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ABSTRACT 
The present study aims to explore Chinese learners' conceptions of learner 
autonomy from learners' perspective since researchers in language education 
argue that concepts of learner autonomy may bear cultural imprints and recent 
college English language education reform in China sets learner autonomy as a 
prime goal. 

The study first presents general background and an introduction to the research 
context. There follows a comprehensive literature review, tracking origins of the 
concept of learner autonomy in the fields of philosophy, general education, and 
language education, with distinctive 'Western' and 'Chinese' emphases. This is 
followed by a review of relevant research on learner autonomy in language 
education, which consists of research on learner autonomy as a concept, as a 
means for effective learning, relationships with culture, and methodological 
issues. To investigate Chinese learners' conceptions of learner autonomy, the 
study adopted a mixed research approach to collect data: with a qualitative 
method as the main research method to capture in-depth understandings of 
learners' conceptions, and a quantitative method as a supplementary one to 
support qualitative data findings and at the same time reveal further diversity. 
Moreover, to avoid any imposition of learner autonomy theory pre-occupied in 
the researcher's mind, the study does not ask directly about learner autonomy to 
learners but instead examines whether concepts of learner autonomy are 
embedded in students' accounts of successful English language learning. 

The study involved 27 interviews and a questionnaire survey of 450 college 
English language learners among three different Chinese universities. The main 
findings of the study are as follows: 1) Both 'Western' and 'Chinese' emphases 
and core elements of learner autonomy are found in Chinese learners' 

conceptions of successful English language learning; 2) Chinese learners' 

conceptions of learner autonomy are found to exist in two distinctive domains: 
learner autonomy for academic success (LAAS) and learner autonomy for 

communicative competence (LACC). 3) Learners' conceptions of learner 

autonomy can be influenced by different sources: political, economical, social, 

cultural, and individual. 4) Learners' conceptions of learner autonomy are 
dynamic, and subject to various factors such as progress of level of education 

and individual language learning experiences. 

Based on the data findings, a reconsideration of concepts of learner autonomy 
drawn out from students' conceptions of successful English language learning is 

discussed, which combines 'Western', 'Chinese' emphases and core elements of 
learner autonomy, associated behaviours, and sources of influences on them. 

This reconstruction of the concept of learner autonomy in the Chinese context 

contributes to a better understanding of learner autonomy theory. The research 
has important implications for policy makers, teachers, parents, and students in 

understanding learner autonomy from learners' perspectives and for research 
into concepts of learner autonomy in different contexts. 
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CHAPTER I BACKGROUND AND INTRODUCTION 

1.1 Background of personal motivation for the research 

My motivation for the present research on learner autonomy was a natural 
interest extending from my Master's study, along with my experience of 
being an English language teacher and learner. 

1.1.1 Why learner autonomy? 

The concept of learner autonomy aroused my attention during my 

engagement in my Master's thesis. By the end of my Master's course 
(2003-2004), 1 was motivated to explore Chinese learners' strategy use in 

their English language learning since I found that the literature on Chinese 

language learners' learning behaviours was contradictory and apt to 

attribute them, via the anecdotal descriptions or limited research findings, 

to Chinese cultural influences. During this process, I touched upon a new 

concept, learner autonomy, in reviewing Wenden's (1991) well-known 

book 'Learner strategies for learner autonomy: planning and implementing 

learner training for language learner'. With the expansion of my reading 

about 'learner autonomy', I realized it was a popular concept although it 

received strong criticism of various kinds. For example, one typical debate 

regarded the general iza bility of such a concept across cultures. For most 

learner autonomy proponents, autonomy is 'Western' in its origins and 

possibly inimical to 'Asian/Eastern/Chinese' culture. This discovery 

aroused my initial interest to fight against overgeneralization of culture, just 

as I was doing in my Master study. Frankly speaking, my interest was more 

an instinctive reaction than a mature thought at that time. However, this 

instinct was coupled with my own experience of being an English language 

teacher and learner. 

1 



I never doubted that there were autonomous learners on the soil of China 
during my six years of English language teaching in a university in China. 
These learners often were active participants in classrooms but also 
demonstrated a wide range of learning in their after class learning. For 
quite some time, I kept wondering why: these learners had high 
concentration in classroom instruction; they completed all teachers' 

recommended tasks with sufficient effort and quality; they seemed to 

explore more about the subject area in their own time. This question was 
further complicated by my other observation: those students who were not 
so active in ways teacher might prefer had clear opinions on what they 

wanted to learn or how English should be learned. However, when 
teachers'ways failed to meet their expectations, they chose to be 'passive'. 

As a language teacher, the first type of 'autonomy'was always my favourite 

whereas the latter was my headache. Nevertheless, reading literature on 
learner autonomy for the first time fundamentally challenged my definition 

of learner autonomy. Was the first type that was transmitted from my 

parents and teachers since I was a young learner the right one for all 

students to aim at? 

I took for granted that my own learning was an example of learner 

autonomy since this term was often heard and used when I was a learner. 

Ever since my entrance into formal education, I was often seen as a model 

'autonomous' student by both teachers and parents. I demonstrated a 

strong capacity to manage my learning as well as myself, and perhaps 

importantly I always obtained the highest marks in all subjects in most of 

my school education. This in turn became a positive complement that 

motivated me to behave in that way. I endeavoured to learn well in order to 

enter into a first-class university in China, just like all other examinees each 

year. However, on the day I succeeded I felt at a loss since my goal I never 

doubted for years of education was largely designed by parents, and 
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expected by others. I did not mean that I regretted my acceptance of such 
choice but I realized that I felt helpless when they suddenly asked me to 
decide from that time on. I did not think I had the capability to make 
decisions since I was used to following teachers' and parents' directions. 
Moreover, such feeling was shared by many of my counterparts. 

In relation to the limited literature I explored, I felt that I needed to 
understand what learner autonomy meant in the Chinese context: I needed 
a proper explanation for the learner autonomy I as well as many others 
demonstrated during our learning process; I needed to find out what lay 
behind 'passive' learners' choices; more importantly, I needed research 
evidence before I was able to argue against a culturally essentialist view of 
learner autonomy. All these drew my research interest towards the concept 

of learner autonomy. 

1.1.2 Why Chinese learners? 

Chinese learners became my research focus for four reasons. First, 

literature on learner autonomy remains contradictory as to whether learner 

autonomy is a concept of Western origin (e. g. Sinclair, 2000; Benson, 2001) 

or Chinese origin (e. g. Hsu, 2005) and answers will be found out through 

examination of Chinese students' conceptions. Second, as mentioned 

earlier, when the cultural appropriateness of learner autonomy was 

discussed in the literature, a contrast was often sought between 'Western' 

and 'Chinese' culture. I attempted to explore whether there was any 

evidence of 'Chinese' characteristics as described by the literature. If the 

answer was positive, then I would like to know whether they could be used 

to account for different Chinese individuals. Second, being a language 

teacher and learner myself, I well understood the Chinese educational 

system and how most Chinese students learned English. I thus was able to 

understand learners' learning process in relation to the actual contexts, 

which made my interpretation fair and justifiable. Third, being a Chinese 
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person who at the same time had the experience of studying in an English 
speaking country, I had both insider and outsider's perspective on 
'Chinese' culture. As an insider, I knew what were valuable traditions that 
elder generations expected younger ones to follow; as an outsider, I was 
aware of what were features treated as 'Chinese' by researchers in the 

relevant literature (e. g. Cortazzi and Jin, 1996; Hu, 2002; Jin and Cortazzi, 
2006). 

1.1.3 Why now? 

In a review of the literature on autonomy in language teaching and learning, 

Benson (2006a) reported a revival of interest in autonomy at the turn of the 

century. China seemed to be no exception to the'global trend'(Schmenk, 

2005) of implementing autonomy-oriented practice in its English language 

education. In 2004, the College English Curriculum Requirement (CECR, 

provisional, 2004) in China was reinforced. It outstandingly states that 'the 

main objectives for the reform are... to enhance learners' comprehensive 

abilities in English language use and to promote learner autonomy' (ibid 

P1). Along with it are seven guidelines specified as follows: 

0 to strengthen competences of language use, with particular reference 

to listening and speaking abilities, to stress reading skills, and to train basic 

translation and writing skills. 

& to facilitate reform in teaching approaches from traditional 

teacher-centred to learner-centred, with the assistance of multimedia and 

internet technology. 

0 to incorporate basic educational reform into College English language 

teaching planning on teaching contents and teaching approach. 

to diversify guidance with regard to various needs due to geographical 

and institutional differences. 
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0 to recognize the function of English language as not only a tool to 
enrich intercultural understanding but also a channel to increase students' 
comprehensive competences. 

to complete a test and assessment system with particular emphasis 
put on formativýe assessment, to guide College English teaching reform 
through construction of multiple means of assessment. 

0 to optimize teaching and learning resources and encourage 
cross-disciPlinary and interlibrary resources sharing. 

Concrete guidelines regarding teaching requirement, teaching approach, 

and assessment measures are further provided as follows: first, taking into 

consideration geographical and institutional differences, the teaching 

requirement is roughly divided into three levels pertaining to learner 

differences. Level 1 is a compulsory level for all learners and the other two 

are for learners that are more competent. Nevertheless, all three levels of 

requirement include language knowledge and skills in language use, 

learning strategies and intercultural competence. Second, a shift from 

teacher-centred to learner-centred approaches and encouraging both 

teachers' and learners' active participation into the teaching and learning 

process, Moreover, the learner-centred approach is characterized by 

autonomous learning that is individually different and not constrained by 

time and space. In detail, four types of combinations are proposed: whole 

class instruction with small class training; classroom teaching with 

independent learning; multimedia assisted teaching with on line learning; 

in class and out of class learning. Third, assessment consists of both 

formative and summative forms but with an emphasis on the former. 

Formative assessment includes learners' self-assessment, 

peer-assessment, and teacher-learner assessment and summative 
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assessment is composed of term examinations and language proficiency 
tests such as CET-4. 

Emphasis on aspects of learner autonomy as stated in CECR undoubtedly 

gives rise to the necessity of my research. At the same time, it also 

stimulates my research interest from a new perspective. According to Hu 

(2004: 349), one of the leading experts in the team to draft CECR, four 

major theories and practices in the West contributed to the rationales for 

CECR, namely, 'individualized learning, collaborative learning, 

module-pattern teaching and learning and the application of hypertext', 

which is exemplified in the following model: 

Individualized learning 

Syllabus and Result 
Hyper tex 

textbooks 

Collaborative learning 

(teacher, other learners) 

Table 1 -1 Model of English language learning in CECR 

This raised another concern for me: the idea of associating self-access 

centre with promotion of learner autonomy originated in Centre de 

Recherches et d'Applications P6dagogiques En Langues (CRAPEL), a 

Western place (Benson, 2001; Little, 2007a; 2007b). To what extent it is 

feasible to be applied in Chinese context is worth examination since some 

researchers, for example, Holliday (2005) criticized simply transplanting 
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'Western' theories and practice to 'other' cultures without consideration of 
their origin in the West and local conditions in the 'other'. I was curious 
about how the recommended mode of autonomy-oriented practice might 
form part of students' conceptions of English language learning at tertiary 
level. 

1.2 Background of the educational system in China 

Since my teaching experience is mainly in College English language 

teaching in China and my research is focused on English language 

learners at tertiary level, it is necessary to provide relevant background 

about the Chinese educational system at tertiary level, Chinese foreign 

language policy and English language education at tertiary level. 

1.2.1 The Chinese educational system at tertiary level 

According to statistics published by the Ministry of Education (MOEI, 

2007), the number of universities and colleges in China soared from 20 in 

the 1950s to 1794 in the 21st century, with a development from being 

accessible to an exclusive few to being available for the common citizen, 

For the most of its history, the scale of tertiary level education and 

candidates for admission were determined by the Chinese Communist 

Party. Those who had opportunities to receive higher education became 

the first privileged group who enjoyed both high social status and better 

welfare. The situation was changed at the end of the Cultural Revolution 

when the Chinese government decided to select excellent students from 

the general public through the National Entrance Exam, which brought 

about a major change for tertiary level education (Hu, 2001). 

One of the major characteristics regarding the growth of Chinese tertiary 

level education is the various modes of establishment, benefiting from the 

policy change. As indicated by Bulletin Board System (BBS, 2007), 
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Chinese tertiary level education had three stages of development: central 
planned and central management (1950-68); central planned but diverse 

management (1978-93); and a mixture of central planning and local 
flexibility (1990- now). It is in this latest stage that the higher education has 
flourished in three aspects: promotion of key universities or colleges, 
emergence of new universities or colleges and recruitment of new students 
(MOE2,2003). In the first place, the MOE set up a blueprint for the 21st 

century with its famous 211 Project in 1993. The project aims to promote 

around 100 universities and colleges to a high standard regarding teaching 

quality and research competence as well as to improve management level 

and income. Second, a growing number of new universities was 

established by either governmental or non-governmental forces under the 

guidelines of MOE. Third, the MOE carried out an important policy on 

recruitment to higher education, which allows an increase by 5% of the 

planned recruitment for each university or college in 2001 (MOE2,2003). 

As a result, higher education in China presents an outlook of different 

levels and more students have opportunities to enter into higher education. 

Although the expansion of universities and increase of recruitment endow 

more students with the opportunity to receive higher education, the 

National Entrance Exam actually exerts high pressure on students in terms 

of what types of university education they can pursue. There are various 

factors to take into consideration: firstly, the admission scores required for 

entrance to universities or colleges vary from province to province, 

depending on local admission scores for different levels of universities or 

colleges, university recruitment plans, and the number of actual applicants. 

Secondly, the core process to determine successful applicants for each 

university or college remains centrally controlled. Except for a few special 

universities that are eligible to process admission at an early stage, the 

main procedure is simultaneously done nationwide and it follows a 
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sequence of university ranking, for example, national key universities or 
colleges are entitled to recruit first, and ordinary universities or colleges 
next. All of these attach great importance to university ranking and the 
growing research on Chinese university ranking has become a powerful 
resource for Chinese students to choose their ideal universities or colleges 
(Wu, 2007). 

It should be acknowledged however, that some adjustment has been 

gradually applied to the National Entrance Exam along with the 

development of scales of higher education (MOE3,2007). For example, it 

has moved from being carried out with national unified papers to diverse 

local ones under the guidelines. Moreover, some universities are entitled to 

provide examinations on their own prior to the National Entrance Exam, 

thus assuring certain candidates provisional places that are conditional 

upon obtaining the final entrance score for the National Entrance 

Examination. These changes indicate signs of more flexibility about the 

National Entrance 'Examination with regard to geographical differences in 

educational levels. Nevertheless, this is unlikely to relieve Chinese 

examinees of the pressure of the National Entrance Examination because 

the gross enrolment rate for tertiary education was only 11 % in 2000 (Yang, 

2001) after these measures. The strong Chinese tendency to associate 

good universities with better future prospects remains unchanged. As 

pointed out by Hu (2002), even if the acceleration of economic growth in 

recent years in some parts of the country raises doubts about Chinese 

education, there is never a lack of parents who expect or push their 

children to join the fierce competition in entrance examinations. 

1.2.2 The status of English in Chinese society 

The status of English in Chinese society has waxed and waned according 

to China's political, economic, and educational needs. In modern Chinese 

history, China's relationship with the Soviet Union, the Cultural Revolution 
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and the modern strategic relationship with the rest of the world are seen as 
the main indicators accounting for fluctuations in the status of the English 
language (Lam, 2002). According to Lam (2002), the break up with Russia 

and the end of the Cultural Revolution twice helped create a favourable 

environment for English language education. Apart from political reasons, 
China's own economic growth since the open-door policy in 1979 has also 
contributed to the rise of English language education since more and better 

English translators, interpreters, and teachers of English are called for due 

to the increased international contacts (Hu, 2001). Although the 

development of other foreign languages was also reinforced, the English 

language still enjoys a privileged status among other foreign languages 

(Hu, 2001). As pointed out by the previous Vice Prime Minister in Charge of 

Education: 'to popularize foreign language learning, and improve foreign 

language teaching methods and quality is rather an important issue which 

has a strong effect on our practice of open policy and helps the overall 

development of the whole nation' (Li, 2006: 3). The most recent success in 

becoming a member of World Trade Organization (WTO) and winning the 

opportunity to host the Olympic Games in 2008 has given rise to this whole 

nation's enthusiasm for English language learning. In a word, English 

language education has recently enjoyed its highest status in Chinese 

history. 

The political and economical interests in the role of English in Chinese 

society have drawn great attention to English language education in both 

institutional and non-institutional contexts. In formal school education, 

English is not only integrated into the compulsory curriculum, starting from 

primary school, but also scheduled as a consistent and coherent learning 

agenda with considerations of the nature of language learning and 

language use. Outside of formal school education, various language 

courses and communities are crowded with English learners of all ages. 
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According to an officially published figure, about 8 million primary school 
pupils and 67 million middle school and high school students were 
estimated to study English in 1998, and the number has been continuously 
growing, with an increase of roughly one million every year since 1994 (Liu 

and Gong, 2002). Although the number of English learners outside formal 

education is hard to calculate, countless English language training schools, 

media, and public English learning forums can somehow reveal the 

popularity of this language. 

As English has been perceived as one of the determinants for the Chinese 

nation's prosperity and valuable individual assets (Jin and Cortazzi, 2006; 

Gao et al., 2002), language proficiency has become an urgent demand 

(Wu, 2001). According to Hu (2003: 308), the rapid economic growth 

forefronts the need for English language use, which results in, la growing 

recognition of the importance of communicative competence in the 

languagel. 

However, the popularity of English language learning and the growing 

emphasis put on communicative competence seems not to bring dramatic 

change to Chinese students' English language learning since high stakes 

English exams that are book knowledge oriented (Rao, 2006; Hu, 2002) 

are linked with critical aspects of their lives such as graduation, career, 

promotion etc. From primary school onwards, it is a compulsory subject in 

important examinations such as school-leaving examinations and the 

National Entrance Examination. Although the English educational reform in 

basic education proposes changes of English language assessment from 

grammar and vocabulary to overall abilities of language use (NECS, 2001), 

little has been done in the most important exam, the National Entrance 

Exam (Li and Wang, 2006). Therefore, on the one hand, there is a growing 

recognition of the paramount status of English language learning and 

communicative competence; on the other hand, Chinese school students 
11 



undergo high pressure of exams that are primarily focused on linguistic 
knowledge. 

1.2.3 English language education at tertiary level 

English language education at tertiary level bears Chinese-specific 

characteristics. For example, it is central-plan guided. Although universities 
or colleges have a certain flexibility in organizing teaching and assessment, 
this should be combined with national assessment, that is national College 

English Test Band 4 by the end of two years' compulsory study for most 

non-English major students following their English language learning in 

secondary education. For years English language education at tertiary 

level has received strong criticism for being problematic. A recent report of 

College English Language Teaching and Learning (Zhang, 2003) 

summarized four main issues as follows: 

First, its development is uneven. From the national level, teaching quality 

varies in universities and areas, which results in an overlap of teaching and 

learning. For example, despite the fact that students from more developed 

areas can employ foreign language teachers to teach spoken English and 

those from less developed areas never have such a course, they start 

listening class at the same level. Moreover, the general teaching quality is 

comparatively low. 

Second, teaching prevailingly prioritises knowledge over actual 

competence. Many universities or colleges adopt teacher-centred 

knowledge transmission approaches. Although students' reading skills are 

improved, their listening and speaking skills develop fairly slowly, which 

cannot meet the needs of society. 

Third, there is an apparent lack of teacher supply. It is estimated that there 

are currently 55,000 teachers for college English courses and the ratio of 

teachers to students is 1: 130, which means that college English language 
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teachers are generally overburdened with taught courses. In addition, most 
of these teachers' qualifications remain relatively low and there are few 
opportunities for them to take in-service training. Obviously, the 
accelerating rate of development in higher education produces increasing 

pressure on teaching resources and the traditional teaching approach is no 
longer suitable for the new situation. 

Fourth, there is insufficient variety of courses in college English language 

teaching, which fails to meet the need for different types of graduation 

qualifications in accordance with social, economic, and technological 

development. For example, teaching is predominantly driven by 

examinations (Jin and Cortazzi, 2006). Students' certificate for their 

undergraduate study in most universities or colleges is conditional upon 

passing CET-4 (College English Test, band 4) exam, which is however 

inadequate in terms of assessing students' actual communicative 

competence. 

These problems seemed to be well dealt with by the CECR as mentioned 

earlier. Moreover, the National College English Testing Committee 

incorporated oral exams in 1999 and expects future reform to aim at 

measuring candidates' ability to use English for communicative purposes 

(Jin and Yang, 2006). However, to what extent these official guidelines are 

understood by teachers and learners, who in turn are able to make positive 

changes, still remains unknown. 

1.3 Summary 

To sum up, I encountered 'learner autonomy' coincidentally during my MA 

research. The cultural essentialist view of learner autonomy aroused my 

initial interest to explore the topic with research evidence. My personal 

experience of being an English language teacher and learner motivated 
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me to know more about my students and myself in terms of learner 

autonomy. Moreover, my identity of being a Chinese person provided me 
with the opportunity to investigate Chinese learners on the topic. The 

present research was further underpinned by English language education 

reform undertaken at tertiary level. 

It is worth mentioning that the tertiary English reform, as indicated in CECR, 

seems to well acknowledge western theories that contribute to the 

recommended model for English language teaching and learning and aims 

to promote learner autonomy. However, the development of autonomy is 

individual and sensitive and involves personal significance (Little, 1991; 

Benson, 2001; Smith, 2003; Ushioda, 2007). In other words, learners' 

voices cannot be underestimated in any intention to promote learner 

autonomy. 

1.4 Research aims 

All of the above concerns are shaped into my broad research aims: to find 

out how Chinese learners see their experience of English language 

learning; to explore whether there are links with learner autonomy theories; 

and to investigate possible influences behind them. To avoid any 

imposition of learner autonomy theories that I have known from reading the 

literature, my research questions were initially framed as follows: 

1. What are Chinese learners' conceptions of English language learning 

relatable to learner autonomy? 

2. What are some of the influences on their conceptions? 

These broad questions will be further developed and complexified later. 
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1.5 Overview of the thesis 

The thesis consists of eight chapters. The present chapter introduced my 
motivation and background for the current study. Chapter 2 reviews the 
literature on learner autonomy. It starts from the historical origin of the 
concept, and then moves to development in education and more 
specifically, language education, along with debates and controversies 
centred on the concept. Relevant research is also reviewed. Then issues 

arising from this review are raised for further investigation. Chapter 3 

provides the framework of the research design. Based on the research 
ques ions, it justifies the research methodology employed in the present 
research. This is followed by a description of data collection procedures 

and process of data analysis. At the same time, important issues such as 
the ethics and trustworthiness of the research and the researcher's role are 
honestly presented and discussed. Chapter 4,5 and 6 present general 
findings from the data, with Chapter 4 focusing on students' reported 

language learning behaviours, chapter 5 on students' conceptions of 

successful English language learning and chapter 6 on influences on 

students' conceptions of successful English language learning and 

reported behaviours. Drawing on these findings, Chapter 7 provides 

general discussions of concerns about the concept of learner autonomy. It 

ends with suggestions for a better understanding of learner autonomy in a 

Chinese context. Chapter 8 concludes the thesis with a summary of main 

contributions and implications of the research. 
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CHAPTER 2 LITERATURE REVIEW 

2.1 Introduction 

As pointed out in chapter 1, the present study aims to explore Chinese 
learners' conceptions of learner autonomy and to identify some of the 
possible influences on their conceptions. This is for three main reasons. 
First, relevant literature remains contradictory as to whether learner 
autonomy is a concept of Western origin (e. g. Sinclair, 2000; Benson, 2001; 
Athanasiou, 2006) or Chinese origin (e. g. Hsu, 2005). If the answer is the 
former, then it is necessary to examine whether promotion of learner 

autonomy is appropriate in the Chinese context; if the answer is the latter, it 
is worth exploring what the characteristics possibly are. Second, the recent 

reform in College English education in China explicitly sets learner 

autonomy as one of the main objectives (CECR, 2004). It appears that the 

recommended mode for developing leaner autonomy is well supported by 

theories established in the West (Hu, 2004) and takes into consideration 

four major aspects: individual learning, interaction with teachers, textbooks 

and self-access resources, which also has a history of Western practice. 

However, to what extent these are feasible in practice is worth exploration. 

Third, the nature of learner autonomy suggests learners' voices are of 

paramount importance since only through examination of learners' own 

agendas can we understand better their autonomy and inform learner 

autonomy oriented practices. 

The purpose of this literature review is to lay a theoretical foundation for 

investigating Chinese college learners' conceptions relatable to learner 

autonomy, and for exploring possible influences that have mediated and 

shaped their conceptions along with their English language learning 

experiences. Since learner autonomy in 'Western' and 'non-Western' 

contexts is one of the major concerns in the relevant literature, the present 
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literature review is informed and organized by such a distinction. However, 
'West' is strictly used, with reference to the geographical origins of 
publications on learner autonomy (see Table 2-1) 

Time Europe North 
America 

Australia Other places 

Before 90s 127 43 3 none 
i duie /-- i k3eograpnicai iocations ot publications on autonomy with reference to Benson, 
2006b 

As can be seen from the diagram, early work on learner autonomy was 
much established in the West, mainly in Europe and North America 

(Benson, 2001; Schmenk, 2005). Therefore, the 'West', in the present 

study is limited to Europe, North America and Australia and the 'non-West' 

is confined to China. 

This chapter starts from tracking the historical origins of the concept of 

autonomy in both the 'West' and 'China' and discusses possible different 

emphases within the concept. Then it moves on to the development of 

autonomy in general education and focuses on three main perspectives: 

learner autonomy and early educational thoughts, learner autonomy and 

full development of educational theories, and learner autonomy in modern 

educational trends. Then it briefly reviews how learner autonomy has 

emerged and risen in language education, which is roughly divided into two 

stages: learner autonomy as a 'Western' construct, and as a globalized 

construct in language education. This is followed by highlighting the main 

controversies centred on learner autonomy. Afterwards, a comprehensive 

description of learner autonomy in different fields is presented: its 

philosophical origin, general education, and language education. Then it 

moves to review relevant research on learner autonomy in language 

education. As the focus of the present study is to look at learners' 

conceptions, research that concerns learners' conceptions is focused on 
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and carefully reviewed. Issues arising from the literature review are then 
presented and discussed and rationales for the present study are provided. 

2.2 Autonomy: historical origin of the concept 

In this section, the historical origins of autonomy are traced in both 
'Western' and 'Chinese' literature because they were seen to have shaped 
modern and contemporary theories of learner autonomy. As mentioned in 

section 2.1, the distinction between 'Western' and 'Chinese' is used in a 

restrictive sense in the present study. Since the core component of 

autonomy is often considered to be individual freedom, how 'self and 
'freedom' are understood in both 'Western' and 'Chinese' philosophy is 

discussed. Moreover, philosophical perspectives on personal autonomy 

are presented and compared and their influences on ideologies about 

learning are explored. It is expected that in this way a better understanding 

of cultural commonalities and different emphases on learning can be 

gained. 

2.2.1 Etymological origin 

Quoting the definition given by Collins COBUILD English Language 

Dictionary 'Autonomy means 

1. the ability to make your own decisions about what to do rather 
than being influenced by someone else or told what to do 
2. the control or government of a country, organization, or group by 
itself rather than by others 

Benson and Voller (1997: 4) argue that autonomy entails both individual 

responsibility and right. According to Athanasiou (2006: 5), 'autonomy is 

composed from the ancient Greek words 'autos' and 'nemo', which means 

'to live according to one's own rules/laws. This, suggests, at least literally, 

'each individual/nation acts according to his/her own rules, not abiding by 
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any other rule/law set by the nation/international organization, respectively' 
(ibid, p5). 

At the lexical level, H 
-t 

(zi zhu) has similar definitions and connotations 

as its English equivalent, autonomy. For example, the definition given by 

Xinhua (2006) Dictionary suggests PJý (zi zhu) is a phrase composed of 
P (zi ) that means 'self, oneself or one's own' and J-: ' (zhu) that means 

'be in charge, direct or keep one's initiative'. The phrase, as a whole, 

therefore can be interpreted as self in charge, self directs or oneself to 

keep his/her initiative. 

In the etymological sense, autonomy and Pt (zi zhu) both stress the 

active role of the individual; however, they slightly differ in usage in a 

political sense. For autonomy, it entails self-rule or individual freedom; to 

start with, however, 0t (zi zhu) had no place in thousands of years of 

feudal history in China. It is not until the foundation of the People's 

Republic of China when the Chinese government announced its 

independence, that 0 -': ' (zi zhu) has become associated with national 

freedom or self-rule by ordinary civilians as a whole, which is called 

Chinese People's Liberation. Although there is no difference in dictionary 

definitions, autonomy has had the connotation of individual freedom since 

ancient Greek times whereas 9-t (zi zhu) focuses on collective rights in 

the context of the foundation of New China since 1949. 

2.2.2 Philosophical thoughts on personal autonomy 

The difference in the etymological history of autonomy can be accounted 

for by different philosophical thoughts on personal autonomy in the West 

and China. The concept of personal autonomy or individual autonomy is of 

vital importance to Western liberal-democratic and liberal-humanist ideals 

(Lindley, 1986; Pennycook, 1997; Benson, 2006a). However, it has been 
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absent from Chinese philosophy for a considerable time span since both 
'individual'and'freedom'is submerged by 'others' and 'authority' in most of 
Chinese history (Chai and Chai, 1965; Yang, 1981; Tu, 1985; Cortazzi and 
Jin, 1996). 

In the West, essential conceptions of personal autonomy have been well 
discussed by Lindley (1986). According to him, three schools of thoughts 

on personal autonomy, that is, Kantian (1724-1804), Humean (1711-1776), 

and Mill's (1806-1873) greatly contributed to the Western liberal tradition. 

The Kantian view could be described as an extreme rationalist 
conception of autonomy, since it claims that rationality is not merely 
necessary, but also sufficient for autonomy, and identifies 
rationality (the avoidance of irrationality) with pure rationality (being 
untainted by desire or inclination) (Lindley, 1986: 27) 

The Humean view holds that people should be left alone, as far as 
possible to run their own lives; for it is a minimalist conception of 
autonomy. To be autonomous is simply to do as one chooses, 
provided one is not acting irrationally-and irrationality is avoided 
so long as one does not, in deliberation, use faulty reasoning. 
(Lindley, 1986: 43) 

The Millian approach to autonomy has the virtue of combining the 
Kantian insistence on rational activity with the Humean recognition 
that the ultimate ends of human beings may be as diverse as their 
sentiments. (Lindley, 1986: 61) 

The first two traditions have involved many theoretical debates on whether 

personal autonomy means the authoring of one's own life that is subjected 

to social rationality or pure freedom of exercising one's free will within the 

ideal democratic society. Whereas pure rationality requires individual 

ability to act upon opposite will, individuals' genuine inclination 

presupposes an ultimate goal that has sound ground (Lindley, 1986). Both 
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of them are credited to contemporary learner autonomy theory, yet they are 
problematic in that the Kantian view neglects individual free will and the 
Humean view fails to provide sound explanations for ultimate goal that is 
full of controversial definitions. Apparently, the third opinion on personal 
autonomy permits the coexistence of individual freedom and rationality; 
moreover it brings into light a perspective on social constraints that is 
inseparable from discussions of personal autonomy by philosophers such 

as Lindley (1986) and Raz (1986) and theorists in language education (e. g. 
Little, 1991; Benson, 2001; 2006a). 

According to Lindley (1986), personal autonomy entails two main aspects: 

a form of self-mastery through a continuously developed 

self-consciousness and relative freedom from social and political 

constraints. Likewise, Raz (1986: 372) argues that the ideal of personal 

autonomy is only feasible when three conditions are met: 'appropriate 

mental abilities, an adequate range of options, and independence, which 

requires the government to provide a variety of options available for 

individuals and citizens to be responsible for their choice of perceived 

goods. These philosophers' ideas on personal autonomy are recognized 

by authorities in language education. For example, according to Benson 

(2001: 46), personal autonomy is understood as 'not only the authoring of 

the individual's life, but also of the social realities that constitute our 

collective lives'. Such argument is further strengthened by Benson (2006a) 

who proposes that the goal of personal autonomy is to make collective 

decisions and push the democratic societies to move to their ideal state. 

At first thought, there is no place for the concept of personal autonomy in 

traditional Chinese philosophy, notably, the Confucian tradition that is 

encumbered with respect for prescribed authorities. According to Chai and 

Chai (1965), 4-: 1 (ren, benevolence), -X 
(yi, righteousness), and k (Ii, 

rites) stand as three cardinal virtues that shed light on Chinese ways of 
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living over thousands of years. These three virtues altogether assume a 
6 rational sense of duty and moral sense of obligation' through upholding the 
ideals of 'perseverance, obedience, duty, and loyalty' (Pratt, 1992: 303). In 
the first place, as an extension of the family (Tu, 1985), an individual's 

sense of self largely lies in relationships with others, which leads to the loss 

of self (Kessing, 1974; Yang, 1981; Ting, 1987; Cortazzi and Jin, 1996). 
Moreover, such a social structure is rationalized into morality principles for 

modelling 'a well-balanced individual, well-ordered family, well-governed 

state, and a happy and harmonious world' (Chai and Chai, 1965: 4). It is 

hardly persuasive that the concept of personal autonomy can have fertile 

ground in such philosophical thoughts since not only is no voice of 

individual freedom found but also social choices appear to be extremely 

limited following a strict authoritarian order. However, I want to argue, by 

contrast, that personal autonomy has validity in such a philosophy if we 

accept that personal autonomy is the product of interaction between 

freedom and social constraints, and it is 'the struggle to become the author 

of one's own world' (Pennycook, 1997: 39). 

In mainstream Western philosophy, individual freedom, diversity of choices 

and a liberal-democratic society are keywords associated with personal 

autonomy, even though social constraints are mentioned in some cases. 

Moreover, they are considered to be the only legitimate presentation of the 

concept. This is all based on a fundamental assumption that more choices 

are superior to limited choices, or freedom is better than limitation. 

Certainly it offers a plausible account for the value of pursuing personal 

autonomy. Nevertheless, it is deficient to explain happy Chinese beings 

who are satisfied with their living no matter how negative it seems to be. In 

fact, just as it is questionable whether Chinese philosophy is supportive to 

personal autonomy, Western philosophy cannot fully account for the 
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example given above if personal autonomy essentially takes personal 
choice on board. All these require a re-examination of personal freedom. 

According to Callan (1988), freedom has both positive and negative 
dimensions: the positive aspect of freedom stresses a self-governing 

society; therefore, individuals are free to do something. The negative 

aspect of freedom emphasises individual freedom from the interference of 

others that might impede them from doing something. Withreference to the 

philosophical thoughts on personal autonomy in the West and ancient 
China, it seems that a positive sense of freedom prevails in Western 

political thoughts and a negative sense of freedom is highlighted in 

Confucian philosophy since the former prioritizes individuals' rights and the 

latter concerns obstacles from others. 

However, Callan (1988) further argues that a self-governing society may 

constrain its individual members and removal of others' interference does 

not necessarily imply obtaining freedom. This implies that personal 

autonomy, though possibly being emphasised differently from different 

philosophical stances, is not a unique and absolute state, rather, it is 

coupled by constraints at various levels. For Callan (ibid. ), it is therefore, 

not freedom itself but the value attached to freedom that appears to be 

salient. Moreover, such value includes both instrumental and intrinsic 

dimensions and is constitutive to the larger social complex. As both 

Western and Chinese philosophy support the idea that the activity of 

human learning is particularly relevant to personal autonomy and the prime 

concern of the present study is also autonomy in relation to learning, it is 

worth exploring what values underlie philosophy of learning in both 

Western and Chinese literature. 
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2.2.3 Philosophical thoughts on values of learning 

In both the Western and Confucian philosophy (as seen in the Analects) of 
learning, the activity of learning is seen as a type of virtue. Moreover, the 
development of virtue rests solely on learning. Such an ideology is spread 
on to even modern people through many sayings by great ancient 
philosophers in both the West and China. We can take the following quotes 

as examples, 

If virtues, as considered by men, are examined, they will be found to 
grow through learning and studying 
(Xenophon, 427-355B. C., cited by Athanasiou, 2006: 7) 

There are learning extensively, and having a firm and sincere aim; 
inquiring with earnestness, and reflecting with self-application: 
virtue is in such a course (Analects, XIX) 

As can be seen from the above quotes, in either Greece or China, these 

ancient scholars share the belief that virtue is derived from constant 

learning. In other words, they both hold that learning has intrinsic value. 

However, they seem to differ in the rationales for developing such virtue. 

Again we can take some ancient philosophers' sayings as examples: 

Each individual has in his soul the power to learn and the 

appropriate means for learning, if only each one's soul has to take 
the appropriate direction (Socrates, 470-399 B. C. cited by 
Athanasiou, 2006: 7) 

Virtue, through learning, experiencing and practicing, sets the soul 
free. 
(Epictitus, 50-138 B. C., cited by Athanasiou, 2006: 7) 

Cultivate himself, then regulate the family, then govern the state, 
and finally lead the world into peace (Analects, IV) 
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It seems that the instrumental value of learning is considered differently: for 
Greek philosophers, virtue functions to free one's soul or direct one's own 
chosen course. Confucius, on the other hand, encourages such virtue for 
the purpose of taking charge of family and the state. As indicated in the 
quotes in Greek learning philosophy, the instrumental value of learning 
mainly comes from individuals' experiential payoff, but in the Confucian 
tradition, it has been attached to the benefit of gaining a higher position in 
the hierarchical relationships. Although Lee (1996: 37) argues that the 

proposal can be interpreted as 'if a person has cultivated himself 

sufficiently well, he should seek to influence the outside world', the best 

evidence is numerous historical records on how the whole family, siblings 

and relatives got promotion and increased standards of living simply 
because one member gained a governmental position. The service exam 
that was followed for thousands of years was the only channel for an 

ordinary civilian to change their social status and therefore became 

extremely popular and competitive. Even today, the strong expectation for 

better exam results to make a life difference strongly indicates an 

instrumental value attached to learning in Chinese society. 

Another important message drawn out from the quotes is the different 

emphasis on the role of the individual and the measures they should take 

to achieve the goal of learning. In explaining the necessity to obtain virtue 

through learning, the Greek learning philosophy stresses the freedom of an 

individual's soul whereas in Chinese learning philosophy, concerns about 

'others' such as family or state override the individual's sense of 'self. In 

illustrating how to best achieve learning goals, both highlight the salience 

of genuine aim and knowledge application except that 'experiential 

learning' is mentioned in Greek literature whereas an enthusiastic attitude 

of mind towards self-cultivation is implied in Chinese literature. 
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It should be pointed out, however, that the intrinsic value placed on 
learning in both learning philosophies justifies the socially structured goal 
of personal autonomy. At the same time, different emphases on the 
instrumental value of learning reflect both different means and ends of 
pursuing such autonomy in different contexts. All of these have laid a 
sound foundation for ideologies in modern education in the West and 
China, which will be further discussed in the following sections. 

2.3 Learner autonomy: development in education 

As stated in the previous section, learning being a virtue is commonly 

recognized by both Western and Chinese philosophers. However, different 

emphasis on the value of learning yields diverse ideologies of the locus of 

learner autonomy: in the West, it consists in the intrinsic motivation that 

comes from genuine interest (Callan, 1988); in China, the intrinsic value of 

interest is acknowledged but is strongly shaped by instrumental motivation. 

Therefore, whereas both express the important role of individuals in the 

learning process, special attention is paid to the learners' genuine 

inclination in the West and to learners' rationalized choice in China. The 

following sections review literature that is relevant to learner autonomy in 

education in both Western and Chinese literature. 

2.3.1 Learner autonomy in education-early germination 

In the West, the emergence of learner autonomy in education is closely 

connected with early thoughts on the concept of learner-centeredness and 

educational reforms as proposed by many great thinkers (Benson, 2001). 

The educationist Comenius (1592-1670) perhaps was the first person in 

the Modern era to propose the importance of children's autonomy in 

learning, drawing on ancient learning philosophy. For Comenius, children 

are naturally inclined to seek knowledge; therefore, teachers should 
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respect such nature and assist the process of their natural development. 
His ideas on respecting children's natural interest in learning were further 
strengthened by Rousseau (1712-1778) with his well known Emile. In this 
book, Rousseau not only reiterates children's inborn inclination to explore 
nature but also develops the basic principles for good education to foster 
children's interest along with their natural development and supporting 
their learning with necessary methods. 

The problem is not to teach all kinds of knowledge but to foster their 
interest in learning. Along with the increase of such interest, teach 
them methods of learning. Undoubtedly, this is the basic principle for any good education (Emile, introduced by Boyd, 1956: 
73-76) 

Rousseau's educational proposal was principally absorbed by later 

educators such as Dewey (1859-1952), Piaget (1896-1980), and Rogers 

(1902-1987) who further developed the thoughts and made various 

contributions to modern understanding of learner autonomy. In the first 

place, they all agree with Rousseau that learners' individualized learning 

needs should be catered for in education, which offers one of the strongest 

rationales for promotion of learner autonomy in education. Secondly, they 

all stress that learners' interest and natural stages of development should 

be seriously considered. In line with such belief, the embryo of 

constructivist theory was initiated by Piaget, which has had great impact on 

contemporary discussions on learner autonomy (see section 2.3.2). 

Likewise, Rogers supports Rousseau's view on the human nature of 

perfectionism through self-actualization and became the founder of 

humanistic psychology that has become another important source for 

current learner autonomy theory (see section 2.3.2). However, Dewey 

rejects the ideal of education isolated from a social environment and 

argues for the need for problem-solving in real situations. Moreover, he 
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insists on directed learning based on learners' interests (Dewey, 1956). 
This also arouses dynamic debates on whether teachers, roles should be 
as permissive facilitators or not, as argued by Rogers (1994) in learner 
autonomy oriented practices in language education. 

In China, notions of learner autonomy by many scholars can be dated far 
back to ancient times. For example, 

One can only obtain profound knowledge by his or her own 
self-directed learning; through self-directed learning, one can grasp 
the essence of the knowledge, accumulate rich knowledge, and feel 
free to apply it to real life use. (Mengzi, 371-289 B. C., Cited by Pang, 
2003: 40) 

The best learning is the one he does for himself. To initiate one's 
own learning shows one is good at learning. Moreover, this kind of 
learning helps retain the knowledge gained. (Cheng Yi, 1032-1085 
Cited by Pang, 2003: 40) 

These sayings all explicitly stress the importance of learners' responsibility 

for learning. Moreover, with an emphasis on learners' own learning goals, 

individual learning needs are implied in these early educational ideas. 

Besides that, Pierson's (1996: 56) quote of Zhu Xi (1130-1200), is a 

well-known historical track of learner autonomy. 

If you are in doubt, think it out by yourself. Do not depend on others 
for explanations. Suppose there was no one you could ask, should 
you stop learning? If you could get rid of the habit of being 
dependent on others, you will make your advancement in your 
study. (Zhu Xi, 1130-1200, cited by Pierson, 1996: 56) 

As pointed out by Pierson (1996), learner autonomy could not be more 

clearly described in these statements. Such an opinion is shared by Pang 

(2003: 40) who provides a comprehensive review of ancient Chinese 
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literature relevant to concept of learner autonomy, which is summarized as 
following four basic principles: 

1. Establishment of learning goals 

It is generally agreed that to set up a learning goal is of pre-eminent 

significance in learning. 

For Mencius (371-289 B. C. ), 
('Now chess-playing is but a small art, but without his whole mind 
being given, and his will bent, to it, a man cannot succeed at it', 
translated by Legge, 2006) 

For Zhang Zai (1020-1077), (a 
person needs to set up a long term goal. If his goal is trivial, one 
achieves nothing even if he learns', my translation) 

For Zhu Xi (1130-1200), ('a learner needs to have a 
long term goal', my translation) 

In these sayings, not only is the importance of having a learning goal 

stressed, but also the need of having a long-term goal is pointed out. It is 

implied that onlY a long-term goal can help provide sustainable motivation 

for learning. 

2. Self-reflection 

To learn without thinking is labour in vain, to think without learning is 

desolation (Analects 11) 

For Cheng Yi (1032-1085), ZY111114Z, ('the principle 

of learning is rooted in thinking: to think about it, you gain it; not to 

think about it, you lose it', my translation) 
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For Wang Shouren (1472-1528), ; ýXNE; q 
11`4; *O]ýýLF ('learning requires self-reflection ... one sees insufficiency when he reflects', my translation) 

These learning proposals highly value the role of self-reflection. Although 
there is no evidence on how reflection works to facilitate learning, it is 

certainly believed to be an important process to internalize learned 

knowledge, to examine learning deficiency and therefore inform a new 

round of learning. 

I Being sceptical and questioning 

For Zha ng Za i (1020-1077), -t± -fff R Inv /T R: #, /T,, 'FI-T, !! ý. ! *NIIJ ýR, R ('if 
you are not sceptical where you should, you do not learn. To learn 
is to doubt', my translation) 

For Zhu A (1130-1200), X- t4M. 4RAP9-!,:: EV-, 
AiSKI)ýA-r-, A ('if one reads without being sceptical, he should 
be taught so. However, if one is sceptical, he should remove the 
doubts to move ahead', my translation) 

These opinions allow different opinions from book knowledge. Moreover, 

they suggest different opinions should be handled before they move 

forward. It is similar to what contemporary researchers call critical thinking. 

4. Interdependence 

According toXueji(2006), )IIIIJAPLffAM (Whenone 
learns alone, one has no friend; when one has no friend, he is 

narrow-minded', my translation) 

Xue Ji, the ancient Bible of Chinese educational theory, emphasises that 

learning is gained through interaction with friends. Otherwise it has 

iirnitations. 
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In brief, these principles present basic principles of how to learn better, 
which are valid in contemporary concerns about learner autonomy in 
various aspects. However, one point worth noting is that learners' interest 
is rarely mentioned when compared with literature in the West. This by no 
means suggests that learners' interest is ignored by ancient Chinese 

scholars. Instead, there is evidence showing the contrary. For example, 

'Learners' independent thinking should be encouraged. Learners' 
interest and motivation should be promoted'. (Wang Yangming, 
1472-1528, my translation) 

However, such a proposal seems not to come to the mainstream 

educational thoughts due to the long tradition of respect for teachers' 

authority. This can be explained from two aspects: on the one hand, under 

the Confucian doctrine of appropriate social order, teachers naturally take 

the authoritative role of being the more knowledgeable, the more 

experienced, and the more virtuous (Gortazzi and Jin, 1996). On the other 

hand, the long tradition of the Chinese National Service exam, with 

prescribed contents and format, since the Sui Dynasty (581-618) 

legitimized teachers' authoritative position in didactic education. This 

explains why China has seemed to lag far behind the West in modern and 

contemporary theories in education especially when learner autonomy is 

concerned. 

To sum up, both Western and Chinese early educational thoughts stress 

learner responsibility in learning, which sets a fundamental basis for 

modern and contemporary learner autonomy theory. However, they put 

different emphasis on aspects such as the nature of learning, learners' 

interest, and teachers' roles in education. In the West, learning is 

experiencing the world; learners' interest is the essential drive for learning 

and teachers take a facilitating role in the teaching and learning process. In 
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China, learning is to accumulate knowledge, learners' interest can be 
replaced by strong will, and teacher authority should be respected. These 
similarities and differences are woven into later educational ideologies and 
theories. 

2.3.2 Learner autonomy in education-full blossom 

As can be seen from the above discussion, learner autonomy is centred on 
learners' responsibility in both Western and Chinese literature. However, a 
large proportion of attention is paid to learners' individualized learning 

experience, learners' interests, and natural stage of development in 

Western educational thoughts in the early stage. Chinese literature, 

instead, emphasises long-term goal setting, self-reflection, 

interdependence, and respect for teacher authority. Such differences lead 

to a sharp contrast in the modern development of educational theories that 

reinforce understandings of learner autonomy. In the West, Piaget's 

constructivist theory, Vygotsky's (1962) socio-constructivist theory, 

Roger's (1969) humanistic psychology and information-processing theory 

in the early 60s have laid a sound foundation for understanding learner 

autonomy. In addition, other theories such as operant theory, social 

cognitive theory and volitional theory have been elaborately discussed in 

association with self-regulation by researchers in general education 

(Zimmerman and Schunk, 2001). In China, however, the concept of learner 

autonomy still remains in the form of ancient educational thoughts that 

have undergone less development. 

Since constructivist theory, socio-constructivist theory, humanistic 

psychology and information-processing theory are often referred to by 

researchers in language education in discussions of learner autonomy 

(see section2-4); the present review mainly focuses on these four aspects. 

Moreover, researchers in general education tend to use the term 
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self-regulation, which is however contradictory in researchers' usage. For 
example, Pang (2003) holds self-regulation as the equivalent to learner 
autonomy; Benson (2001) claims that self-regulation is a narrower concept 
than learner autonomy; D6rnyei (2005) reaffirms the close link between 

self-regulation and learner autonomy. The present review adopts learner 

autonomy to keep consistency. 

Constructivist theory and learner autonomy 

Based on a series of experiments, Piaget (1970) concludes that children's 

cognitive development follows certain essential stages, which means that 

each learner only learns when his/her internal system is ready. This view 

contends that knowledge is experienced and constructed by learners 

rather than given or taught by others (Candy, 1991). Constructivist theory 

was used by Paris et al. (2001) to explain learners' self-regulated learning. 

They (ibid. ) hold that students can regulate their own learning because 

they can construct their own learning theories. According to them (ibid. ) 

four crucial elements determine students' ability of self-regulation: 

students' understanding of the role of competence and effort in learning; 

exercising necessary agency and control in learning process; awareness 

of the nature of the learning tasks and monitoring learning strategies used. 

Socio-constructivist theory and learner autonomy 

Unlike Piaget, who stresses the central role of learners' cognitive 

development sequences but ignores the potential influence of social 

environment, Vygotsky (1978) brings learners' interaction with the social 

environment based on the concept of 'Zone of Proximal Development' 

(ZPD) to the fore. For Vygotsky, learners' existing mental readiness 

provides the starting point for learning. With the assistance of more 

capable others through social interaction, they can reach new levels of 
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conceptual understanding (ibid. ). This theory is linked with self-regulation 
by McCaslin and Kickey (2001) who maintain that the nature of 
self-regulation is the development of self-directed inner speech, which can 
be mediated by learners' interaction with other social agents. 

Humanistic psychology and learner autonomy 

Rogers (1969) borrows humanist ideas of the learner as a whole person 
who tends to fully actualize their capacities through a natural motivation for 

growth. In the process of learners' self-fulfilment, teachers are supposed to 

provide non-judgemental and facilitating help to assist learners' natural 
learning. Moreover, such ideology is built in to the 'humanistic curriculum' 

which 'puts high value on people accepting responsibility for their own 
learning, making decisions for themselves, choosing and initiating 

activities, expressing feelings and opinions about needs, abilities, and 

preferences' (Dubin and Olshtain, 1986: 75). Based on humanistic 

psychology theory, McCombs (2001) believes that teachers should take an 

encouraging role to help develop the individual's self-system including 

self-concept, self-value, self-image etc., which finally contribute to the 

promotion of self-regulated learning. 

