-
polyed in the advising discourse by advi-
sors. “Thas also listed ten examples of func-
tions that an advisor acts, including raising
awareness of language learning process,
helping learners to identify learning goals,
suggesting appropriate materials etc. None-
theless, the central idea of LLanguage learn-

ing Advisors is to promote LLA, and nor-

mally they are in connection with the self-
access language learning center(SALLC)™,
nowadays,the language-advisory service can
also be served in advising room, classroom
or even in written form (diaries, blogs, or
self-study modules)t’.

Currently, increasing numbers of Chinese
students coming to the UK for higher education
], However, it is found that Chinese students
seem to lack experience in managing their own
learning while studying abroad !, and their
perceived social and linguistic incompetence
might be key challenges for them to study in a

new academic culture M"”

. In order to improve
international students’ language competence and
learning abilities, the pre-sessional English for
Academic Purposes (EAP) program in this re-
search institute in the UK, includes Independent
Learning Module to develop students’ inde-
pendent learning abilities M1, This module
provides Independent Learning Advisors to of-
fer one-to-one/group language and academic
advising sessions to promote students’ active
learning strategies, reflection, critical thinking,
research skills,essay planning and also to facili-
tate language cafés to improve students’ speak-
ing skills "*"'*), Thus,it is found that Independ-
ent Learning Advisors do not only focus on
students’ language learning abilities but also
support and guide students’ academic progres-
sion and achievement compared to lLanguage
Learning Advisors,it explains why Independent
Learning Advisors aim to foster some learning
abilities which are not supported by Language
Learning Advisors,such as critical thinking, re-
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search skills,and essay planning.
However,there is a lack of research in-
vestigates Chinese students’ previous expe-
rience on learning advisors, their beliefs a-
bout role and purpose of advisors, and we
know quite little about how the students’
previous learning experiences influence their

beliefs. What is more, it is also worthwhile

2.Research questions

This study includes 120 Mainland Chi-
nese Masters students on a pre-sessional
EAP course,as well as students who are at
the end of their one-year study at the re-
search institute in the UK. This study aims
to, quantitatively and qualitatively analyze
these students’ perspectives on the role of
Independent Learning Advisors during their
transition to the British academic culture.
This study gives insight into how does this
transition take place, how do the students’
perspectives change at different time-peri-
ods,and how do their perceptions of learner

autonomy change over time.

3.The case study

3.1 Participants

Three of Chinese Masters

students taking (took) presessional EAP

groups

course. (see Tab. 1)

3.2 Research instruments

This study employs questionnaires, and
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to know how these students’ perceptions of
learner autonomy change over time through-
out their overseas study. Nonetheless, if
their learning characteristics and learning
needs can be known and understood. the
more focused support by advisors may
shorten these students’ transition period to a

new academic culture.

Thus, this study addresses the follow-
ing research questions:

a. What are Chinese students’ percep-
tions of learner autonomy at different time-
periods(1st week on the course,6th week on
the course, 1 year on the course)?

b. What are Chinese students’ perspectives
on the role of Independent Learning Advisors
at different time-periods ( 1st week on the
course, 6th week on the course, 1 year on the
course) ?

c. How do students’ transition process im-
pact on their perspectives on the role of advisors

and their perceptions of learner autonomy?

retrospective interviews to collect quantita-

tive and qualitative data. (sample questions

see Tab. 2)
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Tab.1 The information of student participants

Sample size English language
. Departments
(male/female) proficiency levels (IELTS)
Week 1 50 .. . . .
ee ? 14 disciplines: including finance, mar-
The scores vary from 5.5 to 7. . . .
Week 6 50 0 keting, fashion, film, archaeology, educa-
| year 20 tion, linguistics, etc.
Tab. 2 Research instruments
Sample questions
» Background information
» How do you define the conception of learner autonomy ([ 322 23J $4:)?
1. Question- * Does your Chinese university offer language/academic advisory service
naires ( Chinese/ | N=120 | GEF /¥ AR LW E#IK %) 27 (Single choice: A. Yes B. No)
English version) + What do you think role (ffjff) of the Independent Learning Advisors in

fostering learner autonomy (3% 3¢ [ £ 3 1) ? (multiple-choice)
+ How do the Independent Learning Advisors foster learner autonomy (34

F£ H F ¥ M) 7 (multiple-choice)

Sample questions

9. Semi-struc- + Have your perceptions of learner autonomy ( H 3F %% 2 #) changed
tured interviews throughout the EAP course/overseas study? (A. Yes. Previously 1 thought
( in  Chinese/

English)

N=15 | learner autonomy was —, but now I think -. / B. No.)

» Have your perspectives on the role of Independent Learning Advisors
changed throughout the EAP course/ overseas study? (A. Yes. Previously, |
thought they are —, but now I feel they are -. / B. No.)

4.Main findings and implications

4.1 Chinese students’ perceptions of learner autonomy at different
time-periods

Tab.3 How do you define the conception of learner autonomy?

e To study by onesel f ,without others’ help
Week 1 » Learning is based on my own needs . without others’ requirements or push

* In China swe can just® follow” .but in the UK we need to decide everything by ourselves

e Taking responsibilities of learning by mysel f

* It refers to various learning abilities (time management , the capacity of employing

Week 6 )
learning resources)
* The willingness of study
* Lifelong learning
1 year

* Having positive attitudes toward learning
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The results firstly show that the Chi-
nese students perceptions of learner autono-
my shift from“to study by onesel f”, toward
“taking responsibilities of learning by my-
sel {7, then to“li felong learning ” at differ-
ent time-periods. It indicates that their per-
ceptions of learner autonomy are getting
profound throughout their one-year study in
the UK. For instance, during the first week
on the course, the students understand
learner autonomy as a type of learning
method,and the crucial point for them to e-
valuate learner autonomy is whether a learn-
er fully depends on himself/herself, the
students seem to completely deny the impact
of other people on the development of a

learner’s learner autonomy. However, as

[15-16) yrgued, learner autonomy does not refer
to a learner who learns without any help
from others,as not every learner is autono-
mous even there is no involvement of the
teacher or someone else,and the key point to
evaluate a learner is autonomous or not is
what a person has the potential to learn
rather than the method of learning M. Mo-

15), Jearner autonomy does

reover, based on
not refer to independent learning,it involves
the ability of interdependent learning, which
means that learner autonomy includes the a-
bility of getting help from others or collabo-

081 However, as the

rating with others
students mentioned, in China, teachers tend
to decide everything for students,it explains
why the only “independent” occasion for
them is to fully learn by themselves. None-
theless, after around six weeks into the
course, it shows that the Chinese students

gradually recognize that learner autonomy
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refers to various learning abilities, including
the ability of time management, the capacity
of employing learning resources etc. , which
echoes the definition of learner autonomy

U9 “the ability to take charge

presented by
of one’s own learning”. It also suggests that
at this period, the students acknowledge the
influence of others’ help in the development
of learner autonomy, though“others” mainly
refers to learning materials/resources in this
context. Moreover, the Chinese students at
the end of one-year study,recognize the con-
cept of“li felong learning” , which is consid-
ered as the goal of learner autonomy ™%, It
indicates that the students realize that learn-
er autonomy is not for temporary learning,it
is the long-term efficient learning, rather
than episodic or temporary independent ef-
forts to control over their own learning "',

Additionally, the results show that the
students on three time-periods all recognize
that the concept of self-motivation is highly
related to learner autonomy. For instance,
students feel that in this UK university,
“learning is based on my own needs ,without
others’ requirements or push”. By contrast,
in China they “learn something given” and
they can just® follow” teachers. Moreover,
the students feel“the willingness of study”
and “having the positive attitudes toward
learning”can initiate their autonomy. It ech-

oes to 2’

s argument that self-motivation is
closely related to the perception of being a-
ble to choose and of being able to control
one’s own actions, thus it proves that self-
motivation has a stronger link with autono-

my. The reason that why these students rec-

ognize self-motivation while studying in this
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university, is the academic culture of this
UK university encourages students to con-
trol their own learning by themselves, such
as setting learning goals for themselves, re-
alizing their own learning needs, instead of

making students to follow teachers.
4.2 Chinese students’ perspectives

on the role of Independent

Learning Advisors in fostering
learner autonomy

4.2.1 The skills that Independent Learning

Adyvisors possess in fostering
learner autonomy

The results collected from question-

80.0%
70.0% %
7
60.0% V %
2am 70 /um
40.0% / / / /
780 788 78R %
oo 780 B0 A0
708 708 788 %
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D
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69.2%
70.0%

naires(see Fig. 1) firstly show the students
at three time-periods demonstrate very simi-
lar results toward each option (A to H: re-
ferring to different skills that the advisors
have) with typically 2% difference between
each other. On the other hand,it shows that
around 69% to 70% of the students agree
on option D (D. helps you choose learning
resources), which makes this option ac-
counts the most. Meanwhile, option B (B.
helps you decide self-study strategies) ac-
counts the second most with around 60% of

the students’ inclinations.