Information-processing theory and learner autonomy 

Information-processing theory can be dated back to early 60s when the 

computer was used as a metaphor for the human brain (Miller, 1956) and it 

has an impact on learner autonomy theory. By this theory, learning is 

pictured as a recursive cycle of control and monitoring processes that 

involve four phases: 'perceiving the tasks, setting the goals of plans, 

enacting study tactics and adapting the tactics' (Winne, 2001: 155). The 

idea of negative feedback leading to new input was linked with effective 
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learning management (Zimmerman, 2001), and thus it can be associated 
with the concept of learner autonomy. 

In sum, self-regulation is about 'whether the learner displays personal 
initiative, perseverance, and adaptive skill in pursuing it' (Zimmerman, 

2001: 1) and is a cyclically interactive process that echoes Bandura's 

(1986) triadic model: person, behaviour, and environment (Zimmerman, 

2001). Moreover, Zimmerman and Bandura (1994) point out that extremely 
few learners demonstrate a complete lack of or total self-regulated learning 

and the majority stays in the middle. As pointed out by Pang (2003), 

Zimmerman and his colleagues' work not only indicates individual factors 

such as cognitive level, metacognitive knowledge, and volition but also 

take external factors such as school and family education and cultural 

background on board. According to Strage (1998), these factors are worthy 

of exploration when promotion of learner autonomy is considered. 

These theories reinforce a renewed interest in learner autonomy under the 

global trend of educational reform or policy change, which is further 

elaborated in the following section. 

2.3.3 Learner autonomy in education-contemporary 

trends 

As stated in the previous sections, learner autonomy is associated with 

powerful implications such as individualized learning, learning for one's 

own needs, individual responsibility towards intellectual standards 

(Dearden, 1984), transcending social constraints, exercise of moral virtue 

and achievement of justifiable self-respect, and permission of self-rule 

(Callan, 1988). Moreover, the development of theories in education offers 

the feasibility of promoting learner autonomy through educational 

intervention. All these features do best justice to learner-centred ideology 
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in education and it is not surprising that learner autonomy is proposed as 
an educational aim (Dearden, 1984). 

Such a notion is further underpinned by the annual report of the United 
Nations Educational, Scientific, and Cultural Organization (UNESCO) 

addressed by Faure, et al. (1972). In this report, learning for living is 
highlighted and each individual's need for life-long learning is emphasised. 
It sees that the concept of learner autonomy well fits into the proposal in the 

report. Consonant with the report, Boud (1981) argues that autonomy 

should be the educational outcome in order to prepare independent 

individuals for life long learning. He (ibid. ) further proposes some working 

assumptions for autonomy-oriented practice in school education, which 

are valid in language education. For example, his notion of 

interdependence in autonomous learning and the feasibility of such 

learning in formal school institution are further highlighted by Little (1991) 

(see section 2.4.3.1). 

It should be pointed out that learner-centred education has received strong 

criticism in the past decade or so (Darling, 1994). Due to the factual 

ineffectiveness in practice as reported by some researchers in both the U. S. 

and the U. K., attention has returned to issues such as learners' school 

attainment and the assessment system (Wang, 2007). Work done by 

Zimmerman and others in North America that aims to improve learners' 

school record by enhancing students' self-regulated learning seems to be 

the peak of the relevant research. Moreover recently, however, doubts 

have been cast on autonomy as an educational aim (Hand, 2006). 

Nevertheless, this seems not to have affected the development of learner 

autonomy in language education. Instead, learner autonomy has 

increasingly been considered as an essential goal in national curricula 
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(Little, 2007a) and continues to prove Little's (1991: 2) prediction that 
learner autonomy has become a 'buzz' word. 

2.4 Learner autonomy: development in language 

education 

Development of learner autonomy in language education benefits both 
from fields beyond it and within. In the first place, it has a historical 
background that extends beyond the field of language education (Gremmo 

and Riley, 1995; Benson, 2001). For example, Gremmo and Riley (1995) 

identify seven factors that shed light on autonomy theories in language 

education: learner-centred educational reform, communicative language 

teaching approach, development of humanistic and cognitive psychology, 

minority rights for adult education, developments in technology, increased 

international communication and commercialization of language. Likewise, 

Benson (2001) thoroughly describes how educational reforms, practices in 

adult education, psychology of learning and political philosophy have 

informed theories of learner autonomy in language education. 

Moreover, major theories developed in education are often referred to by 

researchers in language education to discuss learner autonomy. For 

example, constructivist theory is used by Little (1991) to justify the 

psychological dimension of learner autonomy (see section 2.4.3.2); the 

influence of socio-constructivist theory on learner autonomy theory in 

language education includes the idea of collaboration (Benson, 2001), 

attention to socio-cultural contexts (Palfreyman and Smith, 2003) and 

motivational ZPD (Ushioda, 2007), by which, Ushioda (2007) suggests that 

learners' potential motivation for learning can be encouraged to the 

maximum through the more capable others' intervention. Likewise, in light 

of humanistic psychology, the notion of teachers being facilitators is 

essential to 'classroom -based approaches to autonomy in language 
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learning' (Benson, 2001: 33). In addition, informed by 
information-processing theory, the metaphor of the human brain and the 
computer allows researchers to access to learners' cognitive process of 
language learning (Wenden, 1991), which provides a strong rationale for 
learner strategy research and inform theories of learner autonomy from the 
'technical perspective' (Benson, 1997: 19). 

The present review focuses on a brief history of learner autonomy in 
language education, its contemporary development, and existing 

controversies. 

2.4.1 Learner autonomy as a Western construct in 

language education: a brief historical review 

Literature in language education commonly considers the project within 

Centre de Recherches et d'Applications P6dagogiques En Langues 

(CRAPEL) as the birthplace for the extension of concept of learner 

autonomy to language education (e. g. Benson, 2001; Little, 2007a; 2007b). 

The impact of CRAPEL seems to be seen from three aspects: first, 

theoretically, the definition of learner autonomy given by Holec (1981), who 

was involved in the project, is the most widely cited one in language 

education (Benson, 2001); second, practically, it has inspired initial 

designs of self-access language centres that have been considered as 

effective sites for supporting for learner autonomy for some time in 

language education (Little, 2007b); third, within CRAPEL, it turned out 

that adult learners were not ready for self-directed learning until they had 

been trained with certain skills such as 'self-management, self-monitoring, 

and self-assessment' (Benson, 2001: 10). These factors made the 

self-access centres and learner training becomes the main focus of early 

development of learner autonomy in language education (Benson, 2006a). 
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However, in this early time, there is no absolute agreement on the 
pedagogical implications of promoting learner autonomy, for example, 
whether the educational setting has to be dramatically changed into 

self-access mode. Some researchers (e. g. Allwright, 1988) argue the 
feasibility of applying autonomy-oriented practice within classrooms. 
Further, Dam (1995) has proved the possibility by illustrating her work in 

classrooms. Others, instead, endeavour to work on self-access ýcentres 
(e. g. Gardner and Miller, 1999). 

It should be pointed out that in this early period of development, the 

concept of learner autonomy largely remained as a Western construct. As 

mentioned in section 2.2, early work on learner autonomy was almost 

exclusive to the West. However, the situation changed radically at the edge 

of 21 st century, which will be discussed in the following section. 

2.4.2 Learner autonomy as a globalized construct in 

language education-contemporary development 

Schmenk (2005: 107) was the first person to express concern about 

'globalizing learner autonomy'. Her argument seems not to be unwarranted 

if we consider two basic facts: global educational reform and the 

proliferation of autonomy research and practice (Benson, 2006a). 

First, taking a few examples of educational reform for reference, autonomy 

has been written into the school curriculum in England and Wales (QCA, 

2000), European Language Portfolio (2000), Turkish University 

(Palfreyman, 2003a) and China in basic education (NECS, 2001) and 

higher education (CECR, 2004). Moreover, one important sign of learner 

autonomy-themed educational reform is the investment in language 

centres where students can work in self-access mode. The increasing 

number of self-access ýcentres also indicates the popular adoption of one 
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version of learner autonomy ideology. Although they are more to do with 
economical, technological and educational concerns than teacher 
practitioners' wish (Benson, 20016a), such top-down implementation at the 
material level is common in educational practices. 

Second, the concept of learner autonomy has spread through language 
teaching professionals in education through conferences, publications, 
and academic dialogue. According to the History of Learner Autonomy 
Archive (Smith, 2006), in the 1970s, autonomy-themed conferences were 
limited within France, However, they started to move towards Northern 
Europe including Denmark, Finland, and other parts of Europe such as 
Portugal, Portland, and Sweden in the 1980s. In the 90s and early 21st 

century, learner autonomy therned language teaching conferences extend 
to many countries or regions outside of Europe such as Japan, China, Latin 

America, and Australia. In 2006, the International Association of 
Teachers of English as a Foreign Language (IATEFL) at Harrogate 

renamed its Independence Special Interest Group the LeamerAutonomy 

Special Interest Group. Moreover, publications on learner autonomy 

number over 1000 entries, covering different continents such as Asia and 

South America (Benson, 2006b), which is almost 4 times that before the 

1990s (Benson, 2006a). In addition, day to day academic dialogue on 

learner autonomy is also a powerful drive for expansion of learner 

autonomy. Typical examples are the ongoing Auto-L email discussions 

and the increase of autonomy related websites (e. g. Reinders, 2007). 

However, the growing spread of the concept of learner autonomy does not 

mean that it has gained universal common understanding and is not 

problematic. For Schmenk (2005: 116), globalizing learner autonomy is 

dangerous since this means reducing concepts of learner autonomy into 

certain neutral elements and possibly sacrificing the 'personal, institutional, 

social, and cultural environment' where development of learner autonomy 
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is implemented. Likewise, Benson (2006a: 33) also alerts us to the 
danger that implementation of learner autonomy might 'slip out of the 
hands of teachersy who are the actual practitioners of the concept. 

In fact, disagreement and contradictions have existed in learner autonomy 
theory and practice ever since it came to the language education field. The 

accrued interest in learner autonomy, however, does not seem to provide a 
clear and consistent understanding of the concept (Oxford, 2003). To gain 
a better understanding of the concept, it is worth looking at the main 
controversies on learner autonomy theory within language education. 

2.4.3 Learner autonomy in language education: four pairs 

of controversies 

In view of learner autonomy theory in language education, four pairs of 

controversies are found to shuttle back and forth: the individual/social 

dimension, psychological/political dimension, and universal 

commonality/cultural particularity. In a review of the literature from the 

1980s to recent years, debates over learner autonomy are invariably 

centred on these contradictions depending on the position where the focus 

is put. For example, whereas advocates of autonomy in the 1990s 

endeavour to distinguish autonomy from individualisation, the recent 

resurgence of interest in individual differences draws attention to the 

individual learner (Benson, 2006a). Likewise, Little (1991) made proposals 

for a psychological dimension of learner autonomy that emphasises 

personal capacity to transcend constraints. However, Benson (1997; 2001) 

and Pennycook (1997) argue for a political dimension of learner autonomy 

that stresses rights and freedoms that one can enjoy. In the literature, 

learner autonomy is often considered as a Western concept (Jones, 1995; 

Sinclair, 2000; Moreira, 2007) that might be inappropriate to non-Western 

contexts; nevertheless, some theorists such as Little (1999) and Holliday 
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(2005) rebut the idea that learner autonomy is only confined to its Western 
territory. Moreover, research reveals its validity in non-Western contexts 
though it possibly may have particular characteristics (Ruan, 2007; Huang 
2007). These concerns will be reviewed in the following sections. 

2.4.3.1 Individual vs. social dimension of learner autonomy 

in language education 

Although in general education, the social dimension of autonomy has 

already been noted (see section 2.3.3), it only came to researchers' 
awareness at a later stage, prior to which, it was the individual dimension 

that was often stressed. In the first place, the individual dimension of 

autonomy is axiomatic almost by definition. Take the earliest and most 

widely cited Holec (1981) definition in language education for example; he 

(1981: 3) holds autonomy to be the ability to take charge of one's own 
learning. 

To take charge of one's own learning is to have, and to hold, the 
responsibility for all the decisions concerning all aspects of this 
learning, Le.: 
--determining the objectives 
--defining the contents and progressions 
--selecting methods and techniques to be used 
--monitoring the procedure of acquisition... 
--evaluating what has been acquired (Holec, 1981: 3) 

Individual responsibility and capacity for learning is self-evident. Moreover, 

Holec (1985: 180) insists that 'autonomy can only be developed through 

the practice of self-directed learning'. For Benson (1996), both autonomy 

and self-directed learning, have been strongly associated with 

individualization, even learning in isolation. For example, Candy (1991: 23) 

describes 'self-directed learning' as: a personal attribute (personal 

autonomy), the willingness and capacity to conduct one's own education 

(self-management), a mode of organizing instruction in formal settings 

(learner-control), and the individual, noninstitutional pursuit of learning 
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Opportunities in the 9 natural societal setting'. Dickinson (1987: 11) presents 
autonomy as 'complete responsibility for one's learning that carried out 
without the involvement of a teacher or pedagogic materials'. However, 

researchers soon realized that individualization did not generate learner 

autonomy. 

One of the most challenging developments in the theory of autonomy in 
language education is the argument for interdependence as a necessary 

component (Benson, 2001). For example, Little (1991: 5) remarks: 

Because we are social beings our independence is always 
balanced by dependence; our essential condition is one of 
interdependence. Total detachment is a principal determining 
feature not of autonomy but of autism. 

The notion of interdependence that autonomy entails is further stated by 

Kohonen(1992: 19): 

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

The social dimension of autonomy is further displayed by a Bergen 

definition provided by Trebbi (1990 cited by Dam, 1995: 1): 

Learner autonomy is characterized by a readiness to take charge of 
one's own learning in the service of one's needs and purposes. This 

entails a capacity and willingness to act independently and in 

co-operation with others, as a socially responsible person. 

Drawing on a Vygotskian social-interactive view of cognition, learning and 

language, theorists increasingly recognize the social dimension of 
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autonomy. Taking the example of children's first language acquisition 
through interaction with more capable others, Little (1996: 211 ) argues that 
'the development of a capacity for reflection and analysis, central to the 
development of autonomy, depends on the development and 
internalization of a capacity to participate fully and critically in social 
interactions '. Moreover, Little (2000: 18) argues that autonomy and 
dependence are polarized ends which are clearly presented in Vygotskyvs 

definition of the Zone of Proximal Development: 'autonomy as the goal of 
learning (independent problem solving), new levels of autonomy are 

achieved only through interaction with others (under adult guidance or in 

collaboration with more capable peers). Therefore, the second language 

classroom needs to be a collective learning community to practice 

autonomous language learning and language use thus to equip learners 

with necessary capacity to transcend their immediate learning environment 

(Little, 2000). The notion of social dimension of learner autonomy is further 

underpinned by recent resurgence of attention to sociocultural theory in 

understanding individual learner autonomy (Benson, 2006a). Notably, 

Oxford (2003: 87) argues for the 'socio-cultural' dimension of learner 

autonomy, by which social contexts or situations of autonomy are 

emphasized. 

For researchers such as Holliday (2003; 2005), both individual and social 

dimensions of learner autonomy co-exist within concept of learner 

autonomy regardless of its geographical situation. Moreover, there is some 

research evidence showing that individual learner autonomy is developed 

through social interaction with the immediate community. For example, 

Toohey and Norton (2003: 59) argue that learner autonomy is not so much 

'individualized performance' as 'socially oriented agency'. For them (ibid. ), 

learner autonomy is embodied in individual experiences of cultivation of 

learner identities through exercise of agencies in certain contexts. It 
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suggests that learner autonomy has both individual and social dimensions 
and often lies in the process of constructing individual identities in 
language learning experiences. 

2.4.3.2 Psychological vs. political dimension 

In the 1990s, learner autonomy shifted its attention to the psychological 
dimension, which is signified by Little's (1991: 4) definition (see below). 
Moreover, different psychological variables have been associated with the 

concept of learner autonomy in language education (e. g. Ushioda, 1996; 

Littlewood, 1996; Wenden, 1991). However, Benson (2001) argues that 

the move to the psychological dimension of learner autonomy overstates 
individual factors and underplays the social and political dimensions that 

learner autonomy deserves. 

In language education, Little (1991: 4) is the pioneer researcher who draws 

attention to the psychological dimension of learner autonomy: 

Essentially, autonomy is a capacity-for detachment, critical 
reflection, decision-making, and independent action. It 
presupposes, but also entails, that the learner will develop a 
particular kind of psychological relation to the process and content 
of his learning. The capacity for autonomy will be displayed both in 
the way the learner learns and in the way he or she transfers what 
has been learned to wider contexts. 

With reference to child developmental learning and psychology of personal 

constructs, Little (1991) argues for the existence of learners' natural 

autonomy with a development that is not subjected to external forces. 

However, he (ibid. ) also recognizes the critical role of conscious autonomy 

in supplementing natural autonomy through raising learners' awareness of 

their personal constructs in school education and thus facilitating learning. 

Benson (2001: 49) points out that such a definition gives rise to the 

cognitive processes involved in effective learning and thus 'adds a vital 
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Psychological dimension that is often absent in definitions of autonomy'. As 
such, psychological variables such as motivation, affective state, and 
beliefs are linked with learner autonomy (Benson, 2001), which will be 
further discussed respectively below. 

The link between motivation and autonomy can be understood from two 
perspectives: first, the self-evident relationship between autonomy and 
intrinsic motivation (Deci and Ryan, 1985); second and most importantly, 
the association between autonomy and motivational management 
(Ushioda, 1996). The first type of view is not difficult to understand since 
intrinsic motivation comes from genuine interest that assures 
self-detýermined and sustainable learning (Deci and Ryan, 1985; Ryan and 
Deci, 2000), which supports autonomy. The second type notably takes the 

angle of two aspects: degrees of motivation and the feasibility of 

motivational management. As argued by Ushioda (1996: 39), learner 

autonomy entails both 'a capacity for effective self-management of 

motivation' and 'a degree of motivation to the learning situation since 

without motivation there is no autonomy'. Her (ibid. ) opinion not only allows 

the space for motivational change along with the motivation continuum, for 

example, from extrinsic to intrinsic motivation (Ryan and Deci, 2000), but 

also emphasizes an individual's psychological effort to manage motivation 

that is favourable for learner autonomy. 

In illustrating 'affective state' as a psychological variable for learner 

autonomy, Benson (2001: 71) does not define the term, but he particularly 

discusses learner anxiety that counters learner autonomy. Shi (2002: 16) 

uses the term to mean 'feelings, moods, and emotions toward the attitude 

subject'. By this definition, affective state should include another important 

aspect, confidence. According to Littlewood (1996), confidence is an 

important element in promoting autonomy. It seems little research has 

been done regarding how to minimize learner anxiety and enhance learner 
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confidence in the development of learner autonomy. However, this is 
certainly an area worth investigation. 

Due to the confusing relationship between belief and attitude (e. g. 
Wenden, 1991), the connection with learner autonomy can be understood 
in two ways. First, when belief is described as a type of affective factor, its 

association with learner autonomy tends to focus on the factor of 
willingness. For example, Wenden (1991: 15) points out that learners are 
autonomous not only because they have acquired certain learning 

strategies but also because their attitudes enable them to use them 
'confidently, flexibly, appropriately and independently of a teacher'. This is 

supported by Ushioda (2007) who emphasizes that learners' willingness is 

essential to the exercise of learner autonomy. Second, when belief is used 
to refer to cognitive state, its link with learner autonomy is suggested by 

how learners conceive language and language learning (Benson and Lor, 

1999; Benson, 2001). For example, Benson and Lor (1999) maintain that 

how learners conceive language and language learning can be related to 

their readiness for autonomy, for example, those who consider language 

as a collection of linguistic items are less likely to be autonomous in their 

English language learning whereas those who see language as an 

environment to which to respond to tend to be more autonomous. 

However, Benson (1996: 31; 1997; 2001) sounds the alarm that the shift 

from situational to psychological and social to individual dimensions of 

autonomy encourages 'passive acceptance of dominant ideologies of 

language', which disagrees with the core connotation of autonomy. From 

the perspective of critical language pedagogy that is characterized by 

power relationships between teaching and learning, he (1996) argues for 

the political dimension of autonomy at three levels of control: learning 

process, resources, and language since autonomy transforms individuals, 

the social situations, and structures in which they participate. This view is 
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shared by Pennycook (1997: 49) who expresses doubts about the 
tendency to associate autonomy merely with individualistic 
self-development, following the Western discourses of applied linguistics, 
and argues that a real sense of learner autonomy is learners' voices in 
English that 'in opposition to the local and global discourses that limit and 
produce are the possibilities that frame their lives'. He (ibid. ) uses English 
language learning in colonized areas such as Hong Kong as an example 
and suggests that it is the learners' own choices of language use in local 

contexts that allow them to be authors of their own lives. The argument is 
further put forward by Holliday (2005) who conceives of social autonomy as 
residing in learners' own background where it is rooted, an aspect that 
however, is often neglected by educators who are engaged with English to 

Speakers of Other Languages (ESOL). 

The distance between the psychological and political dimensions of learner 

autonomy is narrowed by Oxford's (2003) two layers of sociocultural 

perspectives in her model of learner autonomy: 'sociocultural I' perspective, 

which is based on Vygotskian learning theory that learning is situated with 

a more capable and mediating person in specific context, and 'sociocultural 

11' perspective, which emphasises individual participation in community 

practices. According to her (ibid. ), an individual's exercise of autonomy 

cannot be separated from the context and at the same time his/her active 

participation in the community practice helps gain access to political 

alternatives. 

2.4.3.3Universal commonality vs. cultural particularity of 

learner autonomy in language education 

Another pair of controversy within learner autonomy theory lies in the 

conflicting ideas regarding its generalizibility. on the one hand, some 

researchers (e. g. Little, 1999; Sinclair, 2000; Benson, 2001) hold that there 
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is universal commonality among the discussions of concepts of autonomy. 
Such an opinion has both an extreme and a mild version. For the extreme 
version, Little (1999) strongly argues that learner autonomy is a universal 
concept since it essentially entails an individual's capacity to take 

responsibility for one's own learning, which constitutes part of any human 

being's overall capabilities. For the mild version, researchers (e. g. Sinclair, 

2000; Benson, 2001) have summarized certain features of autonomy that 

have been commonly recognized and broadly accepted by the language 

teaching profession. The following is a list of characteristics adapted from 

Sinclair's (2000: 6) summary: 

1. Autonomy is a construct of capacity that involves learners' 
willingness to take responsibility for their own learning 
2. Such a capacity is not necessarily innate 
3. There are degrees of autonomy that are unstable and variable, 
and complete autonomy is an ideal 
4. Promoting autonomy cannot be reduced to independent learning 
situation or strategy training but requires learners' consciousness of 
the learning process 
5. Autonomy has social and individual, psychological and political 
dimensions 
6. Autonomy has cultural interpretations 

The list indicates that the core and stable elements of autonomy are 

capacity and responsibility and the unstable components are degrees of 

autonomy and individual, social, psychological, and cultural dimensions of 

autonomy. Benson (2006a: 23) confirms that consensus in the field has 

been achieved on the following: 

1. Autonomy is about capacity therefore is a learner attribute rather 
than learning situation 
2. There are degrees of autonomy 

He (ibid) also adds that: 

3. Autonomy in learning entails freedom that is constrained 
4. There is a range of potential meanings for learner autonomy. 
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The core elements of learner autonomy as summarized by these 
researchers are shared by scholars from other parts of the world such as in 
China, which can be evidenced from the wide citations of learner autonomy 
definitions given by Holec (1981) and Little (1991). For example, all 12 

publications (e. g. Wang, 2002; Xiao, 2002) on learner autonomy in three 

core journals in China between 2002-2004 referred to Holec (1981) and/or 
Little (1991) in introducing concepts of learner autonomy. 

However, this by no means suggests that learner autonomy is agreed as a 

universal concept since learner autonomy in formal learning is not 
'externally imposed as a form of behaviour modification, it must grow, 

quasiorganically, out of the ongoing encounter between the critical goals of 

the educational enterprise and the particularities of cultural context' (Little, 

1999: 16). As argued by Schmenk (2005), globalizing learner autonomy 

will only result in a reductionist view that glosses over specific social, 

cultural, and institutional contexts, In fact, there are two considerations on 

cultural aspects of learner autonomy. First, some researchers (e. g. Sinclair, 

2000; Holliday, 2003; 2005) hold a cautious attitude towards learner 

autonomy in non-Western contexts. For example, Sinclair (2000) claims 

that individual autonomy has largely been a focus in the West whereas 

social autonomy is more common in collective societies that are rooted in 

Confucian philosophy. For Holliday (2003; 2005), features that are different 

from mainstream autonomy concept (e. g. West) may well be socially 

'authentic'to learners (e. g. non-Western) where autonomy springs from. In 

other words, ... autonomy may mean different things to different people in 

different settings', as articulated by Benson (2007: 2). Second, reflecting 

the concern of some Western researchers, Chinese characteristics of 

autonomy are argued for by some Chinese scholars (Xu, et al., 2004; Hsu, 

2005) or researchers working in a Chinese context (e. g. Littlewood, 1999) 

even though they accept Western definitions. For example, Xu, et al. (2004) 
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argue that in China, autonomy includes the ability to understand teachers' 

objective that is an addition to Holec's (1981) classic definition. Similarly, 

Littlewood (1999) proclaims reactive autonomy to be an initial stage for 

Asian learners and it can be developed into proactive autonomy as 
indicated in the Western literature. According to Littlewood (ibid), 

self-direction consists of two levels: broad direction and activity. While 

proactive autonomy refers to direction involving both, reactive autonomy 

only involves the latter. Moreover, from the perspective of Chinese 

traditional culture, Hsu (2005) argues that in addition to the Western notion 

of learner autonomy such as control and learning strategies, it contains 

specific cultural imprints, with a combination of capacity, willingness, will 

power/sustained motivation/persistence. 

As can be seen from the above discussion, even though learner autonomy 

is conceived as a multifaceted concept (Benson, 2001; 2006a; Smith, 2003) 

that involves conflicts and contradictions (Oxford, 2003), for example, there 

are levels of autonomy, versions of autonomy, stages of autonomy (Nunan, 

1997; Littlewood, 1996; 1999), mainstream autonomy (Benson, 2006a), 

and possible cultural alternatives (Pennycook, 1997; Holliday, 2005), core 

components of learner autonomy still seem to be universally shared. At 

the same time, cultural particularity is researchers' concern, including 

traditional culture and educational settings. 

2.4.3.4 Language learner autonomy: a general capacity or 

communicative competence"? 

In addition to the controversies within concepts of learner autonomy, 

disagreement is found regarding the broad objectives of learner autonomy 

in language education and the approaches to be implemented developing 

it. For example, there are different perspectives on whether communicative 

competence or learning management should be the objective, and on 
51 



whether to develop autonomy through learning strategy training to improve 
learners' capacity of learning management or to engage learners in 
communicative language use. 

For Little (2007a; 2007b), language learner autonomy and communicative 
competence are two sides of one coin, that learner autonomy is best 
developed through the process of involving learners in communicative 
language use. However, he (2007a: 16) argues that this has been largely 
ignored in the field for two reasons: first, as rooted from Holec's (1981) 
definition, linguistic and communicative goals and becoming autonomous 
are set as two different goals. Second, teachers tend to misuse the concept 
of communicative language use by asking students to imitate tapes or 
involving students' in non-meaningful conversations in the actual teaching 

practices. There is some research evidence showing that the dual 

purposes of developing learner autonomy through dynamic communicative 
language use are feasible. For example, Dam's (1995) well-known project 
is often considered as the successful case of this kind. Moreover, the 

recently revised European Portfolio strongly calls for such an integration in 

practice (Little, 2007b). 

On the other hand, other researchers (e. g. Wenden, 1991; Holec, 1996) 

seem not to view the development of learner autonomy in language 

education as being only focused on engaging learners in communicative 

language use. Moreover, learners might have their own learning objectives 

other than communicative competence. For Wenden (1991), once learners 

know how to learn, they are supposed to learn effectively. In respect of 

language learning, it is expected that once learners are equipped with 

necessary knowledge and skills of learning strategies, they can become 

successful including becoming competent language users. Although 

emphasis is put on learners' general capacity to manage their learning, it 

by no means suggests that researchers do not pay due attention to 
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communicative competence in developing learner autonomy in language 

education as claimed by Little (2007a). In fact, Holec (1996) himself gives a 
detailed description of students' ability to learn. In particular, he (ibid. ) 

states the need for students to know their learning objectives in language 
learning, for example, linguistic competence, communicative competence, 

special needs, or the process of language learning. It seems Holec (1996) 

not only shows concern about communicative competence, but also is 

aware of the other possible objectives that learners might wish to choose. 

It is reasonable for Little (2007a) to draw our attention to communicative 

competence being the objective and communicative language use being 

the appropriate approach in the development of learner autonomy in 

language education. However, it seems dangerous to associate language 

learner autonomy solely with these two in language education. If the 

essence of learner autonomy is learners' own responsibility to take charge 

of their own learning, learners have the right to decide their own learning 

objectives and these will not necessarily be communicative competence 

only. 

2.5 Learner autonomy-a comprehensive description of 

the concept 

Based on the review on its philosophical origin, development in education 

and language education both in the Western and Chinese literature, 

concept of learner autonomy can be presented in the following Table 2-2. 

As explained in section 2.1 and 2.4.1, 'Western 0 and 'Chinese' are fairly 

restricted in use in the present study. However, the distinction as drawn out 

from the relevant literature helps illuminate possible different focuses in 

various fields in understanding the concept of autonomy. The philosophical 

stand of personal autonomy in both 'Western'and 'Chinese'focus provides 
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a broad rationale for developing learner autonomy in language education, 
which is accompanied by the value attached to learning. However, due to 
different focuses, it seems 'Western' philosophy stresses an individual' s 
right and genuine inclination whereas 'Chinese' philosophy emphasizes a 
received right and external drive. In line with such differences, learner 
autonomy in language education also appears to follow divergent trends. 
For example, in the 'West', attention is paid to an individual's personal 
preference, process of learning and equal relationship between teachers 

and learners. However, the 'Chinese'focus is on individuals' capability for 

self-cultivation, interdependence, and respect for teacher authority. 
Despite these differences, both 'Western' and 'Chinese' ideas on learner 

autonomy agree on learner responsibility for learning and sustainable 
learning. It is noteworthy that owing to the development of various 

educational theories, the concept of learner autonomy in general education 
has become well established in the 'Western' literature, although this is 

missing from the 'Chinese' counterpart. It was not until the global trend of 

incorporating concepts of learner autonomy in language education that 

attention was paid to its overall appropriateness in different contexts. As a 

result, within the debates on different dimensions of learner autonomy, the 

'Western'and "Chinese' distinction again becomes a concern. For example, 

Sinclair (2000: 13) claims thatthe Western view of autonomy, for instance, 

has become one which largely focuses on the individual and psychological 

dimensions of autonomy'. This is coupled by Benson's (2001) 'political' 

notion of learner autonomy that is used by researchers (e. g. Pennycook, 

1997; Holliday, 2003; 2005) who argue for alternative autonomy in 

non-Western contexts. However, other researchers, mainly from China 

(e. g. Xu, et al., 2004; Hsu, 2005) or Chinese perspective (Littlewood, 1999) 

recognized some shared characteristics of learner autonomy with its 

Western counterparts and simultaneously state cultural particularities. For 

example, capacity is also considered as a core element of learner 
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autonomy. However, for other elements, there seem to be differences in 
terms of emphases, which are summarized in table 2-2. Moreover, for 
language learner autonomy, there is no comparable literature found from 
the Chinese perspective except that comprehensive language use and 
learner autonomy have been proposed to be dual objectives in CECR 
(2004). 

It should be pointed out that this comprehensive description by no means 
dichotomizes understandings of learner autonomy according to its 

geographical location: the West and China. In fact, it would be an 

oversimplification to consider learner autonomy in the West and China as 

polarized terms. As already revealed from the table, there are some 

commonalities as well as differences along with the evolution of the 

concept from philosophical thoughts, educational principles, to modern 

theories. According to Sinclair (2000: 13), 'autonomy can be viewed as a 

concept which accommodates different interpretations and is universally 

appropriate, rather than based solely on Western, liberal values. In line 

with such a view, the historical, cultural roots and social contexts where 

learner autonomy is conceived and implemented have to be considered 

when the concept of learner autonomy is to be discussed. 
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Learner autonomy in 'Western' (Europe and 'Chinese'focus 
different fields North America) focus 
Philosophical stand of Freedom to Freedom from 
personal autonomy 
Philosophical thoughts on Virtue (intrinsic value) Virtue (extrinsic 
values of learning value) 
Learner Early Individual interest and Establish learning 
autonomy germination experience of learning; goals, self-reflection, 
in education equal relationship sceptical and 

between teacher and questioning, 
learner interdependence, 

respect for teacher 
authority 

Contemporary Constructivist theory 
trends (psychological dimension 
(contributing of learner autonomy) 
theories) Socio-constructivist 

theory (social dimension 
of learner autonomy) 
Humanistic psychology 
(teachers' role being a 
facilitator) 
Information-processing 
theory (learner training in 
learner autonomy) 
Learner responsibility; lifelong process 

Learner Four pairs of Individual dimension Social dimension 
autonomy controversies (self-direction) 
in language Psychological dimension Psychological 
education (willingness, intrinsic dimension 

motivation) (internalised 
willingness, extrinsic 
motivation 

Political dimension Political dimension 
(freedom) (manageable 

freedom) 
Cultural (strong will, 
persistence, 
teacher-direction) 

Language learner 
autonomy: capacity vs. 
communicative 
competence 
Universal capacity 

Table 2-2 A comprehensive description of learner autonomy 
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2.6 Relevant research on learner autonomy in language 

education 

As stated in the previous sections, learner autonomy is not a concept 
confined to language education. However, to review all the relevant 
research will go beyond what the present study can accommodate. 
Therefore, the ongoing sections will only focus on relevant research into 
learner autonomy in language education. 

2.6.1 Areas of research 

Benson (2006a) suggested four main kinds of research on learner 

autonomy in language education: definitions of learner autonomy in 

relation to ideas of autonomy beyond language education, methods to 

foster learner autonomy, autonomy and effective language learning in 

various autonomous learning programmes, and understanding issues of 
learner autonomy from insiders' perspectives such as teachers and 

learners' from their engagement in the educational process. Since the 

present study does not look at learner autonomy in practice, this review of 

areas of research will exclude various autonomous learning programs (for 

details, see Benson, 2001) and focus on the other three aspects. Moreover, 

although culture is excluded in Benson's four-type classification, since he 

instead treats culture as an individual area in theoretical debate (Benson, 

2006a), the present study sees the need to incorporate it into the review 

since it is part of the research concern. Last but not least, the present study 

primarily is concerned with learners' conceptions. Therefore relevant 

research in this area will be reviewed. 
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2.6.1. lResearch on learner autonomy as a concept in 
language education 

According to Benson (2001), research on learner autonomy as a concept is 
centred on relationships between definitions of learner autonomy in 
language education and relevant theories outside it. With reference to his 
thrýee-fold model of learner autonomy, what he means is research on 
learner autonomy as a type of control over learning management, as 
control over cognitive processes and as control over learning contents. 
Each aspect is further linked with theories outside language education. 
However, I found such a classification was problematic. First, his (ibid) 

model tends to emphasise action rather than conception. In other words, 

research of this kind is more associated with learner autonomy as a means 
to effective language learning, which I will further discuss in section 2.6.1.2. 

Second, definitions of learner autonomy in language education and its 

possible sources in other fields such as historical roots and education 
largely remain as theoretical debates rather than actual research, and 

these have already been reviewed in section 2.2 and 2.3. As an alternative, 

my review will focus on investigations that testify to concepts of learner 

autonomy within language education. 

In the few studies that attempt to examine concepts of learner autonomy, 

those carried out by Littlewood (1999) and Xu, et al. (2004) seem to be 

revealing. For example, Littlewood (1999: 75) proposes that learner 

autonomy consists of two levels, 'reactive', and 'proactive', residing in four 

domains: communication, collaboration, task performances, and learning 

management. Accordingly, he designed a questionnaire with these 

elements and distributed it to 50 Hong Kong Chinese students. Data 

analysis suggested that for these students, learner autonomy is 

multifaceted rather than having the homogenous representation that is 
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often mistakenly put forward in the literature. Likewise, Xu et al. (2004) 
combined definitions of learner autonomy by Western researchers such as 
Knowles (1975), Holec (1981) and Dickinson (1992,1993), theories of 
metacognitive knowledge and strategy in relation to learner autonomy as 
discussed by Wenden (1991,2002) with their own adaptation to a Chinese 

context (see section 2.4.3.3). The overall questionnaire covers five aspects: 
understanding teachers' teaching objectives; identifying learning 

objectives and making learning plans; using learning strategies; monitoring 

strategy use; monitoring learning process and evaluation. The 

questionnaire was piloted and distributed to 1340 non-English major 

college students from 14 colleges or universities. Data analysis showed 
that Chinese non-English major learners at tertiary level are poor in learner 

autonomy. This is supported by a group of figures: 83% of the participants 
fail to understand teachers' objectives; over 80% of them do not know the 

concept of learning strategy; hardly any of them has their own learning 

plans, monitors their strategy use, or evaluates the learning process. 

The common features of such research are: first, that they refer to the 

mainstream learner autonomy theory in language education but with slight 

adaptations in accordance with specific research contexts; second, that 

they testify existing theories held by learners about autonomy; third, that 

they employ questionnaire instrument as the main research method. 

2.6.1.2 Research on learner autonomy as a means to 

effective language learning 

Learner autonomy has been linked with North American learning strategy 

research for over two decades (Wenden, 2002; Benson, 2006a). Research 

of this kind is based on the premise that learner autonomy leads to 

effective language learning and it therefore focuses on various ideas of 

learner training in order to facilitate learner autonomy. The most notable 
59 



aspects of learner training are: first, to equip learners with effective learning 
strategies (e. g. Wenden, 1991; Yang, 1998; Sinclair, 2000; Wang, 2002; 
Zhang, 2005); second, to create classroom environment (e. g. Ho and 
Crookall, 1995) or design classroom tasks (Crabbe, 1993) that supports 
learner autonomy; and third, to develop learners' metacognitive knowledge, 
which consists of enhancing students' metacognitive knowledge through 
teacher counselling (Victori and Lockhart, 1995) or metacognitive 
knowledge training (Huang, 2006) and investigation into learners' 

conceptions/beliefs (e. g. Cotterall, 1995; Benson and Lor, 1998; 1999; 
Wenden, 1999) that will be further discussed in section 2.6.1.5. The 

present section is focused on studies that aim to promote learner 

autonomy through strategy training. 

Although there is a considerable amount of learner strategy theory and 

research in the literature of language education, to the best of my 

understanding, Wenden (1991) is the first researcher who links learner 

strategy with learner autonomy. According to her (ibid. ), without learning 

strategies, learner autonomy can hardly take place. This view is shared by 

Oxford (2003) and Sinclair (2000) who consider that strategies are 

prerequisite for learner autonomy. Because of its intimate relationship with 

learner strategy research, learner autonomy research of this kind has 

undergone two phases: from treating learners as pure 'consumers of 

pedagogy' (Palfreyman, 2003b: 245) to learners as contextualized 

individuals (Huang, 2006). 

For the former, research is often based on designing a set of learner 

training programmes according to learner strategy theories and using pre- 

and post- tests to examine the effect of learner training and its relationship 

with learner autonomy. For example, Wang (2002) carried out a 

longitudinal experiment with regard to the relationship between learner 

strategy training and the promotion of autonomy. After a questionnaire 
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survey aiming to find out learners' current strategy use, he (ibid. ) 
performed an experiment with 6 freshmen classes through strategy training. 
His (ibid) post-experiment questionnaire result in relation to students' 
academic record shows that learner strategy and learner autonomy have a 
positive correlation. This research finding is verified by Zhang (2005) who 
carried out a similar piece of research but with follow-up interviews to track 
learners' understanding of learner autonomy. Like Wang (2002), Zhang 
(2005) not only suggests that there was an increasing use of learning 

strategies by the learners but also apparent indication of learner autonomy 
among students in the experimental classes. 

For the latter, research is grounded in the learners' learning contexts and 

attempts to interpret the process of learners' interaction with strategy 
training programmes. For example, Huang (2006) used multiple methods 

such as students'diary, class observations, informal group interviews, and 

a questionnaire to investigate students' views of the effect of a 

metacognition training programme. He (ibid. ) reported that learners to 

some extent resisted the training programme, which resulted from both 

pressure received from institutions and societal expectations and 

internalized pressure from exam-oriented classroom practice. 

The first type of research generally confirms the theoretical assumption of 

the positive relationship between learner strategy and learner autonomy. 

However, an important issue remains unsolved as to how these 

researchers measure the level of learner autonomy development. The 

second type of research provides useful insights in understanding learners 

in specific contexts, which nonetheless, is still in its experimental stage and 

thus calls for more similar research. 
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2.6.1.3 Relevant research on learner autonomy and culture 
As stated in section2.4.3.3, concepts of learner autonomy may have 
cultural characteristics (e. g. Sinclair, 2000; Palfreyman and Smith, 2003), 
which arouses research interest in different cultural settings, for example, 
Sonaiya (2002) in Africa, Palfreyman (2003a) in Turkey, and a growing 
body of research in mainland China (e. g. Ho and Crookall, 1995; Gan, et al., 
2004, Huang, 2006). However, as culture can mean both 'big' culture and 
'small' one (Holliday, 1999), research of this kind also covers learners? 
immediate learning situations such as classroom contexts (e. g. Dam, 1995; 
Smith, 2003), Self-access contexts (Gardner and Miller, 1999; Gardner, 

2007), and institutions (e. g. Aoki, 2001; Palfreyman, 2003a). Therefore, 

the present review takes into consideration both senses of culture and 
focuses on research done on learner autonomy and Chinese culture or 

social context, and learner autonomy and institutional culture, which are 
the most relevant to the current study. 

This type of research assumes that learners' background culture plays an 

important role in an individual's learner autonomy, which however, often 

tends to be complex. For example, Ho and Crookall's (1995) research on 

changing learning environments through simulation activities suggests that 

some Chinese cultural traits run counter to learner autonomy whereas 

others facilitate its attainment. Similarly, in the study carried out by Gan et 

al., (2004) among 9 successful and 9 unsuccessful Chinese English 

language learners, a dynamic interplay between both learners' individual 

attributes and social contexts was found. It is worth noting that the College 

English Course in China and College English Test Band 4 or 6, which are 

firmly embedded in Chinese universities have respective impact on these 

learners' motivation for learner autonomy. 
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Different from such research assumptions, Huang (2007) reserves his 
attitude towards possible Chinese cultural influence on learners' autonomy 
since the literature presents conflicting, even contradictory, arguments. He 
(ibid. ) on the other hand, attempts to find out the answer through empirical 
evidence. Through an open-ended questionnaire and follow-up interviews 

with 24 Chinese university students and 10 university English language 
teachers, he concludes that Chinese students' learner autonomy is 

multifaceted in nature. For example, students in his study demonstrated 

strong learner responsibility in learning. However, they also displayed 

expectations of teacher-direction. For Huang (ibid), this latter feature 

seems to be much influenced by the exam system rather than Chinese 

traditional culture as is commonly portrayed in the literature. He (ibid. ) thus 

concludes that students' lack of autonomy is more context-based rather 

than culturally determined as does Pierson (1996) in Hong Kong. 

In addition to research on learner autonomy and national culture, other 

researchers such as Aoki (2001) and Palfreyman (2003a) draw attention to 

the institutions where learning takes place. For example, Palfreyman 

(2003a) reports that different interpretations of learner autonomy by 

various stakeholders exist in a Turkish university, and that this potentially 

affects implementation of autonomy- oriented practices. Aoki (2001) 

proves such an opinion with an opposite example. In her study, the 

institution seems to undertake a curriculum that is defective for promotion 

of learner autonomy. However, her case study with one student provides a 

positive result with regard to autonomy because of her own effort to make 

the necessary adjustment that utilized the system, and at the same time 

considered students' needs. 

As can be seen from the above review, research of this kind often focuses 

on one aspect of culture, for example, national culture (e. g. Ho and 

Crookall, 1995), social context (e. g. Gan, et al., 2004; Huang, 2007), 
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institutional culture (Aoki, 2001; Palfreyman, 2003a). However, given that 
culture is broad and complex, including various layers (Holliday, 1994) and 
is dynamic and discursive (Kubota, 2006), research that takes into 
consideration national culture, social context and institutional context is 
called for. 

2.6.1.4 Relevant research on learner autonomy in relation 

to learners' experiences of language learning 

One important reason for researchers to attempt to understand learner 

autonomy in relation to learners' experiences of language learning is that 

the latter is considered as the site where learner autonomy springs from 

and is nurtured (Benson, 2006a). Research of this kind holds that learner 

autonomy possibly means different things to different people in different 

settings (Benson, 2007; Chik, 2007; Murray and Kojima, 2007) and access 

to learners' language learning experience is considered to be the most 

appropriate way to better understand learner autonomy and its 

development. 

This kind of research commonly centres on learners' construction of their 

identities and the development of learner autonomy through longitudinal 

learning experiences. For example, Benson et al. (2003) report two English 

language learners who experienced both English as a foreign/second 

language and English as a native language contexts. By retrospective 

self-report, the study shows how learners' autonomy develops along with 

their construction and reconstruction of identities in both home and the 

target culture. It is found that learners' strong desire to engage with the 

target culture facilitates their personal autonomy. For Chik (2007), in the 

language learning process, learners consciously make their own space, 

which helps create individual learner identity, which affects the 

development of learner autonomy. In her study, one learner identified 
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herself as a fluent speaker whereas the other as an unfocused learner, and 
such different perceived identities led to different manifestations of learner 
autonomy. It is worth noting that learners' conceptualization of their 
identities is not static but rather evolves with various language learning 
experiences at different times. As pointed out by Murray and Kojima (2007) 
based on the case study of Kojima's language learning experiences, 
Kojima changed her identity of a poor score maker to that of a fluent 
language user, moreover, to a multilingual language user. Like participants 
in Benson's et al. (2003), study, Kojima desired to connect with target 
language resources such as native speakers, in which process her 

changed identity and the development of learner autonomy are 
interwoven. 

This type of research draws attention to the unstable nature of learner 

autonomy and attempts to unravel the complex process of its evolution in 

relation to individuals' educational experiences and social-cultural 
background. Moreover, the study of life history is considered an effective 

approach to undertake in such research. Nevertheless, such a method 

limits the research scope to individual cases, which possibly hinders 

researchers from gaining a broader picture of the development of learner 

autonomy. 

2.6.1.5 Relevant research on learner conceptions/beliefs 

and their relationships with learner autonomy 

As stated in section 2.6.1.2, the present study is mainly concerned with 

learners' conceptions, so it is necessary to explore its background in 

language education. In the literature, the terms learner 'conceptions' or 

'beliefs' are used interchangeably except that Benson and Lor (1999: 464) 

attempt to differentiate the two. Moreover, the terms are often used to 

mean different things such as 'learners' philosophy of language learningy 
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(Abraham and Vann, 1987: 95), 'opinions' (Wenden, 1986: 5), 
A expectations' (Gardner, 1988: 110). However, researchers generally 
reach consensus on two main features of the terms with regard to 
language learning: first, they are about the 'nature of language and 
language learning; second, they entail both'individual cognitive dimension 

and social dimension' (Barcelos, 2003: 9). A brief review of learner belief 

research in English language learning is summarized in the following table 

(see Table 2-3). 

The table here is by no means exhaustive in demonstrating all the studies 
done in the field but serves to exemplify the diverse research instruments 

employed in the learner belief research. In fact, BALLI (Beliefs About 

Language Learning Inventory) questionnaire, as invented by Horwitz (1987) 

and interviews are reported as typical methods among relevant studies in 

10 countries and areas (Sakui and Gaies, 1999). 
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Research Instrument Researcher Time of Research 
Research 

Case study Wenden, 1986 Learner belief 
Interview Wenden 1987 

Benson and 1998 Learner belief 
Lor and readiness 

towards 
autonomy 

1999 Conceptions of 
language and 
language 
learning 

Questionnaire BALLI Horwitz 1987 Learner belief 
Kern 1995 Learner belief 

and Teacher 
belief 

Cotterall 1995 Learner belief 
and readiness 
forlearner 
autonomy 

Wen and 1997 Learner belief 
Johnson and 

achievement 
Adapted from Yang 1999 Learner belief, 
BALLI strategy use 

and learner 
background 

Improved Sakuiand 1999 Learner belief 
questionnaire Gaies 

Mixed (i. e. interview, White 1999 Learner 
Observation, Questionnarie) expectation 

change 
Table 2-3 Learner belief studies in English language education 

Research on learners' beliefs/conceptions was integrated into learner 

autonomy research for two concerns: certain sets of beliefs determine 

autonomous language learning (Cotterall, 1995; Benson and Lor, 1998; 

1999); necessary metacognitive knowledge (Wenden, 1998; Sinclair, 2000) 

facilitates development of learner autonomy. 
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For example, Cotterall (1995) investigates the possible relationship 
between learners' beliefs and learner autonomy from four main aspects: 
teachers and learners' respective roles in language learning, the role of 
feedback, learner independence and learner confidence. She (ibid) uses a 
questionnaire based on these themes and reports positive evidence of 
learner autonomy in those who view teachers as counsellors or facilitators 

of learning, who take responsibility for seeking and using feedback from 

various sources, and who have clear goals, and are willing to take risks and 

overcome difficulties. Likewise, Benson and Lor (1998: 57; 1999), based 

on their interview study of Hong Kong students' conceptions of English 

language learning, draw the conclusion that those who hold a qualitative 

conception (see Table 2-4) tend to exhibit learner autonomy in the future. 

Nature of 
conceptions 

Conceptions of language learning Readiness 
for LA. 

quantitative Language is seen as a collection of things 
Process of accumulation 
Pieces of language are passed to the 
learners by the teacher 

qualitative Language is seen as an environment Identified 
Process of exposure with shift 
Learner comes to terms with the from 
unfamiliarity of the language environment quantitative 
with or without teachers to 

qualitative. 
Table 2-4 Learners' conceptions and readiness for learner autonomy (Benson and Lor, 

1998: 57) 

Besides that, learners' metacognitive knowledge is especially considered 

relevant to learner autonomy by researchers such as Wenden (1991; 1998) 

and Sinclair (2000). By metacognitive knowledge, Wenden (1986: 188) 

means cognitive knowledge of 'person, strategy, and task'. This is further 

elaborated by Sinclair (2000) who adds an important dimension, 

knowledge of the learning context, to the concept. On the one hand, they 
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both hold that without explicit knowledge of the learning process, learners 

are less likely to make informed choices that are essential to learner 

autonomy. On the other hand, the core components of learner autonomy, 

according to Wenden (1998: 516), are 'planning, evaluating and 

monitoring' which are also important constituents of metacognitive 
knowledge on 'strategy' and 'task'. In her study, Wenden (1991) reports 

that difference in learner autonomy can be explained by learners' various 

degrees of metacognitive knowledge. Due to these concerns, 

metacognitive knowledge is often written into various learner training 

programs aiming to develop learner autonomy (see section 2.6.1.2). 

As can be seen from the discussion, this type of research tends to assume 

a positive correlation between learners' conceptions/beliefs with actual 

autonomous learning behaviours. However, solid research evidence is 

often difficult to find. 

2.7 Issues arising from the relevant research 

Based on this literature review regarding both theories of learner autonomy 

in different fields and relevant research in language education, the present 

section raises three main issues that need to be tackled: 

e given that learner autonomy may have cultural characteristics, 

where is the place of cultural roots in understanding learner 

autonomy? 

9 following the first question, can learner autonomy be treated as an 

educational goal regardless of its educational contexts and if so 

how? 

69 



if it is true that only by understanding learners' conceptions of 
learner autonomy can it be properly developed, how can we access 
these conceptions? 

The following sections will discuss the three questions in more detail. 

2.7.1 Where is the place of cultural roots in understanding 

learner autonomy? 

From section 2.2 to 2.5,1 reviewed the concept of learner autonomy from 
the perspective of historical origin, development in education and language 

education in both Western and Chinese literature. It is also important for us 
to know that the cultural roots in which the concept of learner autonomy is 

embedded cannot be ignored. 

As argued by Barcelos (1995: 40 cited by Barcelos, 2003: 9), particular 

cultures possibly have certain 'culture of learning languages' that are 
limited by 'one's age, social economic level, previous educational 

experience, previous (and present) readings about language learning and 

contact with other people like family, friends, relatives, teachers and so 

forth'. Likewise, 'Hu (2002; 2005) and Cortazzi and Jin (1996: 230) contend 

that there are cultural aspects of teaching and learning such as what 

people believe about 'normal' and 'good' learning activities and processes. 

Since the concept of learner autonomy is so closely linked with successful 

learning (e. g. Wenden, 1991; Little, 1996), it is reasonable that such a 

concept also carries cultural imprints. 

However, as I ýemphasised in section 2.5, we need to avoid two dangerous 

stances in attempting to understand the concept: first, we should not over 

generalize literature descriptions to each individual within the 

national/ethnic boundaries; second, we should not dichotomize 

conceptions of learner autonomy according to geographical locations, 
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Moreover, if culture is considered as a set of beliefs, then beliefs entail both 
stability and variety. According to Alanen (2003: 67), beliefs are variable 
because they 'are constructed in social interactions in specific contexts of 
activity', at the same time, they are stable since 'they are 
appropriated/internalized and (re)constructed in mediated action to 
become part of individual's knowledge reservoir. The complexity of 
conceptions/beliefs themselves plus numerous individual factors mean 
that we need a more delicate way to position cultural influence when 
interpreting the concept of learner autonomy. 

2.7.2 Can learner autonomy be treated as a universal goal 

in language education? 

In recent years, doubts have been cast on whether/how leaner autonomy 

can be set as a universal goal in language education because of the 

criticism in both education and language education. In education, strong 

objections to autonomy being an educational aim have recently put forward 

by Hand (2006). His argument is based on the two ordinary senses of 

autonomy: circumstantial and dispositional autonomy, which according to 

him are both factually submissive to others' direction. For circumstantial 

autonomy, it is dependent on the circumstances which one lives in, and for 

dispositional autonomy, it is only desirable if individual decisions are 'more 

effective, appropriate, or worthwhile' than other-directed performances. 

However, the criteda for the judgement often fie in the hands of the more 

capable, which also denies the basic claim that 'autonomy is to be free to 

determine one's own actions'(Hand, 2006: 538). Such theoretical 

scepticism is also heard in language education. In addition to Pennycook 

(1997) and Holliday's (2005) respective argument against the 'Western' 

cultural essentialist view of learner autonomy and imposition of it on 

non-Westem' contexts, Schmenk (2005: 111) warns that globalization of 
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the concept of learner autonomy will result in various deficiencies: first, a 
'homogenization' of 'learner autonomy that ignores factors such as people, 
situation, institution and culture; second, a 'techonologization' of learner 

autonomy that reduces the concept to technologies such as self-access 
centres; third, aI psych olog izatio n or naturalization' of learner autonomy 
assumes that learner autonomy is human being's inborn nature. 

As summarized by Benson (2006a), the current criticism that learner 

autonomy receives comes from philosophical, social, and educational 
debates: in contemporary philosophy, the notion of individual self is 

challenged by the perspective of social self. Moreover, autonomy is 

condemned by its dominant association with stereotypically 'masculine' 

features such as independence and self-sufficiency. In addition, social 
debates over whether autonomy is self-contained are not without problems; 

and the globalization of educational reform is apt to essentialize the idea of 

autonomy and its link with individuality (ibid. ). 

However, as I stated in chapter 1, the MOE in China reinforces the CECR 

that aims to promote learner autonomy in Chinese universities regardless 

of these debates. As stated by Hu (2004), the reform is justified by Western 

theories. Whether/how this had an impact on learners' conceptions is worth 

exploring. It is particularly worth noting that this Western package of 

learner autonomy considers communicative language use (see 2.4.3.4) as 

the goal in language education at school. Whether/how this is accepted or 

realized by learners in China is unknown, given that high stakes exams are 

a compulsory factor in Chinese higher education whereas much of the 

'Western' research concerns non-forced education or contexts in which 

exams are not such a big factor as that in China. 
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2.7.3 How can learners' own understanding of learner 

autonomy be accessed? 

Learner autonomy research in language education has brought great 
insight into the understanding of learner autonomy. However, gaps and 
deficiencies exist in each area of the research that is discussed in previous 

sections. As discussed in section 2.6.1.1, research on learner autonomy as 

a concept tends to use literature-based theories to examine learners' 

autonomy. This is deficient in two aspects: first, it imposes opinions rather 

than elicits learners' own knowledge that may possibly be related to 

theories. Second, it ignores both the learners' language learning process 

and the learning contexts in which their conceptions are developed. 

Similarly, for research on learner autonomy as a means to effective 

language learning, pitfalls are evident when researchers attempt to identify 

observable behaviours with learner autonomy or connect strategy use with 

learner autonomy. First, this line of research often entraps itself given that 

autonomy is not necessarily always exercised. Second, strategy use is 

unlikely to be universally applicable to any individual in the same way. As 

warned by Palfreyman (2003b), apart from the problematic issues of 

strategy categorization, it is dangerous to treat all learners as if they had 

the same cognitive equipment, unshaped by personal experience. 

In research on learner autonomy and culture (see section 2.6.1.3), in 

addition to the insufficient research into small cultures such as institutional 

culture, research on national culture also remains unexplored. Possibly 

because of the rising voice against cultural essentialism (e. g. Holliday, 

2005) and overgeneralization (e. g. Cheng, 2000), researchers tend to 

interpret findings by use of contextual factors (e. g. Huang, 2006). While 

acknowledging the importance of contextual factors, 1, on the other hand, 
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would argue that national cultural influence should have the position it 
deserves if research evidence is found. 

In research on learner autonomy and conceptions/beliefs (see section 
2.6.1.5), researchers often fall into the trap of pre-assuming a cause-effect 
relationship between beliefs and actions. As stated by Nix's self-reflection 
(2003: 201), 

I realize I've been wrong about trying to focus students' 
metacognition on their use of language skills as the starting point 
for developing their academic literacy autonomously. I see again 
that it is the students' interest in learning about the topics 
themselves that motivates them and provides the springboard for 
the development of autonomy. 

This is also voiced by Benson (2003: 282) who suggests that it is inappropriate to 

gequate empirical research with the measurement of causes and effects'. He 

(2003: 282) suggests that: 

perhaps what we need, then is a view of empirical research that 
does not necessarily involve "answering questions"-one that is 
more suited to the concept of autonomy as an aspect of the 
teaching and learning process that is ambiguous in terms of cause 
and effect. Research is a matter of gaining a better understanding 
of (or theorizing? ) some process or situation (or practice? ) through 
engagement with data arising from it. 

This notion supports the current research that tends towards 

understanding learner autonomy in relation to learners' experiences of 

language learning (see section 2.6.1.4). According to Benson (2006a: 30), 

to date, research has shifted to'the construction of individual identities and 

achievement of personal autonomy in long-term language learning 

experiences'. Nevertheless, research of this kind is far from sufficient to 

inform theories and practices. On the one hand, this kind of research 

normally focuses on one or two cases, which may contribute to the 
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understanding of the intricate nature of learner autonomy, yet provides little 
evidence for research comparison; on the other hand, random selection of 
individual cases can hardly offer sufficient insights to inform educational 
practice in certain contexts. 

2.8 Rationale for the present study 

The present study is justified by the need to resolve the issues addressed 
in section 2.7 through understanding concepts of learner autonomy from 
learners' perspectives in relation to their social, educational, and cultural 
background. 

Firstly, this does not mean that learners' opinions are better than those 

proposed by theorists in the language education field. Rather, it is believed 

that learners are in a better position to describe how learner autonomy 

emerges and develops along with possible educational experience, social 

and cultural influences. Learners' conceptions or beliefs (used 

interchangeably in the literature, see section 2.6.1.5) are thought of as 

mirrors reflecting the complex interaction between themselves with 

external factors. In doing so, they are not imposed on by learner autonomy 

theories or pre-assumptions of cultural influences by the researcher, either 

'big' or 'small' culture. Instead, cultural roots only come in when they are 

part of learners' own accounts. 

Secondly, theoretical debate on whether learner autonomy should be a 

global goal in language education seems to be undertaken as mere 

hindsight if it has already been written into the educational reform. 

However, it is still necessary for researchers to examine to what extent it is 

accepted/realized by learners. Particularly in language education, 

promotion of learner autonomy is bound up with the communicative 

approach in the Western research and practice. Whether it is suitable for 
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English as a compulsory subject in Higher Education contexts such as in 
China can also be answered by learners' voices. 

Thirdly, from the perspective of methodology, the present study follows the 

current innovation of adopting a narrative method to approach participants. 

'Moreover, it attempts to overcome the limitation of case studies as 

normally adopted by this kind of research. By involving 27 students and 3 

universities, the present study allows both individual diversity and possible 

common grounds to be recorded if they emerge. 

2.9 Summary 

This chapter started by tracing the historical origin of the concept of 

autonomy. Then it continued to track how it shed light on ideologies on 

personal autonomy and values of learning and impacted on the 

development of learner autonomy in education in both the 'West' and 

'China'. Then there was an exploration of how early educational thoughts 

were developed into modern theories on learner autonomy. The chapter 

then moved to the development of learner autonomy in language 

education, including a brief review of its being a 'Western' construct, a 

globalized construct and existing controversies: individual/social, 

psychological/political, universal/cultural dimensions of the concept of 

learner autonomy, and conflicting objectives of developing learner 

autonomy in language education. Afterwards, a comprehensive 

description of learner autonomy was presented. Then relevant research on 

learner autonomy in language education was reviewed. Attention was 

paid to five particular areas of research: learner autonomy as a concept, as 

a means to effective language learning, learner autonomy and culture, 

learner autonomy and learners' language learning experiences, and 

learner autonomy and learners' conceptions/beliefs. Issues arising from 

the research were pointed out and the rationales for the present study were 
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provided. This leads to my research questions, which will be discussed in 

chapter 3. 
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CHAPTER 3 RESEARCH METHODOLOGY 

3.1 Introduction 

This chapter concerns the methodology of the study. First, research 
questions are presented. Then justifications for research design and 
subsequent research methods are discussed. This is followed by concrete 
descriptions of research instrument preparation and data collection 

procedures. In addition, ethical issues in the process of data collection are 
discussed and data analysis procedures are provided. Afterwards, the 

trustworthiness of the research is defended and my role in the research is 

described. The chapter ends with a brief description of my decisions on 
data presentation in the finding and discussion chapters. 

3.2 Research questions 

As stated in Chapter 2, there are three issues for investigation centred on 

the concept of learner autonomy: first, how to position possible cultural 

roots, given that concepts of learner autonomy bear cultural imprints and 

may vary from context to context; second, Western practice of learner 

autonomy has been incorporated into the current college English reform in 

China, but to what extent it is understood by students still remains 

unknown; third, traditional learner autonomy research is problematic and 

the new narrative turn is limited. All these issues inform the necessity of 

the present research to understand learner autonomy from learners' 

perspectives. My research questions are proposed as follows: 

1) What, if any, are Chinese university students' conceptions of English 

language learning relatable to learner autonomy? 

2) What are the influences on students' conceptions? 
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To answer these questions, different research methods were employed in 
the study, which will be discussed below. 

3.3 Research design 

Research methodology is determined by research questions (Berg, 2004). 

In order to understand Chinese learners' conceptions and examine 

possible influences on them, the research endeavoured to capture 
in-depth accounts from maximum possible sources of data that can be 

handled by the study. Apart from the qualitative approach that aimed to 

obtain rich information, the study also considered a quantitative approach 

to verify findings yielded by qualitative methods as well as to allow further 

possible diversity through open-ended items. To sum up, the research 

primarily adopted a qualitative approach yet considered a quantitative 

approach to be an appropriate supplement. 

Combination of two approaches is justified by quite a few researchers (e. g. 

Bryman, 1988; Pattern, 1990; Gorard and Taylor, 2004; Prasad, 2005) 

who hold that presence of two approaches permits the strengths of both 

while avoiding their respective weaknesses. As stated by Prasad (2005: 

6), 'the tenets of positivism are somewhat inadequate for the 

understanding of complex, nuanced, and context-dependent social 

processes. A completely open-ended approach, on the other hand, is 

careless in its neglect of theoretical foundations and in its failure to 

acknowledge its own meta-theoretical assumptions'. There are various 

ways to combine the two approaches (e. g. Bryman, 1992; Creswell, 1994; 

Miles and Huberman, 1994), for example, equally mixed, or adding one on 

to another. This, according to Punch (2005: 241), is conditioned by 

'particular situations in the light of the practical circumstances and context 

of the research' (Punch, 2005: 241). 
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The present research adopts what Creswell (1994) calls the 
dominant/less-dominant design. In the first place, the interpretive nature of 
the present study justifies the suitability of a qualitative approach as the 

main approach. As commonly espoused by researchers in social sciences, 
one of the most outstanding features of qualitative approach is that it 

allows the researcher to obtain rich information without being constrained 
by pre-determined categories (Pattern, 1990). Richards (2003: 8) further 

states the strength of the qualitative approach as to help explore the 

complexity of the social world, to be person-centred and provide insights 

that enrich understanding, and to ensure the researcher has the 

opportunity to address his or her own role in relation to the context. At the 

same time, the current research was concerned about the validation and 

possible generalizability of the findings revealed by the qualitative 

approach and employed a quantitative approach as a complementary 

means of data collection. It is worth noting that a quantitative method can 

complement a qualitative paradigm if the purpose is properly justified 

(Guba and Lincoln, 2006). Moreover, according to Punch (2005), a 

quantitative approach helps answer certain types of important questions 

systematically. 

3.4 Methodological issues 

Before carrying out the actual research design, however, methodologically, 

I have to refine my research questions from two perspectives. First, I 

cannot make direct use of questions on learner autonomy for two reasons: 

it might impose answers on students; they do not necessarily have the 

term in their metacognitive knowledge. Second, students cannot talk 

about conceptions in a vacuum. Instead, they need a solid medium to 

show their conceptions, which suggests that language learning 

experiences will be the most appropriate and concrete channel. 
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Due to these two concerns, it is necessary to adjust my research 
questions in two ways: first, to break down the original research questions 
into specific and tangible questions; second, to add another question on 
students' language learning behaviours since students' account of 
language learning experiences cannot be separated from descriptions of 

concrete learning behaviours. As a result, my research questions are 

reframed as follows: 

1. What, if any, are Chinese university students' conceptions of English 

language learning relatable to learner autonomy? 

1) What are Chinese university students' conceptions of successful 
language learning? 

2) Do students' conceptions relatable to learner autonomy form part of 

their conceptions of successful language learning? 

2. How might students' conceptions relatable to learner autonomy 

correspond with actual learning behaviours? 

1) What behaviours do students associate with successful language 

learning? 

2) To what extent are students' behaviours consistent with students' 

conceptions of learner autonomy? 

3. What are the influences on students' conceptions relatable to learner 

autonomy and corresponding behaviours? 

1) What influences their conceptions of successful language learning and 

what behaviours do students report? 

2) What are the influences on students' conceptions of learner autonomy 

and actual associated behaviours? 
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3.5 Research methods 

The present study employs both qualitative and quantitative research 
methods. The qualitative method is composed by narrative-based 
interviews and follow-up interviews and the quantitative method comprises 
questionnaire surveys. Triangulation was formed in two senses: internally, 

among interview participants and the researcher; externally, interview 

participants, questionnaire participants and the researcher. 

3.5.1 Narrative-based interviews 

There were four reasons for the choice of narrative-based interviews in the 

present study. First, the present research aimed to examine Chinese 

learners' conceptions but with caution in these aspects: 1) to leave open 

as whether or not they articulate concepts of learner autonomy; 2) not to 

impose pre-determined theories of learner autonomy on them; 3) to avoid 

abstract and decontextulized answers. Second, the present research was 

concerned that 'autonomy is not grounded in substantive individual 

identities, but in identities that become individual through narratives 

involving self-reflection and self-thematization' (Straub et al., 2005, cited 

by Benson, 2006a: 32). In order to explore learners' conceptions of learner 

autonomy, it was necessary to search learners' long-term experiences of 

language learning and investigate how they make sense of such 

processes and exercise learner agency (Pavlenko and Lantolf, 2000). 

Third, narrative has been considered as a useful research method in 

applied linguistics to obtain insights that are 'inaccessible to experimental 

methodologies' (Pavlenko, 2007: 164) from holistic and diachronic 

perspective (Nekvapil, 2003; Benson and Nunan, 2004). Last but not the 

least, in research on learner autonomy in language education, narrative 

method has been increasingly recognized by researchers (Benson, 2007; 

Murray and Kojima, 2007; Chik, 2007) who hold that learner autonomy 
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possibly means different things to different people, which can be better 

accounted for in relation to their educational experience and social, 
cultural background. 

3.5.2 Follow-up Interviews 

Although interview as a research method fits into almost all the qualitative 

research tradition (Richards, 2003), adoption of it as a follow up method is 

essentially because it gave me the opportunity to probe more the focused 

questions that arose from the narrative-based interviews. As indicated in 

the previous section, my design for the narrative-based interview aimed to 

capture learners' general retrospective account of their language learning 

experiences, which avoids the problems that a normal semi-structured 

interview has, such as lack of diversity (Wengraf, 2001) or insufficiently 

detailed answers (Seidman, 2006). However, such a method takes the 

risks of not obtaining the necessary data for my research questions. A 

follow-up interview was thus considered significant in that it not only 

helped to clarify issues and dig deeper into the meanings of certain 

descriptions in the nar, rative-based interviews, but also allowed me to 

obtain further information relevant to my research questions. 

3.5.3 Questionnaires 

As stated above, the decision on using questionnaire was to further 

examine findings obtained from the qualitative data, explore their possible 

generalizability of qualitative findings, and allow further diversity by 

open-ended items. First, as discussed in chapter 2, learner autonomy is a 

multifaceted concept which involves both core features that are shared 

across boundaries and peripheral characteristics that might be unique to 

individuals, and a questionnaire survey is considered as a powerful 

instrument to examine the scope in which certain concepts are shared 
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while others are not. In other words, both commonality and diversity are 
considered in the questionnaire design (see section 3.8.1). Second, there 
is a significant number of Chinese learners who learn English in formal 

education. Although a questionnaire instrument cannot capture all 

necessary information to generalize research findings, it can factually help 

represent, to a limited extent, certain patterns of descriptions. After all, 
they are 'information about the world, in the form of numbers' (Punch, 

2005: 55). Third, open-ended questionnaire items were thought to allow 

possible responses different from interview data among a larger 

population. 

3.6 Qualitative data collection 

Qualitative data collection consists of three stages: pilot interview, making 

improvements based on pilot interviews and the main study interview data 

collection, which are described in chronological order in the following 

sections. 

3.6.1 Pilot interview 

The pilot interviews involved two main stages: designing an interview 

guide and concluding taking pilot interviews, improving the interview guide 

and undertaking another round of pilot interviews. 

3.6.1.1 Design of interview guide 

The initial interview guide (see Appendix 1) design was done with 

considerations of research questions and relevant literature. As stated in 

section 2.6.1.2, learner autonomy has been tightly associated with 

successful language learning by researchers such as Wenden (1991), and 

Little (1999). With regard to my research questions (3.2), 1 intended to 

target interviews at successful English language learners who were 

84 



expected to be able to articulate concepts of learner autonomy. In order 
not to impose my criteria for successful language learning, I suggested 

participants should give their own definitions of successful English 

language learning. 

A general practice in China is that English language learning comes after 

students' several years of school learning. I felt it was necessary to ask 
their general conceptions of successful learning before probing 

specifically successful language learning (e. g. Q2. Q3). At the same time, 

to avoid the difficulty of abstracting descriptions of successful English 

language learning, I incorporated a question that offers the opportunity for 

participants to give concrete examples from their own language learning 

experiences (Q4). 

3.6.1.2 Pilot interviews 

I tried them out in my interviews with three Warwick Master students who 

were recommended by friends as successful English language learners. 

The language used in the interviews was Chinese, their native language, 

which was more convenient for detailed narration. 

However, quite a few problems were revealed from the practice of the 

three trial interviews. First, the criteria for successful language learners 

varied: two by academic scores and the other by good oral English. 

Second, since my questions consisted of both conceptions of successful 

learning and language learning, there were hardly any focused opinions 

on successful language learning. Third, it proved difficult for interviewees 

to answer questions such as 'what is successful learning or language 

learning? ' Fourth, my sub-questions 'is there any teacher that influenced 

your opinions? ' tended to impose my assumptions on interviewees. Fifth, 

my question regarding 'what is the difference between good learning and 

good language learning'was confusing. Interviewees felt uncertain as how 
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to answer. Sixth, my question on their own reflective thinking about their 
learning experience was too broad for them to retrieve information. In 

general, each of them had received more than 10 years' of formal 

education, so it was indeed difficult for them to summarize into short 
accounts. 

3.6.1.3 Improving interview guide 

Based on feedback from these trial interviews, I made some changes to 

my interview guide (see Appendix 11). First, I removed questions regarding 

participants' attitudes towards English language learning at the beginning 

because it might disturb participants' whole accounts. Second, rather than 

asking the participants to describe successful learning and successful 
English language learning in an abstract way, I asked participants to 

describe their own language learning success after they gave a full 

account of the whole language learning experiences in Q1. In this way, 

how participants see success would be revealed. Third, Q4 was added to 

further elicit participants' opinions on language learning success. Fourth, 

Q5 was added to increase perspectives on participants' English language 

learning from teachers or classmates' views. Fifth, Q6 was added in order 

to compare participants' future plan for their English language learning in 

the past, which could help reveal more information on their conceptions of 

English language learning. 

With this revised interview guide, I did a second round of pilot interviews 

with three Master students at the University of Warwick. Improvements 

based on these interviews are further described in the following sections. 
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3.6.2 Improvements based on pilot interviews 

The pilot interviews provided valuable insights and experience for my 

main study in three main aspects: changing sample participants, 
improvements of interview guides and techniques of inquiry, and practical 
issues such as necessary preparation, and methods of initial data 

analysis. 

3.6.2.1 Change of sample participants 

Decisions on changing sample participants were due to the following two 

concerns: first, it limited the research scope. In principle, any English 

language learner has conceptions of the activities he/she engages with. 

To focus only on successful language learners will miss the opportunity to 

investigate the majority of ordinary learners who might make great 

contribution to the study. Second, the literature has not reached a 

consensus regarding definition of successful language learners (Gan, et 

al., 2004). It would be problematic if participants were chosen according to 

different criteria. 

3.6.2.2 Improvement of narrative-based interview guide 

Based on the pilot interviews, I finalized my interview guide (See Appendix 

111) for the main study with improvements to objectivity and internal 

reliability. First, I tried to ask more general questions and thus avoid my 

imposition. For example, for Q3. I chose 'are there any events/things you 

want to talk about? ' rather than 'are there any people who have influenced 

your conceptions? as in the previous guide. In fact, this appeared in Gaoys 

(2005) interview guide in probing learners' stories. Second, I was inspired 

by Malcolm (2004) who asked 'what are the difficulties in your language 

learning experience? ' and incorporated it into my guide. This increased 

the internal reliability of the guide in that it allowed another perspective 
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rather than providing an overwhelming account on what constituted 
successful learning experiences. Moreover, if 'narrative identity' was 'a 

ground for individual autonomy' (Benson, 2006a: 32), conceptions of the 
future possibly offer directions of its development in the future. Therefore, 

question 7 was added to enrich the space for interviewees' accounts. By 
doing so, from a literal level, the interview guide suggested a holistic and 
diachronic narration: past, present and future. In addition, this could be 

referred to in order to check internal reliability through constant 

comparisons. For example, by Q7, 'what is your ideal English learning 

situation? ' could be used to compare with their previous account of their 

practical learning situations. 

3.6.2.3 Development of follow-up interview guide 

The follow-up interview guide (see Appendix IV) consists of two parts. Part 

one was intended to discover deeper meanings held by interviewees and 

was informed by Personal Construct Psychology (PCP) theory (Kelly, 

1955). PCP takes the position that there is no unique fixed meaning for 

any thing or event and the potential of different interpretations often exists, 

and these are named as 'constructs'. These constructs can actually show 

what is perceived as more important when people contrast things (often 

unconsciously) (Butt and Burr, 2004: 15). Moreover, Hinkle (1965 cited by 

Bannister and Fransella, 1986: 51) maintains that people's personal 

construct system is coherently organized in a hierarchical order and the 

super ordinate constructs which indicate 'people's philosophy of life' can 

be examined by inquiring of people 'why is it important'. On a par with this 

theory is a study done by Marton et al. (1993). In their study, interviewees 

were often asked by'what do you mean by learning? ' in order to obtain the 

profound meanings of interviewees. With reference to PCP theory and the 

relevant research mentioned above, my follow-up guide was completed. 

The guidance questions were semi structured but clearly composed of two 
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parts. The first part consisted of questions such as'Ql: what do you mean 
by -- .'(... stands for whatever topics that emerged as prominent from 

repetitive reading of the narrative transcription) and 'Q2: is it important to 

you? ' Q3 was aimed at to draw out confirmation from the narrative-based 
interview or elicit new information on students' conceptions. Q4 was for 
the purpose of provoking ideas of influences on participants' English 
language learning. 

Part two was composed of fixed questions in order to obtain a bigger 

picture of the reported learning situations (Q1, Q2, and Q4), which at the 

same time were expected to provide evidence of possible influences on 
their conceptions. In addition, Q3, 'What advice would you like to give to 

someone who wants to learn English wellT, was to test the internal validity 

of narratives. 

The overall guides displayed a careful combination of 'performative, 

structural and literal methods' (Rogan and de Kock, 2005: 629) that 

employed a chronological order for participants to retrieve their language 

learning experience, a holistic structure that involved past, present and 

future, and specific probes into critical episodes that were unpredictable 

prior to the interviews. 

3.6.2.4 Improvement of inquiry skills 

The pilot interviews improved my awareness of using appropriate 

language and techniques and appropriate styles. On the one hand, in 

order to avoid any unnecessary interference in the interaction of 

interviews, I became cautious about the language I used. For example, 

rather than asking the interviewees, 'Does that influence your English 

language learning', I used, 'What do you think of that? ', instead. At the 

same time, I took Wengraf's (2001: 127) advice on raising questions 

'pointed at narrative' and asked interviewees to explain things they 
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mentioned. Likewise, probing into 'critical episodes', as suggested by 

Rogan and de Kock (2005: 634), was also productive. Some techniques 

were found helpful to provoke more information. For example, rather than 

a quick response to interviewees' accounts, sometimes to pretend 
knowing little about the given information increased the opportunity to 

reveal more descriptions. On the other hand, I was careful not to give my 

inquiry a fixed style which, according to Rogan and de Kock (2005), would 

in effect control and direct the narrative. Sometimes, to consider the 

narrators' own preference of narration was necessary since in that way the 

influence of the researcher's intention could be reduced (Clandinin and 

Connelly, 1994). Therefore, the interviews gave full opportunity for 

interviewees to tell their own language learning stories. 

3.6.2.5 Necessary preparations for narrative-based 

interviews 

A checklist for the main study (Appendix V) was produced according to my 

experience in the pilot study. This included a letter for the interviewee 

(Appendix VI), interviewee personal information form (Appendix VII), a 

second letter for the interviewee (VIII) and a reminder of practical items 

such as recorder, battery etc. The letter for the interviewee was to provide 

a general background to my research and inform interviewees of my 

expectations of their participation in the interviews and ethical issues were 

stated (see section 3.11). At the same time, it was a good opportunity to 

pass the information to the interviewees that genuine accounts would be 

highly appreciated. The letter of interviewee personal information had 

three functions: first, it gathered some background information on 

interviewees; second, it kept the contact details that ensured that I could 

trace them whenever necessary; third, it left interviewees a short period of 

time to reflect on their previous English language learning experience 
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when they filled in the form. The reminder of practical items helped me 
prepare a back up for contingent problems. 

3.6.2.6 Necessary preparations for follow-up interviews 

Since Part one of the follow-up interview guide was quite flexible, 

depending on issues arising from the narrative-based interviews, I had to 

transcribe and analyze the first interview data. Experiences in pilot 
interviews provided me with justifiable reasons for my decision to 

open-code rather than categorize my narrative-based interview data. In 

the pilot interviews, informed by grounded theory (Glaser and Strauss, 

1968), 1 coded interview transcriptions and synthesized them into broader 

themes in order to prepare for the follow-up interviews. Nevertheless, 

uncertainty was always found in my way of categorizing concepts and 

synthesizing themes. This was either due to limitation of time duration 

between the two phases of interviews or my own experience of data 

analysis. For both concerns, I replaced my narrative analysis method by 

open-coding at this stage. 

According to Richards (2003: 273), the initial coding was not to produce 

categories but to 'generate a set of labels from which categories can be 

derived', which can be best achieved by'work on a line-by-line basis'. Due 

to the time constraints for the follow-up interviews, I chose what Punch 

(2005: 201) calls 'low-inference descriptive codes' that kept participants' 

meanings to the maximum within contexts. 

In doing so, I could obtain necessary topics for further interview whereas 

data from both phases were treated as an integrated whole for the formal 

data analysis. This not only reduced the risks for missing important 

information but practically saved time for me to carry on the follow-up 

interview. 
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3.6.3 Main study 

The main study was done among three Chinese universities that are 
located in Beijing. It involved targeting research sites, finding research 

participants, and collecting data. 

3.6.3.1 Research sites 

I intended to locate my study in three Chinese universities with different 

rankings for three reasons: first, tertiary English language teaching is of 

the most relevance since CECR is about the promotion of autonomy at 

tertiary level and my own teaching experience came from college English 

language teaching. Second, one of my research assumptions was that 

institutions could have influences on learners' conceptions. Since Chinese 

learners had to apply for universities before taking the National Entrance 

Exam, the rankings of the universities were extremely important 

information for them to make decisions as admission scores among 

universities with different ranks can vary greatly. Third, the common 

Chinese mentality was to equate upper level universities with successful 

students. Whether this forms part of the students' own identities and 

affects their autonomy is worth exploration. 

Following the published ranking list (Sina, 2005), 1 decided to choose 

Tsinghua University (ranked No. 1), Beijing Normal University (BNU, 

ranked No. 20) and Beijing University of Chemical Technology (BUCT, 

ranked No. 69) all of which I could manage to have access to. 

It was worth noting that the three universities had respective mottos that 

specify their educational ideology, which seemed to indicate a part of 

institutional culture. I will therefore introduce these mottos, together with a 

brief background introduction to the university. 
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3.6.3.2 Tsinghua University 

Tsinghua University was founded in 1911 and zi qiang bu xi (PY9T,, A4) 

hou de zai wu were written into the university motto in 1914. 

The meaning of the eight individual characters is as follows: 

I zi, self'; qiang 'strengthen'; bu'not'; xi, 'cease'; hou, 'enrich'; de, ' morality'; 

zai, 'accommodate'; wu, 'things'. Altogether, the two phrases suggest that 

a person should develop oneself ceaselessly and cultivate one's morality 

to its utmost. The university gains its reputation from the fact it ranks as 

number 2 out of thousands of universities in China and attracts the best 

students all over the country (in English language teaching, apart from 

normal English language courses, the university provides an online 

learning program and radio English broadcast program that runs 128 

hours a week. In addition, Tsinghua University has its own English 

Proficiency Test that is authorized by the Ministry of Education, which 

means students in Tsinghua University can take this test instead of the 

College English Test Band 4 (CET-4) that is obligatory for students in 

other universities. 

3.6.3.3 Beijing Normal University 

Beijing Normal University was founded in 1902 and xue wei ren shi Cvh 

AO), xing wei shi fan (1-ThftrDwere written into university motto by one 

of the leading academics in China, Qi Gong, in 1997. The meaning of 

these eight characters is as follows: 

xue, 'to learn'; wei, 'to become'; ren, 'people', shi, 'teacher'; xing, 'to 

behave'; wei, 'to become', shi, 'the world'; fan, 'model'. In brief, the motto 

emphasises the best on two themes: the cultivation of learning and 

morality. The university is known as the best in fostering novice teachers 

in all subjects for the nation. At the same time, its strength in both Arts and 
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Science fields entitles it to the position of number 20, according to the 

ranking. Like Tsinghua University, it also selects very good students from 

all over China. 

3.6.3.4 Beijing University of Chemical Technology 

Beijing University of Chemical Technology was founded in 1958 and hong 

de bo xue (Z11W., Wý) 
, hua yu tian gong (9 were written into 

university motto in 2005. The six individual characters and one two-word 

phrase can be explained as this: 

hong, grand; de, morality; bo, broad, xue, learning; hua, to change; yu, to 

foster; tiangong, natural art. In summary, to develop one's morality and 
learning in order to change what is given by nature is illustrated in the 

motto. The university, specialized in chemical technology, is ranked 69. 

In general, these three universities, though positioned differently in the 

same ranking system, all belong to the first class universities. To enter 

these three universities, students should not only succeed in their national 

entrance exams but also outperform their counterparts within their local 

areas to certain degrees. Taking Hubei (name of a province) for example, 

students are qualified to go to first class universities if they reach 524 or 

above in their national entrance exams. However, in this province the line 

was drawn as 646 by Tsinghua University, 615 by BNU, and 574 by BUCT; 

This means only when the students are outstandingly better than most of 

their provincial counterparts can they enter these universities. 

3.6.3.5 Participants 

The criteria for selecting participants were: first, the group from each 

university should present a mixed level (upper/middle/lower) according to 

Beijing College Students English Entrance Exam result and teachers' own 

judgement; second, they should present a balanced mixture of genders 
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and majors; third, they were willing to participate in the research; fourth, 
they were informed of the general research aim but were innocent of my 
real research questions. With the help from my friends and former 

colleagues, 36 freshmen (12 each from individual university) were finally 

recommended and I was given their contact details to make further 

connection. The number was more than my planned number in case of 

any unavailability of actual participation. The profile of participants is 

shown in Appendix IX 

Overall, 27 students, with 11 females and 16 males, from the 3 

universities (with nine from each university) were chosen to take the 

interviews. They were all freshmen and aged around 18. In terms of 

majors, 12 studied in B. A. courses and the other 15 studied in B. Sc. 

courses. Their years of English language learning varied from 6 to 15 

years and their English levels were shown by the Entrance English Level 

Test in Beijing Universities. At the same time, information from National 

Entrance Exams in English, CET-4 and National English Proficiency Test 

was also taken as supportive evidence. Their English levels were 

presented from two perspectives: self-evaluation and other-evaluation, 

some of which matched and some of which did not. The major reasons for 

the mismatch were that some students downgraded their levels either 

because they were modest or concerned about their spoken English. In 

the open-item regarding their attitude towards English language learning, 

three types of answers were interestingly provided: passive vs. active; 

very serious vs. not serious, and feeling love vs. dislike for English. 

Overall, most of them had experiences of informal English language 

learning in earlier schooling. They were from 18 different provinces or 

areas of China that cover both EasternMestern China and Urban/Rural 

areas. Their admission scores for the universities were presented 

respectively. Due to the different geographical locations of their secondary 
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education, their admission scores even for the same university differed 

greatly. 

3.6.3.6 Procedure of interview data collection 

Data was collected in a sequence of Tsinghua University, BUCT, and BNU. 

The process was composed of two main steps: first, to contact participants 
following the given contact details by friends and former colleagues in 

order to identify possible dates for the interview; second, to contact the 

universities to find possible rooms for the interview. The procedure of data 

collection is documented in Appendix X, with record of date, place, and 
time duration of the interviews. 

The initial contact with interview candidates gave me the opportunity to 

check their willingness and availability to participate in the interviews. The 

participants generally showed great interest in the interview. However, 

dates, specific time slots and places for the interview took me some time 

to fix. Taking into consideration factors such as participants' availability, 

university room availability, my own traffic convenience, sufficient spare 

time for contingent problems, I finally managed to set most of the 

interviews on weekends and in most cases centralized the interviews 

(either narrative-based interview or follow-up interviews) in teachers' 

offices within one day. The time slot for each participant was 40 minutes 

for the narrative-based interview with an extra 20 minutes for 

contingencies. It turned out that the time duration for narrative-based 

interviews ranged from 15'04 minutes to 40'10 minutes and follow-up 

interviews between 9'09 minutes to 32'17 minutes. After each 

narrative-based interview, I made an appointment with the interviewee for 

the next interview. This was confirmed through text message prior to the 

follow-up interviews in case there were any changes. Teachers' offices 
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are normally available at weekends. In fact, my friend in Tsinghua 
University actually lent me his office for the interviews 

In general, most of the interviews were conducted strictly according to the 

plan except for one interviewee 9 (from Tsinhua University) who forgot the 
follow-up interview and we rearranged another date. In addition, 
interviewee 17 (from BNU) was ill and could not speak, she typed her 

answers for the follow-up interview questions to my laptop instead. After 

the interview, each interviewee was rewarded by a 2006 diary book. 

3.7 Qualitative data analysis 

The qualitative data analysis consisted of two major phases: phase I 

(described in section 3.9.1 below) and Phase 11 (see section 3.9.6) 

3.7.1 Interview data analysis-phase I 

The interview data analysis was broken up into two phases due to the 

practical need to design and distribute the questionnaire data. This did not 

mean that I disobeyed the original principle to base the questionnaire 

design on the interview data analysis (see 3.8.1). It was rather that the 

process involved in categorization itself required constant reflections on 

the categories (Richards, 2003). That was why I continued to finalize and 

rationalize my categories after the questionnaire data collection, which 

constituted my phase 11 of the interview data analysis. 

3.7.2 Transcribing 

Most researchers in the qualitative domain agree that transcription should 

not be treated as a unique method that fits all studies (Green et al, 1997; 

Richards, 2003; Bird, 2005). Although the apparent function of 

transcription is that it serves as a data collection method (Bogdan and 

Biklen, 1992), it involves more than simply representing the original oral 
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language in written form. According to Lapadat and Lindsay (1999), 
transcribing is a process of interpreting because the extent to which the 

participants' voices are displayed often involves the researchers' 
decision-making. Green et al. (1997) argue that transcription is more than 

an interpretive act in that it reveals the overall rationale lying behind the 

research. In line with this view, Cameron (2001) and Bird (2005) suggest 
that transcription should be consistent with the research conventions that 

researchers adopt. Since my research purpose was to examine 

participants' conceptions of English language learning, my way of 
transcribing focused on content rather than following CA (conversation 

analysis) or DA (discourse analysis) tradition. 

The concrete guidelines for transcription were the criteria proposed by 

Richards (2003: 199): 'fitness for purpose, adequacy, and accuracy'. As a 

result, features such as speaker tone, normal pause (less than 3 seconds) 

etc. were ignored in my transcription. However, their general behaviours; 

such as speaking tone, gestures, and the way they talked were observed 

and noted down in my notebook. As warned by Pavlenko (2007: 173)) 

'additions' and 'omissions' were avoided. Transcription honestly took 

down all content words. 

Since the follow-up interview was conditioned by issues arising from the 

narrative-based interview, they were transcribed (see sample transcription 

both in Chinese and English in Appendix XVI) before the follow-up 

interview took place. To avoid hasty transcriptions, follow-up interviews 

were transcribed (see sample transcription both in Chinese and English in 

Appendix XVII) after the completion of all interview data collection. 

Transcriptions were given back to the interviewees to check the accuracy 

before the follow-up interviews took place. As stated by Kvale (1996) 
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giving the researcher's interpretation back to the participants can increase 

the validity. 

3.7.3 Open-coding 

Kvale (1996) positions interview analysis on making sense of data, which 

is a process along a spectrum between description and interpretation. 

This involves the interviewee's description, the interviewer's interpretation, 

and a dialogue between the two that runs between the description and 

interpretation ends of the spectrum. I considered open-coding to be the 

first step that was more focused on description but contributed to a more 

vibrant data analysis. As suggested by Pavlenko (2007), open-coding was 

done in the Chinese language as it was consistent with the language used 

in the interviews to help maintain accuracy. 

As stated in section 3.6.2,1 followed Punch's (2005) suggestions on the 

two stages of open-coding. First, I took the position of 'finding codes from 

data' rather than 'bringing codes to data' (Punch, 2005: 200) and insisted 

on descriptive codes in the first instance. Then I took the position which is 

more oriented to the interpretation and attempted to find patterns and 

themes based on these codes. 

Transcriptions had been read repeatedly in order to obtain a general 

sense of the data before actual coding took place. The actual coding was 

done by 'work on a line-by-line basis' (Richards, 2003: 273). During this 

process, attention was paid to the interviewees' meaning segment, 

repetitive accounts, and explicit expressions relevant to my research 

questions, which laid a foundation for my follow-up interview. 

In stage two, apart from the labelling process discussed above, I was 

particularly informed by techniques proposed by Strauss and Corbin 

(2000). In their paper on grounded theory methodology, they (ibid. ) 
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provide two essential strategies to open code data: first, to combine 
specific parts with the whole piece of data; second, to step back from all 
data, and make an overall judgement. The first strategy enables the 

researcher to code intensively as well as to discover conceptual patterns 
and the second one helps the researcher to decide the central themes of 
the data. A sample data coding is provided in Appendix XVIII (with sample 
interviewee 002) and in Appendix XIX (with sample interviewee 003). 

3.7.4 Theme elicitation 

The procedure of how to elicit themes is well documented. Smith and 
Osborne (2003) provide 10 steps on how to interpret interview data. 

Similarly, Rubin and Rubin (2005) suggest five stages to form themes. 

Nevertheless, common ground can still be reached in the following 

aspects: first, to familiarize oneself with the texts through several 
instances of repetitive reading; second, themes are to be synthesized 

systematically. 

Data analysis in the present study was informed by the literature 

presented above: to explore the participants' experience rather than to 

confine analysis to certain models; to repeatedly read the transcription 

and recognize events, topical markers and concepts relevant to my 

research questions; to systematically synthesize themes; to find a 

co-judge to verify theme elicitation. 

First, through a continuous effort of constant comparison and reflective 

thinking, theme elicitation was done on an individual basis. This process 

involved several rounds of revision. Themes elicited from sample 

interviewee 002 are provided in Appendix XX and XXI, with two versions 

to show a flavour of the revising process. At the same time, an English 

version is provided in Appendix XXIL This process will be further 
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described in the second stage of the interview data analysis (see section 
3.7.6). Second, co-judging was considered an important step to increase 

the reliability and validity of my coding and theme elicitation, which will be 

described in the following section. 

3.7.5 Co-judging 

Co-judging was done through two channels: two individual co-judgers and 

public scrutiny within the research community in the Centre for English 

Language Teacher Education. 

I invited two of my colleagues to code my sample data independently: 

David (sample 2 in English, Appendix XXIII) and Anna (sample 3 in 

Chinese, translated into English, Appendix XXIV) due to two concerns. 

First, although my data were collected, transcribed, and analyzed in 

Chinese, I had to present the discussions in English. The validity of the 

translation would be enhanced if I could compare the findings in two 

different languages; second, Anna was given a different piece of data 

because she participated in our discussion on my sample 2 in the 

research circle. The comparison of the co-judges was recorded (see 

Appendix XXV and XXVI respectively) and discussed. 

Co-judging with David and Anna yielded the following improvements: first, 

I was more aware of the issues of translation (esp. with David)because my 

coding was done in Chinese and it might cause misunderstanding if my 

translation was not appropriate; Second, I tried to bridge the gap between 

different codings. This experience enabled me to have confidence in my 

future codings. 

As stated in section 3.7.1, for practical reasons, the questionnaire had to 

be designed before final categorization was done. Following the 

experience gathered from open-coding, theme elicitation and co-judging, 
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an initial questionnaire was designed, piloted and revised, as discussed in 

section 3.7. 

3.7.6 Interview data analysis-phase 11 

In parallel with the questionnaire design and piloting, I continued to 

analyse my interview data with Nvivo, which unfortunately had to be 

replaced with manual work due to technical failure. 

3.7.6.1 Experience of using Nvivo 

My experience of using Nvivo was full of excitement and disappointment. 

Initially I had some positive experiences with it. After co-judging with 

colleagues, I continued my coding with the rest of the data. During this 

time, I heard about the powerful functions of Nvivo, a program designed 

especially for qualitative researchers. I took a training course offered by IT 

services at the University of Warwick, bought the newest version, Nvivo 

7.0, installed it in my laptop and started to manipulate data with it. I tried to 

familiarize myself with the tool, for example, how to import data, give 

nodes, export data etc. At the same time, I joined the QSR Nvivo 

discussion forum, which became a good channel for solving the problems 

which occurred during my experiences of using Nvivo. For example, I had 

quite specific questions regarding how to import diagrams into the project, 

which was answered by Nvivo designers through this online forum. 

25 interview transcriptions were imported into Nvivo as one project (due to 

the limitation of project capacity, I had to ignore 2 interview transcriptions). 

By 25,1 mean 25 document entries with both narrative-based and 

follow-up interviews treated as one complete entry. Although Nvivo 

provided hierarchical options at the stage of open coding, I treated my 

codes as equal levels at this stage and set uncertain codes in the 

categories of free nodes. At the same time, I took notes for my 
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consideration and possible solutions, which was helpful in the stage of 

comparing coding and making the final decisions. 

Constant comparison was applied in the coding process. In fact, Nvivo 

provided all the information on previous codes that had been done. 

Therefore, when the researcher has to make a decision on whether to 

treat certain texts as an old code or a new code, he/she can always refer 
to the previous one with reference (context), which helps make a sound 
judgement. References for codes were automatically calculated into its 

coding summary report (see Appendix XXVII). In doing so, reliability and 

stability of coding was increased. 

This process was continued until I finished coding all the data. To avoid 

the trouble caused by frequent changes of theme elicitation that would 

involve considerable operation of the software, I decided to do this before I 

used the software. Theme elicitation was done and I planned to design the 

questionnaire (see 3.7.4). 

It was not until the questionnaire had been distributed (see section 3.8.3) 

that I used Nvivo to group the previous codes into various categories. 

However, I lost the data due to a computer crash in Nov. 2006.1 had 

thought that I could trace the data since the coded data had been saved in 

my memory stick as a backup. For some reason I could not open the copy 

I had saved and even the QSR online forum was helpless in my case. I 

had to make a decision as to whether to recode the data using Nvivo, 

following my coding summaries that had been printed out for the 

convenience of manual theme elicitation or to give up on Nvivo. I finally 

chose the latter since I could not afford any more problems with it if I was 

going to finish my PhD on time. From Jan. 2007 to Mar. 2007,1 started to 

code the data manually, based on my initial open-coding summaries. 
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The data analysis procedure consists of three parts: the second phase of 
interview data analysis, the questionnaire data analysis, and the balance 

of the two data sets. The qualitative data was analysed in three steps: first, 

to elicit categories by a method informed by grounded theory (Glaser and 
Strauss, 1968); second, to identify answers to my research questions by 

using a conceptual framework adapted from the relevant literature; and 
third, to use case studies with a focus on four specific cases. For the 

quantitative data, SPSS was applied to generate results. As the first step 

of the qualitative data analysis was described in section 3.4, the following 

sections present the rest of the data analysis procedure. 

3.7.6.2 Manual categorization 

According to Richards (2003) and Punch (2005), categorization is a later 

stage that comes after open-coding. As stated in section 3.7.3, my phase I 

interview data analysis had already finished the open-coding of the data. 

The theme elicitation that was done (see section 3.7.4) also contributed to 

my decisions on categorization. I used constant comparison techniques as 

informed by Grounded Theory (Glaser and Strauss, 1968) to elicit 

hierarchical layers of categories. The process was continued until 

'theoretical saturation' was reached (ibid. ). Personally, I felt it was a 

painful and time-consuming process, which involved repetitive comparison 

and lasted from Jun. 2006 to Mar. 2007. 

During this process, I formed a consistent system of categorization: firstly, 

I focused on the first individual piece of data and tried to form its own 

categories (see Appendix XXVIII). This process was a repetitive one 

involving constant comparison, reflective thinking, and questioning. For 

example, the second time of categorization (see Appendix XXIX) slightly 

differed from the first time in that details of subcategories were provided. 

Then I put it aside and concentrated on forming categories for the second 
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piece of data. This was followed by a comparison with the first categories 
(See Appendix XXX). I had to make decisions on whether the categories 

overlapped, or needed to be adjusted. In fact, the process of revising the 

categories lasted until the last piece of data., In identifying each level of 
the umbrella categories, I relied on suggestions given by Richards (2003: 

276), that is to constantly decide whether categories are 'analytically 

useful, conceptually coherent, empirically relevant, and practically 

applicable' (ibid. ). 

As a result, the first version of the categories (see Appendix XXXI) was 

produced and it took me two more revisions to finalize my categories. First, 

I discussed it with Richards, who is an expert in qualitative research. He 

examined my categories and gave me very helpful suggestions. I thus 

revised it and worked out a second version of the categories (see 

Appendix XXXII). Second, I brought the improved categories to my 

supervisors for discussion. They accepted my major categories while 

raising quite a few questions regarding my subcategories, for example, 

whether 'Chinese learning mottos' should be put into the 'conceptions' 

category or the 'influences' category. Based on their comments, I 

re-examined my subcategories and completed my final categorization. 

The core categories will be illustrated in Chapters 4,5, and 6. 

3.8 Questionnaire data collection 

As stated in the previous section, a questionnaire survey was considered 

an important supplement to support my findings from the qualitative 

interviews and aimed to examine to what extent interviewees' opinions 

were shared or disagreed with by a larger population. It was carried out 

between Jun. 2006 and Jul. 2006, with 150 questionnaires collected from 

the three universities. Overall, the questionnaire data collection process 
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consisted of questionnaire design, pilot questionnaire study, and the main 
questionnaire distribution. 