|| || 4
E F G

AT
AMMMMMMIIhS

H

54.2% 52.5% 1.7% 0.0%
51.7% 50.0% 0.0% 0.0%
55.0% 50.0% 0.0% 0.0%

Key: A. Helps you decide self-study methods B. Helps you decide self-study strategies C. Helps you decide
learning aims D. Helps you choose learning resources E. Answers your questions about language F. Feedback

of your performance G. None of them H. Other:

Fig. 1
Furthermore, in the interviews ( see
Tab. 4), the students specifically mention
how the advisors promote learner autonomy
through supporting students’ learning meth-
ods, learning strategies and giving feedback

on students’ performance. For example, the

advisors suggest useful and interesting Apps

How do the Independent Learning Advisors foster learner autonomy? (Multiple-choice)

on smart phones to boost students’ interests
and motivation toward learning. The advi-
sors also emphasize the importance of au-
thentic learning resources in language learn-
ing,and it may can explain why most of the
students agree on option D (D. helps you

choose learning resources) ,and the most in-

257



MBS (2016 SFH4550)

teresting point is that some students even
feel,as the advisors come from different cul-
ture backgrounds,the advisors entail various
culture resources. Moreover, the students
feel learning strategies suggested by the ad-
visors highly improve their learning efficien-
cy and productivity,this probably is the rea-
son why option B(B. helps you decide self-
study strategies) accounts the second most.
Additionally, the students highly feel that
the advisors’ detailed and practical feedback
enable them to put learner autonomy into
practice.

To sum up,the results indicate that the
advisors develop learner autonomy in a com-
prehensive way, as all the students demon-
strate very similar results toward each op-
tion, it refers to that the advisors support
students’ each learning aspect. Secondly, it

proves that the advisors pay closer attention

to students’ learning abilities, which echoes
the heart of learner autonomy 7'%17-21) For
instance,the advisors emphasize how to un-
dertake self-study strategies, how to choose
learning resources, it clearly illustrates that
the advisors put much more attention on
“how”to learn,instead of“what”to learn. In
another word, learning abilities equip
students with tools to solve problems in the
future, even when they do not have formal
education anymore, which means it can have
a beneficial effect on their lifelong learning.
Besides, the advisors bridge the gap between
theories and practices of learner autonomy
in a technical way by offering useful learn-
ing resources, learning strategies, practical

feedback etc. ,instead of leaving learner au-

tonomy as a formality.

Tab.4 How do the Independent Learning Advisors foster learner autonomy?

daily life

Learning methods

BBC

« Suggest use ful Apps on smart phones to integrate the learning into our

» Suggest us to talk with native speakers to improve the speaking skills

« Suggest to employ authentic English media program or publications .e. g.

Learning strategies

a lot

» Suggest interesting Apps to conduct time management
» Suggest to compare planned aims and actual outcomes

* These good strategies enhance my work ef ficiency and productivity

Feedback on performance

» Analyse my weaknesses and strengths,and provide very detailed sug-

gestions which enable me to put learner autonomy into practice

Meanwhile, it might can also clarify
why the students’ perceptions of learner au-
tonomy getting profound throughout the
EAP course, and how the Independent
Learning Advisors play a role on that. As

mentioned before, during the first week, the
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students fully deny the involvement of other
people or learning resources in the develop-
ment of learner autonomy, however, learner
autonomy includes the ability of interde-

(181 which is the reason

pendent learning
why advisors emphasize capacities of emplo-

ying learning materials/resources, in this
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way, the students realize the role of other
people and learning resources in autonomy.
Besides, as the advisors put attention on
“how” to learn, it enables the students to
recognize learner autonomy refers to learn-
ing abilities instead of learning methods,
which also further guides students to realize
that the equipment of learning abilities has a
benefit effect on their lifelong learning rath-
er than temporary learning. Besides, the ad-
visors recommend different ways and tools
to initiate students’ interests and self-moti-
vation toward learning, as the advisors un-
derstand that the academic culture of this
UK university prefers students to take con-
trol of their own learning, and self-motiva-
tion can keep students continuously making
efforts in controlling learning, it explains
why the students gradually shift their ex-
trinsic motivation to self-motivation. These
skills that the Independent Learning Advi-
sors possess also echo the functions that
Language Learning Advisors act™!, inclu-
ding raising awareness of language learning
process, helping learners to identify learning

goals,suggesting appropriate materials.
4.2.2 Chinese students’ perspectives on the
role of Independent Learning Advi-

sors at different time-periods

The findings gathered by questionnaires
(see Fig. 2), firstly show that most of the
students feel the advisors play different
roles in promoting learner autonomy rather
than one role, as option A to H are all a-
greed by the students at different time-peri-
ods with different proportions (option A to
H refer to different roles played by Inde-

pendent Learning Advisors). It indicates

that the advisors play complex roles in fos-
tering learner autonomy,this corresponds to
the comprehensive skills that the advisors
possess as mentioned before. However, it is
found that most of the students do not agree
that the advisors play a role as the monitor
or evaluator,as option F(F. monitor & eval-
uator) accounts the least. Secondly, it dem-
onstrates that the students at different time-
periods agree on different roles played by
the advisors. For example, it illustrates that
throughout the first six weeks on the
course,more students(around 55% )agree on
option G (G. resource supplier). This indi-
cates that at this stage,the students tend to
feel the advisors support them more as a re-
source supplier. Gradually. after one year,
students start to agree on options A, B, E
(A. guider, B. counsellor & helper, E. moti-
vator) as well, in addition to option G. It
presents that after one year, the students
seem to feel that the advisors play much
more roles in learner autonomy, including
guider, counselor, and motivator. Mean-
while, it is noticed that during the first six
weeks into the course,a small proportion of
the students feel that advisors do not play
any roles in learner autonomy, although the
percentage keeps decreasing from 3. 3% to
0.8%. However, after around one year, this
proportion does not remain anymore. It indi-
cates that the students gradually realize that
advisors play different roles in developing
learner autonomy throughout their study in
the UK.

The results also show how students’ per-

spectives on role of advisors change throughout

the course/overseas study. (see Tab. 5)
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Tab.5 Have your perspectives on role of the Independent Learning Advisors changed

throughout the courses/overseas study?

Before the EAP course

» Teachers or private tutors who are responsible for teaching

* Monitors who might supervise students

Week 1 & Week 6

* Resource supplier

* Provide wvarious resources in terms of dif ferent learning aspects
(Apps,BBC,Magazines)

e The advisors come from dif ferent backgrounds ,they entail dif ferent

culture resources

1 year

» Guider (how to conduct critical thinking)
» Counsellor (practical and detailed suggestions)
» Motivator (positive feedback make me feel much more confident ;initi-

ate my interests by suggesting me to use interesting Apps).

The results present that before the ever, once the students start the EAP

course, the students reckon advisors might course,they realize that the advisors do not

be teachers to teach them English or the ad- act as a teacher or a monitor as they imag-

visors are monitors who might sit in front of ine.

the class to supervise their self-study. How-

60.0%

50.0%

40.0%

30.0%

20.0%

10.0%

0.0%

A
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B R DTS e IR s el
I
AN\
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A NN NN NN
BN NN NN NN
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NSNS
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=
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#Week1 51.7% 53.3% 50.0% 50.8% 50.0% 14.2% 54.2% 51.7% 33% 0.0%
EMWeek6 52.5% 54.2% 525% 50.0% 525% 16.7% 550% 542% 08% 0.0%
W1lyear 55.0% 55.0% 50.0% 45.0% 55.0% 15.0% 55.0% 50.0% 00% 0.0%

Key: A. Guider B. Counsellor & Helper C. Organizer & Designer D. Co-operator (Peer partner, Friend,
Participant) E. Motivator F. Monitor & Evaluator G. Resource supplier H. Atmosphere creator I. None

of them J. Other:

Fig. 2 What do you think role of the Independent Learning Advisors in

fostering learner autonomy? (Multiple-choice)

Additionally, during the first six source supplier, but after around one year,

weeks,the students feel the advisors are re- the students feel the advisors play more
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complex roles in fostering learning abilities
and learner autonomy.