3.8.1 Questionnaire design 

The purpose of the questionnaire was to examine what opinions were held 

and to what extent, opinions expressed by interviewees were shared by 

other Chinese learners. Ideally, the questionnaire was to be designed 

after the full completion of my interview data analysis. However, in order to 

make sure that the questionnaire was distributed to a similar population as 

my interviewees, I had to collect questionnaire data before the new 

academic year, more specifically before the summer vacation. This meant 

that my questionnaire design was based on my initial theme elicitations 

(see section 3.9.4). Due to the concern about commonality as well as 

possible diversity, the questionnaire allowed spaces for open answers in 

certain question items. Overall, how questionnaire items corresponded 

with interview themes is illustrated in Appendix X1. 

The questionnaire is provided in Appendix XIL Section one was designed 

for background information and was composed of two parts in mixed order. 

Part one was composed of items I used in the interview information form, 

for example, gender, hometown, major, numbers of years of English 

language learning, previous education, national entrance score, entrance 

score in Beijing College Student English Entrance Exam, their 

self-evaluation and other-evaluation of their English level. Part two 

reflected the two categories: conceptions and influences that had 

emerged from the interview data. For beliefs categories, items about the 

purpose of English language learning, the nature of English language 

learning, and difficulties in English language learning were designed. For 

influences, factors affecting their English language learning, geographical 

location of previous education, decisions on choices of university and 
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attitude towards university were put into corresponding items. Section two 
involved 15 five-point-Likert scale items and focused on two categories 
informed by the interview data: reported behaviours and influences. 

Participants were asked about five major actions described by 

interviewees: searching for learning materials, trying out learning 

strategies, making decisions, evaluation and reflection, and motivating 
themselves. At the same time they were asked about parents' 

expectations of their general school learning and English learning, since 
these appeared to be influential in learners' attitude towards English 

language in the interviews. Section three aimed to explore the 

participants' responses to concepts of 'self-dependent' as used by most 
interviewees. In this section, definitions given by interviewees were put 

into multiple choices. There was one open choice for participants to 

provide possible different answers. In addition, participants were asked to 

select among answers provided by interviewees regarding the necessary 

conditions for self-directed learning, factors affecting self-direction, 

learners' roles, teachers' roles, and plans for future English language 

learning. Since interviewees often used learning mottos to support their 

beliefs in successful language learning, a space was also given for 

participants to provide their learning mottos. 

In general, the questionnaire was based on the major themes extracted 

from the interview data analysis (see section 3.9.4). The coding categories 

were incorporated into the three sections. It aimed to further examine the 

qualitative data findings, but also expected new information to emerge. 

To enhance validity, the questionnaire was translated into English for 

supervisors' comments. This led to further revision before the pilot study. 
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3.8.2 Pilot questionnaire 

Prior to the questionnaire piloting, I discussed my questionnaire design 

with my supervisors, who helped offer insights in my improvement of the 

questionnaire design in the following aspects: 

To allow choices for sensitive items 

For question 3 it was suggested that one more choice, 'I don't want to say' 

be added since participants might not want to tell. 

To remove unnecessary information 

I moved question 6 to question 31 and made a corresponding change 

from a multiple choice to a five-point-Likert scale question. This was 

because it is difficult for participants to decide their personality among four 

choices. The interview categories suggest that only one of the personality 

types correlated strongly with learner actions. 

To break down information units to reduce ambiguity 

I broke question 8 into three questions with individual themes. 

To add information to increase clarity 

This happened with questions 11,13,14, and 17. For Q11, I changed 

choice b 'me and parents' to 'me but with parents' advice' and choice c 

I me and the teacher' to 'me but with teachers' advice. For Q13 and Q14, I 

bracketed each choice with a specific range of scores for clarification 

purposes. For Q17, I put 'including 30 minutes' after choice a thus 

distinguishing choices a and b. 
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To add information that was missed out 

Themes such as motivation (Q21, Q42), teacher influencýe (Q20), and 
review (Q37) were missed out in my questionnaire design, therefore they 

were added. 

To frame questions in order to fit into the analysis software 

For Q20, Q23, and Q25, my original requirement was to find the most 
important three choices and rank them. It was suggested that this would 

cause trouble in using SPSS to analyse the questionnaires. I also 

reflected that my real purpose in this question was to identify choices 

rather than to specify which choice was the most significant. Therefore, 

the revised requirement ignored ranking. 

To improve questions and make them user friendly 

Rather than asking the participants to provide answers without any clues, 

Q44 and Q45, follow most of the other items by providing some findings 

from the interview data and at the same time leaving space for open 

answers. 

The revised questionnaire is provided in Appendix XIII. 

For practical reasons, I piloted the questionnaire among ten Masters level 

students at the University of Warwick. It was done for two main purposes: 

to check any ambiguity or confusions, and to ascertain time duration for 

the completion of the questionnaire. Each participant was asked to give 

feedback about his or her answering of the questionnaire. The pilot study 

brought up two changes: 
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1. In Q4 I asked participants to provide their broad major categorization, 
i. e. Arts or Science or Engineering, in addition to their major since I might 

group students' majors in the wrong categories. 

2. In Q45 I asked participants to select one term among the choices given 

by the interview participants to summarize the definition of 

'self-dependent' in Q44. The reason for this was to explore whether 

participants had terminology such as 'autonomy' in their conceptions. 
I 

The questionnaire was revised and finally completed based on these 

concerns (see English version Appendix XIV, Chinese version Appendix 

XV). 

3.8.3 Questionnaire Distribution 

The formal questionnaire distribution was carried out with my friends' help 

in the three universities. I emailed my friends with the questionnaire 

attachment. In the email, I outlined the criteria for participants, gave the 

time duration for completion of the questionnaire, and advised them to 

record any problems in questionnaire distribution. Final preparation for 

questionnaire distribution was made through several rounds of email 

exchanges. This included confirmation of receiving the questionnaire and 

the capability to print it out. 

The participants were those freshmen in the three universities who did not 

attend the interviews, and represented differences in gender, major and 

English level. The number of participants was decided at 150 from each 

university since this stood for 10% of the total recruitment number in each 

case. 

The questionnaire survey was done before the summer vacation as 

planned. A family member helped fetch the questionnaire collected by my 
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friends and previous colleagues and another friend helped bring them to 

the UK. 

3.9 Quantitative data analysis 

As stated in section 3.8, the questionnaire was designed for the purposes 

of validating interview data findings and at the same time allowing different 

answers to them. The data (N=450) were processed in SPSS. Questions 

with open items (Q21,23,24,27,46,47,51, and 52) were 

word-processed and number-coded during data entry (see Appendix 

XXXIII for example). It is worth mentioning that apart from significant 

responses to Q51, answers to other questions were nominal. For example, 

the majority of the respondents preferred to choose among given items 

and gave little detail in responses to the open-ended items. This made me 

reconsider how I could best use the two data sets. 

3.10 Balance of two data sets 

As stated in previous sections, the present study was primarily based on a 

qualitative approach. The quantitative approach was to further examine 

the qualitative data findings and at the same time to aim at gathering more 

information through open-ended question items. Through careful analysis 

of both data sets, I found that whereas the qualitative data provided a 

large amount of rich information, the quantitative data did not provide 

substantial information on most open-ended items except for Q No.. 51. 

After discussion with both supervisors, I decided to put the quantitative 

data findings in a summary (see Appendix XXXIV) as a reference, and 

focus primarily on reporting my qualitative data findings. The quantitative 

data only play a minor role in discussion of data findings, which will be 

further discussed in section 3.15. Concrete reasons are further explained 

as follows: 
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First, all my research questions can be answered with qualitative data. 
The summary report of the quantitative data was still a valid reference to 

examine to what extent the interview findings were supported or not by the 

results. 

Second, all relevant quantitative data will be presented in the findings and 
discussion chapters (chapters 4,5, and 6) in connection with the 

qualitative data presentation 

Concrete decisions on data presentation are further discussed in section 
3.15. 

3.11 Ethical issues 

Ethical issues are a constituent part of any social research that involves 

people (Miles and Huberman, 1994; Richards, 2003; Punch, 2005). Miles 

and Huberman (1994: 290) outline eleven aspects of issues that are worth 

researchers' close attention: worthiness of the project; competence 

boundaries; informed consent; benefits, costs, reciprocity; harm and risk; 

honesty and trust; privacy, confidentiality, and anonymity; intervention and 

advocacy; research integrity and quality; ownership of data and 

conclusions, and; use and misuse of results. Richards (2003: 140) 

highlights five issues: consent; honesty; privacy; ownership, and; harm. 

Punch (2005: 276) recasts the two main literature sources for 

consideration of ethical issues: checklists publicized by a body of 

American social science organizations such as the American Educational 

Research Association, 1992 (cited by Punch, 2005) and commentaries 

addressed by various researchers both in and beyond social science 

research. All of these informed my consideration of ethical issues in my 

data collection especially in the following three aspects. 
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Consent 

As my friends and former colleague were willing to help with my data 

collection, any consent issue was mainly about my qualitative data 

collection involving participants and the university. To obtain permission 
from the participants, I twice checked the possibility. First, before my 
friends and former colleague looked for appropriate research participants 
for me, I emphasised the importance of the participants' willingness to 

participate and so they passed this research information to their students 
in class and checked their willingness for me. Second, during my initial 

contact with the participants, I double-checked their availability for the 

interviews. In the real interviews, the use of recorders and the taking of 

notes were also agreed by the interviewees before the actual action. To 

obtain permission from the university for using the rooms, I contacted the 

people in charge, introduced myself and my research, and asked for their 

support in providing the room. 

Honesty 

As indicated by Richards (2003), honest representation is a necessary 

condition for informed consent; however, researchers should decide to 

what extent information can be represented since they cannot do it all. My 

decision was that I honestly informed all the parties involved, such as my 

friends, former colleague, and the Universities, as well as the participants 

in my research and myself. This was displayed not only in my contact with 

friends, my former colleague, and the Universities, but also in my letters to 

the interviewees and the questionnaire participants. However, I was also 

cautious to keep to a limited description of my research to avoid any 

unfavourable influences on my research. For example, I did not tell my 

friends, my former colleague, and the interviewees about my specific 

research questions and my specific research purpose for the data 
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collection since I was afraid that such information would affect the 

participants' responses in the interviews or in the questionnaire survey. 

Privacy and confidentiality 

There are two layers of privacy that were considered in my research: one 

was to do with the Universities, and the other was about the participants. 

First, even though I was permitted to use rooms provided by the 

Universities, I was aware that I should not use other facilities such as 

telephones, or touch files stored in the office etc. Second, my letter to the 

participants clearly stated that their information was only to be used for 

research purposes and that their personal information would be kept 

strictly confidential. In addition, they were welcome to inquire about my 

research findings if they wished. 

3.12 Validity and reliability 

Social scientists are becoming increasingly aware of the impossibility of 

absolute validity and reliability in any kind of measurement (Punch, 2005). 

This is because social reality is recognized as 'constructed' and identities 

of self as 'fluid' (Guba and Lincoln, 2006: 205), which suggests that there 

is unlikely to be a single method or collection of methods that leads to 

'ultimate knowledge' (ibid. ). However, validity and reliability are always a 

researcher's desired goal (Kirk and Miller, 1986) and an essential strategy 

taken by researchers is to account for them in order to enhance research 

objectivity (Punch, 2005; Guba and Lincoln, 2006). 

Concerns about validity and reliability are factually displayed all through 

the current research, from the research design to the data analysis. First, 

for the two main methods employed in the current research, in section 3.2 

on research design, I discussed my reasons for the choice of research 

methods. In section 3.6 and 3.8 on interview and questionnaire data 
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collection, I documented how pilot studies informed my main studies. 
Second, for data analysis, Lincoln and Guba (1985: 289) provide three 

essential criteria to achieve reliability and validity. First, credibility, which 

suggests evidence of sufficient exposure to the research context and 

adequate data collection; Second, transferability, which suggests 

elaborate descriptions and interpretations that enable the research to be 

relevant to other situations; Third, dependability and conformability, which 

suggest the provision of detailed documentation of the research design, 

data analysis procedure etc. Likewise, Richards (2003: 287) proposes 

three key validity checks: first, member validation, that is to seek the views 

of members on the accuracy of the data gathered, descriptions, or even 

interpretations; constant comparison, to keep comparing codings with 

other codings and classifications, looking for new relationships, properties, 

etc.; third, negative evidence, to seek out negative evidence/cases and 

assess their relevance to interpretations. In section 3.7.1 qualitative data 

analysis-phase 1, records of respondents' confirmation of transcription, 

co-judging, and consultation with supervisors of categories, are examples 

of efforts to increase the validity and reliability. 

Such processes continue to the stage of writing about the data, which is 

presented across chapters 4,5, and 6 on the findings and discussions. 

3.13 My role in the research 

As indicated by Richards (2003), qualitative research recognizes the 

historical and contextual factors of the research and the researcher. In 

other words, my experience, my identity and my beliefs 'cannot be 

divorced from the present research' (Bogdan and Biklen, 2006: 37) and 

my role in the research is situation specific. This has to be presented 

objectively in order to offer a clearer picture of the overall research. In my 

previous sections, I have already described my experiences as a Chinese 
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English language learner and English language teacher, the research 
context, and the research design. Here I shall discuss my philosophical 
concern about truth, unavoidable subjectivity, and my efforts to enhance 
objectivity in the research. 

Philosophical concern about truth 

Like most social science researchers, I take the view that there is a 

general truth that is beyond 'the flawed human apprehension of it' (Guba 

and Lincoln, 2006: 203). 1 therefore take the stance of the constructive 

paradigm which aims to discover multiple realities perceived by people in 

relation to their contexts. Moreover, as argued by Ellis and Bochner (1996, 

cited by Guba and Lincoln, 2006: 203), 'truth as partial, identity as fluid, 

language as an unclear referent system, and method and criteria as 

potentially coercive', I hold what I revealed and reported from data to be 

dynamic, which possibly changes in a different context. 

However, since my role in the research is not to claim a general truth 

discovered from data but to add knowledge to our understanding of 

language learnersY perspectives, my research should be valued as a type 

of reality and truth in a certain historical time and place. 

Admission of subjectivity 

My research cannot avoid subjectivity in my interaction with interviewees 

in the qualitative data collection. As pointed out by Bogdan and Biklen 

(2006: 39), 'researchers can never eliminate all of their own effects on 

subjects or obtain a perfect correspondence between what they wish to 

study-the "natural" setting-and what they actually study-a setting with 

a researcher present'. On the one hand, from the interviewees' point of 

view, their narration to me possibly differs from that made to someone 

else because of the uniqueness of my identity (Riessman, 1993). Their 
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perception of our social categories such as 'age, gender, class and race' 
is one of the concerns in their responses (Miller and Glassner, 1997: 101). 
On the other hand, as pointed out by Wengraf (2001), a researcher cannot 
be absolutely neutral. My own background unavoidably provides me with 
certain attitudes or beliefs that have possibly influenced my judgement in 

the process of doing the research. 

Effort to enhance objectivity 

, Subjectivity in research can, however, be minimized by 'a wide range of 
interconnected interpretive methods' (Denzin and Lincoln, 2006: 10) and 
by rigour and systematic inquiry (Bogdan and Biklen, 2006). In the present 

study, subjectivity is compensated for by my effort to adopt multiple 

methods in data collection, data analysis, and the documentation of my 

own constant reflection. Since methods of data collection and data 

analysis were presented in detail in the previous sections, here I would 

like to emphasise my ways of enhancing research objectivity in the data 

interpretation. 

First, each stage of data interpretation is carefully documented and 

presented. This consists of my coding, co-judging with colleagues, and 

consultation with other researchers and supervisors. In my data 

interpretation, my previous experience of being a Chinese English 

language learner and an English language teacher potentially influenced 

my insider's perspective. However, careful documentation of the process 

ensures readers an objective picture and leaves my interpretation open for 

challenge. Second, with an engagement in the qualitative research, I 

recognize that'to discover answers to questions through the application of 

systematic procedures' produces valid and qualified research (Berg, 2004: 

7). Therefore, I endeavour to take the researcher's role and the 
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responsibility to be as objective as possible by taking research notes on 

critical stages of my research 

3.14 Summary 

In this chapter, I have introduced my research methodology in the present 

research. In order to answer my research questions regarding Chinese 

learners' conceptions about English language learning, possible relevance 

to concepts of learner autonomy, and possible influences on their 

conceptions, the overall research adopted qualitative interviews as the 

main research method, which was supplemented by the quantitative 

questionnaire survey to validate the findings. In order to carry out the 

questionnaire survey, qualitative data analysis was interwoven with the 

questionnaire design. After the completion of the quantitative data 

analysis Phase 11 qualitative data analysis was undertaken with 

continuous efforts on categorization. This was followed by the 

questionnaire data analysis using SPSS. Afterwards, a decision was 

made on the balance of presenting two data sets, taking into consideration 

the advantages and disadvantages. Triangulation was achieved in various 

stage of the data analysis, with participants, colleagues, supervisors, and 

the researcher's own perspectives. 

Research methodology in the present study is outlined in the following 

diagram 
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Qualitative data 

Trial interviews (3 done 06/2005) 

Pilot interviews (3 done between 07-08/2005) 

Narrative-based interviews (27 done 11/2005)) 

Transcribing (27 done between 11-12/2005) 

Open-coding (27 done 11/2005) 

Follow-up interviews (27 done 12/2005) 

Open-coding (follow up 27 done 01 -02/2006) 

Theme elicitation and co-judging (done 02-03/2006) 

Quantitative data 
Categorization (Nvivo 03-11/2006) 

1 

Questionnaire design (done 04-05/2006) 

Questionnaire pilot (10 done 05/2006) 

Questionnaire distribution (450 done 06-07/2006)) 

Analysis by SPSS (436 done 03-04/2007) 

Categorization (manual 11/2006-03/2007) 

Balance of two data sets 
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3.15 Decisions on data presentation 

As stated in section 3.7.1, data analysis was informed by grounded theory 
(Strauss and Corbin, 2000) and involved open-coding, and the 
development of themes and categorization (Esterberg, 2002). The 

eventual three core categories: students' conceptions of English language 

learning, students' reported behaviours; of English language learning and 
influences on students' conceptions and/or reported behaviours of English 

language learning, were finally established through constant comparison, 

questioning and discussions with supervisors. These together with various 
layers of sub-categories are diagrammed and provided in the following 

chapters (4,5, and 6) respectively. However, this by no means suggests 

that the data analysis was straightforward and completed in one operation. 

On the contrary, data analysis is an ongoing process that requires the 

researcher to make constant decisions on how to present his/her 

interpretations of the data (Coffey and Atkinson, 1996). In the case of the 

present study, I had to decide: first, the order of my findings chapters; 

second, the significance of both qualitative and quantitative data; and third, 

how I would present them. 

With regard to the first question, I chose to present students' reported 

behaviours first, then students' conceptions and finally influences on 

students' conceptions and/or reported behaviours for the following 

concerns: first, students' reported behaviours were the most apparent 

from the data and they often naturally came out of students' accounts of 

their English language learning experiences. Second, although students' 

conceptions sometimes were also overtly uttered, occasionally they 

needed the researcher to carefully examine and scrutinize. Therefore, this 

core category came after the students' reported behaviours. It was further 

justified by the need to put the influences category at the end since the 
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influences were not exclusively on the students' reported behaviours but 

also on the students' conceptions. 

As for the second question, I chose qualitative data as my major data 

source and quantitative data as a necessary complement. The decision 

was made for two reasons. On the one hand, qualitative interviews were 
my major research method, so interview data naturally became my main 
data set. On the other hand, quantitative data was not absolutely 

consistent with my final categories Jormed through continuous efforts of 

categorization. As stated in section 3.8-1, for practical reasons, the 

questionnaire was designed with themes elicited from the interview data 

(see Appendix X111). Therefore, I felt it was appropriate that questionnaire 
data only came into the discussion whenever they fit the theme of 

discussion. However, as stated in section 3.10, questionnaire findings are 

summarized in Appendix XXXIV., Reasons for why certain question items 

were not used in data discussions are provided in Appendix XXXV. 

Regarding the third question, I needed to identify the most salient theme 

of the data. On repeatedly reading and thinking about my categories, I felt 

the richest data came from students' accounts of their English language 

learning at schools, including middle school and high school. 

The most salient theme was students' two types of criteria for language 

learning success: academic achievement and communicative language 

use, with the former emphasising prescribed knowledge-based exams 

and the latter emphasising communicative ability. Such a distinction was 

embedded in each core category of the interview data. Interviewees not 

only articulated their learning behaviours for different purposes of 

language learning and different conceptions of language learning success, 

but also suggested that such differences were brought about by various 
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sources of influences. This will be revisited in each of the findings and 
discussion chapters (4,5, and 6), with reference to the core categories. 

With the above concerns, the presentation of the data findings will focus 

on the students' narration of their English language learning at secondary 

school, and their accounts with regard to primary and tertiary level will be 

discussed and compared when necessary. Since the distinction between 

academic success and communicative competence gave an overarching 

view on students' reported behaviours, conceptions and various 

influences, the following chapters (4,5, and 6) are organized in 

accordance with such a distinction. 
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CHAPTER 4 STUDENTS' REPORTED 

BEHAVIOURS FOR ENGLISH LANGUAGE 

LEARNING 

4.1 Introduction 

The present chapter focuses on one core category; students' reported 
language learning behaviours (see Figure 4-1). The final hierarchical order 

of the categories was formed after constant comparison, questioning, and 
discussion with supervisors. The category was composed of two main 

sub-categories: 'use learning methods' and 'learning organization', with 

the former describing students' concrete learning behaviours for achieving 

certain learning tasks and the latter describing how students organized the 

learning process. Given that students' reported behaviours were much 

more complex than the identified further sub-categories, sometimes a 

difficult decision had to be made. For example, although 'revision' also 

describes learning organization, it was put under 'use learning methods' 

because students' accounts of revision were mainly about how it was 

treated as a method to achieve certain aspects of academic success (see 

section 4.2.4). Therefore, it was put in its current position. 

As stated in chapter 3, the three core categories were therned by a major 

distinction between academic success and communicative language use, 

which was identified through careful reading and comparing of the data 

and constantly challenging the thoughts, and will be discussed in detail in 

each finding and discussion chapter (4,5, and 6). Taking the current core 

category (see Figure 4-1), students' reported language learning 

behaviours for example, students' reported methods use was apparently 

distinguished by methods for academic success such as memorization 

(rote), doing exercises, revision (see section 4.2) and methods for 
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communicative language use such as memorization (meaningful 

memorization), enhancing language sense', maximizing exposure to 

authentic communicative data, and intentional language use (see section 
4.3). Likewise, even though students' reported learning organization 

seemed to apply to both learning purposes, there were some differences 

in students' orientations of behaviours, for example, searching for 

materials and evaluation, both of which occupied a substantial body of 
data. Moreover, managing motivation seemed to be closely associated 

with academic success but not communicative language use. 

It is worth mentioning that such a distinction, as to be made in data 

presentation, did not necessarily suggest that students were rigidly put 

into different categories. In fact, as shown in Figure 4-1, students' reported 

behaviours were actually more complex and possibly relevant to both 

aspects. Therefore, the present chapter is organized using the major 

distinction between reported behaviours for academic success (see 

section 4.2) and for communicative language use (see section 4.3), which 

is followed by the complexity of students' reported behaviours (see section 

4.4). 

1 It is a literal translation from students' accounts. By language sense, students meant the feeling of 

speaking the language automatically without thinking about grammar rules or answering certain 

exam questions without thinking too analytically. 
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4.2 Reported language learning behaviours for academic 

achievement 

As discussed in the above section, students' reported behaviours for 

academic success were found in both the subcategories 'use learning 

methods' and 'learning organization' (see Figure 4-1). For example, 

memorize (rote), do exercises, review, evaluate with reference to exams, 

and manage motivation (see Table 4-1) were all directly linked with the 

purpose of academic success. Academic success is mainly assessed by 

various school exams that are in turn much shaped by the National 

Entrance Exam, and students' narration of their language learning 

behaviours was centred on various aspects of how to obtain high exam 

results. It is noteworthy that since students' reports of searching for 

exam-relevant materials were closely associated with 'do exercises', data 

presentation therefore did not consider this as a separate heading. 

Reported behaviours 
of academic success 

Interviewees 

Evaluation by exams All 

Doing exercises All except for 8 

Rote learning and its 
development 

2,4,6,7,11,12,13, 
14,16,17,23,26 

Revision 2,7,8,11,14,20 

Managing motivation 2,6,14,15,16,20 
Table 4-1 Students' reported behaviours for academic success 

4.2.1 Evaluation by exam results 

As indicated in the above table, evaluation by exam results received a 

unanimous report from all the interviewees. Possibly students were quite 

concerned about their academic success. Accordingly, using exam results 

to evaluate their learning behaviours appeared to be a recurrent reported 

behaviour in these interviewees' accounts. Apart from common evaluation 
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by exam results, they also reported constant peer comparison based on 

exam results. 

Since school exams normally took on the same format as the National 

'Entrance Exam whose maximum score was 150, interviewees often 

compared their own scores with 150 and judged their language-learning 

outcomes on this basis. For example, 

In the past, I only cared about exam results. When I learned like 
this (reading Bookworm), my exam results improved even without 
doing exercises. I generally got 130 out of 150 on exam papers 
(2/92-94; Appendix XXXVI q1) 

With reference to 150, a score over 130 out of 150 was commonly thought 

of as a good one by these interviewees. This was proved by interviewee 

14 (77) and 25 (35) who both stated that scores beyond 130 were 

satisfactory. Such a notion was made evident by a counter example. 

My exam score was always between 108 and 110 out of 150, 
regardless of the exam papers. My teacher once asked me why I 
could not improve it. But several times, it was still like that. 
(21/110-112; q2) 

Besides directly referring to exam scores, some interviewees also 

reported using school ranking; either by Class or Grade, to evaluate their 

learning outcome. This perhaps was due to the common practice of 

ranking students according to exam scores in Chinese high schools, 

especially in the final year. In China, it is quite common for schools to rank 

students for two major concerns: one is that the school wants to know the 

possible graduation rate to different levels of Universities and so make 

plans to intervene in students' learning; the other is that it is thought to 

2 2/93-94: 2, refers to interviewee 002; 93-94 refers to the line of the transcription; q1, refers to 

quote No. 1 in Appendix XXXVI. Since all quotes were provided in the same Appendix (XXXVI), 

Appendix No. will not be mentioned afterwards. 
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produce a motivating atmosphere for students to so that they make more 
learning effort. Naturally, this appeared to be a way for interviewees to 

evaluate their own learning in their respective learning community. 

However, a close examination of the data revealed an interesting 

phenomenon. It seemed that peer comparison was only articulated by 

interviewees who identified themselves with successful learners. For 

example, 

My English belongs to the top among my classmates (5/185; q3) 
I was always the best one in our school in any exams (8/71; q4) 

I always was the No. 1 in the class. Our teacher had another 
advanced class in our Grade. Even compared with them, I was 
among the top three (16/167-168; q5) 

In middle school, I was the best in my class. If occasionally I 
became the second, it was always our subject representative who 
surpassed me (25/7-8; q6) 

As can be seen from the citations, interviewees were not only clear about 

their positions in the class (e. g. 5 and 25) or grade (e. g. 8,16) but also 

suggested that whether they were able to keep the position became an 

important motivation for learning (see section 4.2.5). 

4.2.2 Doing exercises 

Doing exercises was found to be another popular learning behaviour with 

interviewees (see Table 4-1) since it was considered to be a useful means 

to improve exam performance. In the first place, doing exercises was a 

common practice especially in the students' final year before leaving 

school. For example, 

in grade three, I don't have to say, people simply learn for exams. 
Following the teachers, doing exam exercises is necessary. 
(4/65-66; q7) 
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By 'I don't have to say'; interviewee 4 implied that doing exercises was 
universal among students like him. This was evidenced by interviewee 20 

who used the metaphor 'exercise sea' to describe the quantity of 
exercises they were doing: 

All of us experienced the 'exercise sea' strategy. The teacher said 
we need to be immersed in doing exercises. I really did a lot and did 
it quickly. (20/70-71; q8) 

Students' exercises were closely tied up with the National Entrance Exam 

syllabus. In other words, their choices of exercises were subjected to the 

weighting of the scores. As summarized by interviewee 20, 

In the National Entrance Exam, vocabulary and grammar counts 
30%, cloze test 15%, reading comprehension 40% (20/13-14; 
q9) 

Since reading comprehension constituted the most important part of the 

exam score, it often became the major focus of students' exercises. For 

example, 

Every day is doing exercise [ ... ] feeling English learning is to train 
exam skills, like reading comprehension skill [ ... ] because of such 
skills obtained by doing exercises, I got a fairly good score 
(113/15-17; q 10) 

Interviewee 13 was not the only person who thought reading 

comprehension was critical in her exam performance. For interviewee 2, 

[... ] reading comprehension got quite a high ration of the marks in 
exams and I was not so strong in this aspect, so I did many 
exercises in this aspect before the National Entrance Exam, I 
did more than 100 set my score in reading comprehension 
increased rapidly, initially 32, then 34,38 and sometimes full score 
(127-128; 133; 143-144; q 11) 

Like interviewee 13, interviewee 2 engaged in large quantity of focused 

exercises on reading comprehension, which led to better exam results. 
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It seemed that students borrowed the method of learning other subjects 
and applied it to English language learning. The common practice for 
learning other subjects such as Maths and Physics was to do a large 

quantity of exercises in order to be exposed to various types of questions. 
In view of these interviewees' reports, it seemed that they transferred such 
a learning method to English language learning, in particular for exam 

purposes. 

4.2.3 Rote learning and its development 

Rote learning was also a behaviour quite frequently reported by 

interviewees in the present study (see Table 4-1). As pointed out by 

interviewee 14, '[ ... ] rote learning, English is totally a burden' (58-59; q 12). 

Likewise, interviewee 2 reported his difficulty in memorizing vocabulary in 

this way: 

English learning started from alphabet to words. At that time, the 
scariest thing was to memorize words [ ... ]I could not remember 
them. For example, one word took many repetitions thus could be 
remembered (2/9-11; q 13) 

Whereas many of them seemed not to like this way of learning English, 

they spent a large proportion of their time engaging in this type of activity. 

For example, interviewee 6 used repetitive word-copying to memorize 

vocabulary. 

At that time we memorized vocabulary by copying it. It was said 
copying it once was equal to saying it 10 times by rote. (6/125; q14) 

Obviously, he also found that rote learning was difficult and therefore he 

resorted to copying vocabulary--a method that was thought to be more 

effective than pure rote. By nature, copying is only another format of rote 

learning since both emphasise a large quantity of repetition. However, 

word-copying was thought to be helpful in avoiding the low-efficiency of 

rote due to its kinetic involvement. 
130 



They did not all seem to be satisfied with this way of learning vocabulary 
and attempted to find new ways of memorizing. For example, interviewee 
4 searched book shops for references on improving memorization skills 
and reported the following: 

Incidentally, I found a book about memorizing vocabulary through 
reciting texts. It was not about memorizing word lists. In fact, our 
high school teacher asked us to memorize the dictionary. Each time 
when I forgot I had to come back for it, it was horrible. But this book 
integrated CET-4 and CET-6 vocabulary, but I did not have time, so 
I tried to read fluently in order to remember the words (4/57-62; q1 5) 

The particular book he found made compulsory vocabulary such as 

required by CET-4 into meaningful texts for memorization. He found such 

a way was useful even by reading if he could not afford the time to recite. 
This feeling was shared by interviewee 26 who said: 

I memorized words and tried to memorize texts. By doing so, 
vocabulary and grammar would not be a problem. It was difficult to 
memorize the text but I instead read it aloud at least 30 times 
(26/122-123; q16) 

Compared with rote learning vocabulary in isolation, text reciting seemed 

to be more favourable since the overall meaning of the text helped sustain 

the memory of the vocabulary. However, it also involved more time 

investment. As a compromise, interviewees 4 and 26 chose text reading 

as an attempt to use understanding to deepen rote learning, which is in 

accord with Marton's et al. (1996) notion of understanding helping 

memorization. 

In appearance, it was still rote learning that was prevailing among 

students. However, as pointed by Marton et al. (1996) and Jin and 

Cortazzi (2006), deep learning can take place under this surface 

approach. 
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4.2.4 Revision 

Revision was reported by 6 interviewees (see Table 4-1) as an activity to 

consolidate what had been learned from two perspectives. First, it was 

considered as an effective way to cope with exams. According to 

interviewee 7, 

The final year of high school is completely about revision. All 
grammar rules were taught in the previous two years through 
revision of them we prepare exams (7/44-45; q17) 

Agreeing that revision was necessary for preparing oneself for exams, 
interviewee 20 felt it was impractical to review all things learned. Rather, 

he tended to do selective revision. For example, 

Perhaps this was not the best method, but it was the most practical 
one. I did not care how many mistakes I had made in exams. I took 
down all of them. In the past, I reviewed them every two days and 
now every week. I would review them several times until I could 
remember them. In such a way, I would not make the same 
mistakes in the exams. Top marks were thus obtained. (20/75-77; 
q18) 

In a way, exams were not predictable and no one knew the exact quantity 

of exercises that could qualify students as successful examinees. 

Nevertheless, for interviewee 20, his preparation of a 'mistake notebook' 

was a good way to avoid similar mistakes in future exams. Revision of 

'mistakes' rather than the whole exercise was more to the point and 

time-saving. 

Questionnaire data (Q No.. 37, Appendix XXXIV) was consonant with 

these findings, for example, only 24.4% of the total respondents disagreed 

that they did revision before exams. 

Second, interviewees were aware of the human memory patterns and 

took revision as a necessary step to strengthen memory of learned 
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vocabulary. Interviewees 7 and 8 described their various ways of 
reviewing vocabulary as the following: 

I would memorize 20 words a day, then at the end of the week, I 
would review the words I had memorized during this week [ ... ] At 
the end of the month, I would spend some time reviewing words [ ... ] gradually, I moved on from the first part that had already been 
stored in my memory [ ... ] (7/95-97; q19) 

Interviewee 7 seemed to represent standard revision according to the 

pattern of the memory curve. She regularly reviewed words that had been 

memorized in groups, following a gradual sequence on a weekly then a 

monthly basis. 

This was shared by interviewee 8 who not only reviewed vocabulary items 

on a regular basis but also summarized them at a certain stage of 
learning. 

I always review things I have learned. For example, I summarized 
all the vocabulary and phrases in middle school following an 
alphabetical order and book series. (8/68-69; q20) 

Although interviewee 8 did not give details of what she often did in her 

revision, she seemed to be particularly proud of her summarization at the 

end of a school term, which was systematically organized according to 

alphabetical order and textbook levels. 

Revision seems to be an important element for Chinese learners' 

perceptions of successful language learning as argued by some 

researchers (e. g. Rao, 2006; Wang, 2001; Hu, 2002). However, as 

articulated by interviewee 7, the reasons for these interviewees to use 

such a method was more to do with knowledge consolidation for exam 

purposes than what the Confucian doctrine entails as argued by Wang 
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(2001) and Hu (2002) or the 'traditional' way of deepening the 

understanding of what has been learned (Rao, 2006: 504). 

4.2.5 Managing motivation 

As presented in the above sections, interviewees' reported learning 

activities involved heavy repetition and did not always lead to successful 

exam results. Quite a few interviewees (see Table 4-1) were thus 

bothered by learning bewilderment and had to adjust their negative 

attitudes towards English language learning and motivate themselves. 

It was very difficult learning like that. So many sentences to be 
analysed and it was an endless task [ ... ] My English level was going 
done[ ... ]I felt quite depressed. When I saw a sentence that I once 
knew, I could not remember. It was boring, purely depending on 
memorization. At that time, the workload in high school was much 
more than in middle school. There was too much to be memorized. 
I could not remember after reading if for several times Then I lost 
confidence. (2/56-61; q21) 

Although memorization once brought interviewee 2a certain level of good 

exam results, it stopped working when the demands on memorization 

increased in high School. As a result, his confidence was affected and he 

had to cope with this emotional crisis. 

Likewise, interviewee 6 felt using memorization in English language 

learning was only acceptable in limited ways: small numbers of vocabulary 

items or with the teachers' regular monitoring. He said: 

There were many difficulties. For example, memorizing vocabulary, 
in middle school, normally it was mechanical memorization. We 
followed teachers' instruction, copying words every day. In high 
school, we had more words but the teacher taught slowly and we 
had dictations, so I could manage to remember. In college, these 
things were gone, and I had to depend on myself for everything 
(6/51-54; q22) 
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Rote learning vocabulary in itself challenged the students' capacity for 

memorization, and tedious mechanical repetition could hardly be 

sustained without external reinforcement. 

In such cases, interviewees often resorted to the importance of English 

exams and thus motivated themselves to continue with such ways of 
learning. For example, 

150 (total score of the English exam) was a high ration of marks in 
the compulsory test subjects (National Entrance Exam) [ ... ] so I felt 
I must learn it well. Otherwise, I could not go to a good university 
(14/130-131; q23) 

For interviewee 14, continuing the unfavourable ways of learning English 

was often because of the absence of other choices. To often remind 

himself of the potential reward (e. g. going to a good university) thus 

helped maintain his motivation to learn English in these ways. 

Alternatively, interviewee 16 reported his way to cope with his affective 

resistance by temporarily distracting himself from exams. 

What I often did was to chat with our English teacher and try to get 
back the right state for learning. We did not chat about exams but 
other things irrelevant to exams, for example, English people's way 
of living. In doing so, I compensated for my bad mood towards 
doing English exam papers (16/64-65; q24) 

As can be seen from the above quote, interviewee 16 reminded himself of 

other potential interesting aspects of English language learning (see 

section 4.3.1) that helped release him from the frustration of doing exam 

papers. 

Overall, the interviewees' reported learning activities mainly focused on 

memorization, doing exercises, revision, and managing the negative 

attitude towards these ways of learning English., The questionnaire data 
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No.. 24, Appendix XXXIV) was consonant with these findings. The top 
three learning behaviours as reported by the questionnaire respondents 
were: 'memorize vocabulary' (319 respondents, 74%), 'do lots of 
exercises' (195 respondents, 45.2%) and 'reflect on weak points and 
improve' (183 respondents, 42.5%). Sincýe 'weak points' as used by these 

students meant areas that received low exam scores and the ways to 

improve them were the methods discussed for academic achievement 
(see interviewee 2 in section 4.2.2), essentially, the questionnaire 

respondents were in agreement with the interviewees in describing their 

behaviours for academic success. The open-ended answers to Q No.. 24 

(see Table 4-2) did not provide extra information. As can be seen from the 

following table, respondents' reported 'importance of English' and 

'interest' actually meant their attempts to manage their motivation (see 

4.2.5) that could lead them to academic success; 'reading' was part of 

doing exercises as discussed in 4.2.2; and 'communicate with foreigners' 

and 'language sense' were related to communicative ability yet were 

thought of as useful for achieving academic success, which will be 

discussed in section 4.4. 

Frequency Percent 
Valid 
Percent 

Cumulative 
Percent 

valid importance of 2 .5 5.6 5.6 
English 
interest 23 5.3 63.9 69.4 
reading 6 1.4 16.7 86.1 
communicate 
with 4 .9 11.1 97.2 
foreigners 
language 1 .2 2.8 100.0 
sense 
Total 36 8.3 100.0 

missing 999 400 91.7 
Total 436 100.0 

Table 4-2 (Questionnaire results): students' reported other activities for academic 

success 
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These reported behaviours (see Table 4-1) seemed to reflect descriptions 
in the literature of Chinese learners' common learning behaviours as 
greception, repetition, review, and reproduction' (Hu, 2002: 100). Students 

were seen to receive textbook knowledge, to memorize it through 

repetition and revision, and finally reproduce it in exams. However, with a 

more careful examination, reasons given by for the students for doing 

these were far more complex than the anecdotal descriptions often found 

in the literature. For example, Paine (1991, cited by Hu, 2002) claimed 

that Chinese students tended to accept all knowledge imparted by 

teachers and textbooks without questioning. However, students in the 

present study were found to be busy preparing themselves for exams that 

required correct answers. It seemed there was nothing wrong in their 

memorizing vocabulary or grammar rules. Moreover, students' use of 

repetition was not invariably mechanical rote. Instead, they actively tried to 

find better methods to improve their learning efficiency. Likewise, their 

adoption of revision was more a responsive behaviour to exams than the 

clich6d explanations, with reference to Confucian doctrines, given in the 

literature (e. g. Jin and Cortazzi, 2006; Hu, 2002). 

It is worth mentioning that during the process of preparing for academic 

success, they commonly suffered great difficulties in memorizing 

increasing quantities of vocabulary and grammar rules. In addition, a large 

quantity of exam exercises often caused affective depression. However, 

they seemed to be able to manage their motivation, given that the value of 

exams was well understood. However, as we shall see in the future 

discussion, interviewees appeared to present quite different profiles in 

their English language learning. For example, some interviewees were 

critical and developed their own learning methods or shifted to learning 

English for communicative use (see section 4.3); for others, the reported 
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behaviours as discussed above continued to be used even in tertiary level 

education (see section 4.4.2). 

4.3 Reported learning behaviours for communicative 

ability 

As can be seen from Figure 4-1 (section 4.1), students in the present 

study also reported various behaviours that could be related to 

communicative language use. For example, searching for authentic 

materials, intentional language use, maximizing exposure to 

communicative data, evaluation by language use and enhancing language 

sense (Table 4-3). It should be pointed out that although what students 

meant by communicative language use appeared to be diverse (see 

section 5.2.2), they tended to emphasise communicative ability in their 

actual language learning behaviours. The following section therefore will 

discuss students' reported behaviours for gaining communicative ability 

respectively. 

Reported behaviours for gaining 
communicative ability 

Interviewees 

Searching for authentic English 
materials 

2,4,7,8,15,16,17,18,20,22 

Meaningful memorization 2,6,8,14,19,22,26 
Intentional language use 2,4,7,17,18,24 
Maximizing exposure to 
communicative data 

7112,13,15,22 

Evaluation by language use 2,8,15,22,24 
Enhancing language sense 4,8,9 
Table 4-3 Students' reported behaviours for gaining communicative ability 

3 It is a literal translation from students' accounts. By authentic, students meant language that they 

thought was used in real life in English speaking countries. 
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4.3.1 Searching for authentic materials 

As can be seen from the above table, most interviewees reported 

searching for authentic English materials in addition to using the national 
textbooks, as indicated by interviewee 16, 

I felt in current high school English education in China, the teaching 
scope was quite limited, content was insufficient. If you wanted to 
learn better, it was far from being enough. You had to search for 
more materials, to have contact with more English knowledge. 
(16/107-109; q25) 

Although interviewee 16 did not use the term 'authentic', what he implied 

was materials that could convey a background knowledge of English such 

as English culture and language use in real life. His chat with the course 

teacher (see section 4.2.1) showed that he expected to know more than 

textbooks could offer. 

Interviewee 16's opinion was supported by other interviewees who 

reported learning New Concept English 4 and 21" Century Newspaper' 

For example, 

We were recommended to learn New Concept English. However, 
some students wrongly took it as an exercise book. They did 
exercises after each text ... I treated it as interesting texts [ ... ]I was 
the only one in the class who finished all four levels (20/56-59; q26) 

Unlike his classmates who treated New Concept English as a new type of 

source book for exam exercises, interviewee 20 enjoyed the interesting 

text for its own sake. Although he did not give details as to what he felt 

4 New Concept English (Alexander, 196711993) was the pioneer textbook using authentic English 

and its influence on Chinese language learners' English language learning is legendary and 

continual. See L. G. Alexander: A Statue in Beijing. English Today 78 20/2: 20-25 

5 21st Century Newspaper, is a popular newspaper among Chinese students. It is characterised by 

focusing on students' interest in fashion, English culture etc., and concerns about English language 

learning. 
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interesting, the nature of this book series suggested that knowledge of 
English culture, and authentic language use were their needs. 

Likewise, interviewee 18 felt extensive reading of authentic English 

materials facilitated English language learning. He said: 

It was suggested that we should read 21st Century Newspaper. I 
felt more reading would expand our knowledge of English (18/28-29; 
q27) 

Since this newspaper offers a wide range of knowledge regarding current 

fashion and English culture as well as discussion of students' practical 

English language learning, it became part of some interviewees' learning 

material. It was not surprising that interviewee 15 regarded reading it as 

part of her learning routine. 

In high school, I insisted on reading 21st Century Newspaper. Each 
Friday when it came to me, I would finish reading it within two days 
(15/68-70; q28) 

It should be pointed out that both types of materials mentioned above 

were normally recommended by course teachers, and were optional 

rather than compulsory. Hence, students were free to decide whether to 

pursue these materials or not. 

Besides the two types of materials mentioned above, interviewees also 

described their use of other learning materials. For example, 

I read 21st Century Newspaper and now read it occasionally. Also I 
browsed the websites and searched for things of interest (17/38-39; 
q29) 

I was crazy about English. I read 21" Century Newspaper, and 
some other story books or magazines I bought each issue of 
Crazy English 6 (22/40-41; q30) 

ra Crazy English is a brand name related to a non-traditional method of learning En_qlish in mainland 

China conceived by Li Yang. It is revolutionary in challenging the common practice of learning 
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I read English magazines such as Chicken Soup, a story series, 
which is quite deep but uses simple words (18/96-97; q31). 

The three interviewees listed above reported that they used different types 

of English learning materials in addition to teacher-recommended 

references, namely stories or magazines. Compared with heavy exam 

materials, they seemed to be light but good complementary materials that 

allowed students to have contact with authentic English. 

Moreover, interviewees 2 and 15 described their serious reading of 

original English novels in order to understand English culture. For 

interviewees 2 and 15, presentations of English culture such as pictures in 

books or novels in the original English were equally effective in helping 

with the understanding of the English language and its culture. For 

example, 

What I liked best was the beauty of its pictures. They were quite 
authentic. I felt they shortened the distance between English and 
real life (2/100; q32) 

According to interviewee 2, 'language is only valuable when one can 

understand it' (223-224; q33), and pictures demonstrated the English 

people's way of living, which, in turn, was useful for understanding the 

language. In line with this kind of thinking, he finished the whole series of 

BookworM7 

Altogether 68 for the whole series, at the beginning it was about 50, 
with 18 added later on. I finished reading over 40 within a term 
(2/69-71; q34) 

English for exams in mainland China by shouting English out. For more information see 

htti): //en. wikii)edia. orq/wiki/Crazy Enqllish 

7 Bookworm is a series of simplified classic English language novels with both English and Chinese 

versions 
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Likewise, for interviewee 15, 'English novels presented English ways of 
living, behaving 

... I felt peaceful when I read them' (80-81; q35), and in her 

opinion, English culture and different ways of thinking and living 

permeated these novels in the original English. She explored quite a few 

classic novels, poetry etc in English. She said: 

Like Gone with the Wind, the one I am reading now I read lots of 
English books in high school. For example, Stray Birds by Tagore, I 
felt reading English made me peaceful (15/78-81; q36). 

Under the tight learning schedule they had experienced in preparing for 

various exams, searching for additional learning materials such as English 

stories, magazines, Crazy English, and novels was more to do with the 

concern about knowledge of English or exposure to the target language 

communities (see section 4.3.1), which was thought of as helpful in 

contributing to communicative language use. 

4.3.2 Meaningful memorization 

Table 4-3 showed that vocabulary memorization was reported as an 

important learning behaviour for gaining communicative ability. However, 

unlike pure memorizing of vocabulary lists or reciting texts for academic 

success (see section 4.2.3), interviewees were found to associate 

vocabulary memorization with other activities related to the English 

language. For example, 

The Flash 2004 installed by the university was in English 
although it's all in English, with lots of new words. I gradually 
followed it, looking up in dictionaries in the end I knew all of 
them. (19/76-79; q37) 

Similarly, interviewee 14 felt that the expansion of vocabulary at tertiary 

level did not seem to put too much of a burden on memorization because 

they had channels to organize the new vocabulary in meaningful ways. He 

said; 
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I suddenly felt we had to learn so many new words in college 
English class ... ] we had regular presentations using learned 
vocabulary It's helpful to improve English abilities (14/83-85; 
q38) 

Moreover, for some interviewees, vocabulary learning was not confined to 

an English course. For interviewee 6, 

Our major was taught in English, and textbooks and assignments 
were all in English [ ... ] you read those books relating to your major 
and your vocabulary naturally enlarged. (6/69; 78-79; q39) 

For these interviewees, vocabulary learning was not isolated to the 

remembering of words, but was integrated into other learning activities. As 

pointed out by interviewee 26, 

English has to be meaningful for you you use it you remember it 
deeply (26/89-90; q40) 

Although interviewees seemed hardly to emphasize the importance of 

vocabulary memorization in their intentional language use (see section 

4.3.3), the above examples shared the same opinion that meaningful 

memorization was more effective. 

4.3.3 Intentional language use 

As shown in Table 4-3, a third frequently mentioned behaviour by 

interviewees in the present study was to use English intentionally. 

Moreover, the data suggested that such behaviour consisted of engaging 

themselves in meaningful language use in both spoken and written 

English. 

In the first place, how to become a fluent English speaker was the major 

concern for a few interviewees and an effective way was to speak English 

often. As reported by interviewee 7, 

1 often went to my foreign teacher's flat and practiced oral English 
with her [... ] it often happened that you might spend quite some 
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time thinking of grammar rules before you could answer teachers' 
questions in class, which was the symptom of insufficient practice 
of spoken English. I asked her to tell me whatever mistakes I made in our conversation. (7/38; 84-86; q41) 

Interviewee 7 realized that her attention to grammar rules often delayed 

her responses in spoken English and an effective way to cope with it was 
to use the language often. 

Similar to the above student who tried to find opportunities to use English, 

interviewees 17 and 18 identified themselves as English study partners 

and they set up English days during which English was the only language 

they used for communication. 

With the following interviewee, we are English partners. Each 
Tuesday, we have English class, we eat together, go shopping 
together. Whatever we do we speak English. (17/81-82; q42) 

Differently from interviewee 7, they seemed not to be bothered by the 

grammar used in their oral English but paid attention to meaningful 

language use in daily life. 

Moreover, attention to language use was not merely confined to spoken 

English, for interviewee 2; written English was also an important aspect to 

be considered. He said: 

I tried to write English articles, writing one each day for my teacher 
to comment on. We had a foreign teacher and I asked him to help 
correct [ ... ] anyway, I write whatever I want to write. Sometimes I 
created my own sentences As for English use, I felt it was 
useful for me (2/89-91; q43) 

After a continuous effort to read novels in the original English (see 4.3.1 

and 4.4), interviewee 2 started to practice his written English, which was a 

way to prove his capability to use the language. Moreover, in doing so, he 

had the sense of the ownership of the work since he created his own 

sentences rather than simple imitation. 
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It should be pointed out that not all language learners were as purposeful 

as interviewees 7 and 2 who initiated the opportunity to practise language 

use with their foreign language teacher. Thinking of the normally large 

classes in China (e. g. Rao, 2006; Jin and Cortazzi, 2006), it would be 

impossible for the foreign teacher to cope with each student who 

requested individual language practice. In a way, these two interviewees 

were exceptional and stood out from their counterparts in order to best 

take the advantage of having a native speaker teacher. 

Nevertheless, other interviewees were still found to manage to create 

opportunities to use English. For example, some of them engaged in 

preparing themselves for future language use. As described by 

interviewee 4, he took self-practice as a necessary step for real 

communication since he did not find a channel to use it. 