However,it is acknowledged that learn-
ing advisors are not teachers,as they do not
transmit specific knowledge to students ac-
cording to a syllabus™ ,learning advisors of-
fer“a form of therapeutic dialogue that en-
individual to

ables an manage a prob-

”16] which is quite different from dis-

lem
course usually employed by teachers . The

reason why students reckon the advisors are

5.Conclusions

This mixed-methods study indicates
that Chinese students gain deeper percep-
tions of learner autonomy in conjunction
with better understanding of the complex
advisor features through their integration
into British academic culture. This lies in the
facts that the British education system is
more student-centered compared to the more
teacher-centered Chinese education system.
Thus, students’ transition to the British ed-
ucation system bridges their gap between
the theory and practice of learner autonomy.
Additionally, the equipment of language/ac-
ademic advisory-service in British education
system enables students to be familiar with
this service that they have never experienced
before, but also offers students an affor-
dance in developing their learner autonomy.

This study also reveals the learning
characteristics and learning needs of Chinese
students. For example, Chinese students of-
ten lack experience of learner autonomy and
service, and

language/academic advisory

they are not very confident and even lack

teachers or monitors,is that language-advi-
sory service is fairly rare in China currently,
especially in mainland China, as in the sur-
vey, it shows that only 11. 67% of the
students have experienced language/aca-
demic advisory service in Chinese universi-
ties before they come to the UK. Thus,it in-
dicates that the Chinese students quite lack
experience of language/academic advisory

service and learning advisors.

sense of security while moving to a new aca-
demic culture. Based on that, learning advi-
sors may need to explain the concept of
learner autonomy, also the roles and purpo-
ses of advisors to enhance the integration of
Chinese students. Additionally,advisors may
need to provide more positive feedback to in-
itiate their learning motivation, confidence
and interests. Learning advisors might also
need to pay more focus on sub-set of learn-
ing skills and learning strategies, which Chi-
nese students have never experienced before
such as critical thinking and time-manage-
ment,

Finally, as there is such difference in
the education systems between China and
the UK, learning advisors could consider
finding a balance between teacher-centered
approach and learner-centered approach, at
least initially, in order to ease Chinese
students’ culture shock or learning shock
while they moving to a new academic cul-

ture.
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Abstract: This paper presents three learners’ stories with different setting and time scales:a
Chinese worker as a language user in Japan,a Japanese language major student in Chinese
university,and a German learner of Japanese participated in eTandem project. These stories
were constructed by narrative analysis with qualitative data. Comparing the three cases, it
was found that participants build social relations in a group/ community they belong to or
have a relationship with significant others by exercising learner autonomy. Their autonomy
as Japanese-related person was fostered and constrained in their relationships of the social
context. LLearner autonomy can be seen as socially mediated agency to obtain authorship of
one’s action and voice, which leads to an enhanced second language life. Moreover, it is
shaped and developed by social relationships.

Keywords: Narrative analysis, Learner autonomy, L.earner’s voice,Japanese-related self
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1.Introduction

Benson(2011) states that learner auton- socially mediated agency ( Toohey & Nor-

omy is“the capacity to take control of one’s
own learning” (p. 61)and discusses its three
dimensions of control a learner can exercise:
learning management, cognitive processes
and learning content. From an ecological

perspective, learner autonomy is defined as

ton,2003) ,and means having the authorship
of one’s actions and one’s own word(van Li-
2004 ).
through interaction with more capable peers
(Little, 2000), through expanding ZPD and
ZPA(Nakai,2016).

er, Learner autonomy develops
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Murray,et al. (2014)claims that learner
autonomy is influenced by factors related to
learner’s emotion, learning space, and social
environment. Moreover, learner autonomy is
related to the learners’ intrinsic motivation
which is relevant to the learner’s own view
of life (Ushioda, 1996). Therefore, research
focusing on learner autonomy needs to in-
vestigate holistically learners’ experiences in

their real lives. In order to explore learners’

2.Methodology

2.1 Narrative analysis

According to Barkhuizen, Benson and
Chik (2014) , narrative inquiry is conducted
“either by using stories as research data or
by using storytelling as a tool for data anal-
ysis or presentation of findings”(p. 3). They
also stress the importance of narrative in-
quiry in research in language teaching and
learning nowadays from two points below.
Firstly,it helps us to understand phenomena
from learners’ perspectives of those who ex-
perience them and the inner mental world of
language teachers and learners. Secondly, it
helps us to understand the nature of lan-
guage teaching and learning as a social and
educational activity.

The research on learner autonomy has
been conducted focusing on learners’ ability

and action in/outside the classroom. Howev-
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experiences, narrative analysis works effec-
tively and practically ( Benson, 2005; Aoki,
2009).

In this paper, three learners’ narratives
with different time scales shown as below
are introduced to explore learner autonomy
through their experience of learning Japa-
nese as a second language beyond the class-

room.

er, Aoki (2009) pointed out that “we need
more balanced holistic approaches that situ-
ate individual capacity in the social context”
(p. 254). In order to do so,narrative analysis
(Polkinghorne, 1995)is one of the powerful
tools to examine learner autonomy over a
long time span. Exploring learner autonomy
by using narrative analysis will provide us
with a new perspective to research learner
autonomy of which bases on the learning ex-

perience of learners.

2.2 Data collection and analysis

This study focuses on three participants
in different settings and timescales.

Various narrative and non-narrative da-
ta were collected to understand each partici-
pant holistically. They were analyzed and
constructed as a story to convey the under-

standing of the meaning of data.
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Tab.1 Research participants
Participant profiles
Case
Pseudonym/gender background
1 Wang/Male A Chinese worker, 15 year staying in Japan
2 Mei/Female A Japanese language major student in Mainland China
3 Lea/Female A German university student, participated in eTandem project
Tab. 2 Data collections
Case Pseudonym Contents of data
1" interview 57 mins (12,]July,2015)
1 Wang 2™ interview 65 mins (23, August,2015)
3™ interview 76 mins (27 ,September,2015)
1" interview 35 mins (12, September,2012)
2 Mei 2" interview 60 mins (16, March,2013)
3" interview 50 mins (14, January,2014)
Interview 162 mins (21,March,2011)
Questionnaire before interviewing and two emails with additional ques-
3 | tions after interview.
_ea
Video recordings of two Skype sessions,
Learner diary,Chat and email logs with researchers,Copy of resources
used in the tandem sessions, field notes.

Three stories of learning experience

were constructed by narrative analysis, in

3.Results

3.1 Case 1:Wang's story

After graduation from graduate school,
a Chinese worker Wang found employment
at a major corporation near Tokyo. This was
the success he had aimed for when he came
to Japan. He said this was the dream every
overseas Chinese student had at the time.
But he decided to come back to his second
hometown Osaka,because he wanted to help

his Japanese friend Tomo (pseudonym) and

order to understand how their learner auton-

omy was situated in the social context.

his family who were in trouble and had sup-
ported Wang’s life in Osaka.

In Osaka, he worked for a language
school then he changed the job and now is
working for a bank in Osaka.

Many of his Chinese friends in China
and Japan run their own company. Through
learning about their lives, he also wanted to
own his own company in Japan. But he could
not do it because he held working visa which

didn’t allow him to run his own business.
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After debating whether to get a permanent
visa or acquire Japanese nationality, he de-
cided and got a permanent visa which
doesn’t limit his job. Now he is working at
bank in Osaka to get knowledge of running
company and Japanese business language
and culture.

“Learning Japanese at language school
and university was no more than just getting
knowledge of Japanese language, the same as
studying at school in my childhood. I think
that learning Japanese is more about getting
out into the real world and trying to do what
I want in Japanese. ”

“I'm living life as a worker in Japan
now, but being told that my Japanese is very
good means I am still out of Japanese socie-
ty. Nothing changes rapidly. Who 1 am now
is a product of the difficult struggles | have
accumulated over my time living in Japan.”

Now he recognizes himself as a member
of Japanese society. He reflects that he has
spent his second language life through in-
creasing Japanese proficiency which enables
him to do what he wants in society. For in-
stance, he needs Japanese proficiency to de-
fend his position and protect his rights in
society,as shown in one excerpt of his nar-
rative below.

“T was not good at making inquiries be-
cause as a foreigner I wasn’t taken serious-
ly. So,when I needed to inquire about some-
thing,I asked Tomo in Osaka. One day, he
asked me why I didn’t do it by myself even
though I could speak Japanese well. Since
then,I tried to do this with his support. I
memorized how he talked. And after he
asked me to do it by myself,I made a phone
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call while he was listening to me. After prac-
ticing,I can do it alone and now I make use
of being a foreigner to bend the rules if 1
need to. I have so much confidence that I
sometimes do it for Tomo. ”

He improved his socially disadvantaged
position because of being a foreigner
through becoming able to make inquiries and
negotiation, furthermore he can take advan-
tage of being a foreigner. In this way, Wang
had clear ideas about what kind of person he
should be in his communities in Japan.

During his life in Japan, he had a role
model whom he wished to be,and dependa-
ble persons who can support him appropri-
ately. With these significant others, he par-
ticipated in some groups and communities he
wanted to belong to, which led to the con-
struction of his social identities in society.
He exercised his autonomy as a learner in
order to construct his desired social identi-
ties (Riley, 2007) under the influence of so-
cial complex forces: the master narrative he
grew up with in China,the immigrant model
story he inherited from his fellow Chinese,
institutional constraints that limited what he

could do, and his significant others both in

China and Japan.
3.2 Case 2:Mei's story

Mei has an experience of being exposed
to Japanese pop culture before entering uni-
versity, such as watching Japanese songs,
watching animations and dramas, but found
that she did not have a strong interest in
them.

After becoming a Japanese language

major student, Mei devoted most of her time
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to learn grammar and vocabulary via Japa-
nese classroom. That is because Mei thought
that a good basic of language knowledge is
of great importance for learning a language.
Moreover,she did not like Japanese pop cul-
ture so much. However,one of Mei's seniors
told her that watching animation and drama
on the Internet is a good way to learn Japa-
nese,so Mei tried to do this. While realizing
she barely knows what she loves about ani-
mations and dramas, she watched them for
her own fun only when she had time.

However, Mei realized that she has a
problem in speaking Japanese naturally
when she did language exchanges with her
Japanese friends. Her Japanese friends gave
her some advice to improve her speaking
skills by watching Japanese animations or
dramas, so that Mei started consciously u-
sing them for her Japanese language learn-
ing. She searched informations of the latest
animations and dramas on the Japanese lan-
guage learning websites or video websites.
She tried to read the introductions or some
episodes to choose the ones she is interested
in. After watching some animations and dra-
mas, she found her preferences and started
to enjoy watching them more and more. She
also watched shows which she is fond of for
several times.

At the same time, she used some learn-
ing strategies when watching animations and
dramas. For example, Mei looked up new
words she heard in the shows,and she took
notes and tried to remember the new words.
She chose some phrases which were useful
for daily conversations and mimicked them

for practicing. She tried to use words and

phrases learned from animations and dramas
or used them as a topic while communicating
with her Japanese friends.

Although Mei stopped watching anima-
tions for a while, she continued watching a-
gain when she realized that she was not able
to follow her classmate's conversations about
animations during break of the classes. She
searched on the internet about animations
which her classmates talking about and
watched the ones that she had interest in.

Mei kept changing resources and strate-
gies according to the changes in her learning
goals or the development of her proficiency.
After using what she learned from anima-
tions and dramas and realizing that she
could understand more and more in the
shows, Mei started to use animation more
purposely for the sake of learning. She
aimed at learning phrases but she set her
target to learn how to use phrases in a con-

versation.

3.3 Case 3:Lea’s story

Lea is a university student who majors
in mathematics at a university in Germany.
She was interested in Japanese because her
favorite music group, “Queen”, sang a song
with Japanese lyrics when she was young.
After taking two elementary level Japanese
courses,she joined the eTandem® project in-

order to practice what she learned with a

@® Tandem learning is a learning mode which
two learners with different mother tongues work to-
gether in order to learn from each other based on two
principles, reciprocity and learner autonomy ( Little

&. Brammerts,1996).
267




MBS (2016 SFH4550)

Japanese partner and develop reading profi-
ciency in Japanese characters. The project
was collaboration between a Japanese uni-
versity and a German university on a volun-
tary basis. It consisted of written communi-
cation by emails and oral communication by
Skype via the Internet over five weeks. Lea
was paired with Aki(pseudonym), a Japa-
nese learner of German. They exchanged 24
emails and had three Skype sessions within
five weeks.

In the first week,Lea was excited about
sending the first message® to Aki. At the
same time, she was anxious about her lack of
language proficiency because she had never
communicated with Japanese people except
for her Japanese teachers. But after the first
exchange, she got confidence because Aki
understood her Japanese message and lLea
was mostly able to understand what Aki
wrote in Japanese. Lea wrote that“Watashi
no shumi wa gasshou ni utaukotdesu. (My
hobby is singing in chorus.)” (15/Nov/
2010). Aki replied that she liked German
and Austrian composers and that is the rea-
son why she decided to major in German
study. Aki also wrote “watashitachi ha fu-
taritomo onngaku wo shite imasu ne! Anata
no utagoe wo kite mitai desu. (We both play
music. I want to hear your singing voice.”
(18/Nov/2010). In replying in the second
week, Lea explained the concert of her cho-
rus group before she wrote about a second
topic. Afterwards, LLea and Aki continued
exchanging messages about classical music,
in addition to writing about the fixed topics.
In the third week,lea was quite eager to fi-
nally meet Aki face-to-face in the first Skype
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session,after they exchanged eight emails in
two weeks. She could speak a lot of Japanese
thanks to her preparation. According to a
German coordinator who observed their
Skype session nearby,lea was very pleased
to be able to see Aki directly and communi-
cate in Japanese. In the fourth week, Lea
spent about four hours to write a very long
email composed of 2282 Japanese charac-
ters. She wrote about her favorite movies
and music according to the fixed topic as
well as the news about a Japanese orchestra

she had

in the Christmas season which
watched on TV in that week. During writing
the message, she found that she needed to
learn more vocabulary. Therefore, she made
a vocabulary list using the words that she
looked up in writing the email and registered
79 new words and phrases in flash card soft-
ware for memorizing them. She also inten-
tionally used new grammar in writing emails
and talking in Skype. In the fifth week, she
had the longest Skype session with Aki and
asked her questions about Japanese grammar
and culture.

Lea and Aki found a shared interest(=
classical music) and continued personal in-
teraction besides fixed topics. Through the
authentic communication with her tandem
partner, Lea regarded Japanese as a tool of

communication, not as a subject. Lea’s per-

@ Participants start exchanging emails at the
beginning of the project and from the third week they
also have Skype sessions. Topics for each week were
fixed by a guideline and participants were supposed
to send at least two messages and correct five mis-

takes for each.
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sonal interest in Aki motivated her learning
and she spent more time in preparing ses-

sions and learning Japanese. At the same

4.Discussion

We would like to consider the three ca-
ses in two points as shown below.

1)Participating in communities and con-
structing relationships with significant oth-
ers

2) Considering language learners as lan-

guage users involved in second language context

4.1 Social relations in a group/
community

Comparing three cases with different
time scales, they have similarities in terms of
building social relations with significant oth-
ers in a group/community which each par-
ticipant wanted to belong to by exercising
their autonomy.

Case 1: Wang participated in communi-
ties motivated by role models who were his
Japanese friends and significant others both
in China and Japan,who gave him appropri-
ate support during his life in Japan.

Case 2: Mei used Japanese animations
and dramas after her senior and Japanese
friends suggest to do it. She stopped watc-
hing animations for a while, however, she
tried to keep watching them which enabled
her to maintain the relationships with her
friends. Because animations and dramas are
a common topic among them.