I listened to the tapes and imitated them, correcting my own 
pronunciation. Since I did not have much opportunity to 
communicate with others, I shouted English out (sic) at home 
(4/46-47; q44) 

Although his way of practising oral English had no meaningful context, 

interviewee 4 at least improved his confidencýe in speaking English 

language, which would be essential in real communication. 

Students in the present study seemed to well recognize that 

communicative ability is best obtained through communicative use of the 

target language as suggested by Little (2007a), Hedge (2002), and Nunan 

(1989). 

4.3.4 Maximizing exposure to authentic communicative 

data 

5 interviewees (see Table 4-3) in the study pointed out that competent 

language use called for a target language environment, which was often 
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unlikely to be found in an English as a Foreign Language (EFL) 

environment. Nevertheless, as discussed below, students reported a 

variety of ways to get exposure to a target language environment and 

enhance authentic language input. 

First, interviewees 7 and 12 recounted similar experiences of creating an 
English speaking environment by listening to English tapes each night. 

Everyday before going to bed, I would listen to Happy American 
English, just to listen in order to understand their speed and tones 
[ ... ] (7/22-24; q45). 

E: Each night I went to sleep while listening to English tapes. 
R: what did you listen to? 
E: Crazy English, World English. In fact, I could not fully understand 
it but wanted to create an English environment (12/81-85; q46) 

It seemed that both interviewee 7 and interviewee 12 thought that listening 

to English tapes or to broadcast programmes could immerse them in an 

English environment. Though they did not interact with that environment, 

experiencing the way in which English was spoken, such as its speed or 

tone as suggested by interviewee 7, was quite similar to being in the real 

English environment. 

Second, interviewees 15 and 22 reported their use of English movies to 

enhance their opportunities to have contact with authentic English 

language use. 

I quite like watching original English movies. Each Tuesday evening 
there is an Original Movie Cinema, I insisted on watching it even in 
my final year in high school [ ... ] it lets you have contact with English 
in a relaxed way and you can know how foreign people think 
(15/22-26; q47) 

Interviewee 22 narrated her similar experience: 

Sometimes it was not only for learning but for enjoyment [ ... ] 
especially, in vacation time, I rented a few VCDs and finished 
watching them within a few days (22/56-58; q48) 
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For both interviewee 15 and interviewee 22, watching English movies in 

itself was enjoyable and relaxing. Yet more importantly, experiencing how 

language was used by different people reflecting their various ways of 
thinking, was rich and authentic, and was thus valuable for non-native 
language learners. 

Hedge (2002) states that after-class activities such as listening to 

cassettes can be a useful means of enhancing students' authentic 
language input. It seemed that interviewees in the present study were well 

aware of the benefits of enhancing language input. Though such activities 

seemed to provide no chance of becoming involved in communication; 

chunks of language use that interviewees had attended to in theory would 

appear in their later language use in accordance with the input hypothesis 

(Krashen, 1985). 

4.3.5 Evaluation by language use 

For students who engaged in various learning activities so as to obtain 

communicative ability, it turned out that they often evaluated their learning 

by themselves. As shown in Table 4-3,5 interviewees articulated the 

importance of evaluating language learning through language use. Taking 

interviewee 8 for example, 

I felt my English advanced to a new level. My vocabulary expanded. 
And I understood better original English movies. I could identify 
known words in English songs. Occasionally I can think in an 
English way when chatting with foreign friends (8/165-167; q49) 

She provided a comprehensive evaluation of her English language 

learning outcomes by her ability to understand English, think in English 

and use English. Although there was no information on how often she 

evaluated herself, to advance a level certainly had involved considerable 
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persistence in learning, which would have involved continuous work (see 

section 5.4). 

Unlike interviewee 8, who cared about her comprehension abilities, 
interviewee 24 seemed to be more concerned about her spoken English. 

She particularly gave two contrasting examples. 

My English teacher saw my exam scores were good and 
recommended to me that I participate in the English Speech 
Contest ... I found I was awful and couldn't make it (24/27-28; q50) 

In my final year, I took part in the English Speech Contest and won 
the second place (24/72-73; q51) 

From being afraid of opening her mouth to becoming a prize winner, 

interviewee 24 went through improvement in her spoken English. 

Another important way to evaluate language use was through classroom 

performance. For example, 

In middle school, some students felt that English was difficult. They 
did not know how to pronounce words. Since I had had contact with 
English before, I could speak them confidently and I became one of 
the better students in my class (15/12-15; q52) 

Interviewee 15 attributed her being a 'better' student to her ability to speak 

English, although her criterion seemed to be limited to pronunciation level. 

4.3.6 Enhancing language sense 

Interviewees 4,8, and 9 (see Table 4-3) felt fluent language use was 

brought about by a type of sense, one that produces language without 

involving students' mental effort. Therefore, they thought language 

learning should be aimed at the enhancement of this. By analogy with first 

language learning, interviewee 4 suggested that language use relied on 

the automatic application of language, which was largely determined by a 

type of sense rather than by isolated grammar rules. 
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It after all was a language and you cannot use one type of grammar 
to deduce many other things since many sentences were so flexible 
[ ... ] when we speak Chinese, we are not thinking of grammar but 
use a kind of sense (4/39-40; q53). 

In line with such thoughts were interviewees' various reported activities to 

enhance language sense. For example, 

From Grade one in middle school, I mainly insisted on reading texts. 
I did not do reading comprehension exercises, but I would read the 
passage to foster that kind of sense, either reading aloud or silent 
reading (9/74-76; q54) 

For interviewee 9, reading texts was an effective way to enhance 

language sense. By familiarizing himself with the language in context, he 

would naturally have a sense of how to use it. This was true in interviewee 

8 who relied on original English movies or songs as a source for obtaining 

language sense. 

I think it is still language sense that works such as language used in 
a movie or music so many expressions you did not learn before 
and were strange I got to know them from songs or dialogues in 
movies (8/55-62; q55) 

More than just a source of authentic language input (see section 4.3.4 ), 

watching original English movies, or listening to English songs helped 

improve interviewee 8s language sense. 

In general, these interviewees commonly felt it was more important for 

them to be able to use the language rather than to provide reasons for 

why it should be used in certain ways. Moreover, it was not always 

possible for them to explain the language use explicitly. Therefore, their 

reported activities were focused on engaging with the language in context 

and effort of strengthening such contact. 

Overall, students' reported learning behaviours for communicative 

language use seemed to be largely focused on communicative ability. In 

relation to the term 'communicative competence' as put forward by Canale 
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and Swain (1980), students appeared to be more concerned about oral 
fluen Cy8 (see table 4-3). it is possible that students had already gained a 
certain degree of grammar rules in preparing for exams. They intended to 

create various kinds of opportunities to use the target language. These 

findings were supported by the questionnaire respondents (see Q No.. 26 

Appendix XXXIV). 

4.4 Complexity of students' reported learning behaviours 

As stated in section 4.1, students' reported behaviours were much more 

complex than the category can present (see Figure 4-1). As Figure 4-1 

shows, except for the extreme case interviewee 8 whose reported 

behaviours were exclusively confined to categories relevant to 

communicative language use and interviewee 23 whose reported 

behaviours were only found in categories associated with academic 

success, the majority of the interviewees had both tendencies in their 

accounts: academic success related behaviours (see section 4.2) and 

communicative language use related behaviours (see section 4.3). 

Moreover, students' reported behaviours could be different at different 

levels of education, for example, secondary education and tertiary 

education. In addition, there were great differences in terms of learning 

organization among individuals. The present section will discuss these 

aspects respectively. 

8 Although with a literal translation from students' accounts, 'communicative competence' should be 

used, I consider 'communicative ability' to be the term to be used in the thesis in order to avoid 

confusion with the technical term 'communicative competence' in the literature, 
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4.4.1 Academic success oriented behaviours, a dominant 

role at secondary level education 

Overall, the data suggested that exam-oriented behaviours were dominant 

during students' secondary level education and three types of students' 

reported behaviours suggested that their behaviours were dominantly 

related to academic success at the secondary level of education. 

First, when some interviewees claimed that they engaged in learning 

activities for communicative language use, their actual method was 

strongly associated with different aspects of academic success. For 

example, interviewee 2 reported reading original English novels to assist 

his English learning (see section 4.3.1). However, he also mentioned the 

following: 

Each book (Bookworm) I at least read 7 to 8 times. I first read for 
ideas. After reading for the first time, I had a clear understanding of 
the text. Then I came back and read concrete sentences, 
vocabulary usage and strange sentences. Back and forth, 7 to 8 
times for each book. Now I still remember many stories (2/73-76; 
q56) 

Although he maintained that English learning was to understand the 

language, as he did with these novels in the original English (see section 

4.3.1), he was seen to deploy a repetitive learning strategy (see 4.2.1) to 

extract language knowledge from the novels. Moreover, he said, 

In the past, I was only concerned about exam scores. Following this 
way of learning (Bookworm), my exam results on the contrary 
improved quickly. In general, I got 130 out of 150 (2/93-94; q57). 

He was suggesting that his previous way of learning English, in particular, 

doing exam exercises by analysing grammar rules, was inappropriate. 

However, his reference to his improved exam results also indicated the 

importance of evaluation by exams. 
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Second, interviewees sometimes were found to be hesitating about using 
communicative language use oriented behaviours. For example, 
interviewee 9 once suggested that he preferred to obtain language sense 
because it increased language fluency in actual use. However, he also 
reported the following: 

I did quite a lot of exercises, and also read a lot of reading passages. 
But my exam score did not increase. It was still a problem I 
needed to ask for help from others' (9/87-88; 97; q58) 

Along with his confidence in obtaining language sense was his uncertainty 

with the way he learned English. For example, he doubted whether he 

could achieve good exam results by studying in his own way. Instead, he 

started to do exercises because it was the way commonly practiced by his 

counterparts as described in section 4.2. 

Third, some interviewees (e. g. 5,15,16) who stated the importance of 

communicative ability (see section 5.2) were found to use common 

methods for academic success when they prepared for CET-4 (College 

English Test, Band 4). Taking interviewee 5 for example, 

I Mainly learned CET-4 vocabulary, besides that, I bought college 
English Course books published by Shanghai Foreign Language 
Education Press. I finished reading two and a half levels (5/39-41; 
q59) 

Likewise, interviewee 15 reported similar behaviours such as 

memorization and doing exam exercises. 

At that time, what I mainly did was to memorize vocabulary lists 
then did a large amount of exam exercises (15/62-64; q60). 

These examples indicated that learning behaviours such as memorization 

and doing exercises were tightly bound to exam preparations and were 

justified by their learning outcomes as evaluated by exam results (see 

section 4.2-1), which together made behaviours, related to academic 

success appear to be more salient. 
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4.4.2 Communicative language use oriented behaviours, 

an increasing role at tertiary level education 

According to the interview data, there was a growing tendency to mention 
communicative language use oriented behaviours. Moreover, such a 
finding was supported by the according questionnaire responses. 

First, as the following table shows, the growing tendency for 

communicative language use oriented behaviours was judged from 

decreasing numbers of interviewees reporting academic success oriented 
behaviours at the tertiary level of education and increasing numbers of the 

interviewees whose reported communicative language use oriented 

behaviours took place at tertiary level. 

Students' reported behaviours Secondary Tertiary 
education education (interviewees 
(interviewees 

Academic Evaluation by All 
success exams 
oriented Doing exercise All except for 
behaviours, 8 

Rote learning 2,4,6,7,11, 11,23, 
and its 12,13,14, 
development 16,17,23,26 
Revision 2,7,8,11, 

14,20 
Managing 2,6,14,15, 
motivation 16,20 

Communicativ Searching for 2,4,7,8,15, 2,4,7,8,15,16,17, 
e language use authentic 17,18,22, 18,20,22, 
oriented materials 
behaviours Meaningful 2,8,19,22 2,6,8,14,19,22,26 

memorization 
_ Intentional 2,4,7,24 2,4,7,17,118,24 
janguage use 
Maximizing 7,15,22 7,12,13,15,22 
exposure to 
communicativ 
e data 

_ Evaluation by 2,8,15,22, 2,8,15,22,24 
language use 24 
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Such a notion was further supported by the questionnaire figures (see the 
following Table 4-5). Although vocabulary memorization (see section 4.2.3 

and 4.3.2) could not be used as a valid indicator since it involved both rote 
learning and meaningful memorization and there was no sharp increase in 

students' accounts of communicative language use oriented behaviours, 

the questionnaire report (Q No.. 24 and No. 26, Appendix XXXIV) did 

suggest that enhancing language sense and keeping contact with English 

surpassed most of the academic success related behaviours. Moreover, 

since questionnaire respondents were likely to give answers to refer to 

their most recent period of education, the questionnaire report therefore 

could be considered as presenting students' reported behaviours at 
tertiary level. 

_Academic 
success (n=436) Communicative ability (n=436) 

Memorize vocabulary (319,74%) Gain language sense (224,52%) 
Do lots of exercises (195,45.2%) Keep contact with 

51.3%) 
English (221, 

Reflect on weak points and improve 
(183,42.5)% 

Find opportunities to use English 
7.8%) 

Memorize grammar (144,33.4%) Search for authentic English 
materials (67,15.5%) 

Recite textbooks (131,30.4%) Know English culture (40,9.3%) 
Know exam syllabus (44,10.29%) 

_ 
_Recite 

teachers' notes (38,8.8%) 
Table 4-5 (Questionnaire results): students' reported language learning behaviours 

It should be pointed out that the figures, both in the interview data and in 

the questionnaire data, did not provide strong evidence of an increase in 

communicative language use oriented behaviours, which was possibly 

because there were still exam pressures at tertiary level (see chapter 6). 

Moreover, given the complex and even contradictory nature of students' 

reported behaviours (see section 4.4.1), it was difficult to draw the 
154 

Table 4-4 Students' reported behaviours with reference to levels of education 



conclusion that tertiary education definitely led to a change in students' 
reported behaviours. 

4.4.3 Diversity in individuals' learning organization 

When students reported their language learning behaviours, they 

simultaneously implied that they were managing their learning, including 

proper planning, monitoring progress, reflecting on the learning process, 

and overcoming difficulties, either for academic success or for 

communicative language use. However, students' reported learning 

organization behaviours seemed to be quite different from one individual 

to another. Taking interviewee 2 as one example (see section 4.3.1 and 

4.3.3), he searched for extra learning materials, had a clear plan as to 

what he should achieve each time of reading Bookworm and set up new 

challenges when the objective was reached, he monitored his pace of 

learning then determined his progress, and he constantly reflected on this 

way of learning English. As a result, he overcame his difficulty in 

memorizing grammar rules and formed his own way of learning English. 

Taking interviewee 11 as another example, she did not report searching 

for extra learning materials and planning her learning. Although she 

monitored her learning and reflected on her learning through exam results, 

she did not seem to organize her learning well but rather followed the 

teachers' plans. As can be seen from Table 4-1, her reported learning 

behaviours were only evaluation by exams, doing exercises, rote learning 

and revision. Such a difference in learning organization behaviours was 

also revealed by the questionnaire respondents' answers (see Appendix 

XXXIV), for example, 45.3% (Q 39) of the questionnaire respondents 

agreed that they searched for learning materials; 31.7% (Q 35) of the 

questionnaire respondents agreed that they often monitored their learning 

progress, 50.8% (Q 36) of them agreed that they often reflected on their 
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learning process, 17.1 % (Q38) of them agreed that they had clear learning 
plans and 51.9% (Q42) of them agreed that they set up new challenges in 
English language learning. 

As the interview data suggested, an important indicator which accounted 
for students' differences in learning organization seemed to lie in what 
types of learning difficulties students reported and how they solved them. 
First, although students generally considered that vocabulary was 
important for learning English for either academic success or 
communicative ability, those with better learning management abilities 

were concerned about how to expand vocabulary size to improve their 

accuracy in language use (e. g. interviewee2,8); those with poor learining 

management abilities were still bothered by memorizing the vocabulary 
lists provided by textbooks (e. g. interviewee 11,23,26). Second, how 

students dealt with learning difficulties somehow indicated students' 
learning organization behaviours. For example, interviewee 2 found 

memorizing grammar rules became difficult, he seized the opportunity of 

reading novels in the original English and tried a new way of learning 

English (see section 4.2.5). Nevertheless, quite a few other students still 

kept complaining about the difficulty of studying grammar rules. Such a 

difference in learning organization was also found in the questionnaire 

data (QNo. 28). For example, 35.5% of the questionnaire respondents 

solved the problems by themselves, 54.4% of them relied on themselves 

first then asked help from either classmates, or teachers, or others (7.2%), 

and still others directly depended on others or gave up (2.9%). 
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Frequency Percent 
Valid 
Percent 

Cumulative 
Percent 

Valid solve problems 143 32.8 35.5 35.5 
by myself 
ask for 

20 4.6 5.0 40.4 
classmates'help 
ask for teachers' 

6 1.4 1.5 41.9 
help 
think over by 

myself then ask 93 21.3 23.1 65.0 
teachers 
think over by 

myself then ask 126 28.9 31.3 96.3 

classmates 
ignore 9 2.1 2.2 98.5 

sometimes 
forgot or ask 3 .7 .7 99.3 
classmates, 
teachers 

resort internet 3 .7 .7 100.0 

Total 403 92.4 100.0 

Missing 999 33 7.6 

Total 1436 100.0 

Table 4-6 (Questionnaire results): ways to cope learning difficulties 

Although the relevant literature points out that adult learners more or less 

engage in self-directed learning, which involves a certain degree of 

learning management (Benson, 2001), nothing has been said about what 

determines the degree of learning management. The data in the present 

study suggested that the nature of the identified learning difficulties and 

the way to overcome them were critical factors. 

In general, students' reported language learning behaviours were quite 

complex, with differences among individuals and within individuals. On the 

one hand, in a broad sense, some students reported language learning 

behaviours that were more focused on academic success (see section 4.2) 

whereas others were more focused on communicative language use (see 

section 4.3). Moreover, students' reported learning organization 
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behaviours seemed to vary among individuals too. On the other hand, 
students' reported a change of learning behaviours at different levels of 
education (see section 4.4.2). At the same time, students' accounts of 
actual learning behaviours, were sometimes self-contradictory (see section 
4.4.1). 

It is worth noting that understanding individual diversity did not necessarily 
mean that there was no opportunity to find possible common patterns 

among individuals. As already shown earlier in this chapter, broad 

patterns of students' reported behaviours have been discussed in sections 
4.2 and 4.3. At the same time, the complexity has been carefully 
discussed in the present section. As an important device to deal with 

narrative-based interviews, this way of dealing with a large amount of 
interview data was applied to the following findings and discussion 

chapters (5 and 6). 

4.5 Summary 

In this chapter, interviewees' reported language learning behaviours have 

been presented. Following their accounts of various English learning 

activities for academic success and communicative language use, the 

chapter ended with discussions about the complexity of students' reported 

behaviours, including possible associations of students' reported 

behaviours with levels of education and diversity in students' reported 

learning organization behaviours. 
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CHAPTER 5 STUDENTS' CONCEPTIONS OF 

ENGLISH LANGUAGE LEARNING 

5.1 Introduction 

As stated in chapter 3, the order of the core category presentation was 
determined as students' reported behaviours for English language learning 

(chapter 4), students' conceptions of English language learning (chapter 5) 

and influences on students' English language learning (chapter 6). The 

present chapter therefore focuses on students' conceptions of English 

language learning (see Figure 5-1). The final hierarchical order of the 

various categories was formed after constant comparison, reflective 
thinking, and questioning and consultation with supervisors, which was 

shown in Figure 5-1. 

As stated in chapter 4, the findings and discussion chapters were 

organized, after careful reflective thinking and questioning, using a major 

distinction between academic success and communicative language use. 

The present chapter follows the same principle based on a careful 

examination of the core category, students' conceptions of English 

language learning (see Figure 5-1). With reference to Figure 5-1, the 

interviewees' conceptions of English language learning presented an 

apparent distinction between English for academic success and 

communicative language use. For example subcategories such as: exam 

results as criteria for successful English language learning; taking reactive 

responsibility; memorization; doing exercises; hardworking; and taking 

serious attitude were all relevant to academic success (see section 5.3). 

Likewise, subcategories such as: communicative ability as a criterion for 

successful English language learning; taking proactive responsibility; 

learning in language use; obtaining language sense; reviewing; 

persistence; willingness; and English language learning environment were 
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all linked to gaining communicative ability (see section 5.4). However, as 

emphasised in chapter 4, such a distinction did not necessarily label the 

students with different categories. The actual situation was much more 

complicated and was to be dealt with carefully. 

This chapter starts with students' perceived nature of English language 

learning (see section 5.2) as an exam subject, and as a foreign language 

for communicative language use. Then it discusses students' conceptions 

of English language learning for academic success (see section 5-3), 

including criteria for success and the conditions to achieve it. This is 

followed by a similar structure for reporting students' conceptions of 

English language learning for gaining communicative ability (see section 

5.4). The chapter ends with a general discussion of the complexity of 

students' conceptions (see section 5.5). 
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Figure 5-1 Learners' conceptions of English language learning 
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5.2 Nature of English language learning in the eyes of the 

participants 

Students' conceptions of successful English language learning are 

pre-conditioned by their perception of the nature of English language 

learning. The interview data reveals that students tended to see English as 

a compulsory subject as specified by the school curriculum; however, on 

the other hand, they were also able to treat English as a language and a 

tool for communication (see Table 5-1). 

Nature of English language Interviewees 
learning 
A subject for exams All except for 8 
A language for communicative 2,4,5,6,7,8,12,14,15,16, 
use 18,22,24 

Table 5-1 students' conceptions of the nature of English language learning 

It should be pointed out that the distinction was most obvious when 

examining students' accounts of their English language learning which 

were largely focused on the secondary level of education. Such a 

distinction seemed to converge when students entered universities and it 

was difficult to judge which aspect had more weight in the students' current 

conceptions of their English language learning. Moreover, some of the 

overlap indicated the complexity of the students' conceptions. These 

aspects will be revisited in section 5.5.1. 

The current discussion is focused on students' distinctive opinions on the 

nature of English language learning. In accordance with such a distinction, 

English language learning was deconstructed into various concrete 

aspects that formed the students' learning objectives. The following 

sections will discuss them respectively in detail. 
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5.2.1 English as a subject for exams 

The data suggest that when English language learning was considered as 
a compulsory subject for exams, the content of learning was determined by 

the students' recognition of exam syllabus items such as vocabulary, 

grammar, cloze tests, and reading comprehension. Moreover, 

interviewees seemed to attach different levels of importance to these items, 

depending on their overall judgement of how to best achieve exam 

success. For example, grammar learning was emphasised by a few 

interviewees due to its correlation with other items of the exam syllabus, as 
indicated by interviewee 9, 

Multiple choice, cloze test, these were all related to grammar, 
English learning was analysing grammar structure based on rules 
(9/25-26; q61) 

Likewise, reading comprehension was commonly held to be an important 

part of exams due to its high ratio of 40% in the total score For example, 

It is mainly about reading comprehension, because it occupies a 
larger proportion of the total score in exams (24/68-69; q62) 

In addition to these general patterns of thinking, the most striking feature 

appeared to be the interviewees' unanimous agreement on vocabulary 

learning. It was thought of as the most important basis for exam questions 

and therefore constituted the paramount part of English language learning. 

For example, Interviewee 7 held that vocabulary was the base for almost 

everything. For her, enough vocabulary was the solution to exam 

questions involving cloze tests, writing and reading comprehension. 

Vocabulary is the foundation [ ... ] you need it for cloze tests. 
Sometimes it affects writing too. It often happened that I was stuck 
due to limitation of vocabulary. For writing, perhaps you can think of 
other words to replace it, but it quite affects reading comprehension 
(7/26-28; q63) 

This was shared by interviewee 16 who articulated that: 
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In a reading passage, if there are many words you do not know, if 
you do not know about a half, such a situation definitely will influence your reading comprehension (116/55-56; q64) 

Moreover, vocabulary was even thought to determine different levels of 

exams. For interviewee 5 who took both the National Entrance Exam and 
the College English Band 4 Test, the difference between the two mainly lay 

in vocabulary size. 

If vocabulary in high school was expanded a bit more, graduates 
would be able to take College English Band 4 Test in high school 
(5/44-45; q65) 

The students' overall account of English language learning seemed to 

confirm what Benson and Lor (1999: 467) may call 'a quantitative 

conception'of language learning'. According to Benson and Lor (ibid. ), this 

type of conception considers language as 'a collection of things (grammar 

concepts, word patterns, etc. ) for the learner to 'collect, absorb and 

assimilate$. 

5.2.2 English as a language for communicative use 

In addition to the opinions on English as a subject for exams, interviewees 

also pointed out that English should be a language to be skilfully used. 

More specifically, English was a language and a tool for communication. 

Taking interviewee 6 for example, 

The English language should be learned for use. Perhaps you had 
to take exams at school, but it is a tool to be used. You should have 
the ability to use it rather than merely knowing how to answer exam 
questions (69-70; q66). 

His quote expressed the message that school exams did not assess 

language use, and thus to aim at school exams prevented one from 

developing communicative competence. As said before (see section 4.3.6), 

what students called 'communicative competence' is not the best known 

definition as is given by Canale and Swain (1980) and I used 
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communicative ability instead. According to interviewees in the study, this 
involved three main aspects: listening and speaking abilities, vocabulary 

storage, and knowledge of English culture. 

Listening and speaking abilities were seen as the most important 

conditions for fluent communication. 

English language learning is to obtain a type of ability, the ability to 
communicate with others, such as English and American people. I 
thought the most important thing in English language learning was 
listening and speaking abilities (14/86-87; q67) 

Although communication can be done by various means such as writing, 
interviewees seemed to be primarily concerned about oral communication. 
Such recognition was underpinned by their notion of vocabulary size and 

understanding of English culture. 

As pointed out by interviewee 7, 

If you want to master a foreign language, it is necessary to master a 
certain amount of vocabulary. Like Chinese, we use lots of 
vocabulary when we communicate [ ... ] if you are not familiar with 
the vocabulary, you could not express yourself fluently (7/165-166; 
168-169; q68) 

For her, vocabulary size and the flexibility of vocabulary use were thought 

of as crucial in communication. She drew an analogy with Chinese learning 

and suggested that sufficient vocabulary storage ensured fluent 

expression of meaning in conversations. This opinion was shared by 

interviewee 12 who found that a lack of vocabulary delayed simultaneous 

responses during the conversation. 

When talking, I often thought things in Chinese first. I often tried to 
find the Chinese then searched for the English equivalent [ ... ] it 
took quite a few minutes sometimes. However, my roommates 
immediately came up with English when talking. I therefore thought 
vocabulary size was really important in communication (12/61-63; 
q69) 
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Moreover, for interviewee 16, vocabulary did not merely refer to isolated 

words but to appropriate expressions or 'chunks' by native speakers that 

could be used immediately in real communication. 

English language learning is about using authentic English to 
express your own ideas. You should know some fixed expressions 
(16/84-85; q70) 

Overall, English language learning meant: 

To understand original English, at least Bookworm series (2/313; 
q71) 

To know more vocabulary, standard pronunciation, and more fluent 
communication (5/187-188; q72) 

It is about all-round abilities, ability to listen, to speak, and to 
communicate (8/149-150; q73) 

The objective should be abilities regarding listening, speaking, 
reading, and writing (12/177; q74) 

It seemed that the interviewees' reported views of the nature of English 

language learning comprised Benson and Lor's (1999: 467) notion of 

'qualitative conception' that considers language 'as an environment to 

which the learner must be responsive in order to learn' and a certain 

degree of knowledge accumulation. In this light, language learning meant 

to obtain the abilities needed for using it in real situations of communication, 

in which case, the necessary preparation involving accurate pronunciation 

and active vocabulary cannot be understated. 

In view of the students' conceptions of the nature of English language 

learning (see Table 5-2), Benson and Lor's (1999: 467) distinction between 

'quantitative' and 'qualitative' conceptions seemed to be unable to 

accommodate all of the findings. For example, some interviewees pointed 

out that to use English communicatively did not necessarily exclude 

knowledge accumulation such as enhancing vocabulary, acquisition of 

standard pronunciation and understanding English through reading 
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English materials. Although it could be argued that the students' reported 

vocabulary for exams was that presented in vocabulary lists (see 5.2.1) 

Although fluent communication needed vocabulary that could be extended 
to customized expressions or chunks, an emphasis was put on gradual or 

procedural accumulation rather than a simultaneous construction when 
English was used. In summary, the students' reported conception of the 

nature of English language learning fell roughly into two categories. 
However, they were more complex than Benson and Lor's (1999) 

distinction between quantitative and qualitative conceptions. 

Nature of English Objectives of language Interviewees Conceptions of English 
language learning learning language learning 

adapted from Benson 

and Lor (1999: 467) 
English as a Vocabulary, grammar, All except Quantitative 

subject for exams cloze test, reading for 8, conception, language 

comprehension as a collection of things 
for learner to collect, 
absorb and assimilate 

English as a Language use, listening 2,4,5,6,7, Certain quantitative 
language for and speaking abilities, 8,12,14, conception 
communicative standard vocabulary 15 16 18 , , , , 
use pronunciation, 22,24 Qualitative conception, 

understanding English language as an 
environment to which 
the learner must be 

responsive in order to 
learn 

Table 5-2 Students' reported nature of English language learning at secondary education 

It is noteworthy; nevertheless, that students' conceptions of 

communicative ability did not include 'using communication strategies' 

which is considered an important component in the Canale and Swain 

(1980) definition. 
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5.3 Students' conceptions of successful English language 

learning as academic success 

As Figure 5-1 shows, when students considered successful English 

language learning as equivalent to academic success, exam scores 

became the learning criterion, and conditions for successful English 

language learning consisted of reactive responsibility, a good teacher, 

appropriate learning methods such as memorization and doing exercises, 

making effort through hard work, and holding a serious attitude. These 

categories are summarized in Table 5-3, and will be further discussed in 

the following sections. 
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Conceptions of successful English language learning as academic Interviewees 
success 
Criteria for success Exam results all 
Conditions for Reactive Assigned tasks all 
success responsibility Optional tasks 2,4,5,7,8,9,12, 

15,16,17,18,19, 
20,25 

A good teacher Proper guidance 2,3,5,7,8,9,10, 
12,13,16,17,18, 
20,21,22,23,24, 
25 

Providing good 2,3,5,6,10,11, 
learning methods 12,13,20,21,24, 

26 
Being responsible 6,10,11,13,16, 

17,20,23,25 
Being strict 5,6,7,14,19,23, 

24 
Knowledgeable 3,7,10,19,20 
Being passionate 8,13 

Appropriate learning memorization 2,3,4,5,6,9,11, 

methods 19,20 
Doing exercise 2,3,4,5,6,7,12, 

13,14,16,17,18, 
19,20,25,26 

Effort through Time investment 2,3,4,5,6,7,8,9, 
hardworking 10,13,14,18,19, 

22,23,24 
Quantity of work 2,3,4,6,7,9,11, 

12,14,20,21,22, 
24,25,26 

Serious attitude 3,4,5,8,16,17 

Table 5-3 students' conceptions of English language learning as academic success 

5.3.1 Exam results as the criterion for successful language 

learning 

As Table 5-3, shows, interviewees unanimously agreed that exam results 

should be the criterion for academic success. However, students gave 

slightly different reasons for such an opinion. For some students, a good 
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exam result was the criterion for successful language learning because it 

was the criterion set by the Chinese educational system, school, and all 
formal schooling. Taking interviewee 14 for example, 

Exam score determines everything. It determines what type of 
school you go to, higher score, better schools; lower score, poor 
schools. If your exam score is poor, even if you have better spoken 
English, it is useless (14/154-155; q75) 

As stated in Chapter 1, School exams are of paramount importance for 

Chinese students. Not only because the National Entrance Exam is 

extremely competitive and determines the level of university which 

students can eventually enter, but also because the overall educational 

system distinguishes students according to their exam results. For 

example, national key school, provincial key school, city key school and 

ordinary school have different levels of requirement for admission. English, 

as a compulsory exam subject, certainly became interviewee 14's crucial 

referential criterion. This opinion was supported by interviewee 7 who 

generalized the opinion to all Chinese students. 

There was a popular saying among students, 3ý, 3ý, 3ý, It 
4, -00* (score, score, score, students' lives). I think it is true to all 
Chinese students that score measures one's learning. Exam score 
is really important. At least, we treat it seriously (7/126-127; q76) 

Perhaps it sounds exaggerated that the exam score can be compared with 

students' lives, yet, what is implied in the popular saying provided by 

interviewee 7 was the critical role exams play in students' lives. 

For interviewee 8, exams being a public criterion for learning success at 

school was reasonable in its own right. 

It is a criterion for success. In English language learning at school, if 
it is not this (exam score), there are few means to prove one's real 
level (8/134-135; q77) 
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What she was concerned with was the feasibility of schools providing other 
criteria for evaluating students' learning outcomes. Despite the possible 
drawbacks of any exams, they were at least objective in a way as all 

students were doing the same exam paper and therefore exams could 

reveal students' levels to a certain extent. 

Such an opinion was further supported by interviewee 18 who argued that 

exams were the most common and valid way to measure learning 

outcomes and its being a criterion was not exclusive to China. He said: 

Exam score is compulsory. Perhaps someone would say the 
Chinese educational system is different from others, it was quite a 
common opinion. But I think wherever you go, if it is learning, it is 
linked with exam scores, which is unavoidable [... ] if you want to go 
abroad, you need an IELTS' score, if you want to graduate, you 
need a CET-6 score. (18/154-157; 160; q78) 

Interestingly, interviewee 18 seemed to be aware of the common 

association of exams with the Chinese educational system and disagreed 

with it. 

Compared with interviewees 14 and 7 who held a similar opinion and were 

more concerned about the practical requirement by the Chinese 

educational system, interviewees 8 and 18 justified their argument by 

looking into broader educational practices. 

5.3.2 Conditions for academic success 

As Table 5-3 shows, interviewees identified five major conditions that 

contributed to academic success: taking reactive responsibility for learning, 

having a good teacher, using appropriate methods, making effort through 

hard work, and holding a serious attitude. These aspects will be discussed 

below. 
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5.3.2.1 Learner responsibility for reactive learning 

As stated in Chapter 2, Littlewood (1999: 75) says that Asian language 

learners engage in two types of learning, reactive and proactive. The main 
difference is whether the learning direction is established by the teachers 

(reactive) or the learners themselves (proactive). Interviewees in the 

present study showed that they all recognized the need to take 

responsibility for learning, but this responsibility seemed to be pointed to 

tasks recommended or assigned by teachers. 

All interviewees (see Table 5-3) held that learning was the learners' 

responsibility rather than that of anybody else. Such an opinion was 

interestingly supported by the Chinese proverb 'Master brings you into the 

door and it is your responsibility to cultivate yourself' as mentioned by 

interviewees 4 (171), 8 (126), and 19 (167). For example, interviewee 7 felt 

that after-class learning constituted the larger part of learning, compared 

with in-class learning, therefore, it was important for learners to take up 

their responsibility. 

There is only limited time for in class learning, it is critical that you 
are self-dependent after class (7/137; q79) 

Nevertheless, for academic success, learner responsibility meant to finish 

tasks assigned or recommended by course teachers. As indicated by 

interviewee 15, 

If you do not memorize, do not learn, it (taught knowledge) is 
useless [ ... ] you depend on yourself to understand the deeper level 
of a method. If you want to improve yourself to a better level, you 
should depend on yourself (15/148; 151-152; q80) 

Tasks assigned by teachers were to consolidate learned knowledge and 

aimed at better exam results, yet the concrete action of learning could only 

be taken by learners themselves. For interviewees such as 15, the 

assigned tasks, normally memorization of vocabulary and text, grammar 
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exercises and simulated exam papers, were thought of as basic conditions 
for a satisfactory exam result. Such an opinion was supported by 

interviewees' both positive and negative experiences. For example, 
interviewee 20 showed how he achieved success in exams by completion 

of all the assigned tasks. 

If you sincerely followed the teachers' methods, completed the 
tasks you would get over 130 at the end, at least over 120 [ ... ] teacher cannot replace you to do the exercises, all these need to be 
done by yourself (20/23; 186-187; q81) 

For interviewee 23, he attributed poor exam result to not doing the 

teachers' assigned tasks. 

In general, we boys always wanted to play, did not want to do 
homework. In high school, our teacher was not as strict as the one 
in middle school exam results fell and were very poor (23/10-12; 
q82) 

In both cases, the teachers' assigned tasks were critical to achieving good 

exam results. Moreover, optional tasks as recommended by teachers were 

held as helpful in improving their own standards. These tasks appeared to 

be extra work such as reading New Concept English or doing exercises 

that were more difficult., Although for these interviewees such tasks were 

not compulsory, they implied a greater challenge that should be taken up in 

order to achieve a better language learning outcome. For example, 

interviewee 2 reported how an extra set of reading comprehension 

exercises enhanced his ability to cope with exams. 

In Grade 2 in high school, our teacher recommended we buy 
Original Reading, I learned much from reading that. Just reading 
and guessing the meaning from the context. And New Concept 
English. (2/110-112; q83) 

From the perspective of achieving academic success, learner 

responsibility seemed to suggest the reactive role of fulfilling tasks given or 

suggested by teachers. In a way, students thought teachers were in a 
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better position in knowing how to obtain better exam results, yet, this did 

not necessarily mean that students absolutely relied on teachers. As 

indicated by these interviewees, they were solely responsible for their own 
learning. For them, to accept the teachers' guidance was more likely to be 

a wise choice of strategy in order to survive competitive exams. This was 

supported by the questionnaire finding (see section 6.3.2.2) that the 

teachers' most important role was considered to be that of providing 
learning direction (277 respondents, 64.6%). 

5.3.2.2 A good teacher 

As shown in Figure 5-1, a good teacher was considered to be a necessary 

condition for successful English language learning that was not exclusively 
focused on academic success. However, with careful examination of the 

data, students seemed to suggest that a good teacher was more urgently 

needed for academic success (see Table 5-3). According to the 

interviewees in the present study, most of the qualities of a good teacher 

were particularly helpful for students in achieving academic success. As 

stated in section 5.1, the teachers' role in assisting students' to gain 

communicative ability will be discussed in section 6.3.2. Moreover, since 

when students talked about their need of a good teacher, they tended to 

relate it to their own learning experiences, for example, how a specific 

teacher helped the students in a particular way, the present section will 

only focus on the three aspects: proper guidance, providing good learning 

methods, and being strict (see Table 5-4) that were explicitly articulated by 

the students, and will leave the other aspects to chapter 6, which 

discusses the teachers' influences on the students' English language 

learning. 
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Qualities Function Interviewees Association 

with success 
Proper guidance Providing necessary help in 2,3,5,7,8,9, A&C 

the learning process 10,12,13,16, 
17,18,20,21, 
22,23,24,25 

Providing good learning Enlightening new ways of 2,3,5,6,10, 

methods learning English 11,12,13,20, 
21,24,26 

Being responsible Role model 6,10,11,13, A& C 
16,17,20,23, 
25 

Being strict Pushing students to work 5,6,7,14,19, A 
harder 23,24 

knowledgeable Answering students' 3,7,10,19,20 A 

questions 
Being passionate Arousing students' interest 8,13 A&C 

Standard pronunciation Model for imitation -T 8,16 C 

Table 5-4 Qualities of a good teacher (A, academic success; C, communicative ability) 

As shown by the above table, a good teacher was considered a necessary 

condition for academic success by most of the interviewees because 

teachers could provide the proper guidance for the students' English 

language learning, as pointed out by interviewee 18: 

Teachers can guide you. Like us college students, we still lack 
direction in many aspects. Teachers can give you a direction, just 
like to point out the most dazzling thing to you among the 
borderless book sea (18/145-146; q84) 

This was supported by interviewee 20, 

A teachers' guidance can help you skip over the wrong ways and 
save your time. With a teachers' guidance, you can succeed with 
half the effort (20/199-200; q85) 

Another important reason for students to think of a good teacher as 

necessary for academic success was that students held that teachers 

could pass on good learning methods. For example, both interviewee 11 

and 20 held that a good teacher was helpful for success in exams. For 
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interviewee 11, her teacher was assumed to have a good learning method 

that ensured success. 

I had no other ways. I had to follow my teacher even if I did not like 
his method. You could not succeed if you did not follow his method 
because there were exams. (11/126-127; q86) 

It is worth mentioning that interviewee 1 1's comments on her English 

language teacher were contradictory: on the one hand, she disliked her 

teachers' recommended methods of learning English; on the other hand, 

she seemed to be willing to follow such methods. One possible explanation 

was that she believed that her teacher, with experience, knew better than 

she did about how to achieve exam success. This was further emphasised 

by interviewee 20 from the point of view of geographical difference: 

A small town like ours; it had very poor learning facilities. There was 
hardly any equipment for listening and speaking. What should we 
rely on? Only the teacher. (20/21-22; q87) 

For interviewee 20, the teachers' methods were particularly important 

because there was no other means to resort to in a disadvantaged 

geographical location (see section 6.2.5). 

Moreover, in an exam-oriented learning environment, students would 

easily feel frustration at the repetitive way of learning, or demotivated by 

unsatisfactory exam scores, in which case a strict teacher was thought to 

be helpful in keeping the learning momentum. For example, 

My teacher at middle school was exactly the opposite of the one in 
my primary school, very strict. I remembered that she scolded my 
classmates who did not do their homework [ ... ] strict teachers had 
their advantage. She was very responsible and taught well. 
Because she used to teach in high school, her teaching content 
was a bit deeper. We had many notes and we had to review them at 
home since she would test us on the following day. Even so, you 
were happy when you found you mastered more grammar 
knowledge than others did. It was a type of happiness, a happiness 
that you had obtained knowledge. (5/23-25; 26-29; q88) 
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As can be seen from this quote, his English teacher in middle school was 

quite strict, which according to interviewee 5 was positive since they 

gained more knowledge than others possibly did. 

In a study investigating Chinese students' expectations of a good teacher, 

Cortazzi and Jin (1996: 187) list 11 characteristics. It seemed that the 

findings in the present study were consonant with 4 of the characteristics 

on their list, i. e.: knowledgeable, effective teaching methods, role model, 

and arousing students' interest. However, students seemed to strongly 

associate those qualities of a good teacher with academic success, which 

suggested that it might not be 'traditional learning culture' such as claimed 

by Cortazzi and Jin (1996: 170) but rather a situational need that yielded 

such conceptions. Moreover, the strong indication of the learners' own 

responsibility by these learners implied that their expectations of a good 

teacher were only a part of their strategic considerations that could help 

bring them to learning success in a given educational system. 

5.3.2.3 Appropriate learning methods for academic 

success 
The use of appropriate learning methods was commonly thought of as an 

important factor leading to successful language learning (see Table 5-3). 

As pointed out by interviewee 9, 'all of us experienced learning for exams, 

why did others learn English more successfully if we were all in the same 

situation? There must be some good learning methods. ' (180-183). 

Moreover, the good learning methods as pointed out by interviewee 9 were 

factual memorization and doing exercises, which was also articulated by 

interviewee 19: 

English is a language. It is not like Physics or Maths that require us 
to understand lots of things. If you do more exercises, memorize 
more, you can learn it well. There was one case in our class. He 
had to prepare other National Contests so couldn't come for English 
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classes. He then memorized English and did exercises at home. 
His exam results were still good. (19/172-175; q89) 

This kind of opinion was shared by other interviewees. For example, 

Memorization is really a good method in English language learning. 
If you memorize the language points that teachers teach, there is 
no problem for all kinds of exams (4/25-26; q90) 

There is no shortcut to learn English, just memorize more, 
remember more (4/183; 91) 

Similarly, for interviewee 24, 

If you remembered what teachers taught, you generally got high 
exam scores. (24/124; q92) 

Interestingly, when interviewees expressed the importance of 

memorization, they seemed to be only concerned about memorization of 

taught knowledge. For them, the teachers' given notes indicated the 

essential parts of the knowledge that should be mastered and guaranteed 

success in exams. 

At the same time, doing exercises appeared to be another prevailing 

method as quite a few interviewees quoted the proverb Practice makes 

perfect to support their argument. In other words, doing exercises, 

according to these interviewees, was a type of practice that helped 

consolidate grammar rules and improve exam skills, and which led to 

success in exam results. For example, 

Although doing lots of exercises did not guarantee success, you 
certainly had no chance to succeed without such work. (13/136; 
q93) 

Similar to interviewee 13, interviewee 3 seemed not to achieve the effect 

he had expected from doing exercises to improve his weakest point. 

However, he held that doing exercises was the only way to improve it. He 

said: 
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The National Entrance Exam was mainly about reading 
comprehension. My reading comprehension was very poor. I did 
lots of reading comprehension passages in fact, my score didn't 
improve much (3/25-27; q94) 

In this regard, interviewee 20 gave a very comprehensive description of 
how doing exercises improved exam skills. 

Each section has its own characteristics, for example, cloze test, 
you should know whether it is testing synonym analysis or guessing 
meaning from context; for grammar [ ... ], firstly you should delete 
unnecessary choices that do not make sense when they were put 
into the sentences [ ... ] For reading comprehension, you should 
read questions first, then look for answers with questions [ ... ] For 
writing, it examines your style. All these need your understanding 
through continuous exercises (38-42; q95) 

Apparently, interviewee 20 had developed a whole set of skills to deal with 

exams. Based on his considerable amount of exercises, interviewee 20 

was finally able to judge examiners' intentions and gave quick responses. 

Questionnaire data (QNo. 23, see following table) seemed to be consonant 

with the interview findings. 

Appropriate methods for academic success Numbers of respondents 
(percentage) 

Memorize vocabulary 346(79.5%) 
Reflect on weak points and improve it 225(51.7%) 
Memorize grammar 198(45.5%) 
Do lots of exercise 166(38.2%) 
Recite textbook 139(32%) 
Table 5-5 (Questionnaire results): students' conceptions of appropriate ýmethods for 

academic success (n=436) 

As shown in the table, the most widely accepted learning methods were 

memorizing vocabulary. Although doing exercises did not explicitly come 

out as a high rated response in the first instance, it actually was because 

doing lots of exercise included two questionnaire items: do exercises and 

reflect on weak points and improve it. This was because the students'way 
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of improving weak points was often doing exercises, for example, as 
suggested by interviewee 3 (see section 5.3.2.3). 

According to Wenden (1999: 518), 'task knowledge' consists of the 

purpose of the task, nature of the task and information about a task's 

demand', which can be incorporated into specific learner training for 

successful language learning. In view of students' accounts of the 

appropriate methods for academic success, they seemed to have 

identified the nature of the exams and the appropriate methods to achieve 

the according success. 

5.3.2.4 Making effort by working hard 

As Table 5-3 shows, roughly similar numbers of interviewees who believed 

in the need for a good teacher for academic success considered that effort 

was an important factor. First, it was believed to be a requisite for success 

of any type. As stated by interviewee 4 (169) 'no matter what you learn, if 

you want to learn better, you need to make effort'. This was echoed by 

interviewee 12 who attributed language-learning success to more learning 

effort: 

Why were some students better than others in the same class? It 
was not because of teaching difference, it was because of the 
difference in effort they made. (12/135-136; q96) 

She further suggested that like other subject learning, English also needed 

effort; unlike other subjects such as chemistry, English needed continuous 

effort. 

You need effort to learn English, like you learn any other subjects. 
Perhaps you can think out solutions to a chemistry problem within a 
short limited time, but English depended on your accumulation of all 
the memorized vocabulary and usages (12/172-173; q97). 

With the specific purpose of academic success, effort meant hard work that 

consisted of a large investment of time, and doing exercises. Apart from 
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the general expression that the final year of high school learning involved 

considerable numbers of exercises (see section 5.3.2.3), students pointed 

out the positive relationship between time investment and academic 

results. For example, 

I normally slept less than my classmates. I only used 1/3 of the nap 
time for sleeping, the rest of the time was used to do exercises [ ... ] for the National Entrance Exam, I needed to spend more time on it. 
(7/150-151; q98) 

Effort is often argued as a traditional Chinese cultural trait to achieve 

success (e. g. Rao, 2006; Hu, 2005; Jin and Cortazzi, 2006; Lee, 1996). 

Moreover, quite a few researchers (e. g. Ruan, 2007; Gan et al., 2004; Rao, 

2006) seem to find research evidence in their respective studies. Interview 

data in the present study is consistent with these findings. Nevertheless, 

since not all interviewees mentioned this element, it was difficult to judge 

whether it was a traditional Chinese cultural trait and whether it could be 

applied to each individual or not. 

Interestingly, only near half of the questionnaire respondents (48%) agreed 

that effort was a necessary condition for academic success (see Q No.. 23 

Appendix XXXIV). In relation to the high percentage (see Table 5-5) given 

to memorizing vocabulary (79.5%) and doing exercises (89.9%), possibly 

questionnaire respondents interpreted effort as hard work and considered 

memorizing vocabulary and doing exercises as appropriate learning 

methods. For them, hard work was necessary but not as important as 

appropriate learning methods. 

53.2.5 Attitude 

Wenden (1991) has summarized different definitions of attitude into three 

major components: cognitive, beliefs or thoughts; affective, emotional 

feelings; and behavioural, predisposition to certain actions. Moreover, 

quite a few researchers (e. g. Mantle-Bromley, 1995; Wenden, 1987; 1991) 
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have located learners' attitude at the centre of their language learning 

process and argue that it conditions their language learning behaviours 

and affects their subsequent language learning proficiency. In addition to 

the overall chapter discussion of students' conceptions, the data 

suggested that the affective and behavioural components of attitude, as 

argued by Wenden (1991), were evident in students' accounts. However, 

students seemed to provide a more detailed description. 

6 interviewees (see Table 5-3) mentioned that the right attitude towards 

English language learning was essential. Since English was a compulsory 

exam subject, learners were likely to feel uncomfortable about it, in which 

case the right attitude was to take exams positively, as suggested by 

interviewee 5, 

A positive attitude helped to overcome psychological difficulties and 
one could hardly learn well if he or she always felt repelled by 
English (5/123-124; q99) 

This was echoed by interviewee 16 who said, 

Many students treat learning as a burden. What can I say, if you see 
it as burden, you always feel heavy, but if you often remind yourself 
of the knowledge you obtain from learning, you are making 
progress, you will feel different and learn happily. (103-104; q100) 

Nevertheless, for other interviewees, the right attitude meant more than 

positive acceptance; it meant'being serious in learning', which echoed the 

behavioural component of attitude in Wenden's (1991) summary. 

Moreover, it included focused attention and trying one's best in learning. 

For example, 

You should have concentrated attention. Not without learning 
efficiency. One possibility is to have higher learning efficiency, and 
the other is to last longer in learning. It is good to do this. Being 

serious is very important. If your interest in learning is the 

prerequisite, then being serious is the means to achieve your final 
learning goal (8/97-99; q101) 
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Her opinion was supported by interviewee 3 who attributed his exam 

success to a serious attitude. It seemed that a serious attitude implied a 
type of spirit that encouraged one not only to do what he or she was 

expected to do but also to do it with quality. 

In the literature, attitude is often considered an important part for 

successful language learning. For example, it is highlighted as a concern 
for various learner training proposals by researchers such as Ellis and 
Sinclair (1989), Wenden (1991). Moreover, it is closely connected with the 

intrinsic motivation that is needed to sustain language learning (e. g. 
Ushioda, 1996; 2007). Interviewees in the present study revealed that 

learning for academic success could hardly be emotionally preferable. 

However, they suggested the need for a justifiable attitude towards 

language learning for academic success. This implied that students were 

unlikely to generate a real willingness to learn English for exams, which 

however had to be the case in reality. 

5.4 Students' conceptions of successful English language 

learning as communicative language use 

As Figure 5-1 shows, when students held successful English language 

learning to be equivalent to gaining communicative language use, 

communicative ability was thought of as the learning criterion, and 

conditions for successful English language learning consisted of 

willingness, appropriate learning methods such as obtaining language 

sense, learning in language use, and reviewing, taking proactive learning 

responsibility, persistence, and an English environment. It should be 

pointed out that data presentation did not necessarily describe each small 

subcategory in an equal amount of detail since students' accounts in these 

aspects might vary in terms of proportion. Whereas all categories were 
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provided in Figure 5-1, Table 5-6 summarizes the most salient categories 

as narrated by the interviewees in the present study. 

Conceptions of successful English language learning Interviewees 
as communicative language use 
Criteria for Communicative ability 2,3,4,5,6,7,8, 
success 9,10,12,14,15, 

16,17,18,20, 
21,22,24 

conditions for Willingness Interest 2,31 4,5,6,8, 
success 12,13,15,16, 

17,18,19,20, 
21,23,24,25 

Confidence 2,11,15,20 
Appropriate Obtaining 2,3,4,8,9,12, 
learning language sense 13,15,16,17, 
methods 18,19,22,25 

Learning in 3,6,7,8,10,11, 
language use 12,17,21,22, 

23,25 
Proactive Improving skills 2,4,5,6,7,12, 
learning 13,16,19,22, 
responsibility 24 

Self-initiated 2,5,7,8,15,22, 
learning tasks 24 

Effort through Regular time 2,3,4,5,10,11, 
persistence investment 12,20 

Good learning 4,5,13,19,24 
habits 
Proper amount 5,8,17 
of work 

English environme nt 3,4,5,7,8,12, 
24 

Table 5-6 students' conceptions of successful English language learning as 

communicative use 

The following sections will discuss them respectively. 
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5.4.1 Communicative ability as criterion for successful 

English language learning 

Apparently some students were more oriented towards considering 

successful English language learning as communicative language use. 
Naturally, communicative ability was thought to be the criterion for 

successful language learning (see Table 5-6). Such an opinion was 

primarily based on the criticism of exam deficiencies. 

In the first place, students held that high exam results did not equate to 

better abilities in language use. For example, 

Many people had very high score in exams. However, if you asked 
them to speak, they were possibly unable to open their mouths. 
What did this mean? In fact, they did not really learn English. Real 
English learning was not about score but mastery (4/152-154; 
q102) 

Interviewee 4 countered the notion of exam results as a criterion for 

successful English learning by his observation on some students with high 

score but low abilities with regard to spoken English. Moreover, two 

reasons were conveyed from his words: first, language learning was for the 

purpose of language use; second, exams, at least those exams in the 

Chinese context, failed to evaluate certain aspects of language use. 

Agreeing with interviewee 4 that high exam results did not represent better 

spoken English, interviewee 19 added his concern about possible factors 

that influenced certain exam results: 

Perhaps you have certain reasons that resulted in your failure in 
one exam, but this did not mean your level is low. Besides that, you 

, might have a high exam score, but your oral English was very poor. 
(19/227-230; q103) 

Although interviewee 19 did not give concrete examples of what factors 

might impact on exam results, he certainly passed the message that there 
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were some uncertainties in one's performance in exams. This, together 

with the major deficiency of exams that failed to assess language use, 

warranted his objection to exam result as a criterion for successful English 

language learning. 

This was confirmed by interviewee 22's personal experience: 

It cannot reflect one's real abilities [ ... ] although my exam scores 
were generally good in high school, always among the top, and I 
also won a prize in an English Contest [ ... ] but I could not compete 
with those hard working people who highly focused on exam papers. 
I felt English language abilities should not be confined to one's 
exam score. (22/142-146; q 104) 

Interviewee 22 felt her own English level was above those who achieved 

higher exam scores since she had the successful experience of winning 

the English Contest. Unfortunately, she could not defeat those who only 
focused on exams in exam performance. In a way, she suggested that one 

could obtain high scores if he or she paid sole attention to exam papers. 

However, like interviewee 4 and 19, she felt English language learning 

should transcend the limitations of exams and be centred on language 

use. 

It is worth noting that although these interviewees apparently rejected 

exam results as a proper criterion for evaluating learners' language 

learning outcome, they hardly provide any details as to how to evaluate 

communicative ability. This was partially because of the difficulty in arriving 

at a precise description of what fluent spoken English meant. However, in 

relation to interviewees' descriptions of English as a language for 

communicative ability (see section 5.2.2), they seemed to suggest that five 

basic elements: listening, speaking, reading, writing, and understanding 

should be considered. Moreover, fluent oral English, including both 

listening and speaking abilities, appeared to be the most important variable 

according to interviewees. For interviewee 2, it was that 
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You can communicate with foreigners when you encounter them. 
(2/22; q 105). 

This was shared by interviewees 3 and 9 who were dissatisfied with their 

language learning for communicative language use because their 

communicative ability was not good enough (see section 6.3.1.1). 

5.4.2 Conditions for gaining communicative ability 

As stated in the above section, some interviewees held that language was 

a tool for communication and language learning meant obtaining the ability 

of fluent language use. In accordance with such a notion, various 

conditions for gaining communicative ability were also articulated (see 

Table 5-6), for example, willingness, appropriate learning methods, 

proactive learning responsibility, making effort through persistence, and an 

English environment, which will be discussed in the following sections 

respectively. 

5.4.2.1 Willingness 

Compared with academic success, gaining communicative ability tended 

to be an optional choice for students since the all-important school exams 

did not take into account communicative ability. Hence, unlike a 'have to' 

attitude interviewees bore in order to achieve academic success, most of 

the interviewees (see Table 5-6) emphasised that gaining communicative 

ability needed genuine interest or willingness. For example, 

It should be autonomous learning not forced learning. Perhaps 
imposition has a certain effect, but it is not good for fostering 
interest. Moreover, if such an imposition is gone, one is unlikely to 
learn (5/87-88; q106) 

For interviewee 5, only learning generated from one's own interest helped 

sustain its functioning. Likewise, interviewee 22 related the following: 
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Teachers can inspire your curiosity about English and guide you to 
walk along. But it must be your own willingness to learn. Teachers 
help set a goal for you but it is your own wish and effort to reach the 
goal (22/160-162; q107). 

That interest is a pre-requisite for communicative ability was also affirmed 
by a majority of the questionnaire respondents (QNo. 25, see the following 

table). 

Frequency Percent 
Valid 
Percent 

Cumulative 
Percent 

Valid yes 304 69.7 70.2 70.2 

no 129 29.6 29.8 100.0 
Total 433 99.3 100.0 

Missing 999 3 .7 
1 Total 1 436 100.0 1 

Table 5-7 (Questionnaire results): having interest for communicative ability (n=436) 

According to Littlewood (1996: 428), 'willingness depends on having both 

the motivation and the confidence to take responsibility for the choices 

required'. However, in the present study, students seemed to put the 

emphasis on the sole role of genuine interest in English that led to learning 

English for its mastery. In fact, interviewees also mentioned the important 

of confidence, for example, interviewee 15 recalled: 

Confidence is very important in English language learning. It 
enables you to speak bravely and study in a relaxed way. When you 
have the confidence, you do not need to worry about your ability but 
focus on how to improve [ ... ] it is very important for language 
learners and can help remove difficulties. (15/130-132; q108) 

While agreeing with interviewee 15 on the significance of confidence, 

interviewee 2 provided a different reason: 

If you have confidence, you remember the vocabulary. If you do not 
have confidence, you cannot. Just this simple, When you have 
confidence, you know what to memorize. You can grasp the 
essence immediately and believe you can remember (2/208-209; 
q109) 
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Since interviewee 2 held that gaining communicative language use also 

involved memorization of vocabulary (see section 5.4.2.2 ), he suggested 

that confidence helped enhance one's potential, such as the ability to 

memorize vocabulary. 

Moreover, for interviewee 20, confidence was a positive mediator that 

facilitated good cycles of English language learning. He said: 

When you have some sense of achievement you get confidence, 
which enables you to overcome difficulties. Gradually, you will 
enjoy learning (20/121-122; q 110) 

However, as he pointed out, confidence was pre-conditioned by students' 

previous learning experience, which made it a subordinate condition to 

others for communicative ability. 

As pointed out by Hedge (2002: 11), language learners need to 'test out in 

their own attempts to produce language and gradually revise as they 

receive feedback on their attempts'. To obtain communicative ability, 

students have to use the language and it is essential for them to take the 

first step with confidence. Nevertheless, the interviewees' reasons for 

valuing confidence seemed to be more comprehensive than that due to 

their perspectives on the nature of the mastery of English (e. g. interviewee 

2) or its role in facilitating learning (e. g. interviewee 20). 

5.4.2.2 Appropriate learning methods for gaining 

communicative ability 

Similar to the opinion that learning English for academic success required 

appropriate methods, interviewees also held the need for appropriate 

methods for gaining communicative ability (see Table 5-6). However, 

according to these interviewees (see Table 5-6), methods for gaining 

communicative ability were different. It seemed that to obtain language 
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sense and to use the language were held as the most appropriate methods 

for such a goal. 

In explaining the importance of obtaining language sense, interviewee 4 

used the example of first language learning (see section 4.3.6 q53) and 

suggested that language use relied on automatic application of language, 

which was largely determined by a type of sense rather than isolated 

grammar rules. 

If you do not use it but simply memorize all kinds of grammar, you 
not only tended to face enormous difficulty but also forget about it 
soon. (4/41-42; q 111) 

His opinion was a good example of Krashen's (1985) notable theory of 

language acquisition. According to Krashen (ibid. ) language acquisition is 

a constructive process, in which learners do not attentively study the 

language but formulate hypotheses about rules in the language and 

continuously test them out in language use. For interviewee 4, to obtain 

language sense overcame the difficulties such as studying grammar, large 

quantity of memorization load, and postponing responses in real time 

communication. Moreover, he implied that language sense was obtainable 

in real language use. 

However, unlike interviewee 4 who thought development of language 

sense and language use were interwoven; interviewee 2 held that 

memorization was an effective way to obtain language sense. He said: 

Perhaps in the beginning, you should invest more time, because 
you need to activate your whole brain, which takes lot of time. When 

you have certain cognitive ability in English, you do not need much 
time, half an hour each day is enough Only keeping frequent 

contact will be fine (2/247-250; q1 12) 

For interviewee 2, language sense was based on a certain accumulation of 

language knowledge. It was possible that there was little chance of using 

the language in an EFL environment; therefore, he had to resort to English 
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materials to enhance the language input. In relation to his searching for 

authentic English novels (see section 4.3.1) what he meant by 

memorization greatly differed from the mechanical repetition of vocabulary 
lists but rather was concerned with meaningful input. 

It should be pointed out that a lack of opportunities for using English did not 

mean that there was no opportunity. For interviewees such as 7, 

communicative ability was gained through interacting with native speakers. 
She said: 

Good spoken English needed practice ... your classmates were 
similar to you [ ... ] by talking with her (foreign teacher), you could 
improve quickly (7/85-86; q1 13) 

Although she used the word 'practice', she was suggesting using the 

language in a meaningful way, for example, chatting with her foreign 

teacher in order to improve her spoken English. 

Interestingly, questionnaire data (Q No.. 26 see Appendix XXXIV) showed 

that slightly more than half of the respondents valued the importance of 

obtaining language sense in order to gain communicative ability (see Table 

5-8). However, less than half of the respondents agreed that 

communication in English was an effective method (see Table 5-9) In 

relation to section 4.3.6, where students reported obtaining language 

sense through repetitive reading texts, it was possible that students did not 

disagree with communication in English but that they found it was 

practically unavailable in an EFL environment. 
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Frequency Percent Valid Percent Cumulative Percent 
Valid yes 287 65.8 66.3 66.3 

no 146 33.5 33.7 100.0 
Total 433 99.3 100.0 

Missing 999 3 .7 
Total 436 100.0 

Table 5-8 (Questionnaire results): obtaining language sense for communicative ability 
(n=436) 

Frequency Percent Valid Percent Cumulative Percent 
Valid yes 198 45.4 45.7 45.7 

no 235 53.9 54.3 100.0 
Total 433 99.3 100.0 

Missing 9,99 3 .7 
Total 1436 100.0 

Table 5-9 (Questionnaire results): finding chances to communicate in English (n=436) 

As discussed in section 5.3.2.3, students seemed to have the task 

knowledge to learn English for communicative use purposes. Nevertheless, 

such a notion is also possibly subsumed by the recognition of practical 

constraints. 

5.4.2.3 Learner responsibility for proactive learning 

In contrast to taking a reactive responsibility for academic success (see 

section 5.3.2.1), learner responsibility for communicative ability entailed 

that learners themselves had an absolute responsibility for learning, 

including initiating their own learning tasks (see Table 5-6). For these 

interviewees, only they themselves knew the best way for them to learn, 

and therefore, they should cater for their own learning needs and facilitate 

their own language learning. For example, when interviewee 2 figured out 

his own need to improve intensive reading skills, he followed his own plan 

of reading. 
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E: [ ... I there were about 100 exercises. They were all done by 
myself. I did not do teacher assigned tasks. 
R: Why? 
E: I did not like his requirement. I was unwilling to do his assigned 
tasks. I even did not do homework. I did not think he knew me. What 
he assigned was for the whole class. I was confident in my own 
judgement and decision. I knew what I needed. 
R: For example? 
E: Because I improved a lot in overall grasp of English, I thought his 
requirement was a low or middle level. But what I needed was to 
improve intensive reading skills, understanding of the whole 
sentences, some deeper meanings. I needed that most. He gave 
me other things instead. Of course I did not do it. (2/133-143; q1 14) 

At first sight, interviewee 2 engaged himself in doing exercises, which 

could be misinterpreted as preparation for exams. However, unlike those 

in section 5.3.2.3 who associated better exam results with large amounts 

of exercises, his reasons for his self-initiated objectives suggested that he 

expected to enhance his ability to understand English. In fact, interviewee 

2 was not the only person who rejected the teachers' assigned tasks. 

Interviewee 8 also shared the opinion that she knew herself the best and 

was able to identify her personal learning objectives. 

Most of the time, I relied on myself ... what the teacher taught was 
similar to reference books, I would rather read reference books by 
myself. It was more efficient. I felt my level was a bit higher, but the 
teacher's concern was mainly with the majority. (8/38-44; q1 15) 

This notion was affirmed by the majority of questionnaire respondents (Q 

No. 26) who disagreed that they should refer to the teachers' advice in 

order to gain communicative ability (see following table). 

Frequency Percent Valid Percent Cumulative Percent 
Valid yes 28 6.4 - 6.5 6.5 

no 405 92.9 93.5 100.0 
Total 433 99.3 100.0 

Missing 999 3 .7 
Total 1 436 1 100.0 1 

Table 5-10 (Questionnaire results): referring to teachers' advice on how to gain 

communicative ability (n=436) 
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As stated by Coleman (1997), the students' self initiated language learning 

contributes crucially to their language proficiency. Likewise, Gan et al. 

(2004) argue that successful language learners involve themselves in 

extra language learning activities. Students in the present study seemed to 

support such notions. 

5.4.2.4 Persistence 

A few interviewees (see Table 5-6) expressed that English is a language 

and to learn it well needed frequent contact, namely, persistence in their 

words. It should be pointed out that what interviewees meant by 

persistence was different from hard work, which had been discussed in 

section 5.3.2.4. For persistence, interviewees emphasised the frequency 

of learning whereas for hard work, they implied a large quantity of work 

within a short period of time, for example, in preparation for coming exams. 

As pointed out by interviewee 20, 

You can't stop learning English. You probably could pick up other 
subjects if you didn't study for a while. But it was not applicable to 
English. If you gave up for some time, you found that you declined 
dramatically (20/222-225; q 116) 

What he implied was the demand for learner persistence since one had to 

be determined to encounter English in a non-English environment. For 

some interviewees, persistence even outperformed the learning methods. 

For example, 

There were different methods to learn English, but persistence was 
the most important (4/169-170; q 117) 

Gaining communicative ability was a long-term mission. On the one hand, 

the state of mastery was somehow infinite since no adult can actually 

achieve native-like proficiency (Hyltenstarn and Abrahamsson, 2000). In 

other words, learners had to be persistent in order to narrow the gap 

between non-native speakers and native speakers to the maximum extent. 
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On the other hand, being a language, if English was not used or 

encountered, it was unlikely to be learned. 

This was agreed by interviewee 11 who held that effective learning came 

out of genuine persistence in learning. 

You would definitely see the learning effect if you were persistent in 
learning English (11/159; q 118). 

Similarly, interviewee 16 gave a more elaborate account of the need for 

persistence in English language learning. 

English is a language that requires us to memorize and know lots of 
things. If you only read something in a shallow way, there is no 
quantity and quality. English should be based on quantity then you 
can have a big leap. Therefore, persistence is very important at 
least to increase the quantity, which is the base (16/154-156; q1 19) 

Different from interviewee 16 who thought persistence was to lay a 

foundation for future progress, interviewee 2 pointed out that persistence 

had another function, that of maintaining one's level rather than letting it 

decline (see section 5.4.2.2). 

Moreover, realizing that persistence was difficult, some interviewees 

articulated the importance of forming good learning habits. As stated by 

interviewee 4, 

I found it was difficult to be persistent. But if it became a habit, it 
would be easier (4/75; q 120) 

Likewise, interviewee 24 expressed a similar opinion 

If you formed the habit to learn English, you could easily do it 
(24/172-174; q121) 
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By'a good habit', interviewees did not mean that there was a standard way 

of learning, but rather a personalized style to engage oneself in English 

language learning. For example, 

A good learning habit is important ... if you form the habit of reading 
English newspapers and it naturally becomes part of your life. You 
do not need others to urge you [ ... ] (13/107-108; q122) 

What these three interviewees suggested was that good learning habits 

could make English language learning become a routine task. This 

concern largely came from the students' anxiety about the learning effort 

and persistence that was demanded by learning English. For them, it 

seemed that once a learner was used to regular learning, language 

learning became subconscious and involved less affective effort thus 

unloading the burden of struggling for persistence. 

A few researchers (e. g. Lee, 1996; Hsu, 2005) hold that persistence is a 
Chinese characteristic of learning that stems from the Confucian Analects 

and was emphasised by the Chinese people who prepared the Service 

Exam in ancient times. Although persistence was also mentioned by some 

interviewees in the present study, there was insufficient evidence to claim 

that this was a direct influence of the cultural heritage. To date, hardly any 

research has investigated students' language learning habits except that 

Rao (2006: 505) gives a glimpse of Chinese learners' habitual learning that 

emphasises 'linguistic detail, repetition, and review'. The present study 

shows that language learners' learning habits are about how to arrange 

English language learning into oneps routine, with the intention to persist in 

learning. However, as discussed above, students' learning habits could be 

diverse and personalised. 
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5.4-2.5 English language environment 

With the recognition that successful language learning is language use, 7 

interviewees (see Table 5-6) thought an English language environment a 

necessary condition. Ideally, interviewees expected to go to English 

speaking countries and be immersed in an English language environment. 
For example, 

For real English language learning, you should go abroad. Since 
people around you all speak Chinese, you cannot practise. But if 
you go abroad, you have to use it when you do something. For 
example, you go shopping in the supermarket. Here there is no 
such environment (3/85-87; q123) 

Likewise, interviewee 8 not only thought a native language environment 

afforded the opportunity of language use but also provided input that was 

authentic rather than artificial book knowledge. 

(Real English language learning) is to go to English speaking 
countries. Have contact with authentic English, not exam type of 
English, but one that can be used to communicate. And all levels of 
English, daily English, academic English etc. (8/80-81; q124) 

A secondary choice to going to English speaking countries was to create 

an English environment within the home country. As suggested by 

interviewees 5 and 12, 

Chinese people who learn English are unlikely to have a good 
language environment [ ... I if I am learning English but my 
classmates around me are talking in Chinese, I do not think I can 
open my mouth. Even if I try to read a text aloud, I can hardly read it 
fluently (5/140; 155-156; q125) 

I think an English environment is very important. I mean the 
atmosphere that everyone is speaking English [... ] if everyone is 
speaking English, you naturally come up with English. It is natural, 
not disconnected with what you have learned. (12/164; 166-167; 
q126) 

For interviewee 5, the lack of an English environment caused learning 

anxiety and thus hindered language learning; for interviewee 12, a proper 

197 



environment not only assisted language retrieval but also provided a 

plafform for language use. 

A few studies have reported students I use of different patterns of strategies 
in an EFL and ESL environment (e. g. Gao, 2003; Kojic-Sabo and 
Lightbown, 1999). For example, Gao (2003) finds Chinese students no 
longer feel the heavy load of learning vocabulary such as in their home 

country. Interviewees in the present study also predicted the advantage of 

learning English for its mastery in the target language environment. 

In summary, interviewees' conceptions of successful English language 

learning can be illustrated by the following table. 

Nature of English language 
learning 

A subject for exams A language for 
communicative use 

Criteria fo r successful 
language learning 

Exam results Communicative ability 

Conditions 
for 

Learner 
responsibility 

assigned task, or plus 
recommended task 

own tasks 

successful 
language 
learning 

Appropriate 
methods 

Memorization, practice 
(doing exercises) 

Meaningful 
memorization, obtain 
language sense, 
language use 

Effort Hardwork Persistence (Good 
learning habits) 

Attitude Positive, serious Willingness 
A good Good teaching methods 
teacher Proper guidance 

Being responsible 
Being passionate 
Knowledgeable Standard pronunciation 
Being strict 

Others English language 
environment 

Table 5-11 Interviewees' conceptions of successful English language learning 

As can be seen from the above table, students showed a sufficient 

understanding of two distinctive types of English language learning: 
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academic achievement and communicative language use. Accordingly, 

they also reported conditions for achieving respective success based on 
their judgement on the task demand. The table, however, did not 

categorize students in the present studies into two distinctive groups. As is 

to be discussed in the following sections, some of the conditions were 

shared by both types of English language learning. Moreover, students' 

conceptions were more complex than the table can present. 

5.5 Complexity of students' conceptions of successful 

English language learning 

As discussed in previous sections, interview data showed that students' 

conceptions of successful English language learning were understood in 

two distinctive categories: academic success and communicative 

language use, which corresponded with a similar distinction in their 

recognition of the nature of English language learning, the criteria for 

successful English language learning, and the necessary conditions 

involved. However, in reality, students were found to juggle with the two 

sets of objectives in almost every aspect that was involved. 

5.5.1 Dual purposes of English language learning 

As shown in Table 5-1, some interviewees expressed dual purposes of 

English language learning: a subject for exams and a language for 

communicative use, since being students, they had to survive all kinds of 

school exams; at the same time, being language learners, they expected 

to be able to use the language fluently. However, these two distinctive 

purposes did not necessarily contradict each other if students were able to 

manage them. First, some interviewees chose to follow the school system 

when English was a compulsory exam subject. Whether communicative 
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ability became their concern or not depended on their development of 
recognition, interest, or practical needs. 

For example, interviewees 3 and 14 'both followed exam-oriented language 

learning in secondary school. However, they came to understand that 
language should be learned for communicative language use when they 
became university students. Therefore, their comments on their previous 
language learning experiences were negative. For interviewee 3, 

R: yourexam score was quite high, why did you say your English 
was poor? 
E: I felt they were different types of abilities. I had good ability to 

take exams and mastered sentence patterns or grammar well. But 
listening and speaking were poor. On many occasions, I heard a 
familiar word: butjust could not think of the meaning (3/96-99; q127) 

I felt it was a failure for nine-years of English language learning, I 
only learned English for the National Entrance Exam (14/78-79; 
q128) 

This by no means suggested that they were unsuccessful learners. In fact, 

according to their teacher-evaluation and admission score (see Appendix 

IX), both of them were successful. Their regret about learning for exams 
implied that they treated English learning as a subject for exams at 

secondary school yet now they recognized it as a language for 

communicative use. 

Second, some interviewees thought communicative language use was a 

higher objective and to aim for it would naturally solve the conflict between 

learning for exams and learning for use. An example is interviewee 2, who 

thought aiming at communicative language use as the criterion could 

contribute to his exam performance. He said: 

There were people who were better than me, I meant they had 
better results on exercises. However, in the National Entrance 
Exam, my result was better than theirs. I felt questions in the 
National Entrance Exam were quite flexible. They were not rigid 
questions that were practised by us in our preparation. You could 
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only work out the answers when you really understood English 
(318-321; q129) 

His quote suggested two points: first, better results of exercises were not 
really 'better' since these 'exercises' (ordinary exams at school) were not 

real exams (National Entrance Exam). Second, to aim at gaining 

communicative ability, 'understand English' helped one to perform better in 

important exams. What he implied was that school exams were only for 

evaluating low level learning, and to focus on such would result in poor 

performance in the more challenging exams that involved real English 

language abilities.. 

As indicated by the questionnaire data (Q No.. 22), the majority of the 

respondents showed that they had dual purposes for English language 

learning (see Table 5-12) Interestingly, although the interview data 

suggested that the majority of them had treated learnng English as an 

exam subject, for most of their language learning experience (such as in 

secondary level), in the questionnaire the respondents showed the 

opposite. 

Frequency Percent 
Valid 
Percent 

Cumulative 
Percent 

Valid exam score 12 2.8 2.8 2.8 

gaining communicative 197 45.2 45.3 48.0 
ability 
both exam score and 
gaining communicative 226 51.8 52.0 100.0 

ability 
Total 435 99.8 100.0 

Missing 999 1 .2 
Total 1 436 1 100.0 1 1 

Table 5-12 (Questionnaire results): students' conceptions of the nature of English 

language learning (n=436) 

Possibly, when answering questions, respondents all focused on their 

most recent conceptions, which was evident from the students' responses 
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to their future English language learning: 81.1% considered learning 
English to be for communicative language use and 29.9% were concerned 
about improving their academic score (see Q 49 Appendix XXXIV). 

In college English education, language aspects such as communicative 

ability are more emphasised than knowledge aspects such as vocabulary 
lists or grammar rules (see section 6.3.1.1). 

5.5.2 Layers of learner responsibility 

As discussed in sections 5.3.2.1 and 5.4.2.1, interviewees strongly agreed 
that learning was their own responsibility, which was further supported by 

93% of the questionnaire respondents (Q No.. 43. see Appendix XXXIV) 

who held the same opinion. However, this responsibility seemed to be in 

different degrees depending on the teachers' role involved. As shown by 

the following questionnaire data (Q No. s. 48 and 50) which seemed to 

strongly suggest that learner responsibility did not necessarily exclude the 

teachers' role in the learning process. 

Students' top 3 roles in English Teachers' top 3 roles in English 
language learning language learning 
Carry out learning plans (273, Point out learning direction (277, 
63.3%) 64.6%) 
Initiate learning activities (236, Introduce learning methods (230, 
54.8%) 53.6%) 
Participate in activities both in and Pass on knowledge (204,47.6%) 
after class (210,48.8%) 
Table 5-13 (Questionnaire results): students' perceived learners' roles and teachers' 

roles in English language learning (n=436) 

In further probing what they meant by 'self-dependence', interviewees 

provided four major categories of answers: 

Exam-reactive learner responsibility 
you don't need others to push you ... prepare yourself for the 
exams ... exams results became your reference for positioning 
yourself [. . .] less dependent on your teacher' (20/267-268; q 130) 
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Teacher-reactive learner responsibility 

You should finish teachers' assigned tasks first [ ... ] but you should 
learn more. -. it's not imposition but your interest and persistence [ ... j doing exercises for exams oppresses autonomy (16/108; 120-121; 
q131) 

Semi-proactive learner responsibility 

You follow your own way of learning. First, you have a direction, 
teachers can help guide you the direction, but it's your own decision 
as to what you should do, follow the plan and check whether you 
keep to it afterwards (2/281-283; q 132) 

Proactive learner responsibility 

It is a state that you want to learn it (English), you have the freedom 
and you are learning it, you learn it autonomously and you know 
how to learn it (10/143-144; q 133) 

As stated in sections 5.3.2.1 and 5.4.2.3, students' accounts of learner 

responsibility could be interpreted as two major categories: reactive 

learning and proactive learning. However, their concrete descriptions 

implied further distinctions among them. As shown in the four quotes, the 

major difference seemed to be who was directing the learning process: 

exam direction, prioritizing teachers' direction, with reference to teachers' 

direction, and solely own direction. 

Overall, these conceptions of learner responsibility seemed to be in a 

hierarchical order as shown in the following pyramid diagram. 
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Proactive 

Semi-Droactive 

Exam-reactive 

T 

Table 5-14 interviewees' definitions of self-dependence 

As can be seen from the diagram, the teachers' role faded out along with 

the height of the pyramid. At the same time, the interviewees' recognition 

of the nature of English language learning also changed from English as 

an exam subject to English as a language for use. However, it was difficult 

to conclude that all the interviewees' conceptions of 'self-dependence' 

followed the same trend as the pyramid went up. Their conceptions 

seemed to be directly influenced by their learning situations (see sections 

6.2.3 and 6.3.1.1). 

Such complexity was also demonstrated by questionnaire data (Q No.. 44). 

Students' answers to the four categories of definitions' were complex: 53 

supporting exam-directed learning; 168 prioritizing teachers' direction; 93 

referring to teachers' direction; and 91 totally preferring own initiation. 

1 Different terms as a result of interview data analysis were not used in the questionnaire items. 

Instead, students were given the original definitions provided by the interviewees. 
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Frequency Percent 

Valid 

Percent 
Cumulative 

Percent 
Valid teach e r-reactive 53 12.2 13.0 13.0 

Exam-reactive 168 38.5 41.3 54.3 
semi-proactive 93 21.3 22.9 77.1 
proactive 91 20.9 22.4 99.5 
finish English language 
learning tasks independently, 

evaluate learning effect 
2 

.5 .5 100.0 

through exams 
Total 407 93.3 100.0 

Missing 999 29 6.7 
Total 436 100.0 

Table 5-15 (Questionnaire results): definitions of 'self-dependence' (n=436) 

In the literature, Littlewood (1999: 75) claims that Asian learners' learning 

can be understood as being of two types: reactive and proactive, the 

former is the initial step towards the latter. Data findings in the present 

study suggest that students' learning was much more complex than these 

superficial categories. For example, when students took reactive roles in 

learning, they showed that their reactions were not merely toward teachers, 

such as is maintained by Littlewood (ibid. ), but also ýpossibly to exams. 

Moreover, who/what triggered students' reactions implied different levels 

of learner responsibility. In addition, interviewees were possibly situated in 

different levels in the pyramid (see Table 5-14), which also disagrees with 

Littlewood's (ibid. ) assertion that reactive learning is the initial step that 

leads to proactive learning. 

5.5.3 Mixture of learning methods 

Although interviewees reported different learning methods for different 

purposes of English language learning, they were found to use different 

methods simultaneously. For example, interviewee 2 actually transferred 

his exam-oriented way of learning to a language-oriented one (see section 

4.4.1). Likewise, for interviewee 4, mechanical memorization and 
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meaningful imitation of tapes were both thought necessary (see sections 
5.3.2.3 and 5.4.2.2). 

Moreover, some interviewees suggested that using learning methods for 

communicative language use contributed to exam performance. For 

example, interviewee 9 thought language sense was helpful in answering 

exam questions. 

If you asked me to analyse grammar, perhaps I could not explain, 
but I know it should be used like that, it was all about a kind of sense, 
language sense (9/35-36; q134) 

This was confirmed by interviewee 8 who gave similar examples. 

E: I think it is still language sense that works such as language used 
in movies or music [ ... ] so many expression you did not learn before 
and were strange ... in exams I often filled in an answer according to 
the song. Surprisingly, it was right. 
R: for example? 
E: there was a phrase "see somebody doing" that I never saw 
before. What we were taught by the teacher at that time was "see 
somebody do". Then in the exam, there was a cloze test, I felt I 
should fill in a participle then I did it. I was right. Things like this were 
not unusual. I got to know them all from songs or dialogues in 
movies (8/55-62; q 135) 

It seemed however there were certain methods that apparently tended to 

be associated with certain purposes of English language learning. 

Students in the present study were certainly making sense of the methods 

they knew and showed that they were trying out various methods in the 

process of their English language learning. 

5.5.4 Mutually applicable conditions 

In addition to the interchangeable learning methods for different language 

learning purposes, interviewees reported that other conditions for 

successful language learning were also found applicable to both purposes 

of English language learning. For example, a good teacher was thought to 

be both necessary for academic success and for gaining communicative 
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ability (see section 5.3.2.2). The teacher's possible influences on students' 
English language learning, either for academic success or for gaining 
communicative ability, will be further discussed in sections 6.2.5.1 and 
6.3.2 respectively. At the same time, interviewees indicated that 

willingness in English language learning helped remedy a negative attitude 
towards learning for exams. Interviewee 16, for example, used her interest 

in English literature to distract her from learning anxiety in exam 

preparation (see section 4.2.5) Moreover, making effort and being 

persistent were not mutually exclusive since both involved a certain 
investment of time and energy. 

In general, the interviewees' conceptions of English language learning 

changed along with the contextual factors, for example, from learning 

English for exams to mastery of English, which will be further discussed in 

chapter 6. However, given the individual diversity, some interviewees 

came to realize the importance of gaining communicative ability much 

earlier than did others, which in turn displayed a complex picture of the 

students' perceptions of the learners' roles, learning methods, and other 

conditions for successful language learning. 

5.6 Summary 

This chapter started by introducing what the students recognized as the 

nature of English language learning: its being an exam subject and being a 

language for communicative use. Then, students' conceptions of 

successful English language learning, for academic success and for 

communicative language use, were described, including the different 

criteria for success and the conditions for success. The chapter ended with 

discussion of the complexity of the students' conceptions, involving the 

purposes of English language learning, the different perspectives on 
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learner responsibility, learning methods, and some overlap of conditions to 

achieve language learning success. 
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CHAPTER 6 INFLUENCES ON STUDENTS' 
CONCEPTIONS AND/OR REPORTED BEHAVIOURS 
WITH REGARD TO SUCCESSFUL ENGLISH 
LANGUAGE LEARNING 
6.1 Introduction 
As stated in chapter 3, influences on students' conceptions and/or reported 
behaviours emerged as another important category in the present study. 
This was possibly because when students reported their language learning 
behaviours and/or described their conceptions of English language 
learning, they naturally justified their narration, or sometimes had been 

questioned in the research, to explain their behaviours and/or conceptions. 
Since students' reported influences were quite complex in terms of what 
had been influenced, for example, reported behaviours for English 
language learning or conceptions of English language learning, or both, I 
decided to put it after chapter 4 (students' reported behaviours of English 
language learning) and chapter 5 (students' conceptions of English 
language learning). 

As shown by Figure 6-1, four major sources of influences on students' 

conceptions, reported behaviours or both with regard to successful English 

language learning were identified from the data, namely, educational 

environment, geographical differences, Chinese prove rbs/lea rni ng mottos, 

and individual factors, with each category being split into further smaller 

categories. For example, educational environment consisted of exam 

system, levels of school education, and family education; Geographical 

differences involved diversity in policies, teaching and learning resources, 

and societal contexts; Chinese learning mottos included different themes, 

and; Individual factors, mainly falling into two subcategories: individual 

personality and students' previous learning experiences. 
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As stated in chapter 4, the findings and discussion chapters were 
organized using the major distinction between the students' purposes of 
English language learning, i. e. academic success and communicative 
language use. After careful reflective thinking and questioning, and as a 
result of careful examination of the core category (see Figure 6-1), the 

present chapter followed this distinction. With reference to Figure 6-1, 

students' reported influences on conceptions, and/or reported behaviours 

for successful English language learning could be understood with a 
distinction between what success meant to students. For example, when 

success meant the students' pursuit of academic success, the influences 

on students' conceptions, reported behaviours, or both were found to be 

composed of the following categories: the educational system that 

emphasises exams, the teachers' instructional methods, the competitive 

secondary school environment, the authority of family education, the 

private exams courses, and poor teaching and learning resources (see 

section 6.2). Likewise, when success meant gaining communicative ability, 

the influences on students' conceptions, reported behaviours or both 

contained the following categories: a flexible school environment, 

democratic family education, prestigious teaching and learning resources, 

and a language school for the society (see section 6.3). As happened in 

both chapters 4 and 5, this distinction did not necessarily mean that all 

identified categories could be put into these two distinctive themes. 

The present chapter starts with the students' reported influences on 

students' conceptions, and/or reported behaviours with regard to their 

pursuit of English for academic success (see section 6.2). Then it moves 

on to discuss influences on students' conceptions, and/or reported 

behaviours with regard to their pursuit of communicative ability (see 

section 6.3). The chapter ends with the complex relationship between the 
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identified influences on students' conceptions, and/or behaviours and type 

of success students pursued (see section 6.4). 

6.2 Reported influences on students' conceptions, and/or 

behaviours for English language learning oriented towards 

academic success 

As shown by Table 6-1, five types of influences on students' conceptions, 

and/or reported behaviours with regard to their pursuit of English for 

academic success were identified: the exam system, the teachers' 

grammar-based teaching methods, the competitive secondary school 

environment, family education, and poor teaching and learning resources. 

All these aspects will be further discussed in the sections below. 

Sources of influences Interviewees 
exam system all 
teachers' grammar-based teaching all 
methods 
competitive secondary school all except for 21,23 
environment 
family parents' authority 4,7,9,12,14,22,24,25 
education _ importance of 3,4,5,7,8,14,19,22,24,25 

English 
exam-oriented 3,12,16,25 
instruction 
emphasis on exam 2,21,24 
results 
private course for 10,11,25 
exams 

poor teaching teachers' 4,8,10,11,12,13,14,16,17,18, 
and learning professionalism 20125,26 
resources non-native 2,7,8,15,17 

speakers 
old textbooks 3,2 

Table 6-1 influences on students' conceptions, and/or reported behaviours; with regard to 

their pursuit of English for academic success 
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6.2.1 Emphasis on exam 

system 

success in the educational 

According to Table 6-1, all interviewees suggested that the educational 

system, with its emphasis on exams, had influences on their conceptions, 

and/or reported behaviours for pursuit of academic success. As amatter of 
fact English is a compulsory exam subject in the National Entrance Exam 

and subsequent graduation exams in secondary school. Chinese learners 

have to learn English in order to secure their tertiary education, regardless 

of their attitudinal preferences (Jin and Cortazzi, 2006; Hu, 2004). Like it or 

not, students had to engage themselves with learning for academic 

survival at least. 

As articulated by some of the interviewees, the educational system was 

something that had been established and should be treated seriously. For 

example, 

It was the result of traditional education, there was no way not to 
take it seriously. In the current educational system, the National 
Entrance Exam is the landmark. For example, my classmates, we 
had little difference in high school. I came to Tsinghua. He went to a 
local university. He felt my status suddenly increased. It was all 
about a type of conception. He felt graduation from Tsinghua 
greatly differed from local university. (2/200-203; q 136) 

The quote above showed that the educational system, more specifically, 

the National Entrance Exam, exerted important influences on Chinese 

learners' learning. By giving an indirect example, interviewee 2 revealed 

the common mentality among Chinese learners: first, the National 

Entrance Exam was of great significance; second, different rankings of 

universities meant different prospects for the future. This obviously 

doubled the pressure for most Chinese learners. As stated in chapter 1, the 

selection system for tertiary admission is quite complex and one has to be 

outstandingly good in order to enter a higher-ranking university. 
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Interviewee 6 expressed a similar attitude, i. e. that Chinese learners' 
English language learning was subject to the overall educational system: 

In middle school, we learned English for a befter high school, in high 
school for a better university [ ... ] (6/157; q 137) 

For interviewees 2 and 6, although the educational system was not ideal, it 

was unlikely that they could change it; therefore, their best choice was to 

try their best within the system. Moreover, both of them suggested that 

their opinion was not the only case. For example, interviewee 2 used 

other's perspectives rather than his own to express how much different 

ranks of university meant to learners; interviewee 6 used the plural form 

'we'to indicate a general situation. 

Moreover, even though some interviewees strongly criticized the 

educational system, they seemed to have no alternative. For example, 

I do not know why Chinese students learn English like this. I do not 
know what the situation is in big cities such as Beijing or Shanghai. 
Anyway, in places like the mid-west, we only learned through rote. 
English was absolutely a burden. We had a popular saying: I am 
Chinese why I should learn English? (14/57-60; q138) 

It seemed that interviewee 14's unhappiness with the educational system 

resulted from the teaching method and the nature of English as a 

compulsory exam subject. From his awareness of geographical differences 

in teaching methods (see section 6.2.2), he was suggesting that if the 

English teaching method had been different, the situation could have been 

different. However, according to his own experience and his observation of 

his counterparts, the prevailing teaching method was knowledge 

transmission that involved a large quantity of mechanical memorization. It 

seemed that the dissatisfaction with the teaching method extended beyond 

the method itself to the overall system. 
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This strong opinion against the status of English at all levels of the 

selection of elite students was echoed by interviewee 21 who attacked the 

system with even more severe words: 

Hardly any country in the world increased foreign language learning 
to such a high status. For example, to do a Master in Ancient 
Chinese, you should take an English language exam [ ... ]I felt the 
whole nation increased the status of English to an incredible height. 
It seemed if a vegetable salesperson could not speak English, he or 
she could not survive in this world. I thought this was a big mistake 
in conceptions. (21/199-202; q 139) 

Interviewee 21 strongly disagreed with the high profile that the Ministry of 
Education set for English language in school learning. Like interviewee 14, 

he attributed his unhappy English language learning experience to the 

poor educational system. Moreover, he felt the popularity of English within 
the nation exacerbated the situation. 

High stakes exams in China are often thought of as an important factor that 

leads to Chinese language learners' engagement with exam-oriented 

learning behaviours such as memorization, doing exercises and revision 

(e. g. Huang, 2007; Rao , 2006; Jin and Cortazzi 2006; and Hu, 2005). 

According to Rao (2006: 503), 'success in public examinations, particularly 

the National Matriculation Examination, means that one can expect a 

secure, high-status and well paid career after graduation from university'. 

This seemed to be confirmed by the questionnaire respondents who 

reported their motivation to learn English, which can be summarized as 

follows (See Q No.. 21 in Appendix XXXIV): 

_Motivation 
to learn English Number (Percentage) 

Most important exams need it 328(75.6%) 

_Helpful 
for future career 306(70.5%) 

Can combine with major 186(42.9%) 
Can communicate with foreigners 171 (39.4%) 

_ Understand original movies/novels 92(21.2%) 
Know English culture 28(6.5%) 

Table 6-2 (questionnaire results): students' reported motivation to learn English (n=436) 
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As can be seen from the above table, that the educational system stresses 

exams became a strong source of influence on the students' motivation to 

learn English. Moreover, such an emphasis had a chained effect on the 

students' perceived future career, which also impacted on the students' 

motivation to learn English for academic success. 

6.2.2 Teachers' knowledge-transmission oriented 

instructions 

As Table 6-1 shows, all interviewees held that the teachers' 

knowledge-transmission oriented practice had influences on students' 

conceptions, and/behaviours for the pursuit of academic success. First, 

teachers' instruction directly influenced students' conceptions of 

successful English language as equating to academic success that was 

composed of fixed knowledge items. As stated in chapter 5, students' who 

reported English learning for academic success considered English to be a 

set of linguistic items. This seemed to be influenced by their English 

language teachers' knowledge-transmission oriented instructions. Still 

taking interviewee 11 for example, 

Her teaching was quite rigid, only following her teaching plan. Some 
language points, she not only taught in this lesson but also 
repeated in the next. Our notes were huge. We all felt bored [ ... ] we 
were all busy taking her notes, hardly having time to listen to her 
instruction. Perhaps she was new. Our classmates talked with her 
about the size of her notes, but she remained the same. (11/62-63; 
65-66; q140) 

As can be seen from the above quote, not only was the 

knowledge-tra ns mission teaching practice highly repeated, but it was also 

a practice inherited by the newly recruited teachers. 
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Likewise, interviewee 17 reported that her English learning was mainly 
about grammar, reading comprehension and the teachers' selected 
language points: 

Only grammar was learned well. For reading, I did not do enough; for listening, we did not have specific equipment, only depending on teachers who taught some language points (17/11-12; q141) 

Completely teacher-fronted instruction based on discrete language forms 

prevailed. Similarly, interviewee 20's teacher prioritized teaching reading 

skills: 

My teacher told me 'our condition was not good, you should focus 
on reading. Try your best to read more and I could teach you some 
methods. (20/17; q142) 

Second, teachers' instructional practice at the same time influenced 

students' learning behaviours, that were associated with linguistic 

knowledge in order to succeed in various exams. As already discussed in 

chapter 4, students were dedicatedly involved in different kinds of exam 

exercises in order to obtain good exams scores. 

It is worth mentioning that although all interviewees mentioned that they 

had teachers who carried out knowledge-transmission teaching methods, 

it appeared that such a method was the most popular at secondary 

education level (see sections 6.2.3 and 6.3.1) and with teachers in less 

developed areas. Taking interviewee 14, for example, 

We students from the mid-west have a common character. That is, 
to learn English for the National Entrance Exam. What is to be 
examined will be learned. What is not to be examined will not be 
learned [ ... ] although we had high exam scores, our overall 
language abilities are quite low, which can only cope with the 
National Entrance Exam. (14/34-35; 38-39; q143) 

As pointed out by Hu (2003), teachers' professional qualifications and their 

instructional practices had direct influences on the students' language 

learning behaviours. Data in the present study confirmed that low teacher 
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qualification (see section 6.2.5.1) and teaching practices based on 
knowledge-transmission were particularly pertinent to students' 

conceptions and reported behaviours for their pursuit of English for 

academic success only. 

6.2.3 Competitive secondary school environment 

As stated in chapter 4, secondary school education occupied a large 

proportion of the interviewees' narration since it constituted the longest 

time in their English language learning history and had special meaning to 

them. In particular, the high pressure of surviving school exams that all 

students underwent was reported by a majority of the interviewees (see 

Table 6-1) to have greatly influenced both the interviewees' conceptions 

and their reported English language learning for academic success. One 

common feature of the stressful secondary school environment was the 

explicit or implicit competition among students, which could happen to a 

class as a community or a student as an individual. 

Taking interviewee 19's account as one example, 

The overall level of English in our class was better than other 
classes, so we had a stronger atmosphere to learn English. Even if 
the teacher assigned lots of homework, we had no complaint [ ... ] in 
whatever exams, our class was always the top one in the Grade 
and in the school in general. Since our school has four attached 
sections and our English always got the first one (19/46-47; 52-54; 
q144) 

Although it was unclear who initiated ranking, for example, the school or 

the learners themselves, an important message conveyed was that a 

better-ranked classroom community endowed its participants with a 

collective sense of honour, which sustained a positive attitude towards 

English language learning in various aspects. First, it supported an 

acceptable amount of effort made in the subject. It is worth mentioning that 

the National Entrance Exam involves five compulsory subjects. In other 
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words, learners have to prepare for another four subjects that are of equal 

significance to English. Therefore, it would be unfair to require learners to 
learn English only. However, according to interviewee 19, he and his 

classmates well accepted the extra tasks assigned by the teacher since 
they shared a common goal to keep their No. 1 position in the Grade and 
the School. Second, the honour of being the top class in the subject of 
English in the School would make it less likely that they would challenge 
the given exam system. Within such a community, it seemed that the 

honour of the class became the supreme concern and everyone was proud 
if they could contribute to the overall success in exam results. 

Slightly different from interviewee 19, interviewee 18 was inclined to 

emphasize how he as an individual had to strive for better exam results 

under the pressure of competition within his class: 

At that time my English was the best in middle school and also top in 
the Grade. However in high school, mine was not good enough, we 
had very good students. Even our English teacher would be modest 
before them. There were four who took the TOFEL test and two of 
them got over 630 [ ... ] in the final year of high school, we often 
compared among ourselves. If anyone did not get a good enough 
score, he would feel ashamed (18/9-12; 52-53; q145) 

As described by interviewee 18, his high school class was full of competent 

students. For example, his classmates could take the TOFEL test, and with 

good results, which was rare among Chinese high school students. For 

interviewee 18, TOFEL was much more difficult than the National Entrance 

Exam and to compete with students who had TOFEL experience seemed 

to be difficult. However, interviewee 18 indicated that he enjoyed such 

competition and endeavoured to obtain better exam results. 

Just as expressed by interviewee 6 (see section 6.2.1), competition had 

accompanied Chinese learners since the start of their formal education, 

and secondary education tended to make such competition fiercer. Such a 
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tendency can be evidenced from the questionnaire respondents' 
background education, which is summarized in the following table (see Q 

No. s. 8-10 in Appendix XXXIV). 

Level of 
education 

Provincial key 
school 

City key school Ordinary school 

Primary school 19(4.4%) 74(17%) 342(78.6%) 
Middle school 85(19.5%) 127(29.2%) 223(51.1%) 

_ High school 1255 
(58.6%) 

1 
133(30.6%) 47 (10.8%) 

Table 6-3 (questionnaire results): Students' educational background (n=436) 

Apparently, the number of students who aimed at key schools, either 

provincial or city goes up along with the level of education, which strongly 

indicated the rise of competition among students. Since the only criterion 

for schools to select students is exam results, strong competition as 

revealed by the interviewees' narration greatly influenced students' 

conceptions of academic success and their language learning behaviours. 

6.2.4 The authority of family education 

As Table 6-1 shows, the authority of family education played an essential 

role in influencing both students' conceptions and reported behaviours for 

their pursuit of academic success in English. For example, emphasis on 

the importance of English and exam results, exam-oriented teaching and 

sending children on private courses for exams affected students' 

conceptions and corresponding learning behaviours for academic success. 

The following sections will discuss them in detail. 

6.2.4.1 Emphasis on importance of English 

10 interviewees reported that their parents emphasized the importance of 

English at home (see Table 6-1). Family education could help children 

realize the importance of the English language and therefore influenced 

their motivation in learning. Not all learners are inherently interested in 
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English and for those who are extrinsically motivated, they must have a 
facilitator from the significant others who help learners internalize the 
importance and value of English language learning (Ryan and Deci, 2000). 
Moreover, Williams and Burden (1997) maintain that the broader context 

such as family networks or social expectations and norms is an important 

factor affecting learners' motivation. The data seemed to echo such an 

opinion. For example, 

My uncle also graduated from Tsinghua and now is in the U. S. What 
they designed for me was to study abroad after graduation. He 
often told me English was important. Now I also felt I was to take 
this way in the future. (3/30-33; q146) 

Interviewee 3 suggested that his family expectation was taken in by himself 

and thus became part of his own motivation to learn English. His success in 

exams had enabled him to study in the same university in which his uncle 

used to be a student. 