Case 3:lea became eager to construct
her relationship with Aki after having found

that they had the same interest and contin-

time, she felt her improvement in Japanese
proficiency through the interaction with Aki

and this feeling became her motivation.

ued personal interaction. Also, LLea was in-
terested in learning Japanese more relating
with their interests and now she is learning
Japanese as a tool of communication.
Through social relations, they made ef-
forts to construct a social identity or obtain
a Japanese-related self while participating in
groups/communities or keeping the relation-
ship with classmates, friends, and language
partners. In this research, the three partici-
pants expressed themselves to significant
others and participated in community auton-

omously by using Japanese.

4.2 Language learners as language
users

According to Bakhtin(1986),in our so-
ciety, every group of people has a distinct
way of talking and using language which is
called a speech genre. It is conceivable that
the language participants wanted to learn is
his speech genre. Through acquiring a
speech genre in a group of people, they ac-
quired their own voice which led to their
construction of social identities/language re-
lating selves on an equal footing. Applying
this theory,the three participants seemed to
construct a social identity while participat-
ing in groups/communities or keep the rela-
tionship with classmates, friends, and lan-
guage partners by using Japanese.

Case 1: Wang learned how to make in-
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quiries through imitating his Japanese friend
and support from him.

Case?2 : Mei tried to understand what her
classmates were talking about animations.
She also tried to use words and phrases
learned from animations and dramas or
talked as a topic while communicating with

her Japanese friends to express herself.

Case3: Lea tried to share her interest,

5.Conclusion

To summarize previous studies and the
findings of this research, language learners/
users need to construct their own voice to
situate themselves in L2 related social rela-
tionships. This is just as necessary as learn-
ing contents, resources and especially lan-
guage knowledge.

They also need learner autonomy in
pursuit of their own voice, which fosters
language learning and leads to participation
in the second language society. Taking from
their stories, learner autonomy can be seen
as socially mediated agency to obtain au-
thorship of one’s action and voice, which
leads to an enhanced second language life,
and that their autonomy as a Japanese rela-
ting people were shaped and developed by
social relationships.

At the same time, the mechanism of ex-
ercising learner autonomy is not simple.
Complexity systems(Larsen-Freeman & Ca-
meron, 2002; 2008, Mercer, 2011) is useful
when trying to understand this. Complex
system is an evolving and self-organizing
system composed of many factors that inter-
act with and adopt to each other. In this sys-
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classical music,with Aki by using Japanese.

In short, they are language users as
well as learners. Through participation in
communities and constructing relations with
significant others, they construct social iden-
tities and language related selves by exerci-
sing their learner autonomy fostered in their

relationships of the social context.

tem, factors are related in non-linear ways
and cannot be reduced to simple cause and
effect relationships. A small change in one
element generates a change in the whole
system.

Wang’s learner autonomy which helps
him to construct social identities is fostered
and constrained in this complex system of
the social context. Significant others don’t
always help him to foster learner autonomy
and construct social identities. Mei kept
learning through watching dramas and ani-
mations not because she got interested in
but because she wanted to improve her Japa-
nese ability and to maintain relationships
with her friends. Lea changed in focus on
learning from increasing Japanese proficien-
cy to using Japanese to share Lea and Aki’s
common interests. Complexity theory can
acknowledge the mutual constitution of so-
cial and historical contexts and individuals
as complex system(Sade,2014).

As Palfreyman(2014) states that teach-
ers need to keep an eye on where learners
have come from or are heading from a broa-

der and holistic view of learners context, we
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think that we as educators need to listen to
these narratives and bear them in mind as
we design courses for our students. This is
especially important for language education
which still tends to focus on grammar drills
and prescribed vocabulary without reflecting
the real desires,experiences and needs of our

actual students.
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Abstract: Development of learner autonomy is a challenging task, especially when
students are not presented with regular opportunities to reveal their voice and take part in
shaping,at least to a certain degree, classroom discourses. Engaging students in egalitarian
teacher-students I-Thou dialogue (Buber,1970)appears to be an effective way of empowe-
ring students voice, however there is need to investigate ways of practical implementation of
this practice. Student feedback questionnaires (SFQs)have been widely used in tertiary in-
stitutions as a tool for establishing communication between students and teachers, as well
as educational institutions,and evaluating course content and pedagogical methods applied.
One of the major criticisms of this practice though is its summative nature and lack of clo-
sure of the feedback loop with students. Present study explores the practice of implemen-
ting formative continuous student feedback (CSF) throughout the duration of the whole
course where teachers collect responses from students at the end of the class and close the
loop in consecutive sessions by analyzing the feedback provided and acting upon it. Integra-
ting the principles of Freire's praxis and Buber’s I-Thou dialogue, this practice appears to
be facilitative of building effective channels of communication between all parties involved,
as well as developing greater sense of autonomy among students over the learning process
in an English as a foreign language (EFL)classroom. The research is conducted as part of a
larger CSF project implemented at a tertiary institution in Hong Kong.

Keywords: Autonomy, Praxis,Student feedback,I-Thou dialogue
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1.Introduction and background

Autonomy is commonly described as
“the sense of having a choice and experien-
cing oneself as the initiator of one’s actions”
(Bao &. Lam,2008,p. 269). Vansteenkiste,
Zhou, Lens,and Soenen (2005) elaborate on
the role and significance of autonomy in hu-
man behavior in light of Self-Determination
Theory (SDT), when people are perceived
as possessing inherent needs for autonomy,
relatedness and competence (Kaplan & As-
sor,2010)arguing that “people have the nat-
ural inclination to engage in activities that
are experienced as self-chosen or volitional”
(Vansteenkiste et al., 2005, p. 468). It is
further referred to as psychological need
which is crucial for maintenance of
individual’'s well-being and development, re-
flecting “self-endorsement of actions on in-
ner,intraindividual level” rather than “cog-
nitive preference or an interpersonal value”
(Vansteenkiste et al. , 2005p. 479). Learner
autonomy has been described in terms of
“taking control over one’s own learning”
(Holec,as cited in Ismail & Yusof,2012,p.
473) ,and has been commonly argued as the
key indicator of a learner’s ability to achieve
academic success, engage in life-long learn-
ing and be full participants in democratic
discourses on a wider socio-political scale
(Raya &. Viera, 2015). It is also important
to acknowledge that the very notion of
learner autonomy,or autonomy in a broader
sense of this word, is a multidimensional
phenomenon with various modes of manifes-
tation (Benson,2013) and, due to social na-
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ture of human development and the inevita-
ble influence of immediate surrounding,can-
not occur in a vacuum, Development of au-
tonomy thus requires presence of the Others
who act as reciprocates and respond by giv-
ing various kinds of feedback which help to
validate one’s initiations of autonomous be-
havior.

Autonomy in human interaction could
be witnessed through what Martin Buber
described as an authentic I-Thoudialogue, as
opposed to I-It interaction, where “Thou”
acts on “I” just as “I” acts on “Thou”, with-
out perceiving another as a “subject of coor-
dination” (Buber, 1970, p. 67). Translating
it into teacher-student relationships Buber e-
laborates on the nature of reciprocity in this
dialogue by saying that “our students teach
us” and further maintains that “we live in
the currents of universal reciprocity” (Bu-
ber,1970,p. 67). This concept of I-Thou di-
alogue, having had a profound effect in the
world of philosophy could not have escaped
the domain of education, where Buber’s ide-
as have been applied to the study of class-
room discourses in the area of autonomy.
For example, Kaplan and Assor (2010)
maintain that presence of I-Thou dialogue
between teachers and students is an effective
tool for fostering autonomy and building
more student-centred and needs sensitive
classroom environments. Drawing on a body
of literature, while discussing interconnect-
edness between the concept of I-Thou dia-

logue and autonomy, they observe the fol-
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lowing traces as distinctive of actions facili-
tative in development of autonomy: Taking
into account others’ world views and lived
experiences, providing options, supporting
initiative from the side of another partici-
pant, reducing the levels of power imbal-
ance, understanding and communicating per-
ceived appropriateness of actions, encour-
agement of constructive critique, and dis-
couragement of excessive compliance from
any of the parties involved. This under-
standing of autonomy-facilitative dialogic in-
teraction very much aligns with the concept
of dialogic education proposed by Freire
based on the principles of addressing power
imbalance in teacher-student interaction and
acknowledging personal lived experiences of
students with the teacher being an actor of
transformative change facilitating the devel-
opment of critical consciousness among
students through participating in egalitarian
discourses (Freire, 2005). These discourses
are formed in the “climate of mutual trust”