Even without a role model in the family, parents were seen to stress the 

importance of English to children and encourage their motivation to learn 

English well. For example, interviewee 5 reported his parents' clear 

explanation of the status of English: 

My parents paid much attention to English. From the international 
situation, Chinese are forced to learn English, why not French? This 
is the need for international communication. We need to read some 
documents. We should have such psychological readiness. I felt 
parents gave me help and enlightenment in these aspects. (5/58-60; 
q147) 

From interviewee 5's description of the importance of English, it was not 

difficult to find that his parents were very helpful in providing a broad 

background of English language learning for him, which enabled him to 

understand its importance and the need for learning. As a result, he formed 

a very positive attitude towards English language learning (see section 

5.3.2.5) even when he faced pressure. 
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Unlike interviewee 5's parents, interviewee 19 figured out the importance 
of English from his own observation about his father's behaviour: 

For me, it was mainly influence from family. My Dad is a person with foresight. He paid much attention to my English learning. He did not 
care about my Chinese and Math learning but monitored my English everyday [ ... ] At that time I was too young to know the 
importance of English, always feeling unwilling to study. Everyone 
has the side of being lazy. Without his attention, I wouldn't have 
spent enough energy on English and learned it well [ ... ] Although 
they did not say much, they potentially passed on to me the 
message that English learning was important. So I studied quite 
hard (19/29-32; 189-192; 195-197; q148) 

For interviewee 19, his father's monitoring helped him form a good habit of 
learning English for academic success everyday; including memorization 

and doing exercises. 

With different styles, these families all passed the message that English 

was important to their children. When secondary school English learning 

brought enormous concentration on examinations, recognition of the 

status of English would greatly help learners to overcome psychological 
difficulties and manage their motivation to learn it well. 

6.2.4.2 Exam-oriented language teaching 

Interestingly, family members who had more English language learning 

experiences could be an important source of influence on students' 

reported behaviours for academic success. As shown in Table 6-1,5 

interviewees reported that their parents were enthusiastic to give their 

children direct instruction. Although the learning effect was questionable, 

interviewees were still found to be influenced by their parents' suggested 

ways to learn English for academic success. For example, 

E: since my Mum isan English teacher. I was taught English since I 
was born. According to my Mum, she was preparing for English 
exams when she had me but when I grew older I did not like 
English. ' 
R: Why? 
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E: because my Mum was impatient. She taught me in a boring way 
and also her tone was always giving orders (12/3-12; q149) 

I did not like English because of my Mum and my relationship with 
her [ ... ] later when I knew more I felt her knowledge was not enough. 
Since my Mum was a college English teacher, I asked her a 
grammar question in high school, she felt both were possible. I was 
angry and wondered why since the answer was only one of them. 
(12/37-4 1; q 150) 

As seen from the above quote, interviewee 12 seemed to be in a conflicting 

position. On the one hand, she did not like her mother's way of giving 

instructions, which was quite authoritarian; On the other hand, she still 

expected her mother to give her some guidance, for example answering 

her grammar questions. Although neither turned out to be satisfactory, her 

way of learning English for exams still carried strong characteristics 

derived from her mother (see Table 4-1). Moreover, she regretted that she 

could have learned more if she had not felt so obliged to follow her mother 

due to emotional resistance. She said: 

My mother was very hard working. She said the textbook should be 
read 30 times, reading once and marking once by pencil. You could 
memorize it ... now I felt if I could do more like her, I would be better 
than now (12/152-153; 155-156; q151) 

Similar to interviewee 12, interviewee 25's mother also wanted to get 

involved in her English learning by recommending various learning 

methods; yet unlike interviewee 12's experience, interviewee 25's mother 

did not particularly insist on her own methods: 

My mum is a PhD. she always had to prepare for English exams, so 
she wanted to guide me to learn English. She asked me to 

memorize New Concept English. After 10 lessons, I could not 
continue. Later on, also tried to memorize a dictionary for high 

school students, but without finishing it (25/12-14; q 152) 

From the fact that each recommended method was attempted by 

interviewee 25, it could be predicted that parents indeed were influential in 

giving direct language learning experiences. 
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Moreover, both interviewee 3 and 16 mentioned that their older sister was 
helpful in sharing their own language learning experience with them. 

At that time I was still a novice. For example, we learned "be" and I did not understand why we should use 'am', 'is' and 'are'. My sister 
said these were fixed. The opinion she passed on me was that 
some English could not be thought by Chinese way. Moreover, we 
had to memorize it. She clarified my recognition of this language 
(3/38-40; q 153) 

An important piece of information interviewee 3 obtained from his sister 

was that the English language was another language system and he 

should not use deductive method to learn some customized usage. This 

seemed to provide the rationale for his using memorization in preparing for 

exams (see Table 4-1). 

For interviewee 16, his sister started English learning earlier than he did. 

According to him, the fact that his contact with English was earlier than his 

counterparts aroused his interest in English. 

My sister is four years older than me. When she was in middle 
school I was still a primary school student. She taught me whatever 
she learned at her English class. So I have contact with English 
earlier than other peers and had strong interest in English learning 
(16/4-6; q 154) 

It was worth noting that the family members as described above all had 

experiences in learning English in an exam environment. Therefore, their 

direct involvement in interviewees' study inevitably carried characteristics 

of exam-oriented language learning, which subsequently constituted part 

of the interviewees' concern when they engaged themselves in English 

language learning. 

6.2.4.3 Emphasis on exam results 

As Table 6-1 shows, parents' emphasis on exam results had an impact on 

interviewees' conceptions of successful English language learning as 
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academic success. When parents always expected children to obtain high 

exam scores, the children's attention was directed equally to exam results. 

For example, interviewees 2 and 24 both gave stories of how their parents 
paid much attention to their exam results, for example, 

E: In middle school, the importance of exams was the result of family education. 
R: How? 
E: If an exam score was high, I could be rewarded. 
R: for example? 
E: If an exam score was high, I would have a material reward. 
(2/232-236; q 155) 

Interviewee 2's parents seemed to know about a teenager's mentality and 

used concrete prizes as incentives to motivate him to achieve better exam 

scores. It did work for interviewee 2. Interviewee 24 underwent a different 

experience: 

To be honest, I did not like my Mum. She paid too much attention to 
my exam scores. Perhaps she wanted me to be that type of good 
student with high scores, and being obedient. According to my 
memory, from young to grown up, I was always forced to learn by 
my Mum. I was a bit naughty in childhood and liked playing. She 
always took me back and asked me to do homework (24/149-152; 
q156) 

For interviewee 24, the situation seemed to be the opposite. She had a 

strict mother who cared greatly about her exam score and evaluated her 

learning by exam score only. 

Both interviewee 2 and 24's family emphasised exam scores yet in 

different ways. Interviewee 2's parents used reward as a stimulus whereas 

interviewee 24's mother exercised her authority. Nevertheless, both were 

effective in affecting children's conceptions of successful English language 

learning and subsequent learning behaviours. (See section 4.3.1). 
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6.2.4.4 Private courses for exams 

In addition, 3 interviewees (see Table 6-1) mentioned that private courses 
for exams directly influenced students learning behaviours for academic 

success. Interviewee 10 gave one such example: 

In the final year of high school, all of us went for private course for 
the National Entrance Exam. It was the popular situation. I also did 
this. At first, I went to the most famous teacher in our place [ ... ] later 
in another teacher's place. Quite simply, did homework and reading 
comprehension. I thought the only benefit was to have big spell of 
time to study English (10/34-38; q157) 

Under the fierce competition of the National Entrance Exam, parents and 

students tried their best to improve their exam scores. Private English 

classes were often seen as a major means. What often happened was that 

parents looked for a local English teacher with good reputation, and made 

the initial contact. Those teachers won a high reputation because of their 

record of producing graduates with high exam scores. Interviewee 1 O's first 

private English teacher was such a case. 

It is worth mentioning that her family education emphasised independence 

(See section 6.4.2.2), yet when the National Entrance Exam was involved, 

her parents followed the mainstream and sent her to a private teacher. 

Chinese parents' involvement with their children's academic development 

has been discussed in a few recent studies (e. g. Gao, 2006; Huang and 

Marjoribanks, 2005; Pang and Watkins, 2000). For example, Gao (2006: 

290) reports six main roles of Chinese parents in influencing children's 

language learning: 'advocates, facilitators, collaborators with teachers, 

advisors, coercers, and nurturers'. The data in the present study confirmed 

that parents holding authoritative positions took the role of advocates and 

coercers, in influencing students' conceptions and reported behaviours for 
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academic success. Moreover, some of them acted as instructors in order to 
accelerate the process. 

6.2.5 Poor teaching and learning resources 

Quite a few interviewees (see Table 6-1) articulated that poor teaching and 
learning resources, including teacher professionalism, and teacher and 
teaching resources had impacts on both their conceptions and behaviours 

in English language learning that was aimed at academic success only. 

6.2.5.1 Teachers' professionalism 

13 interviewees (see Table 6-1) suggested that their English language 

teachers had little educational background themselves. Moreover, their 

teachers' pronunciation was inaccurate, and they paid little attention to 

spoken English. These inevitably influenced the students' own English 

language learning behaviours that were limited to academic success. For 

example, 

Nothing special, just followed the teacher to learn textbooks. Places 
like ours never had the opportunity to see foreigners. It is 
impossible for us to speak English. The teachers' pronunciation has 
a strong local accent (11/23-24; q 158) 

According to interviewee 11, her English language teacher's spoken 

English was not standard. This formed part of the reason for her and her 

classmates' inability to speak English. Moreover, only focusing on 

textbook-based learning implied that her English teacher did not have 

professional knowledge of alternative teaching methods. 

Similar accounts were given by interviewees 14 and 20: 

Teachers were all very old. Our teachers were only middle school 
graduates. They learned English by themselves, with inaccurate 
pronunciation. English teaching was little different from Chinese 
teaching (14/16-18; q159) 
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My first two years of middle school were in a mountainous area, the teachers' levels were quite low and they did not pay attention to 
The International Phonetic Alphabets (20/7-8; q160) 

According to Hu (2005: 651; 2004), Chinese teachers in less developed 

areas generally have low professional qualifications, which results in their 
lack of 'professional preparation, language competence... ' Interviewees in 

the present study also associated teachers' professionalism with their 

capability to promote the students' communicative ability, more specifically, 
listening, and speaking abilities. Due to their limited professional 
background, these teachers unfortunately could not cater for the students' 

potential needs in these areas. For these interviewees, the teachers' 

professional qualifications were important factors in determining student 

purposes and ways of learning English. 

Another important factor that resulted in exam-oriented English language 

learning seemed to be the limitations of teaching and learning resources in 

disadvantaged geographical locations. 

6.2.5.2 Teacher and learning resources 

Teacher and learning resources were also considered by some 

interviewees (see Table 6-1) as important influences on students' 

conceptions and behaviours for pursuing English language learning as 

academic success. For example, teaching and learning resources were 

commonly reported as insufficient in rural areas or small towns. 

Conditions in our place are pretty poor. We did not have other 
assisting means. For example, no after school learning materials 
(2/35-36; q161) 

For interviewee 2, his middle school English language learning was only 

limited to textbooks. When he had difficulties in English (See section 4.4.3), 

he had no other resources to resort to. 
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Similarly, interviewee 20 reported a lack of listening facilities in poor area. 

It is a small town in Sichuan. Teaching and learning conditions 
were poor. Listening and speaking abilities were not good (20/12-13; q 162) 

This was conditioned by the environment. You could not find 
materials you wanted. There were no tapes, let alone language labs. 
(20/196-197; q 163) 

The reported situation appeared to'be in contrast with those in the big cities 
(see section 6.3.3). Differences in the possibility of access to learning 

resources were further argued by interviewee 18 who made the 

comparison: 

E: My hometown is in Luzhou (small town city) and high school is in 
Cheng Du (big city). Geographical differences have great 
influences on English language learning. For example, my 
classmates from big cities were following a very good mode to learn 
English since they were young. 
R: what mode? 
E: for example, they learned New Concept English from primary 
school and finished all four levels upon graduation from middle 
school. Then they learned English on the Air. When they were with 
us in after class time, they were preparing for studying abroad. 
Compared with them, we obviously learned less (18/19-24; q164) 

Interviewee 18 listed a series of textbooks from which students from big 

cities learned, which were far more advanced than those from small towns 

in rural areas. As a result, when students from less developed regions were 

still preparing for the National Entrance Exams, their big city counterparts 

started to learn more advanced English such as preparing for studying 

abroad. In relation to interviewee 14 who generalized the language 

learning behaviours, in the Mid-west part of China (see section 6.2.2), lack 

of educational 'hardware' such as facilities and old-fashioned textbooks 

made it difficult for teachers and learners to practice the communicative 

abilities as opposed to the lingu istic-accu racy focused learning for exams 

(Hu, 2003: 305). 

229 



Overall, influences that affect students' conceptions and/or behaviours of 
language learning that were oriented for academic success both from the 
interview and questionnaire data are displayed in the following table. 

Sources of influences Interviewees questionnaire 
(n=25) respondents 

(n=436 
exam system all 328 (75.6%, Q 
teachers' grammar-based teaching all No. 21) 
methods 
competitive secondary school all except for 21, 
environment 23 
family parents' authority 4,7,9,12,14, 142 (32.7%, Q 
education 22,24,25 No. 40) 

importance of 3,4,5,7,8,14, 
English 19,22,24,25 
exam-oriented 3,12,16,25 
instruction 
emphasis on exam 2,21,24 
results 
private course for 10,11,25 
exams 

poor teaching teachers' 4,8,10,11,12, 12 2 (2 8.2 %, Q 
and learning professionalism 13,14,16,17, No. 7) 
resources 18,20,25,26 

non-native 2,7,8,15,17 
speakers 
old textbooks 3,20 

Table 6-4 (Questionnaire results): students' reported influences on their conceptions, 
and/or behaviours for pursuing English as academic success (n=436) 

As stated in chapter 3, the questionnaire design was completed based on 

my initial open-coding and theme elicitation, therefore, categories 

identified in the later stage of interview data analysis can only be 

comparable with broad themes in the questionnaire items. However, the 

results were still illuminating. For example, 

328 (75.6%) of the questionnaire respondents held that the exam system 

influenced their motivation to learn English for academic success. Although 
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the statistics on the authority of family education and on poor teaching and 
learning resources were not so strong, it was possibe that the 

questionnaire respondents focused on their present situation, living on 

campus away from home, and their universities are all located in Beijing, 

the capital city of China. 

6.3 Reported influences on students' conceptions, and/or 

behaviours for English language learning oriented towards 

gaining communicative ability 

As shown by Table 6-5, students' reported influences on their conceptions, 

and/or behaviours oriented towards English language learning for gaining 

communicative ability contained the following categories: flexible school 

environment, teachers' pedagogical concern on communicative language 

use, prestigious teaching and learning resources, and language schools 

oriented towards communicative language use. These are discussed in the 

following sections. 
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sources of influences interviewees 
flexible school tertiary free 2,3,4,5,6,8,91 13,14,15,16,17, 
environment environment 18,19,20,24 

early optional 2,3,4,5,6,7,8,9,18,21 
education 
environment 

teachers' communicative 2,3,4,5,6,7,12,14,15,19,20,22, 
pedagogical language use in 24,25,26 
concern on classroom 
communicative practice 
language use guiding students 13,17,18 

to 
communicative 
English 
language use 

prestigious teaching 2,8,11,17,18 
teaching and resources 
learning teacher 2,7,8,15,17 
resources resources 
language schools oriented towards 4,8 
communicative use 
Table 6-5 influences on students' conceptions, and/or reported behaviours oriented 

towards English language learning for gaining communicative ability 

6.3.1 Flexible school environment 

Compared with a competitive secondary school environment (see section 

6.2.3), quite a few interviewees (see Table 6-5) reported that a flexible 

school environment, like a free tertiary environment and the early optional 

environment, had impacts on their conceptions, and/or behaviours, 

oriented towards English language learning for communicative ability. 

6.3.1.1 Free tertiary environment 

As Table 6-5 shows, 18 out of 25 interviewees held that the tertiary 

environment greatly contributed to their understanding of successful 

English language learning as being the gaining of communicative ability. 

This was further explained by interviewees from two main perspectives: the 
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new learning community that was full of competent language learners, and 
the need for English language use in learning other subjects. 

In the first place, the tertiary environment was seen as a place notable for 
its freedom in contrast to the stressful atmosphere in secondary school. As 
described by interviewee 19, 'in university nobody monitors us. You can do 

whatever you want to... ' (19/66-68) and one 'is free to obtain as much as 
you can... ' (14/177-178). Without a teacher's dominant control of the 
language learning processes, as occurred in secondary school, 
interviewees' peers became their important references for English 

language learning. For example, 

I am proud of coming to this university, but I am not confident in my 
English. Here it is full of excellent students. I need to work hard. I 
will try to communicate with them and teachers (13/146-147; q 165) 

As stated in chapter 1, competition in the National Entrance Exam was 
fierce and those who were able to enter university must be top students 

among their counterparts in secondary schools. Due to various language 

learning experiences, interviewees had more opportunities to encounter 

more competent language users, which formed a part of the driving force 

for the students' desire for communicative ability. For example, 

In the past (before university), learning English was only for exams. 
But now, there were always Chief Executive Officers (CEOs) from 
international companies who came to Tsinghua and gave speeches 
in English. I couldn't understand, which was very 
disappointing ... other students were laughing at the humour which I 
also couldn't understand ... I 

felt I needed to learn English as a 
language for mastery (9/49-54; q 166) 

A similar opinion was expressed by interviewee 3 who felt: 

Coming to Tsinghua I saw so many students with excellent English. 
They were quite fluent when talking with foreigners. I felt ashamed 
[... ] I need to improve my oral English and listening abilities. 
(3/76-79; q 167) 
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Moreover, since the time of 'An army crossing a one-log bridge" (Jin and 
Cortazzi, 2006: 10) was over, exams at university level are no longer as 
crucial as the National Entrance Exam. Students were left more space to 

explore other aspects of language learning that were different from 

exam-oriented language learning. 

As reported by interviewee 18, 

From middle school, it was exams that told me how well I studied. 
However, in the university there were not so many exams. Little 
chance was given to us to reflect on our own learning 
(18/128-130; q168) 

In relation to his effort of creating an English environment with his 

classmate (see section 4.3.3) to practise language use, the attention that 

they paid to communicative ability was self-evident. 

In addition, interviewees also reported real language use in other subject 
learning. For example, in addition to the accounts by interviewee 9 in 

section 6.3.1.1 he said, 

Although there are also exams in the university, I think in good 
university such as Tsinghua, English is needed for daily life, and it's 
urgent. Here we had so many English lectures. (9/157-159; q169) 

According to interviewee 9, the major difference between the tertiary level 

and secondary school environments was that English was in real life use in 

the former. Constant English lectures and other student audience's 

responses to the lectures changed interviewee 9's conception of English 

from being an exam subject to a tool for communication. He even 

anticipated the status of English in his future career. Moreover, with 

reference to interviewee 6's account in section 6.2.2, English was used as 

1 It is a typical Chinese folk metaphor, describing the fierce competition of the National Entrance 

Exam 
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an instructional language in his major courses. This could hardly happen in 

secondary schools. Both examples indicated a tendency to emphasise 
English language use in the tertiary environment, which consequently 

affected the students' perceptions of English language learning and 
learning behaviours. 

6.3.1.2 Early pleasant English language learning 

English did not have an official position in primary schools until the 

implementation of National English Curriculum Standards (NECS) in 2001, 

which means that most Chinese students have had six years of formal 

school English language learning before they entere university. However, 

as can be seen from the Appendix IX, 19 out of 25 interviewees and 394 

out of 431 questionnaire respondents (Q No.. 5 in Appendix XXXIV) had 

early English language learning experiences, either in primary school or at 

home. This was normally thought of as an advantage that could contribute 

to students' later English language learning. Moreover, unlike the didactic 

knowledge transmission method at secondary school, teaching methods 

for young children were often reported as diverse and activity based which, 

according to some interviewees (see Table 6-5), contributed to their 

understanding of the learning of English for communicative uses. 

For example, interviewee 21 described his English language learning at 

primary school: 

At that time, English language learning was genuinely based on 
your interest. We did not learn it for exams [ ... ] teachers were very 
good. They made you involved in all kinds of activities, singing 
English songs, acting out short plays. it was a time you learned 
English as a language for use (21/9-10; 13-15; q170) 

As can be seen from interviewee 21's quote, English learning at primary 

school did not have any pressure from exams, and teachers used different 

activities that involved language use. These had influences on his 

235 



understanding of what English language learning meant, for example, he 

argued that English language learning should be aimed at communicative 

use (see Table 5-5). 

A similar account was given by interviewee 8 who had been immersed in 

an English-language-use supporting family environment since she was 

young. 

I like listening to English songs and watching English movies, 
perhaps because my parents both liked these. There were many 
videos in my family. My father once was trying to take TOFEL and 
my grandpa was an English teacher [ ... ] (8/31-33; q171) 

The general impression was that English was very important and I 
had frequent contact with it. In fact, liking it was largely because of 
habit. They said good night to me since I was a little girl. Gradually 
English became part of my life (8/114-116; q172) 

What interviewee 8 suggested was that she could have access to rich 

English learning resources at home: English videos, an advanced English 

learner (her father), and an English teacher (her grandpa). Moreover, the 

more capable others in her family seemed to create an English 

environment for her deliberately by speaking English to her. These seemed 

to work as a positive influence on her attitude towards English: she was not 

only interested in English but also recognized its importance. According to 

her, a language use environment such as in her family aroused her 

genuine interest and consequently a strong motivation to learn English. 

My interest in English was fostered in childhood [ ... ] Thus I was 
motivated to learn. I thought interest was the most important factor' 
(8/80-81; q173) 

As indicated by Ryan and Deci (2000), humans by nature display a quality 

of curiosity, activity, and exploration. It was not surprising that almost all 

interviewees (except for 3) who had early childhood English language 

learning experiences reported their strong interest in English language 

learning at their first contact with English, commonly involving English 
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games, songs, rhymes etc. In a way, children were put in an English 
language environment where language learning was thought to take place 
by using the language. 

It is worth mentioning that English as an optional subject at primary schools 

often contributed to students' understanding that English language 

learning should be aimed at language use, which led to some interviewees' 

attempts to balance English language learning that was oriented towards 

academic success with communicative ability. However, quite a few 

interviewees unfortunately were seen to give up the idea of English 

language learning that was oriented towards communicative use due to the 

powerful instructional intervention for instrumental requirements. 

6.3.2 Teachers' pedagogical concerns on communicative 

language use 

As stated in section 6.2.5.1, the teachers' own professionalism and ways of 

teaching had great influence on student conceptions of English language 

learning and actual learning behaviours. Hu (2003: 306) claims that a 

striking feature of the traditional Chinese conceptualization of education is 

that it considers learning 'more as a process of knowledge accumulation 

than as a practical process of knowledge construction and use'. The data 

suggested that teachers in secondary schools tended to employ a 

knowledge-transmission approach for various reasons (see section 6.2.2). 

However, this did not mean that none of the teachers paid attention to 

communicative language use in classroom teaching. In fact, as Table 6-5 

shows, interviewees pointed out that some teachers incorporated 

language use into their classroom practice or intentionally highlighted the 

importance of language use in classroom instruction. 
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6.3.2.1 Language use oriented classroom practice 
Although the common assumption was that high stakes exams had a 
strong 'washback' effect on teaching and learning, Alderson and Wall 
(1993: 126) argue that little research evidence indicates that exams impact 

on the way that teachers teach English except that the content of language 
instruction might be shaped by exams. As the data shows (see Table 6-5), 

there were teachers reported as having emphasised language use in 

classroom practice. A typical example was given by interviewee 3 who 

compared two of his English language teachers: 

My first English teacher in high school taught little about grammar, 
mainly about listening and speaking. With brief explanation of 
language points, she asked us to act out dialogues. I felt quite 
unhappy since other classes all did reading comprehension 
exercises and we did nothing. I once asked her and she said 
different roads merged in the same end. Most importantly, English 
should be learned in order to use it. (3/51-54; q 174) 

Then we changed an English teacher. She paid much attention to 
grammar. Language points were scrutinized in detail. She said 
once we were familiar with grammar, we could understand long 
sentences by analysing their structure. (3/55-57; q 175) 

In the same teaching environment, interviewee 3's two English teachers 

had different opinions on English language learning: the first one 

emphasised language use and the second one stressed linguistic forms 

such as grammar. This example showed that teachers could decide for 

themselves how to teach: to promote communicative ability or to enhance 

exam knowledge. 

For interviewee 17, preference for communicative ability was possibly 

more to do with the teacher's own educational background. She described 

her English class as follows: 

Our English teacher was very good. She came back from the U. S. 
and her English proficiency was quite high [ ... ] In addition to 
textbooks, we had extra English classes. Each lesson we were 
asked to listen to tapes, then she would explain sentences. 
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Afterwards, we had plays, dialogues etc. quite interesting (17/21; 23-25; q 176) 

Obviously, her teacher paid attention to a pedagogical concern both for 
linguistic forms and for language use by combining school textbook-based 
learning with an extra English class that was intended to cover the 

communicative function of the language. In addition, she mentioned that 
her teacher had educational experience from an English speaking country, 

which also contributed to the use of task-based activities that favoured the 
development of a communicative ability. 

It is worth mentioning that teachers' intentions to emphasize language use 

were not necessarily appreciated by students such as interviewee 3 who 

were under pressure of exams. However, he admitted the value of such a 

way of teaching when he recognized the importance of communicative 

ability when he entered university (see section 6.3.1.1). For interviewee 17, 

communicative ability was certainly part of her concern in English language 

learning, which was evident in her effort to create an English language 

environment and practise English with her classmate (see section 4.3.3). 

6.3.2.2 Guiding students to English language use 

As reported by 3 interviewees (see Table 6-5), even if teachers focused on 

prescribed textbook knowledge in English language teaching, their 

reminder of the communicative ability in language learning could be 

influential. For example, interviewee 13's report of her teacher's 

suggestion of immersion in an English environment was quite enlightening: 

She (the English teacher) told us to watch English movies, news etc. 
She said she played English songs to her daughter since the baby 
was born. Even though the child could not understand it, she could 
articulate English words when she was able to speak (13/29-32; 
q 177). 
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It seemed her teacher's demonstration of the importance of making contact 
with authentic English had had an influence on her (see Table 4-2) 

A similar example was given by interviewee 18, 

Quite a few students with competent English looked down upon her 
(the English teacher's) spoken English. However, she knew how to 
guide us to improve our overall English abilities, which was never limited to coping with exams (18/38-40; q178). 

Although interviewee 18 also engaged in exam-oriented language learning 
(see Table 4-1), he certainly was aware of the importance of 

communicative ability and of preparing himself to be a competent language 

user (see section 4.3.3) 

Apparently, when teachers applied communicative language teaching 

methods intentionally in classrooms, or at least gave some guidance in this 

aspect, students were more apt to aim for the goal of communicative ability 
in their language learning. Answers to Q No.. 50 'college English teachers' 

role in English language learning' revealed a similar finding, which is 

illustrated in the table below. 

college English language teachers' 
role 

Percentage 

Provide learning direction 277(64.6%) 
Introduce learning methods 230(53.6%) 
Transmit knowledge 204(47.6%) 

_Evaluate 
learning outcome 133(31%) 

Be responsible for teaching 110(25.6%) 
Answer students' questions 105 (24.5%) 
Monitor students' progress 96(22.4%) 
Make learning plan . 

82(19.1%) 
Table 6-6 (Questionnaire results): Students' view on college English language teachers' 

role (n=436) 
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Since the majority of students (347 respondents, 81.1 %) to Q No.. 49 (see 
Appendix XXXIV) reported that their future English language learning was 
for communicative language use, their expectations of the teachers' role 
were significant for an understanding of what could possibly influence their 
English language learning for such a purpose. As can be seen from the 
table, more than half of the students indicated that the teachers' way of 
teaching and their provision of a learning direction were crucial, which 
implied that how teachers teach would have a great impact on student 

conceptions, and/or behaviours for English language learning. 

6.3.3 Prestigious teaching and learning resources 

Hu (2003) states that English language teaching in coastal and more 
developed regions in China is marked by its advanced facilities, localized 

textbooks, better teacher qualifications and identification with language 

use, all of which informed the diversity of pedagogical practices that are 

appropriate to a weak version of communicative language teaching. The 

data (see Table 6-5) not only confirmed such an opinion but also 

suggested that profiles of schools, regardless of geographical locations, 

had a similar advantage or disadvantage in the provision of facilities, 

textbooks, teacher resources, and newer teaching ideologies. As teaching 

ideologies have been discussed in section 6.3.2, this section focuses on 

how teaching and teacher resources in prestigious areas influenced 

student conceptions and behaviours for English language learning that 

was oriented towards gaining communicative ability. 

As Table 6-5 shows, 5 interviewees stated that prestigious areas provided 

better teaching resources such as textbooks that narrowed the gap 

between English language learning in classrooms and English language 

use in the target country, which accordingly influenced their conceptions 

and/or behaviours for English language learning that was oriented towards 
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communicative language use. For example, when interviewee 2 entered 
high school in a bigger city, he had the chance to use an experimental 
textbook: 

In the past, there were few pictures in textbooks. If there were any, 
they were drawn manually. Our teacher foresaw the situation. He 
felt the experimental textbook, which is currently used nationwide, 
was good, then ordered it for us. The textbook was indeed good. 
(2/96-99; q 179) 

Traditionally, each round of educational reform would start in small sample 

areas, with the use of new textbooks or the application of a new pedagogy, 

which most probably took place in the more developed areas such as on 

the coasta or in the big cities. Interviewee 2 was fortunate to use the 

experimental textbook before it was authorized for use in all places by the 

MOE. This would be very unlikely to happen if he had remained in his 

middle school located in a smaller town. According to interviewee 2, 

textbooks were important media that connected classroom English 

language learning with real life language use. In relation to his account of 

reading novels of original English, and for example, imagining real life 

scenery according to the book's description, advanced textbooks seemed 

to have influenced his way of learning English. 

Interviewee 8 gave a similar example by comparing textbooks used in two 

types of schools: city key school and ordinary school. 

Middle school (city key school) 

Our school paid much attention to English pronunciation. In some 
classes we were taught the International Phonetic Alphabet. 
Moreover, apart from the national textbooks, we had two textbooks 
used by Hong Kong secondary schools. The vocabulary size was 
larger and the grammar was more complex. The textbook was 
closer to real life. Our middle school was the best in the city and our 
g rad uation score was the best (8/88-9 1; q 180) 
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High school (ordinary school) 

What we learned were those textbooks that emphasised grammar 
and the themes were quite old fashioned. I felt there was nothing 
new and wished to learn from new textbooks or even to learn from 
foreign textbooks. (8/15-16; q 181) 

According to interviewee 8, high profile schools had a better quality of 

education, at least in terms of providing better textbooks. For example, her 

middle school used Hong Kong textbooks, which in her words were 

authentic English, in addition to the ordinary ones. However, in her high 

school, the textbooks were the ordinary nationwide ones that were 

authorized by the MOE. 

Profiles of universities were also seen to have a role to play in influencing 

students' conceptions and/or behaviours, that were oriented towards 

English language learning for its communicative use. For example, 
interviewees from Tsinghua University mentioned the opportunity to attend 

seminars given in English and major courses given in English (section 

6.3.1.1). However, students in other universities did not report such 

information. 

At the same time, a few interviewees (see Table 6-5) mentioned that 

teacher resources were better in prestigious areas; for example, there 

were teachers from native speaking countries in economically developed 

regions or high profile schools. For example, interviewees 2,7, and 15 

reported that they had native speaker teachers in their high schools. 

Obviously, such good teacher resources had a great influence on students' 

English language learning behaviours that were oriented towards gaining 

communicative ability. For example, these interviewees had the 

opportunity to practise oral English, improve written language, and have 

contact with new ways of thinking and learning. Compared with such good 

teacher resources that helped them to be exposed to authentic English 
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language used by native teachers, students from ordinary schools were left 

far behind. 

Although there were various reasons for interviewees to conceive 
language learning as concerned with its communicative use, better 

teaching resources such as advanced textbooks and teacher resources 

certainly had an important role to play. 

6.3.4 Language schools in the society 

Apart from the factors discussed above, various types of language schools 

were also reported (see Table 6-5) as an undeniable force that helped 

spread the desire for gaining communicative ability among English 

language learners. 

One of the most popular language schools, namely, Crazy English, was 

mentioned by interviewee 4, 

My uncle, he was an English professor in a university. He 
suggested I try Crazy English. Li Yang English inspired me a lot. I 
obtained lots of information. Even for the sake of exams, I should 
listen more and speak more, it is very useful (4/42-44; q 182) 

Li Yang's idea has much influence on me. I enjoy losing face (4/79; 
q183) 

Crazy English is very useful. It dares to challenge the tradition, 
holding spoken English can make the breakthrough of reading 
comprehension, listening, and exams. Think it over, it is true (4/37-3; 
q 1849) 

Crazy English or Li Yang English (the inventor) has gained widespread 

popularity among Chinese learners since it largely emphasises oral 

English. Moreover, the Inventor used his own experience, as a failure in 

traditional classroom learning terms, but a successful English speaker 

suggesting the importance of speaking skills. He believed that spoken 

English helped improve his other skills, including doing exams. It seemed 

that this language school was able to solve all problems, which attracted 
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much attention from the society including English professors such as 
interviewee 4's uncle. By taking the course, interviewee 4 also accepted 
his teaching ideology. 

Another equally famous language school, New Oriental School, was 
mentioned by interviewee 8. 

After graduation from middle school, my father sent me to New 
Oriental School and registered me with the spoken English course, 
American accent [ ... ] afterwards, I felt our English teacher's 
pronunciation was quite poor. I was uncomfortable listening to her 
English. (8/9-10; 12-13; q185) 

A common feature of these language schools was that they criticized 
formal school education that had for a long time been knowledge-oriented 

and ignored abilities to use the language (Ross, 1992), which won high a 

reputation among students. As discussed in chapter 4, quite a few 

interviewees in the present study reported their use of Crazy English 

Magazine as supplementary reading to enhance their contact with 

authentic English. Moreover, differences in teachers' competence in 

spoken English, as described by interviewee 8 also appeared to be a 

reason for the popularity of language schools. The awareness of language 

learning for communicative ability as strengthened by language schools in 

the society seemed to be positively taken in by interviewees in the present 

study. 

In summary, several factors can affect the extent to which students 

conceived successful English language learning as academic success or 

communicative ability and the corresponding approaches to achieving it. 

Such a fact had already caught Chinese educators' notions and measures 

had been taken to help bring positive influences on students' conceptions 

and behaviours for English language learning, for example, with an 

orientation towards gaining communicative ability. According to Li and 
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Wang (2001), the possibility of changing the format of the National 
Entrance Exam, for example, putting emphasis on abilities such as writing 
and oral exams had been discussed. Moreover, College English Test Band 
4 has incorporated listening and speaking into the exam (Jin and Yang, 
2006). 

6.4 Complexity of influences on students' conceptions, 

and/or behaviours with regard to successful English 

language learning 

Influences on students' conceptions, and/or behaviours with regard to 

successful English language learning were complex. First, as seen from 

the above discussions, influences on students' conceptions and 
behaviours sometimes were difficult to separate. When interviewees 

described their learning behaviours; either with an orientation towards 

academic success or gaining communicative ability, occasionally, their 

conceptions were embedded. Second, even though there was a general 

distinction between influences on students' conceptions, and/or 

behaviours, that were oriented towards English language learning for 

academic success and gaining communicative ability, some source of 

influences potentially could affect students in either trend. For example, 

teachers can influence students' conceptions, and/or behaviours for 

English language learning that were oriented to either direction. Third, 

there were other aspects or types of influences that were reported to have 

influenced students' English language learning in general. Given that the 

first two have been discussed in previous sections, the present section 

does not further describe the differences between influences on students' 

conceptions and reported behaviours, or distinguish on which orientation 

of success the influences had, but focuses on the complexity of influences 

on students' various attributes that contributed to their desire for successful 
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English language learning, either for academic success or gaining 
communicative ability. 

6.4.1 A teacher as a whole person 

With regard to Figure 6-1, teachers' influences on students' English 

language learning extended far further than the methodological aspects 

such as those discussed in section 6.2.2. and section 6.3.2. For example, 
teachers could be role models for learners, encouraging them to take on 
learning responsibilities. As recalled by interviewee 19, he and his 

classmates were positively influenced by their teachers' attitude towards 

teaching. 

The teacher from high school ... I often went to his office and asked 
him questions. He always explained in detail. I really felt respectful. 
Since he spent so much effort on us, we should not disappoint him. 
All of our class studied hard (19/88-90; q 186) 

One of the roles teachers took was modelling. As can be seen from 

interviewee 19's quote, his teacher's patience, and sense of responsibility 

were fully displayed and taken in by the students. It became a powerful 

factor that sheds light on interviewee 19 and his classmates' learning. 

In addition to a teacher's own non-verbal behaviours that could be followed 

by students, their verbal encouragement, or actual care for the students 

turned out to be a strong motivation for students to learn better. 

My teacher cared a lot about me and made me feel interested in 
English. I thus wanted to learn it well. Every day I learned it quite 
seriously (17/8-10; q 187) 

Her encouragement was quite influential and motivating me to learn. 
I was a poor student in primary school. When you were in a new 
environment and people surrounding you often praised you, you 
would want to learn well (17/51-54; q 188) 

As pointed out by interviewee 17, without her English language teacher's 

encouragement, she could not have been able to learn English well, then 
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other subjects well and finally enable herself to enter a provincial key 

school with competitive scores. 

For interviewee 23, his special treatment was to learn extra English after 

school. 

Our teacher treated us few better. She always had follow-up 
lessons for us after school, for example, learning New Concept 
English. I learned well and had some interest [ ... ] our teacher paid a 
lot of attention to me. I felt ashamed if I did not work hard (23/7-8; 
24-25; q 189) 

In general, the most important influence of a teacher's special care was the 

interviewees' strong feelings of being highly valued. As a natural 

psychological return, they wanted to show better learning outcomes in 

order to justify such value in the community where learning took place. 

These examples suggested that teacher influences on the students' 

English language learning were not restricted to a specific orientation 

towards success, for example, academic success or gaining 

communicative ability. 

In fact, compared with other sources of influence, teacher influences 

appeared to be the most significant according to the questionnaire data (Q 

No.. 19 see the following table). 
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Frequency Percent 
Valid 
Percent 

Cumulative 
Percent 

Valid teacher 211 48.4 51.1 51.1 
parents 10 2.3 2.4 53.5 
classmates 13 3.0 3.1 56.7 
myself 176 40.4 42.6 99.3 
media 
material 

3 .7 .7 100.0 

Total 413 94.7 100.0 
Missing 999 23 5.3 
Total 

1 
436 100.0 

Table 6-7 (Questionnaire results): Sources of influences on my English language 
learning (n=436) 

As for the concrete aspects of teachers' influences, questionnaire 

respondents further provided the following information (see Q No.. 20). 

Frequency Percent 
Valid 
Percent 

Cumulative 
Percent 

Valid oral English 56 12.8 15.6 15.6 
knowledge 77 17.7 21.5 37.2 
character 50 11.5 14.0 51.1 
being 

32 7.3 8.9 60.1 
responsible 
teaching 138 31.7 38.5 98.6 
methods 
fairness 2 .5 .6 

99.2 
the ability to 
arouse my 2 .5 .6 

99.7 
interest 
exercise 1 .2 .3 

100.0 
Total 358 82.1 100.0 

Missing 999 78 17.9 
Total 1436 100.0 

Table 6-8 (Questionnaire results): Teachers' influences on English language learning 

(n=436) 
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As shown in the above table, various aspects of a teacher's quality were 
reported by students as having had an influence on their English language 

learning, which were diverse and complex. 

6.4.2 Family education on general learning 

In addition to the distinctive influences on student conceptions, and/or 
behaviours for English language learning that was oriented to academic 

success (see section 6.2) or gaining communicative ability (see section 

6.3), family education had some areas of influence on the students that 

contributed to their language learning success, which were complex and 

might vary from one family to another. The following section will provide 

examples of two aspects: the family's attitude towards learning, and the 

encouragement of students' to become independent as reported by some 

interviewees (see Figure 6-1), and will suggest that these could influence 

the students' general pursuit of success in their preferred orientation. 

6.4.2.1 Attitude towards learning 

7 interviewees (see Figure 6-1) mentioned that their attitude towards 

English language learning came from family influences. Taking interviewee 

3 for example, the message he received from his parents was that effort 

was the most important factor for successful learning and achievement 

could only be obtained by hard work. 

R: Could you possibly tell me why you studied harder when the 
teacher said your English was poor? ' 
E: This perhaps was related to my family education. From very 
young, my parents told me that I should have ambition. They would 
not require me to be the best, but they asked me to try my best. So 
when the teacher said I was not good, surely I would not-feeling 
that depressed or giving up. Because feeling depressed was no 
help for improving your score. So I continued to study hard 
depending on my own efforts (3/153-156; q190) 
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Under the influence of his family education, interviewee 3 had a strong 
belief that effort improved learning. When he was told his English was not 
good enough, he attributed it to insufficient effort. Rather than feeling 
depressed, which was unhelpful in changing the situation, he chose to 

make more effort. Undoubtedly, such a learning attitude plays an important 

role in encouraging learners to improve their learning. 

Likewise, interviewee 15 also felt that her parent's own behaviour was the 

best example for the children. Her mother's attitude towards career and 

ways to solve problems etc. all became important references in dealing 

with her learning difficulties. For example, 

R: Why you did you say were more likely to be motivated by failure 
than success? 
E: Perhaps it was because of the enlightening education I received, 
with potential influences. For example, my Mum is a person who 
works hard and seriously. She is very strong and has quite high 
social status. Her success in her career made me have certain 
opinions about society. That is, you should use your own abilities to 
solve the conflict surrounding you, regardless of how other people 
comment on you. Perhaps it was due to my respect for my Mum 
(15/159-162; q191) 

Interviewee 15 witnessed her mother's way of working, dealing with rumour 

and the fact of being successful. What she learned from this was to aim at 

success, to positively evaluate failure, and to persist with her own goal, 

which was displayed in her strong determination to face challenges (see 

section 6.4.4.3). 

Unlike them, interviewee 10 reported that her family education made her 

not want to waste time on learning that did not bring a learning effect. 

The teacher asked us to copy words. It was too late and I wanted to 
sleep [ ... ] my parents helped me do it (10/174; 176; q 192) 

This family event seemed to have explained why she reported little activity 

in English language learning (see Table 4-1 and Table 4-2) because 

251 



I also tried to force myself to learn English, but there was no effect. I felt this period of time had been wasted, which I otherwise could have used to do lots of other things. (10/104-106; q 193) 

In her view, time should be spent on things that were useful or effective. 
Just as copying words was disregarded by her parents, so she rejected 
English language learning. 

6.4.2.2 Independence 

According to Figure 6-1,5 interviewees articulated that they benefited from 

a family education on independence, and therefore could take 

responsibility for their own English language learning. For example, both 

10 and 17 reported their parents' intention to help them become 

independent by giving them the right to make their own decisions on 
learning. Neither family laid pressure on the children as to what level at 

school they should achieve. For example, 

My parents both trust me. We are quite independent. When we got 
back home, each did his/her own work. I had a lot of space for 
autonomy. In general, no one interfered with the others' business 
except for necessary discussions on important family issues [ ... ] for 
my study, they had no requirements, and it was all dependent on 
myself (10/170-172; q194) 

Interviewee 10 enjoyed much freedom in her family. The family tradition 

was that everyone took responsibility for his or her own business. She had 

no pressure from her parents in terms of her school record and had to 

make decisions about her learning. In this regard, interviewee 17 had a 

similar experience: 

My parents did not have special requirements for me. They only 
asked me to be aware that learning was my own responsibility. 
Because I learned music when I was young, perhaps because of 
this, I did not think exam results were that important (17/19-20; 
q195) 

For interviewee 17's parents, the basic and only requirement was that she 

took responsibility for her own learning. 
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As can be seen from the above quotes, neither of the families gave 
concrete instructions on what goal should be aimed at or how to achieve 
the learning goals. However, they affected the children in one most 
important aspect for any successful learning, taking responsibility for their 

learning. 

6.4.3 Chinese proverbs/learning mottos 

As shown in Figure 6-1, a few interviewees had attributed their conceptions 

or behaviours for English language learning to certain Chinese 

proverbs/learning mottos. In other words, students felt these 

proverbs/mottos influenced their English language learning. However, 

such influences were complex and diverse, and it was difficult to conclude 

that they had causal effects on any particular aspect of their English 

language learning. The typical proverbs were presented as follows: 

1. Practice makes perfect (3/103; q 196) 
2. Pore over one's books by the light of a candle (2/107; q 197) 
3. Value lies in being persistent (5/194; q198) 
4. Fist does not leave your hand; music does not leave your 

mouth (20/225; 199) 
5. Master brings you into the door, cultivation is yours. (4/172; 

8/126; 19/167; q200) 
6. No pains no gains (7/153; q201) 
7. Hair hanged; thigh pierced 2 (23/139; q202) 
8. Interest is the best teacher (16/10; q203) 

These proverbs can be summarized into four main themes: effort (No. 1 -4), 

learner responsibility (No. 5) strong will power (No. 6-7), and interest (No. 8), 

2 It comes from an ancient Story. A man named Su Qin (BC 376 in the War Period) who hung his 

hair to the ceiling and used the nail to pierce his thigh in order to keep himself awake in reading. He 

finally became a Minister who united 6 kingdoms against the Qin Kingdom which was the most 

powerful at that time. This story became a famous one for teach young children to make effort in 

learning. 
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which well fit into some of the conditions for language learning success 
such as was reported by the interviewees in chapter 5. 

In the questionnaire data (Q No.. 51), more proverbs wýere reported by the 

participants in addition to the ones found in the interview data. The new 
proverbs were grouped on the basis of themes, which are illustrated in the 
following table (see Table 6-9). 

Frequency Percent 
Valid 
Percent 

Cumulative 
Percent 

Valid constant review 18 4.1 6.1 6.1 
reflection 13 3.0 4.4 10.5 
be persistent 52 11.9 17.6 28.0 
collaborative 
learning 4 .9 1.4 29.4 

self-confidence 17 3.9 5.7 35.1 
hardworking 102 23.4 34.5 69.6 
Reverence for 

28 6.4 9.5 79 1 
education . 
strong will 48 11.0 16.2 95.3 
do not waste 14 3.2 4.7 100.0 time 
Total 296 67.9 100.0 

Missing 999 140 32.1 
Total 1 436 100.0 
Table 6-9 (Questionnaire results): Students' reported learning mottos for language 

learning 

As can be seen from the above table, the questionnaire findings were 

similar to the interview data report. For example, effort that included both 

'hardworking' (102,34.5%) and 'be persistent' (52,17.6%) appeared to be 

at the top of the list., 'Strong will' (48,16.2%) appeared to be in the second 

position. As seen from the themes of the learning mottos, they were 

relevant to various aspects of learning: methods (e. g. review, reflection, 

collaborative learning), affective state (e. g. strong will, self-confidence), 
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belief (e. g. reverence for education, valuing time), which were all 

considered to be important aspects for learning English successfully. 

6.4.4 Individual factors 

As shown in Figure 6-1, individual factors were reported by some 
interviewees as having affected their English language learning in two 

main respects: students' previous language learning experiences, and 

personality. However, given that the present study involved 25 individual 

students' language learning experiences; it was difficult to exhaust all the 

individual factors to examine how they influenced students' English 

language learning. The present section, therefore, focuses on typical 

examples of individual factors that had influences on students' later English 

language learning. 

6.4.4.1 Language learning contingencies 

Although learners' previous language learning experiences generally 

contribute to their later language learning process (e. g. Ushioda, 2007), 

the data (see Figure 6-1) suggest that some particular learning 

contingencies could have dramatic effects on the interviewees' later 

English language learning. 

For example, both interviewees 2 and 4 encountered learning difficulties in 

high school (see section 4.4.3). They could no longer use their previous 

way of learning English grammar and were puzzled. However, such 

difficulties simultaneously provided them with the opportunities to find 

solutions, which resulted in an increase in motivation. For interviewee 2, 

his chance to read his first English novel started to bring back his 

confidence. 
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E: [ ... ] Then by accident, I saw my classmate read a book, Bookworm, did you hear of it? 
R: Yes. 
E: [ ... ] that was my first time to contact English. I felt quite good and 
started to read it. My English improved ever since then (2/58-66; 
q204) 

The first book of Bookworm, the English novel series, became his 
transitional point in English language learning. His motivation in English 

also started to change from extrinsic motivation to intrinsic motivation (see 

section 6.2.3). Similarly, interviewee 4 was recommended to try a new 
English learning material, Crazy English (see section 6.3.4 q182), which 

enlightened him in English learning. That was, grammar was embedded in 

language sense (see section 4.3.2.2) rather than rigid memorization. His 

interest in English grew along with his increasing feeling of competence in 

'language use in areas such as listening and speaking. 

Bookworm and Crazy English, which were both popular English learning 

materials among Chinese learners, seemed to function critically in 

interviewee 2 and 4's English language learning experience. 

However, for interviewee 21, his experience seemed to be more dramatic. 

After entrance into high school, he accidentally achieved a very high score 

in his first exam, which became a huge stress for him since his teacher and 

parents all expected him to keep that position. 

I did not get a good graduation score when I entered high school. I 
therefore had planned to study step by step in order to make 
gradual progress. Surprisingly, I got a very good exam result in my 
first exam in High School, No. 3 in the whole grade. I felt this was 
the worst exam I ever took because afterwards, my mentality 
changed. In fact, in high school, it was normal for a student to fall 
over 10 ranks since even 5 points due to a poor result in one subject 
would result in your falling. At that time, parents, teachers often 
asked me why I fell so much. It was that type of pressure, too much 
pressure ... I gradually lost my enthusiasm. (21/57-63; q205) 

It is worth mentioning that whether an accident was to be developed into 

changes that were more positive or not seemed to lie in both interviewees' 
256 



internal qualities and external relatedness. On the one hand, without 
interviewee 2 and 4's conscious effort to find solutions to their learning 
difficulties and their persistence in trying something new, Bookworm and 
Crazy English would just remain a different type of learning material on its 

own. On the other hand, interviewee 21 could have retained his motivation 
in English and improved his learning if he had been able to adjust his 

emotional depression caused by one exam loss, which however appeared 

not to be the case. 

In a way, the different ways reported by interviewees 2,4 and 21 to deal 

with learning their difficulty that was emergent in the language learning 

process became important factors that influenced their future language 

learning. 

6.4.4.2 Different learner independence 

Another instance of individual diversity was that learner independence 

could be developed in different ways and had different impacts on 

students' English language learning. As shown by Figure 6-1, some 

interviewees reported that their independence in language learning 

resulted from their being left unattended from an early age. For example, 

The best thing my family gave me was independence. Since Grade 
5 in primary school, my family hardly monitored me. My Mum and 
Dad worked in different places and my younger brother stayed with 
my Mum, I with my Dad. He was very busy at work. I stayed at 
home alone. I had to do everything by myself (2/326-328; q206) 

My Dad and I lived in a local community, with few playmates. I often 
played by myself. Set a target and did it. It became a habit. 
Following the goal, once you reached it, you felt very happy 
(2/336-337; q207) 

Interviewee 2 was in a lonely position, which generated his independence. 