“

and teacher-student “partnership in naming
of the world” (Freire,2005,p. 91). Trust,in
this case, becomes the pre-requisite require-
ment for an authentic dialogue,as well as its
goal ,because “Trust is contingent on the ev-
idence which one party provides the others
of his true concrete intentions;it cannot ex-
ist if that party’s words do not coincide with
their actions. To say one thing and do anoth-
er-to take one’s own word lightly-cannot in-
spire trust” (Freire, 2005, p. 91). This con-
sistence between words and actions based on
reflection constitutes the essence of praxis,
which is the fundamental basis of genuine

dialogic interaction built upon the values of

mutual accountability and responsibility,
which is paramount for fostering autonomy-
supportive classroom discourses.
Establishment of an egalitarian authen-
tic autonomy-supportive I-Thou dialogue
(Kaplan &. Assor, 2010) though becomes
problematic in teacher-centred classrooms
with power imbalance between teachers and
students (Reay, 2006) due to lack of oppor-
tunities given to students to reveal their
voice (Mitsoni, 2006; Rudduck, 2006 ; Rud-
duck &. Fielding, 2006). This, in turn, re-
sults in insufficient integrative motivation
(Gardner, Tremblay, & Masgoret, 1997) a-
mong EFL learners which arguably leads to
lack of engagement with the course and im-
plementation of a meaningful teacher-
student interaction based on the principles
of praxis. This situation is further aggrava-
ted by ever growing class sizes and exam-o-
riented nature of courses,which often condi-
tions both teachers and students to focus on
the final ‘result’ missing a very important
step of establishing better understanding of
students’ perceptions of teaching occurring
in the classroom, which, in a way, under-
mines the effectiveness of meeting learning
outcomes of a course. Given this situation,it
becomes important to look for tools of es-
tablishing better communication between
teachers and student during the course and
encourage students’ autonomy through giv-
ing them an opportunity to ask questions,
provide suggestions and negotiate teaching
practices applied by instructors. Presence of
such communication channel would also be a

very useful tool for teachers’ self-reflection

and ongoing professional development.
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In an attempt to establish this channel
of communication between students and
teachers,as well as students and educational
institutions, application of student feedback
questionnaires has become a common prac-
tice ( Ballantyne, Borthwick, & Packer,
20003 A. Ardalan, R. Ardalan, Coppage, &
Crouch, 2007; Clayson & Sheffet, 2006;
Rowley,2003)and has been widely used for
evaluation of the quality of teaching provid-
ed, rating of students’ learning experience,
as well as identifying opportunities for fur-
ther enhancement of English language cour-
ses. Two types of SFQs are commonly ap-
plied: Summative and formative. Summative
feedback is usually collected at the end of
the course for evaluation purposes of the
teaching strategies applied, overall evalua-
tion of the course and suggestions for im-
provement of the course delivery and con-
tent. However,one of the major criticisms of
this kind of feedback is lack of the closure of
the feedback loop, which is arguably the
most important stage in student feedback
(Watson,2003) when learners are becoming
aware of the impact the feedback has on the
delivery of the course in the future. This
stage can also be described in terms of prax-
is,when students are presented with explicit
evidence of teachers’ reflection upon their
feedback and initiation of change. Absence
of this stage appears to have profound nega-
tive implications for students’ perceptions of
the purpose of the feedback collection be-
cause they are not aware of the conse-
quences of their participation in the SFQs
(Leckey &. Neill, 2001), making this prac-
tice primarily a one-off evaluation event
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rather than a way for implementing mean-
ingful change in teaching and learning.

Formative feedback,on the other hand,
is commonly argued as an effective tool for
establishing teacher-student communication
and enhancing learners’ experience through-
out the course ( Newton, 1988; Chen &
Hoshower, 2003; Wagenaar, 1995) facilita-
ting explicit closure of the feedback loop
through teachers responding to students’
questions and suggestions. However, appli-
cation of formative student feedback has re-
ceived less attention among practicing ESL
educators due to perhaps a number of rea-
sons including but not limited to, the expec-
ted time commitment invested in designing
feedback questionnaires, distributing them
among students,collecting and analyzing re-
sponses, and acting upon them repeatedly
throughout duration of the course. Having
said that,use of this kind of ongoing student
feedback practices appears to be highly ben-
eficial for students’ engagement and devel-
opment of sense of autonomy in the class-
room. It also arguably has a powerful poten-
tial to transform teacher-centered classroom
discourses by making them more learner-
centered through addressing students’ ongo-
ing concerns and needs as well as engaging
all parties in a mutually-beneficial continu-
ous egalitarian I-Thou dialogue.

Continuous student feedback (CSF), a
concept current research is built on, implies
application of formative feedback done on
regular basis with students offering sugges-
tions or asking for clarifications from teach-
ers and teachers analyzing this feedback, re-

flecting upon it and communicating their
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perceptions back to students as well as act-
ing upon them by making adjustments in
course delivery, when possible and deemed
as appropriate. The idea of CSF is thus built
upon the notion of Freire’s praxis and
Buber’s I-Thou dialogue in an attempt to
empower students’ voices and integrate
greater autonomy in teacher-student interac-
tion by establishing higher levels of trust to-
wards students in terms of initiating change
for their own learning environment and be-
ing accountable for the feedback provided.
This practice is established as a two-way

communication, where both teachers and

2.Methodology

2.1 Context and participants

The study took place at a language cen-
ter at a tertiary institution in Hong Kong
for one academic year. Several teachers were
involved in implementing CSF with their
groups. Out of all students involved, 16 were
invited to share their perceptions of the
practice in the interviews. Both Hong Kong
and mainland Chinese learners were present
among student participants, mostly in their
first year of undergraduate study, with a

small number being in their final years.
2.2 Method

Throughout two semesters ( Autumn
2015 and Spring 2016) teachers were imple-
menting CSF with their classes by providing
students with an opportunity to give feed-

back on their teaching as well as course con-

students participate as active agents of
change. The aim of this particular study is to
focus specifically on students’ perception of
the practice and the key elements that make
this practice useful. Thus, this study will at-
tempt to investigate the extent to which the
theoretical concepts of I-Thou dialogue and
praxis are materialized in CSF from
students’ perspective, as well as the degree
to which students see themselves as active
agents of change in shaping learning and
teaching context in terms of content and de-

livery.

tent,and ask questions when further elabo-

ration or clarification was necessary.
Students filled in the short questionnaires,
and provided answers using a variety of
tools including paper feedback forms and
online platforms, most popular being Socra-
tive. 16 students from various groups were
invited to participate in interviews on volun-
tary basis. In order to avoid any perceived
conflict of interest, interviews were conduc-
ted after the release of final grades, at the
end of the semester, in a neutral environ-
ment, by student helpers hired and trained
for research purposes. All interviews were
recorded and subsequently transcribed. All
interview data have been stored on pass-
word-protected devices in order to protect
participants’ anonymity.

Interview data and written responses
were further coded and organized around the

following categories: (1) CSF as a tool of
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communication; (2) Reciprocation and clo-

sure of the feedback loop; (3)Perceived abil-

3.Results and discussion

3.1 CSF as a tool of communica-

tion

Just like in any act of communication, be it
verbal or non-verbal, effective implementation
of I-Thou dialogue largely depends on the abili-
ty of all parties involved reciprocate and re-
spond in a timely manner, appropriate for the
immediate context. Thus, timing and appropri-
ateness of response among participants, the
mode and frequency of such interaction become
of a great importance in the implementation of
CSF. Half of the interviewed students expressed
that collecting feedback after every session
would be “too frequent” and too demanding,
and they would be prone to write “similar com-
ments” as they “don’t know what comments to
give ”. Nonetheless, overwhelming majority
commented that “eSFQ” (electronic Student
Feedback Questionnaire) ,conducted only at the
end of the semester, was far from sufficient,
which,in this light, appears to be rather a tool
of evaluation than communication between
students and teachers or educational institu-
tions. Reflecting on the use of students’ feed-
back collected only at the end of the course,one
of the student said, “maybe [ the teacher] will
evaluate after the course and [ the feedback ]
may be useful for the future. But she can’t give
us immediate response. ” The keyword, “imme-
diate”, provides an indicator as well as a ration-
ale in determining the suitable frequency of

feedback collection, balancing between the need
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ity to influence course delivery and content.

for teachers to address students’ concerns, both
in terms of the course content and class deliver-
y.and to effectively implement relevant actions,
as well as the need to ensure that adequate time
the

thoughtful reflection on behalf of the students.

is allocated throughout semester for
This notion of “immediacy” of the response ap-
pears to be very important as it is definitely one
of the key factors determining effectiveness of
communication in everyday interaction and is an
important component in dialogic teacher-student
interaction.

The formats of feedback collection also
deserve a special consideration as this gives
an insight into the preferred mode of com-
munication among students and the way it
can ensure implementation of a meaningful
feedback practice. The feedback channels ap-
plied included the traditional hand-written
paper forms and a variety of electronic ques-
tionnaires facilitated by different online plat-
forms,as well as emails. Based on the inter-
view data, students seem to appreciate elec-
tronic modes of feedback collection more,
when they could either download an app on
their phones, or login to a website, then
complete the questionnaire:

It is very easy to use. We only need to
click something. (Student B)

Give us multiple choice, give us some
hints, more things for us to think about.

(Student A)

Students particularly expressed some-
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what negative perceptions of a blank paper
with no guidelines or direct questions pro-
vided, which indicates the need for a con-
structive framework for communication:
You don’t know what to say. There is
no question,no any channel. (Student A)
We don’t want to write. (Student B)
While the

“add

two students appreciated
free-space paper style, saying they
things freely” (Student C) and “write our
own questions about things we find confu-
sing immediately, what we like, what we
want” (Student D), other students would
prefer to be provided with some guidelines
and options to choose from. And hence, the
paper questionnaire,consisting of a few spe-
cific  questions—with  some requiring
students to write very brief remarks and
some to circle a rating—has proven to be an
effective approach for CSF. For example, in
one of such guided surveys it has been asked
explicitly,“What did you think is the use of
the TED talk in today’s lesson?” The replies
were therefore very specific and sometimes
could be quite similar too, with a common
wish for more videos to be shown in class as
models or demonstration of public speaking
skills. A large number of students also ap-
preciated open-ended questions. Its only
drawback, for the few students who pre-
ferred a more comprehensive and detailed
reflection, would be that the questions were
too general.

When asked whether students find the
continuous feedback necessary,only a quar-
ter said “no”, probably because some might

feel somewhat skeptical about it being done

as an administrative procedure with no con-

nection to learning,and probably also due to
a misunderstanding in the meaning of “feed-
back” as it being necessarily related to com-
plaints or criticism—rather than perceiving
it in a more leveled sense of communication:

Not necessary for the student,but may-
be necessary for the department. Not imme-
diate, but for the future only. I don’t have
feeling, [ It is | just a standard process.
(Student E)

The teaching is quite good. I have noth-
ing to criticise. (Student B)

Teachers will know what is proper for
students, there is the course outline to fol-
low. [ ... ] And after all it depends on the
student’s individual ability. (Student A)

Students’ impression of feedback as a

¢ exercise—directed from (as-

‘ one-way ”
signed and carried out, top-down) and to-
ward (evaluation of teaching performance)
teachers—seems to be reinforced by, as it
seems,an unexamined assumption of the hi-
erarchal difference in power when students
are more seen as an “object” of education
(more of an “It”, in Buber’'s sense of the
word) that at times seems to be a problemat-
ic to adjust. To address this issue it is para-
mount to explore the ways in which the im-
portance of student’s role in feedback and
the classroom discourse can be emphasized
more explicitly to learners. It is also impor-
tant to re-examine and revitalize the actual
meaning of the word “feedback” in light of
meaningful interaction with a balance be-
tween specific guidelines and a degree of
freedom, with a variety of questions and
questionnaires and tools used. As the word
“feed-back” literally comprises “feed” (the
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act of giving food, to nourish, sustain, fos-
ter)and “back” (with a dual meaning of a
reverse or re-turn in direction, as well as
support,as in backbone), the following part
highlights the importance of students’ voice
in the practice of feedback-more as a dia-
logue,a form of communication than purely
evaluative. In this light it seems that the
principles of egalitarian I-Thou dialogue
which is, in theory, supposed to be facilita-
ting empowerment of students’ voice and
validating their experiences and opinions,are
not being entirely materialized, from the
perception of some of the students. This
self-perception of an “object” of education
rather than its active agent seems to be not
facilitative in terms of developing autonomy
and agency among a certain number of
learners. Having said that, majority of inter-
view participants clearly indicated that CSF
is an effective tool of communication be-
tween teachers and students and teachers’
self-reflection and is largely perceived as

necessary.

3.2 Reciprocation and closure of

feedback loop

In general, interviewees communicated
that CSF was valuable for three main rea-
sons: (1) Need for improving teaching prac-
tices; (2) seeking clarifications and asking
questions related to the content of the
course; (3) the process is perceived as emo-
tional, rather than purely information-load-
ed,interaction.

First of all, participating students gen-
erally agreed on the positive effect of CSF
on the enhancement in classroom discour-

280

ses,especially in terms of class delivery. For
example, some of the suggestions for im-
provement included:

Merge the activities and the content to-
gether,it will be helpful for us. (Student A)

...won't be too bored. English class is
something I don’t really wanna participate in
because it is not my course courses,and then
we need to spend time on it. If the class is
more fun or more interactive then it’s bet-
ter. (Student F)

These suggestions present valuable ob-
servations on behalf of students that activi-
ties should “merge” with the content (be
purposeful and useful for achieving learning
outcomes) , and the need for implementing
active,engaging learning.

Students also perceived CSF as an ef-
fective channel for follow-up questions out-
side class time (“three hours is a long time
for us[ ... ]we learn and forget something at
the same time”, said Student B), especially
when they encountered problems when do-
ing homework. As students belong to differ-
ent disciplines, some might experience con-
fusion with very different aspects of the
class content, referencing formats pointed
out specifically, but they might feel that
their concerns could be irrelevant to others
and would not want to ask for clarification
during class time. Thus, instead of approac-
hing a teacher face-to-face or addressing the
whole group openly,anonymous feedback to
the teacher in forms of specific questions
could be a more personal channel to have
one’s questions addressed.

Finally, students reportedly see CSF

not just as a tool for exchanging informa-
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tion, but also a tool for emotional ‘bonding’
and emphasized the intended emotional com-
ponent in the responses they provided, as
well as appreciating instructor’s investment
and effort in improving one’s teaching:

If T give negative comments, they may
feel very disappointed. (Student A)

Teachers need some motivation to teach
better. (Student B)

1 just try to tell what I really feel. I don
‘t have any purpose,just feel what I want to
say and I say it. (Student C)

When 1 give comment, the teacher will
ask why, she tries to improve herself. Even
there is no significant change, it is good to
see the attitude that she is trying. (Student
&)

It is therefore worth noticing that based
on the interview data, a majority of the
students expressed that they were reluctant
in giving “negative response” to their teach-
ers in feedback forms. The reasons given
mostly were evident of presence of an em-
phatic care for their teacher’s feelings,and a
valid belief in the need to express encour-
agement and recognition towards each oth-
er, a human feeling both teachers and
students can easily relate to.

However, concern for the teacher’s e-
motional state does not always appear to be
an obstacle for providing “negative” or con-
structive feedback. Among those who did re-
portedly include “negative comments” in
their feedback forms, a common perception
was that these were not “personal”, “just
recommendations for improvement. Even if 1
leave a negative comment, | just encourage

the department to improve”,said Student D.

These students reported writing construc-
tive comments on specific areas where teach-
ers can do better, some of the comments

“too

suggesting that course handouts were
much” and they could be better organized,or
sharing comments related to teaching tools.

Nevertheless, there were those who
have chosen not to provide comments for
further improvement or “negative” com-
ments for the reasons mostly justified by
their own set of priorities in terms of deci-
ding which courses are to be perceived as

&

‘useful”. For example, Student E shared

“negative”

that he never intended to write
comments for the ELC course because he
took the course to fulfill his university re-
quirement and thus did not believe in the
need to be invested in CSF in terms of see-
king for the ways of improving his learning
experience. Having said that, he also men-
tioned that he did provide negative feedback
in an extreme case when,in one of the cour-
ses he has taken,“the teacher was really bad
[...] he did not do anything. The content
was even wrong. | can’t learn what I should
learn[ ... Jthe teachers teaching still is really
bad.” This student’s perception of the
course as not being important, resulting in
his relative disengagement from CSF could
possibly be rooted in what we referred to
previously as seeing oneself in an objectified
way in the context of the course (the “It”).
However, on the other hand, by indicating
relevance and usefulness of certain courses
and his intention to be or not to be personal-
ly invested in improvement of the course

could also be seen as a manifestation of a-

gency and autonomy, when one sets one’ s
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own priorities and acts upon them. The chal-
lenge of tertiary education in this case would
be to ensure that courses taken are perceived
as relevant to students and build a bridge of
better communication and understanding of
students’ needs and perceptions,an endeavor
in which CSF could be a useful and effective
tool.

In order to ensure effectiveness of
student-teacher communication channel built
by means of CSF it is important to empha-
size that the overwhelming majority of
students interviewed stated that the senseof
closure of the feedback loop is essential. It
has been explicitly stated by Student E,who
put it in the following way:“If we give feed-
back and [ the teacher | didn’t do anything,it
is useless”. This is the closure of the feed-
back loop in CSF that ensures that feedback
is not only an evaluation of teachers and
teaching for departmental administrative
purpose,but a tool for stimulating students’
awareness of the fluid and mutually benefi-
cial participation of teachers and students in
shaping classroom discourse, as well as in-
creasing perceived relevance of the course to
students. Only through explicit closure of
the feedback loop it appears possible to talk
about the implementation of praxis in com-
munication, when students reveal their
voice, teachers critically evaluate and re flect
suggestions provided and act upon

upon

them.

3.3 Perceived ability to influence
course delivery and content

From the perspective of transformative

and critical pedagogies the talk about “class-
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room discourse” should indeed be under-
stood in a much broader sense, beyond the
four walls of a physical classroom as it
would be reasonable to assume that educa-
tion itself cannot be superficially separated
from wider socio-cultural and political dis-
courses, Learning progress itself undoubted-
ly goes far beyond a sequence of class activi-
ties and assessments, which often become
the key focus in exam-oriented educational
contexts and the awareness of the way edu-
cation might have direct impact on students’
everyday lived experiences might not be ob-
vious to learners. Students might not always
observe this connection and potentially
might develop certain apathy towards learn-
ing,or lack realization of the influence they
might have not just on the delivery mode,
but on the course content itself. Needless to
say that these sentiments might have the
most damaging consequences for learners
self-perceived autonomy, essential for learn-
er empowerments and establishments of an
egalitarian dialogue, and ability to bring a-
bout a meaningful change.effectively enhan-
cing their learning experiences, making them
more needs-sensitive and learner-centered.
In this research.the degree of students’
perceived ability to influence course delivery
or content was reflected in terms of indica-
ted percentage to which their feedback could
or should impact course delivery and con-
tent. The question put to the interviewees
was, “To what extend do you expect your
teacher to design the course content accord-
ing to your comments?” Answers generally

fell under three categories. The first group

of students, which were a minority, believed
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students have almost no say (the student re-
ported “1 %”) on course content. “I think
the question should be about what I have
learned that day. It has no relationship with
the next lecture”, reported Student H. The
design and delivery of the course content are
thus the teacher’s responsibility, and does
not appear to be perceived within the do-
main of students’ influence. The second and
third groups constituted the overwhelming
majority. These two groups largely agreed
that students should have some say about
the course on the whole—some indicated
that students’ suggestions could be imple-
mented up to 20%-40%, referring to the
perceived impossibility to alter the course
content or learning objectives;

The teacher won't change the structure of
content, but the way it is taught. (Student B)

The course outline has been developed

and followed for a decade, students may not

know what is most suitable for them.
(Student A)
I don’t leave comments about the

course structure. I just write what I have
learned. (Student D)

The extent of perceived students’ abili-
ty to influence course delivery has risen to
50% among some of the interviewees in this
group. However, just like the previous
group, students referred to mostly delivery
of the course rather than content:

Teachers need to respond to our feed-
back but not just rely on our feedback[ ... ]
the professionals know better what students
should learn. (Student E)

The third, relatively small group, with

70% of perceived students’ influence on

teacher’s decisions in designing the course
content, expected a less confined context of
learning for more exploration and are gener-
ally more ambitious in their learning goals:

I think we can learn more. [ ... |1 expect
to learn more[ ... |this semester is deeper but
not many new things. [ ... ] actually I think
that in the first semester, we have learnt a
lot. For example, basically we focused on the
academic style. And this semester focuses on
research. But each week we go deeper. The
change from [ course name A ] to [ course
name B ] is really small. For example, in
1013 we have to write essays and this se-
mester is the same. The only difference is
just the word count. It is not that different.
(Student G)

Perceived lack of confidence among most
of the interviewees in their ability to have a
meaningful impact on the course design raises
an important concern related to students’ belief
in their abilities as active agents of change, tak-
ing responsibility for their learning, which argu-
ably leads to development of life learning skills
spreading far beyond the actual classroom. Thus
it appears that only through building up
students’ confidence in communication through
implementation of egalitarian communication
practices, ensuring relevance of courses to
students’ lived experiences, and raising their
awareness of effective learning strategies
through establishing channels of communication
between teachers and students it is possible to

expect development of autonomy among learn-

ers.
3.5 Recommendations

In light of the findings and analysis
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provided above, the implementation of CSF
appears to be a complex process which re-
quires genuine desire to communicate, listen
and be heard on behalf of both teachers and
students, all components being essential to
materialization of I-Thou dialogue and foste-
ring autonomy in educational context. It is
important to make sure that in case forma-
tive student feedback is implemented it is
not getting confused with summative feed-
back administrated at the end of the course,
when students are not always aware of the
changes initiated by their suggestions. It is
essential that feedback is collected and re-
sponded to regularly and students are aware
that changes are made based on their sug-
gestions, and if change is impossible, it is
important to communicate and discuss this
with students to increase sense of ownership
of the learning process. Closure of the feed-

back loop thus is a vital component of CSF

4.Conclusion

Implementation of CSF practices is an
effective tool that helps students reveal their
voice, make their needs and perceptions
more explicit to teachers and facilitate the
implementation of a visible change in course
delivery. Teachers’ critical analysis of the
feedback provided and consequent action up-
on this feedback is the crucial step in CSF
loop when students observe the effect their
feedback has had on course delivery. Pres-
ence of the closure of the feedback loop thus
serves as the evidence of reciprocation on
teachers’ part and empowers students’ voice
through demonstrating that their attempt in
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and classroom interaction and should be rig-
orously observed and implemented in appli-
cation of this practice. To make sure that
CSF facilitates meaningful interaction be-
tween teachers and students,it is vital to en-
sure that there is variety of questions asked
in the feedback forms.,both specific and gen-
eral,with some open-ended questions to give
students an opportunity to express their
views outside of the framework imposed by
the presented questionnaires. Above all,it is
crucial to ensure that students are encour-
aged to critique classroom discourses and
provide constructive criticism in order to a-
void excessive compliance (Kaplan & As-
sor,2010)in the process of communication,
as this undoubtedly has the most damaging
consequences for the implementation of an
egalitarian teacher-student dialogue and fos-
tering of independence and autonomy in

learning.

exercising agency has had a concrete effect
on teaching and learning practices occurring
in the classroom. In terms of theoretical per-
spective, CSF appears to be an effective way
of implementing the principles of Freirean
praxis and Buber’s I-Thou dialogue, howev-
er,there are a number of limitations to be
taken into account,such as students’ lack of
confidence in their abilities to influence
course delivery and their self-perception as
“objectified” participants of the course, thus
not necessarily seeing themselves as having

a say in terms of what is being taught and

how. This, together with the need of in-
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creasing the relevance of the course content
to students appears to be a worthwhile di-
rection for further research,as well as inves-
tigating how CSF can positively affect
students’ engagement with the course and
result in more sense of ownership and per-
sonal investment in the learning process,
which are important aspects in fostering au-
and life-long learning

tonomy among

students.
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