It seemed he had a strong potential to adapt to such an unfavourable 

environment for children. His account of playing by himself suggested that 
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he had the capability to manage himself well. This initial experience of 
coping with difficulty became a rich experience in terms of dealing with 
learning difficulties (see section 5.4.1) 

Unlike interviewee 2, interviewee 10 reported how her family was 

supportive in fostering her independence (see section 6.4.2.2). However, 

such independence seemed not to have resulted in her taking full 

responsibility for her English language learning. As she reported, she had 

to go for private courses in order to survive exams (see section 6.2.4.4). It 

seemed that her independence and the freedom she enjoyed from her 

family had the opposite effect on her English language learning simply 
because she did not like English. 

6.4.4.3 Personality 

Personality was also mentioned by some interviewees (see Figure 6-1) as 

an important factor influencing their English language learning. For 

example, being aggressive or non-aggressive yielded different results in 

English language learning. On the one hand, interviewees 9, and 15 

attributed their English language learning to their strong characters. 

Interviewee 9 said: 

If my academic score was not good, I felt very bad [ ... ] it was 
self-dignity, part of my character [ ... ] When I was young I had 
shown my strong character, not easily giving up. For example, 
many students could not run an 800-meter race, I was the only one 
who did. (9/131-132; 136-137; q208) 

Likewise, interviewee 15 expressed that her strong character brought her 

strong motivation to learn even better after receiving discouraging 

feedback. She recounted the following: 

My English teacher had a biased opinion of me. Each time she 
asked others to answer questions except for me. For small quizzes, 
I could only get C whereas others got A. However, it was such 
treatment that encouraged me to work harder and become the best. 
I am that type of person with a strong character. (15/5-9; q209) 
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On the other hand, interviewee 11 suggested that her following of her 
teachers'way of learning was partially because of her character. She said: 

I was an obedient child since I was young. I would do as teachers 
told me to. (11/48-49; q21 0) 

In relation to her comments on her English language teachers' teaching 

(see section 6.2.3.2), it seemed that her personality indeed had great 
influences on her English language learning, for example, in following of 
her teachers' methods even though she did not like them. 

In summary, the complexity of influences identified in the present study can 
be summarized in the following table. 

Complexity of Aspects of influences Interviewees 
influences 
Teacher as a Motivation to learn English. Interviewees 2,3,6,7, 

_whole 
person 9,13,14,17, 19,23, 

Family education belief in effort; Interviewees 2,3,4,5, 
on general learning taking learning 7,10,11115, 17,20,24 

responsibility 
Chinese learning learning methods, affective Interviewees 2,3,4,5, 
mottos state, beliefs 8,10,16,19,23 
Individual factors confidence, taking learner All 

responsibility, learning 
methods 

Table 6-10 complexity of influences on students' English language learning 

It is worth noting that apart from these identifiable factors that already show 

complex influences on students' English language learning, situational 

factors such as the exact language classroom students were in were also 

not neglectable. As Figure 6-1 shows, students could enter a motivating or 

demotivating classroom, which possibly affects their subsequent 

conceptions, and/or behaviours for language learning in pursuit of 

success. 
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6.5 Summary 

This chapter has described students' reported influences on their 

conceptions, and/or behaviours with regard to successful English 

language learning. First, reported influences on students' conceptions, 

and/or behaviours for English language learning oriented towards 

academic success were presented and discussed. Then influences on 

students' conceptions, and/or behaviours for English language learning 

oriented towards gaining communicative ability were described and 

analyzed. This was followed by discussions of the complexity of influences 

on students' English language learning, with regard to teachers, family, 

Chinese learning mottos, and individual factors. 
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CHAPTER 7 DISCUSSION IN RELATION TO 

CONCEPTS OF LEARNER AUTONOMY 

7.1 Introduction 

This chapter brings together the data findings and explores Chinese 

students' conceptions relatable to learner autonomy theory in the literature. 

As stated in chapter 2, although literature in language education generally 

agrees that learner autonomy is a capacity, it at the same time suggests 
that concepts of learner autonomy may have cultural characteristics. 
Moreover, when such an argument is put forward, a distinction is often 

made between 'Western' and 'Chinese'. However, except for being argued 

at a theoretical level, the cultural characteristics of learner autonomy are 

seldom explored. The present study aims to fill the gap by investigating 

concepts of learner autonomy from the Chinese participants' perspectives. 

As stated in chapter 3, to avoid any imposition of learner autonomy theory 

on participants, the present study adopted a methodological strategy of 

not asking about autonomy directly but instead seeing whether it emerged 

from learners' accounts of successful English language learning. 

Findings of students' accounts of successful English language learning, 

including reported behaviours, conceptions of successful English 

language learning, and possible influences on students' conceptions, 

and/or reported behaviours have been presented and discussed in 

chapters 4,5 and 6 respectively. The current chapter comes back to the 

main focus of the present study, concepts of learner autonomy. Since the 

study aims to examine students' conceptions relatable to concepts of 

learner autonomy, this chapter differs in structure from the previous 

chapters (4,5, and 6) in that students' conceptions of successful English 

language learning come first and this is followed by reported behaviours in 

their pursuit of language learning success and possible influences on 
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students' conceptions and/or reported behaviours with regard to 

successful English language learning. 

The chapter first discusses students' conceptions relatable to learner 

autonomy theory, including links with literature descriptions of 'Western' 

and 'Chinese' emphases on concepts of learner autonomy and the 

$universal' core elements of learner autonomy. This is followed by 

arguments about the inadequacy of the current literature on learner 

autonomy theory in language education. Then the chapter moves on to 

discuss the possible relationships between students' conceptions 

relatable to learner autonomy and associated behaviours, which suggests 

that both consistency and inconsistency exist. Afterwards, the chapter 

discusses influences on Chinese students' conceptions relatable to 

learner autonomy and associated behaviours, which shows that political, 

economic, social, cultural, and individual factors all play a role. This again 

suggests that the current literature on learner autonomy in language 

education is limited. Based on the complexity of student conceptions, 

reported behaviours, and identifiable influences, the chapter ends with a 

holistic view on learner autonomy in English language education. 

7.2 Students' conceptions relatable to learner autonomy 

In this section, students' conceptions of successful language learning will 

be summarized. Then students' conceptions relatable to 'Western' 

features of learner autonomy theory and 'Chinese' features of learner 

autonomy theory will be discussed. It is noteworthy that the 'Western' 

emphases in the literature seem to be inadequate to explain these 

particular data findings and that the 'Chinese' emphases in the literature 

tend to gloss over the complexity of student conceptions. This is followed 

by a discussion of student conceptions relatable to 'universal' learner 

autonomy theory and new dimensions of learner autonomy. With research 
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evidence, the study challenges the 'Westerness' and 'Chineseness' of 
learner autonomy and states the inadequacy of learner autonomy theory 

in the literature. These bring about a more sophisticated understanding of 

concepts of learner autonomy. 

7.2.1 Summary of students' conceptions of successful 

language learning 

In chapter 5,1 illustrated student conceptions of successful English 

language learning, relative to three aspects: the nature of English 

language learning, the criteria for successful English language learning, 

and conditions for language learning success. To take the nature of 

language learning first, students had two distinct views: English as an 

exam subject, and English as a language for communicative use. Based 

on such a division, language learning success also entailed two types: 

academic achievement and communicative ability, which fitted with the 

respective notions of the nature of language learning. In accordance with 

such criteria, students reported necessary conditions for achieving 

language learning success. For example, to achieve academic success, 

they expected learner responsibility in completing the teacher's assigned 

or recommended tasks, to have a good teacher who can provide proper 

guidance, to adopt appropriate methods such as memorization and doing 

exercises, to bear positive attitudes, and to make an effort. Similarly, to 

obtain communicative ability, they thought there was a need to initiate 

one's own tasks, to use effective methods such as meaningful 

memorization, enhancing language sense and using the language, to 

have an interest in English, to be persistent in language learning, to be 

confident, to have good learning habits, and to have an English language 

environment. 
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Embedded in these conceptions, features that tended to accord with 
learner autonomy theory in the literature were revealed and examined. At 
the same time, new findings were explored, which will be discussed in 
detail in the following sections. 

7.2.2 Links with 'Western' emphasis in learner autonomy 

theory 

As emphasised in 2.1 'Westernwas used as shorthand meaning theories 

that are established in the 'West' in a geographical sense limited to 
Europe and North America. In chapter 2,1 reported that aspects such as 

willingness, freedom, and self-direction (see section 2.5) are emphasized 
in 'Western' learner autonomy theory in language education, all of which 

were found in the review of students' reported conceptions for successful 
language learning. 

7.2.2.1 Willingness to take responsibility for English 

language learning 

As argued by Ushioda (2007: 15), 'self-regulated learning can occur only 

when the ability to control strategic thinking processes is accompanied by 

the wish to do so'. In the literature, such willingness is often expressed by 

the assumption that learners accept the responsibility for learning (e. g. 

Sinclair, 2000: 7; Little, 1996). This seemed not to be a problem since 

students clearly stated that they were the learning action takers (see 

section 5.3.2.1 and 5.4.2.3). Nevertheless, just as Benson (2006a: 29) 

sounded the alarm, 4 ... we should be cautious in assuming that greater 

responsibility for learning enhances motivation independently of students' 

broader willingness to engage in the language learning process'. The 

comments of students in the present study also suggested that 
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acceptance of learning responsibility and the willingness to learn were two 
different issues. 

Willingness, as exemplified in learner autonomy theory in language 

education is often referred to as 'intrinsic motivation' (e. g. Ushioda, 1996; 

Littlewood, 1996) that exists both 'within individuals' and 'in the nexus 
between a person and a task' (Ryan and Deci, 2000: 56). In the former 

sense, learners are profiled as ones who have genuine interest in learning, 

and learn for its pleasure and the satisfaction of achievement (e. g. 
Ushioda, 1996); in the latter sense, learners' willingness to learn is 

preconditioned by the extent to which the learning process and learning 

contents are personally relevant (e. g. Little, 1991). Both senses were 
found in students' account in the present study. 

On the one hand, some students expressed that they had a genuine 

interest in English language learning. As discussed in section 5.4.2.1, 

students suggested that their interest in English language, English culture, 

or the ability to use the language, were their main driving forces for 

English language learning. Moreover, even though some of them did not 

like English at the beginning, their sense of academic achievement helped 

foster such an interest. On the other hand, some students found that 

English language learning was personally relevant, for example, they 

wanted to understand English novels, to use English to communicate with 

foreigners or to follow major courses that were taught in English (see 

section 4.3.1 and 4.3.3). 

7.2.2.2 Freedom to take responsibility for English 

language learning 

The freedom in learning that learners can exercise has always been a 

major concern of many autonomy advocates (e. g. Benson, 2001; 2006a). 
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For example, Benson (2001) emphasised important aspects of such 
freedom as being the free choice of the learning contents and of the 
learning process. Some students compared different stages of their 
English language learning, for example, learning in kindergarten or 
primary school, middle school or high school and university, and 
suggested that great differences in the support for learning freedom 

affected their degree of learner autonomy. As described in section 6.3.1.2, 

in pre-school and primary school, English was an optional subject and 
their learning was quite flexible and interest-based; in secondary and high 

school, English was a compulsory subject for the National Entrance Exam 

and their learning was prescribed; in university, English was a compulsory 

subject but students had choices about when to take the National Band 4 

Test. They felt that freedom for English learning fluctuated along with 

these key stages of school education, with more freedom at pre-school or 

primary and tertiary level and less at secondary level. A strict 

syllabus-driven and exam-tailored English education aroused some 

students' resistance to English language learning, which oppressed their 

autonomy. 

It is noteworthy that the data showed that freedom could be a double 

edged sword. Just as over constraint could oppress learner autonomy, 

excessive freedom possibly had a negative effect on learner autonomy in 

language learning. A typical example is interviewee 10 who was a fully 

independent person under the family education (see section 6.4.2.2). 

However, she did not like learning English and hardly reported any 

learning behaviours that could be associated with learner autonomy. As 

Benson (2001) alerts us, when learners were given the freedom to make 

all the choices in their learning, they might choose some objectives far 

away from the curriculum. 
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7.2.2.3 Self-direction as an indicator for learner autonomy 
As stated in chapter 2, self-direction is considered an indicator of learner 

autonomy in the 'Western' literature. For example, Holec (1981) stresses 
that if learners can direct all aspects of their learning, such learning is 

autonomous. Moreover, to consider the social dimension of learner 

autonomy, self-direction involves learners' exercise of agency including 

negotiating and collaborating with others (Benson, 2001; 2003). To be 

more concise, self-direction is often considered to be the state in which 
firstly, individuals can manage their own learning; and secondly, 
individuals can negotiate with influential others such as teachers in order 
to carry out self-directed learning. The data in the present study showed 
that self-direction was evident among students. 

The most notable evidence was that when learner autonomy for academic 

success was the prime goal for the given educational system, such as at 

secondary level, quite a few students nonetheless indicated the 

importance of English language learning for communicative ability. 

Students' conceptions of how to obtain communicative ability implied the 

active role of individuals in directing their own English language learning. 

Moreover, even when learning for academic success, which seemingly 

was other directed by influences such as exams or teachers, some 

students showed that their learning was not merely reactive to the system 

or the teachers' instruction, but rather involved informed choices, taking 

into consideration the system's requirements and individual personal 

goals. 

In the 'Western' literature on learner autonomy, another characteristic of 

self-direction is the students' initiative to negotiate with teachers in the 

language learning process (e. g. Benson, 2001; Dam, 1995). This was also 

found in the present study. As discussed in section 6.3.2.1, when students 

267 



found teachers did not provide the necessary input, which they expected, 
they tended to articulate their learning request. 

In summary, 'Western' emphasis in learner autonomy theory was found in 
Chinese studentsf conceptions of successful English language learning, 

which suggested that such conceptions were possibly not exclusively 
'Western'.. 

7.2.3 Links with 'Chinese' emphasis in learner autonomy 

theory 

As stated in chapter 2, 'Chinese' emphasis in learner autonomy theory 

pays attention to characteristics such as internalised willingness, 

manageable freedom, strong will, persistence, and teach e r-d i rection. 
These elements were found in students' conceptions. However, the data 

suggested that these themes could be more complicated than could be 

easily explained by resorting to traditional cultural traits. Since the role of 

persistence is closely associated with strong will, it is discussed under the 

heading of strong will. The following sections will focus on internalised 

willingness, manageable freedom to take the responsibility for learning, 

the role of strong will and teacher direction.. 

7.2.3.1 Internalised willingness to take the responsibility 

for learning 

It is worth mentioning that Ryan and Deci (2000: 6) state that extrinsic and 

intrinsic motivation are a continuum along which various types of 

regulation exist, depending on how 'internalized' they are. It is reasonable 

that the importance of English language learning and the values attached 

to it could be internalized by students. This could be understood from two 

perspectives. On the one hand, for some students who did not like 

268 



learning English for exams, they fully recognized that English, being one 
of the compulsory subjects for the National Entrance Exam could 
determine the type of university they could enter, which subsequently led 
to different job prospects. On the other hand, for some students who did 

not like learning English, they seemed to know that communicative ability 
was a prerequisite for a better career with the increase of international 

communication. In both cases, students showed that they managed their 

attitude towards English language learning because the seemingly 

external motivation had been internalized. 

The study verified the claims in the literature that willingness is an 
important component of learner autonomy. However, it also suggested 
that such willingness consisted of not only a natural affective attachment 
to language learning process and contents, but also of a choice of attitude 
based on the judgement of the overall factors that influence language 

learning. As discussed in section 5.3.2.5, students reported that they 

needed to have the right attitude towards English language learning, 

including both a positive attitude and a serious attitude. 

7.2.3.2 Manageable freedom for taking learner 

responsibility for learning 

As argued by Little (1991; 1996), freedom is always conditional. Therefore, 

the freedom to take responsibility for one's own learning can be managed 

freedom within constraints. In the view of students in the present study, 

constraints not only came from the educational system that prescribes 

everything regarding teaching and learning in English but also from the 

unbalanced accessibility to teaching and learning resources due to 

economic differences (see section 6.2.5) 
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In the first place, students were left few choices under the exam-oriented 
English language teaching practice. However, even though classroom 
learning was preoccupied with didactic teaching for exam purposes, 

students showed that individuals had many opportunities in their 

after-class English language learning. For example, maximizing 

opportunities to enhance English language input (see section 4.3.4), and 

practising language use (see section 4.3.5). Moreover, in areas where 

teaching and learning resources were poor, students suggested that they 

could take advantage of what they could manage and made the most out 

of it. This included prioritizing certain language skills such as reading over 

listening due to the lack of the necessary learning equipment. 

In both situations, strong learner autonomy was conveyed by the students' 

struggle with the given social structure. 

7.2.3.3 Strong will to maintain learner responsibility for 

English language learning 

As stated in chapter 2, both Confucius' doctrines of learning and other 

Chinese ancient learning theories put much emphasis on will power or 

persistence. They suggested that volitional control over unfavourable 

situations was a necessary condition leading to learning success. This is 

often referred to by some searchers (e. g. Rao, 2006; Jin and Cortazzi, 

2006; Hu, 2002) as characteristic of Chinese traditional learning culture. In 

relation to learner autonomy, Hsu (2005) argues that the Chinese version 

of learner autonomy entails will power or sustained motivation or 

persistence. 

An enormous quantity of the data showed that students emphasised the 

importance of strong will in English language learning. However, for them, 

such a notion was more to do with a justified willingness to take the 
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responsibility for learning than with concerns about the traditional culture 
of learning. Students provided three rationales for expectations of having 

a strong will in English language learning: the nature of language learning, 
the practical purpose of learning English, and human nature. 

As discussed in section 5.2, students' views on the nature of English 

language learning could be either English as an exam subject or language 

for communicative use. For the former, they needed to undertake a large 

quantity of repetitive memorization and practice that sometimes was 
frustrating. In such a situation, they felt that it was necessary for them to 

use strong will to adjust their emotional frustration (see section 4.2.5); for 

the latter, students thought language learning was a long term 

commitment, which involved authentic language input and language use. 
In an environment where English was a foreign language, they had little 

chance to use the language. This made it even more difficult for them to 

be persistent in obtaining language input through various media such as 

English programmes; English novels etc. with no channel to test and 

consolidate the learned language. In such cases, a strong will could help 

maintain persistence in English language learning. 

Not all students were willing to accept learning English as a compulsory 

subject. The pressure of dealing with exams often brought psychological 

hindrance to students. Even though some students liked English, they 

suggested that they felt depressed with preparations for exams. The 

situation was worse for those who had no interest in English. Under such 

circumstances, students reported the need to hold a positive attitude 

towards English language learning by means of a strong will (see section 

4.2.5). 

Some students mentioned that laziness was part of human nature and 

anyone could have a period of feeling unwilling to learn English but 
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wanting to do other things. All these concerns indicated the studentso 
belief in the role of a strong will in sustaining active involvement in English 
language learning. 

As can be seen from the above discussion, rather than concerns about the 
traditional culture of learning, students claimed that the role of a strong will 

was a necessary element in taking responsibility for their English 

language learning because of the nature of English language learning, 

and situational and human needs. However, hardly any literature in the 

'west' stressed such a point in discussions of learner autonomy in 

language education. The closest linkage is possibly Benson's (2001) 

notion of cognitive control, on which the concept of learner autonomy is 

based. He points out the need for learners to 'set their own priorities and 

agendas and attempt to control psychological factors that influence their 

learning' (Benson, 2001: 75). Although will power never explicitly comes to 

the forefront, it is implied in cognitive management. Students' voices on 

the subject of will power were a call for a broadening of our vision of 

learner autonomy. 

In fact, in educational psychology, Corno (2001: 196) argues that volition 

helps learners to prioritize commitments and gear involvement in 

self-regulated learning. There are good reasons for us to understand that 

learner autonomy in language education should not be limited to natural 

willingness or intrinsic motivation. 

7.2.3.4 Respect for teacher authority? 

As stated in chapter 2, some researchers (e. g. Jin and Cortazzi, 2006; Hu, 

2005; 2002) claim that Chinese students are commonly observed as 

having high respect for teacher authority since it is part of the Chinese 

culture of learning. Other researchers (e. g. Huang, 2007) are cautious 

about drawing the conclusion that respect for teacher authority is a cultural 
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tradition. For example, Littlewood (1999: 75) argues for another type of 
learner autonomy, I reactive autonomy' in his words, which means that 
learning objectives are initiated by teachers and learners engage with 
learning activities that react to the objectives. Likewise, Xu et al. (2004) 

overtly maintain that to understand teachers' objectives is the prime 
component for learner autonomy in China. 

The data in the present study seemed to be consonant with the literature 

in that students expressed their expectations of teacher-direction in 

particular, in terms of learning methods or appropriate learning materials 
in order to obtain academic success (see section 5.3.2). However, 

students did not respect teachers as authoritarian figures, but rather 

expected their authoritative functions to lie in leading them to effective 
language learning. This was especially the case in disadvantaged areas 

where teaching and learning resources were poor (see section 6.2.5). 

Students reported that relying on the teachers' guidance became their 

only possible means to achieve academic success. In relation to their 

strong voices on learner responsibility (see section 5.3.1 and 5.4.4), 

expectations of teacher-direction rather than pure respect for teacher 

authority tended to be their strategic choice for surviving an educational 

system rather than a pure respect for teacher authority. In fact, the 

willingness to obtain better learning methods from teachers implied a 

strong sense of taking the responsibility for learning. 

Moreover, examples of countering teacher authority were not uncommon 

in the data. For example, there were students who complained that 

teachers' ways of instilling learning were ineffective, which confirmed 

Huang's (2007) finding that Chinese students in his study requested 

teacher-learner dialogue and cooperation. Moreover, with growing 

confidence obtained from learning experiences, students showed that a 
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teachers' direction was only necessary for those whose English was at 
ordinary level. 

To date, hardly anyone challenges Dam's (1995) account of students who 

are able to initiate their own respective learning objectives and 
involvement in the various learning activities. However, to reflect on her 

initial stage of work, students were still put in a position to be directed by 

her new way of organizing the classroom English language teaching and 
fostering learner autonomy. Data findings in the present study suggested 
that teacher-direction was necessary in certain stages or situations of the 

students' English language learning, which however contained no 

evidence for the claims that it is because of a respect for teacher authority 

which is part of the Chinese culture of learning. 

7.2.4 Links with 'universal' learner autonomy theory 

As stated in chapter 2, literature on learner autonomy in language 

education is highly consistent in the claim that learner autonomy entails 

learners taking responsibility for their own learning. Such responsibility 

can be summarized into three aspects: the capacity to take responsibility 

(e. g. Holec, 1981); the willingness to take responsibility (e. g. Little, 1991; 

Ushioda, 2007); and the right to take responsibility (e. g. Benson, 2001). 

Among the three dimensions, willingness and freedom to take the 

responsibility are considered to have respective 'Western' and 'Chinese' 

emphases in the literature, whereas the capacity to take the responsibility 

appears to be the most widely accepted in the literature (e. g. Benson, 

2006a; Sinclair, 2000). Since the previous sections have discussed the 

first two aspects of such responsibility in relation to the data findings, the 

following section focuses on discussions about learner autonomy as the 

capacity to take responsibility for one's own learning. 
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7.2.4.1 Capacity to take responsibility for English language 

learning 

In chapter 2,1 quoted Holec's (1981) definition of learner autonomy as a 

capacity that can be elaborated into five aspects of the learning process: 
learning objectives, learning schedule, learning methods, monitoring with 

regard to learning rhythm, time and place etc., and evaluation. In other 

words, being a type of capacity, learner autonomy concerns the ability to 

identify learning objectives, to establish a certain learning pace with 

proper learning content, to find appropriate learning methods, to monitor 

the learning process and to evaluate learning outcomes. These ideas are 

generally found in students' reported conceptions, which are illustrated as 

follows: 

First, the ability to identify learning objectives. This appeared in students' 

frequent mentioning of their respective learning goals. In chapter 5,1 

classified two types of broad learning objectives reported by students: 

academic success and communicative ability. Moreover, as discussed in 

section 5.5, students' objectives tended to be complex. On the one hand, 

students' broad objectives are more complicated than would be 

represented by a neat distinction between academic success and 

communicative ability. As presented in section 5.5.1, some students 

chose academic success as a priori and left communicative ability for a 

later decision whereas others considered communicative ability as an 

objective that could cater for both objectives. On the other hand, under 

each broad objective, students revealed various sub-objectives that could 

be individual specific. Taking the objective of academic success for 

example, some aimed to be No. 1 in the class or even in the Grade, others 

aimed at a position within the top 10 in the Class, and still others simply 

aimed for a passing grade (see section 5.3.1). The situation remained the 
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same when examining data from students whose objective was 

communicative ability. For example, some students considered native like 

pronunciation and fluency as the goal and others thought the ability to 

express oneself and understand interlocutors including other non-native 

speakers was the objective. 

Second, the ability to establish a certain learning pace. Students showed 

unanimous recognition that language learning was not a once for all task 

and they were able to establish their respective learning paces, following 

their broad learning objectives. This meant to design practical agendas 

and stick to them. For example, to achieve academic success, students 

stated the importance of searching for exam-relevant materials and 

making effort to work on them. In a sense, their learning pace was 

subjected to the exam pace. This was particularly evident when the 

students came to the final year of high school and the National Entrance 

Exam was near, they showed an increasingly intensive learning pace (see 

section 4.2.2). Likewise, students felt that obtaining communicative ability 

was a long term commitment and needed a regular learning pace that 

involved persistence (see section 4.3.4). As presented in section 4.3.1, 

students were inclined to look for materials which provided massive 

language input and which were of personal interests to them in their after 

class English learning. With different individual learning objectives, 

students were found to have reported various learning paces. 

Third, the ability to find appropriate methods. A great many comments in 

the data showed students' concern about finding appropriate methods in 

order to achieve learning success. For example, they attached importance 

to memorization and doing exercises to achieve academic success (see 

section 4.2.1 and 4.2.2). Similarly, they reported themselves as involving 

meaningful memorization, enhancing language input, obtaining language 

sense, and practising language use to improve communicative ability (see 
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section 4.3). This seems to be in line with a few researchers' (e. g. Wenden, 

1991; 2002; Oxford, 2003) proposals for learning strategy training in order 
to promote learner autonomy. According to Wenden (1991; 2002), learner 

autonomy is pre-conditioned by necessary learning strategies. Therefore, 

to have proper learning strategies is seen as compulsory to the capacity 
for learner autonomy. However, with a further examination of the data, it 

was revealed that what often happened was not that students did not have 

the capacity to know or to use certain learning methods but that they 

tended to become suspicious of the usefulness of their methods if they did 

not see the expected learning efficiency. This seemed to be closely linked 

with their capacity to monitor and evaluate their language learning. 

Fourth, the ability to monitor the learning process. this, according to Holec 

(1981: 3), means the ability to observe and reflect on learning 'rhythm, 

time and place etc'. It seems that the nature of such a capacity lies in two 

psychological constructs: 'attention' and 'reflection' as argued by Benson 

(2001: 94). The importance of monitoring was found in the data mainly in 

two aspects: first, when students expressed their feelings of guilt for 

breaking their regular learning pattern; second, when students provided a 

rationale for their adjustment of learning contents and learning methods, 

either for academic success or communicative ability. 

Fifth, the ability to evaluate what has been acquired. As an important step 

in learning management, the ability to evaluate learning is often 

considered as necessary to inform the next round of a learning plan. 

Although such an opinion was not overtly stated by the students in the 

data, they showed unanimous agreement on the role of evaluation in their 

language learning process. This was seen not only in their acceptance of 

two criteria for language learning success but also in their application of 

such criteria in their procedural learning. For them, the former is 

concerned with the final learning outcome with reference to public 
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judgement such as exam results (see section 4.2.1); the latter on the other 
hand, dealt with communicative language use, which could be as small as 
mastery of a few new vocabulary items or as big as 'a leap at language 
level' as articulated by interviewee 8 or being able to communicate with 
foreigners (e. g. interviewee 12). Moreover, with reference to exam results 
it is by no means suggested that students only relied on the external 

criterion to determine their own learning outcome. Instead, students 

showed their abilities to make their own judgement, which implied a 

passing grade could mean something different to different students. In this 

regard, Holec's (1981) definition seems to be vague as to what acquisition 

means: linguistic knowledge and skills, language use, or simply 

completion of a cycle of a learning plan. 

7.2.5 Learner autonomy for academic success (LAAS) and 

Learner autonomy for communicative ability (LACA) 

As stated in chapter 2, literature on language learner autonomy remains 

contradictory. On the one hand, Little (2007a) strongly argues that 

language learner autonomy equates to communicative ability and should 

be developed through a dynamic communicative approach in language 

education. On the other hand, Holec (1996) points out that learners might 

have different objectives such as linguistic knowledge, communicative 

ability, special needs or process of learning. Moreover, development of 

learner autonomy prioritizes learning management (e. g. Wenden, 1991; 

Holec, 1996). These theoretical debates never come to a conclusion since 

no relevant research has been done. The present study, with research 

evidence, suggests that language learner autonomy can mean two broad 

objectives: learner autonomy for academic success (LAAS) and learner 

autonomy for communicative ability (LACA). 
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As discussed in the previous section, the two domains of learner 

autonomy contain all the elements that define the concept. For example, 
LAAS entails the students' ability to identify personal objectives within the 

authoritative yardstick of academic success, to find the appropriate 

materials to support such learning objectives; to establish certain learning 

paces that possibly fluctuate with exam frequencies; to find proper 

methods that work best for them to succeed in exams; to monitor learning 

progress and evaluate the learning outcome with reference to exam 

results. The ability to manage learning is equally applicable to LACA. 

However, due to the difference in objectives, LAAS and LACA differ in 

each aspect of learning management. For LAAS, exams are important 

and explicit references for learners to manage their own English language 

learning. For LACA, communicative language use becomes the most 
important criterion for learning management adjustment. 

Overall, learner autonomy as a capacity to take responsibility for one's 

own learning is illustrated by the following diagram, with comparison 
between Holec's (1981) description and students' conceptions. 

Holec's description (1981: 3) Students' conceptions 
LAAS LACA 

The ability to identify learning Certain exam grade or Native-like 
objectives positions in school pronunciation and 

ranking order fluency; ability to use 
English 

The ability to establish a certain Intensive effort, regulated Regular persistence, 
learning pace by exams regulated by 

interest/need 
the ability to find appropriate Memorization and doing Obtain language sense, 
methods exercises practise language use 
The ability to monitor the learning Reflection on the language learning process 
process 
The ability to evaluate what has Exam results Communicative ability 

_been 
acquired 

ý 
(e. g. spoken English) 

Table 7-1 Learner autonomy as a capacity to take responsibility for one's own learning 
(LAAS: Learner Autonomy for Academic Success; LACA: Learner Autonomy for 
Communicative Ability) 
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The co-existence of LAAS and LACA suggests that language learner 

autonomy is not restricted to communicative ability as is claimed by Little 
(2007a). For students in the present study, surviving an educational 

system was even more important than a communicative ability that had no 
immediate relevance with them. It should be pointed out that this by no 
means suggested that LAAS and LACA were mutually exclusive. In fact, 

some students were seen to have developed personal objectives that 

were not always in contradiction with the educational system. When 

students expressed the opinion that aiming at communicative ability 
brought positive effects on achieving academic success, they were 

possibly suggesting LACA and LAAS simultaneously. The complexity of 
the relationship will be further discussed in section 7.5. 

7.2.6 Conceptions of learner autonomy -a better 

understanding 

As stated in chapter 2, the concept of learner autonomy has different 

emphases in the literature, with 'Western' and 'Chinese' features, some of 

which seemed to be mutually exclusive. However, data findings in the 

present study strongly indicated that such a sharply drawn distinction was 

unwarranted. As discussed in the above sections, not only were 'Western' 

features found in students' accounts but also 'Chinese' features were 

proved to be situationally dependent rather than cultural characteristics. 

Moreover, new insights into the concept of learner autonomy were gained 

through analyzing students' conceptions, which are displayed in the 

following table. 
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Literature Students' conceptions Students' conceptions (LACA) 
descriptions 
Capacity Capacity (academic Capacity (communicative 

success) ability) 
Willingness Willingness (internalised Willingness (genuine interest) 

ness) 
Freedom Freedom (manageable Freedom (free choices) 

choices) 
Strong will (effort to Strong will (persistence) 
maintain learner 
autonomy) 
Teacher-direction Self-direction 
(strategic approach for 
learner autonomy) 

Table 7-2 A better understanding of concepts of learner autonomy (LAAS: Learner 

Autonomy for Academic Success; LACA: Learner Autonomy for Communicative ability) 

As discussed in the previous sections and presented in the table, current 

literature descriptions of concepts of learner autonomy seem to be 

inadequate to explain data findings in the present research, specifically as 

follows: 

First and most notably, the concept of learner autonomy exists in a high 

stakes exam environment. In other words, learner autonomy can take the 

form of learning English for academic success and this is often not 

recognized in the literature on learner autonomy in language education. 

The data showed that LAAS had all the components that are defined by 

Holec (1981). This counters Little's (2007a) argument that considers 

learner autonomy should only aim at communicative language use. 

According to him Obid), only when the learner's objective was for language 

use purposes, can they be linked with learner autonomy in language 

learning. This opinion will blind us from other important notions of learner 

autonomy: constrained freedom and learnersown choices. In my opinion, 

in a high stakes exam-driven educational context such as in China, 

students who chose learning objectives under the framework of exams 

were more than normal. In the short term, no students or even teachers 
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had the power to challenge the existing system. Students' choices had to 
be constrained ones. Moreover, not all the students wanted to search for 
jobs where English proficiency was a necessary condition. In other words, 
they might never have the opportunity to use English in their future 

careers. For these students, their prime goal was to obtain a good 
academic record that could secure them a degree. If learner autonomy 

essentially is about personal needs, students' preferences for 

exam-directed learning were also understandable. There was no reason 
to believe that these students were not autonomous human beings simply 
because their choices were within the existing system. 

Second, data findings indicated that strong will should be incorporated into 

both LAAS and LACA. Although willingness is commonly recognized as a 
key component in learner autonomy (e. g. Little, 1991; Sinclair, 2000; 

Benson, 2001), there seems to be insufficient literature discussing 

adjusted attitude, for example, as mentioned by students in the present 

study. As a compulsory subject for public examination, English was a 

foreign language confronting Chinese students at the beginning. Except 

for a few interviewees who : reported that they had a genuine interest in 

English at the beginning, most of them had to adjust their attitude towards 

English language learning. Under such circumstances, a strong will was 

necessary for them to carry out learning for academic survival. Moreover, 

even when students had interest in English and aimed at communicative 

ability, a strong will was also needed to sustain learning. However, caution 

should be exercised not to attribute these two components to Chinese 

traditional culture as is often claimed by a few researchers (e. g. Jin and 

Cortazzi, 2006; Hu, 2004; 2002). The data indicated that there were 

different reasons for students to recognize strong will being a necessary 

component of LAAS. Although the data showed that Chinese learning 

mottos on encouraging learning formed parts of students' conceptions of 
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learner autonomy, there was no research evidence suggesting that such 

characteristics are absent in other cultures (ethnic culture). In fact, even 

among Chinese students, not all students reported the same appreciation 

of Chinese learning mottos. 

Last but not least, the literature on leaner autonomy often emphasised the 

teachers' role being secondary to the learners'. For example, teachers are 

considered as facilitators or counsellors who are only involved in the 

learning process when learners feel it necessary (e. g. Victori and Lockhart, 

1995). However, this often neglects different stages of learning, in which 
teachers' roles vary. If we accept that learner autonomy is a developing 

process of supplementing inherent autonomy through systematic learning 

(Little, 1996), we cannot overlook the teachers' role in the initial stage of 

bringing students into the new learning system. In fact, the current 

literature on teacher autonomy for learner autonomy strongly indicates the 

concern about the teachers' role in fostering learner autonomy (e. g. Little, 

1995). Taking the well-known example of Dam's (1995) project, she not 

only decides the format of teaching and learning in the classroom but also 

takes the lead in the negotiation because of her knowledge of the 

curriculum and her professional qualities. Her role will only be subsumed 

under the students' when they are equipped with the necessary 

capabilities to make informed decisions. 

In a situation where English was a compulsory subject in high stakes 

exams, aspects such as the objective of academic success, internalized 

willingness for language learning, effort to maintain learner autonomy, and 

strategic choice of teacher-direction should not be understated. Moreover, 

from the perspective of communicative ability, elements such as a strong 

will to keep persistence in English language learning and therefore 

encouraging learner autonomy should be considered. In fact, in general 

education, effort, and persistence are held as crucial components of 
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learner autonomy (Derrick and Carr, 2003). With the highlighted elements, 
the present study strongly argues for a better understanding of concepts 
of learner autonomy in language education. 

7.3 Relationships between Chinese students' conceptions 

relatable to learner autonomy and associated behaviours 

This section first reviews Chinese students' reported behaviours for 

successful English language learning. Then it explores the relationships 
between Chinese students' conceptions relatable to learner autonomy and 

associated behaviours, with both consistency and inconsistency identified 

and discussed respectively. Finally, it discusses the intricate nature of 

concepts of learner autonomy and the complexity of the relationships. 

7.3.1 Summary of Chinese students' reported behaviours 

In chapter 4,1 provided students' reported behaviours, which were found 

to relate to two broad categories: language learning for academic success 

and for communicative ability. In order to achieve academic success, 

students showed that they engaged in activities such as rote learning and 

its development, doing exercises, evaluation by exams, and managing 

motivation (see section 4.2). For communicative ability, students 

suggested that they were involved in searching for authentic materials; 

enhancing language sense, maximizing language input, and evaluation by 

language use (see section 4.3). Moreover, students' reported behaviours 

that were mixed with both types were also re, orted (see section 4.4). P 

To investigate the relationships between Chinese students' conceptions 

relatable to learner autonomy and associated behaviours, it is necessary 

to clarify the two aspects respectively. First, as stated in section 7.2.5, 

students' conceptions relatable to learner autonomy were embedded in 
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two distinctive domains: LAAS and LACK Second, to examine students' 

reported behaviours that could be associated with learner autonomy, it is 

worthwhile to refer to Holec's (1981: 5) clarification on 'self-directed 

learning'. For him (ibid), self-directed learning is a term to describe 

learning that exercises learner autonomy. Therefore, an important 

criterion for identifying the relationships between students' conceptions 

relatable to learner autonomy and associated behaviours, was whether 

students engaged in the five aspects of learning management argued by 

Holec (1981: 3): identifying learning objectives, establishing certain 

learning paces, finding appropriate methods, monitoring the learning 

process, and evaluating learning outcomes. However, since students did 

not necessarily report their learning behaviours concisely in these five 

aspects, the criterion to identify the possible relationships between 

students' conceptions relatable to learner autonomy and associated 

behaviours; was therefore adjusted to the extent that students reported 

that they engaged in self-initiated learning activities, which will be further 

discussed below. 

7.3.2 Consistent relationships 

A few researchers (e. g. Cotterall, 1999; Wenden, 1991) report that 

students' strategy uses are consonant with their beliefs. For some 

interviewees (see Table 7-3) in the present study, their reported 

behaviours were also found to be consistent with their conceptions 

relatable to learner autonomy. For example, when the students' autonomy 

was related to academic success, their reported behaviours were also 

associated with SDAS (self-directed learning for academic success); 

likewise, when the students' autonomy was related to communicative 

ability, they tended to engage in activities that were SDCA (self-directed 

learning towards communicative ability). 
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Typical examples of conceptions of reported behaviours for 
interviewees successful English successful English 

language learning language learning 
relatable to learner associated with 
autonomy self-directed lear 

2,3,4,20 LAAS (see section 5.3) SDAS (see section 
4.2.2) 

2,8,15,22 'LACA (see section 5.4) SDCA (see section 
4.3.1) 

Table 7-3 Examples of consistent relationship between students' conceptions relatable to 
learner autonomy and associated behaviours (LAAS: Learner Autonomy for Academic 
Success; LACA: Learner Autonomy for Communicative ability; SDAS: Self-Directed 
learning for Academic Success; SDCA: Self-Directed learning for Communicative Ability) 

7.3.2.1 Learner autonomy and associated behaviours for 

academic success 

The data suggested that students' reported behaviours could be highly 

consistent with their autonomy for academic success. These students' 

learning was outstandingly focused on exams (e. g. 2,3,4,20 in Table 

7-3). For example, their learning contents were related to the exam 

syllabus; their learning methods were prevalently memorization and a 

huge amount of exercises on exam papers; their learning progress was 

monitored by them with reference to exams. They did not need others to 

push themselves in learning since they were informed by the exam results. 

Moreover, such evaluation often generated another round of learning 

aimed at improving the weak points that were exposed by the exams. 

It is noteworthy that students of this kind were not passive recipients under 

the high stakes exam system. Their autonomy was demonstrated by their 

active involvement with learning which was expected to help them to 

survive the educational system. For example, students were seen to set 

realistic objectives with regard to their own all-round abilities and the 

concern about survival of exams. They were actively exploring appropriate 

methods in order to improve learning efficiency; in which case, some 

students showed that such an exploration led to their autonomy for 
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communicative ability (see section 4.2.5 for example). Moreover, although 
the exam results helped monitor students' learning outcomes, they were 

critical of the exam papers, which implied that students had the capability 
to make sound judgement with consideration of both their own capabilities 

and the quality of exams. This also indicated that students bore an 

objective attitude towards exam evaluation. In other words, exam results 

were important indicators but not necessarily a sole determinant of 

students' learning behaviours. 

As argued in section 7.2.6, LAAS has all the characteristics that the 

concept of learner autonomy entails except that the learning objective is 

academic success. To some extent, exams no longer appeared to be an 

external imposition, but rather to be integrated into the students' learning 

objectives. Moreover, with the accumulation of exam experiences, 

students were able to judge their own respective learning needs in order 

to obtain academic success. In the students' own words, they could 

prioritize their own weak points and make improvements. 

7.3.2.2 Learner autonomy and associated behaviours for 

ýcommunicative ability 

Similarly, the data suggested that students' reported behaviours could be 

consonant with their autonomy for communicative ability. Students of this 

type (e. g. 2,8,15,22 in Table 7-3) often had self-initiated goals, for 

example to understand more about English culture, to enlarge authentic 

language input, to improve oral English etc. Moreover, they had 

developed their own ways of English language learning during the process 

of pursuing their learning goals. They actively engaged in the learning 

directions they determined by themselves. For example, those who 

expected to understand more about English culture chose to read English 

novels or watch English films; those who aimed to enlarge authentic 
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language input regularly listened to English programmes in addition to 

reading novels in the original English or watching English movies; those 

who targeted oral English actively looked for opportunities for 

communication with native speakers. 

There were some common characteristics shared by this type of student: 
first, they understood well their objectives and knew how to achieve them. 
Second, there was no ready-made criterion for them to evaluate their 
learning since their objectives were different from the school curriculum 

and they had to find their own measurement and make the judgement. 

Third, although with different paces, they generally demonstrated an 

upward trend in the progression of their English learning. Moreover, since 
their final objective was near-native speaker fluency in language use, 

something that was difficult to achieve, their engagement in learning was 

somehow indefinite and thus was sustainable. Last but not least; they 

were also quite aware of the importance of exams, which however, was 

put into a secondary position when compared with their own objectives. 

Their common belief was that once their English proficiency improved, 

exams were no longer a problem. Such an opinion was often confirmed by 

their exam results. Hence, they did not see their own learning objectives to 

be in conflict with exams. Even though some students suggested that 

occasionally those few who only aimed at preparation for exams would 

outperform them in exams, they still felt proud of their own all round 

abilities in English use. 

It seemed that confidence in their own capability to make informed choices 

along with positive learning experiences ensured that these students had 

an active engagement in English learning. They seemed no longer to need 

a teachers' guidance for the time being. This confirmed Ruan's (2007) 

research that students demonstrated greater self-directed learning and 
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their strong sense of independence from the teacher came from their 

established self-efficacy, willingness, and confidence in learning. 

7.3.3 Inconsistent relationships 

As Yang (1999) finds in her study, none of the students' strategy use 

significantly correlates with their beliefs for various reasons. The data also 

revealed that inconsistent relationships between students' conceptions 

relatable to learner autonomy and associated behaviours, existed in some 
interviewees' accounts of successful English language learning, which 
included two main perspectives: between conceptions relatable to learner 

autonomy and reported self-directed learning; between domains of learner 

autonomy and reported self-directed learning (see Table 7-4 ). 

Typical examples of conceptions of reported behaviours for 
interviewees successful English successful English 

language learning language learning 
relatable to learner associated with 
autonomy self-directed learning 

10,11,23 LAAS (see sectio none 
2,9 LACA (see section 5.4) SDAS (see section 

1 4.4.1) 
Table 7-4 Inconsistent relationships between students' conceptions relatable to learner 

autonomy and associated behaviours 

7.3.3.1 Awareness of learner autonomy but without 

associated behaviours 

The data revealed that some students (e. g. 10,11,23 see Table 7-4) 

showed that they had conceptions that were relatable to learner autonomy; 

however, their reported behaviours seemed unlikely to match with their 

conceptions. As stated in section 7.3.1, an important indicator for judging 

whether students' learning behaviours were autonomous or not was to 

examine the extent to which their learning was self-initiated. In this regard, 
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inconsistency was found between students' conceptions and reported 

behaviours. 

As seen in section 5.3, interviewees such as 10,11, and 23 acknowledged 

that learners should take the responsibility for their own learning. However, 

there were no according behaviours reported that could be associated 

with self-directed learning. A common feature among these interviewees 

was that they did not like English language learning (see Appendix IX). 

This possibly explained that interviewee 10 had to go to private courses in 

order to survive exams (see section 6.2.4.5); interviewee 11 followed the 

teachers' method all the time and was busy engaging in teach er-assig ned 

tasks (see section 5.3.2.2). 

7.3.3.2 Learner autonomy and associated behaviours in 

different domains 

As discussed in 7.2.5, students' conceptions could be related to two 

dimensions of learner autonomy: academic success and communicative 

ability. Likewise, students' self-directed learning behaviours could also be 

identified with the two dimensions respectively. The data suggested that 

inconsistency existed among these dimensions, for example, some 

students' conceptions implied learner autonomy for communicative ability 

whereas their reported behaviours focused on self-directed learning for 

academic success (see Table 7-4). 

As shown in Table 7-4, both interviewees 2 and 9 reported that English 

language learning should aim at gaining communicative ability (see 

section 5.4), however, their reported behaviours (see section 4.4.1) are 

much oriented towards academic success. 

It should be pointed out that neither discussions of consistent relationship 

nor inconsistent relationships between students' conceptions relatable to 
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learner autonomy and associated behaviours meant that the rest of the 

participants belonged to the same group that was opposite to the typical 
interviewee examples. In fact, the relationships were much more complex 
than the broad patterns such as consistency and inconsistency, which will 
be further discussed in the following section. 

7.3.4 Intricate nature of learner autonomy and the 

complexity of the relationships 

The intricate nature of learner autonomy, the dynamic nature of students' 

conceptions and reported behaviours, and the individual diversity in 

learning management all determined that relationships between the 

students' conceptions relatable to learner autonomy and the associated 
behaviours were complex. First, as stated in section 2.4.3.4, in the current 

literature on learner autonomy in language education, the concept is often 

only associated with communicative ability. However, the data in the 

present study showed that learner autonomy can be associated with 

academic success, which could have diverse meanings to individual 

students (see section 4.2.1). Second, students' conceptions and reported 

behaviours; were not static. In fact, obvious changes were reported in both 

aspects from the secondary level of education to the tertiary level of 

education were already reported (see section 4.4.1 and 4.4.2). Third, 

students' capability of learning management could be different among 

individuals. Likewise, within individuals themselves, the degree of such a 

capacity was also developmental. With all these variables, it is beyond the 

current study to document the complex relationships between students' 

conceptions relatable to learner autonomy and associated behaviours, 

from each individual's perspective. However, from a broad trend of 

identified change of students' conceptions, reported behaviours, and a 

general picture of diversity in learning management among and within 
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individuals, a flavour of the complexity of the relationships could still be 

illuminated. The following sections will discuss them in detail. 

7.3.4.1 Students' changing conceptions, reported 

behaviours and different domains of learner 

autonomy 

As discussed in section 5.5.1, data findings suggested that students' 

conceptions of successful English language learning underwent an 

apparent change from secondary education to tertiary education. Likewise, 

students' reported behaviours implied a similar trend of change (see 

sections 4.4.1 and 4.4.2). Both aspects contributed to the change of 

domains of learner autonomy, for example, from LAAS/SDAS to 

LACA/SDCA. 

On the one hand, students reported that exam-oriented behaviours were 

dominant in secondary school contexts, where the National Entrance 

Exam was the immediate and urgent objective. Even for interviewees 

such as 2 and 9 (see section 4.4.1) who reported engagement in activities 

for gaining communicative ability, behaviours that were aimed at 

academic success appeared dominant in their accounts. At the same time, 

interviewees reported that behaviours that were related to gaining 

communicative ability started to increase whereas exam-oriented 

behaviours sharply decreased at tertiary education (see 4.4.2). On the 

other hand, as signified by the questionnaire data (see section 5.5.1), 

students' conceptions of successful English language learning 

increasingly changed towards gaining communicative ability when 

students came to tertiary education and got away from the pressure of the 

National Entrance Exam. 
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Such a trend of change would imply that associations with concepts of 
learner autonomy undergo an according change, for example, from the 
LAAS/SDAS domain to the LACA/SDCA domain. However, as discussed 
in section 4.4.1, students might have dual purposes for English language 
learning at secondary level, which meant both LAAS and LACA could be 

associated. Moreover, when students (e. g. 2 and 9 in section 4.4.1) were 
confronted with high stakes exams, they tended to carry out 
exam-oriented behaviours. This suggested that when students faced 
CET-4/6 that is a normal practice at tertiary level, their behaviours, also 

possibly change. 

7.3.4.2 Developmental abilities of learning management 

and different degrees of learner autonomy 

In accordance with Holec's (1981: 3) definition of learner autonomy, the 

capacity for learning management is also measured by criteria with regard 
to the five main aspects: identifying learning objective, establishing certain 

learning paces, finding appropriate methods, monitoring learning progress, 

and evaluating learning outcome. For Holec (ibid), only learners who can 

be responsible for all these aspects are autonomous. This is problematic 

because it glosses over individual diversity: both among and within 

individuals. By among individuals, I mean students' levels of capacity for 

learning management may vary (see section 4.4.3), which is often 

considered as 'degrees of learner autonomy' by researchers such as 

Nunan (1997); By within individuals, I mean students possibly have 

strengths in certain aspects of learning management but weaknesses in 

others, which however, seems not to be elaborately documented in the 

literature on learner autonomy in language education. Although the data 

revealed that some interviewees (e. g. 2,8,15, and 20) had stronger 

learning management than others (e. g. 11 and 23), the substantial data 
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described how individuals found themselves developed in ter, ms of 
learning management abilities, possibly because the nature of the study 
was about students' self-account of their English language learning 

experiences. Therefore, the following section will discuss more in detail 
how learning management abilities developed in the eyes of the 
interviewees. 

The data suggested that management of one's own learning was actually 

often a concern of students in their English language learning experiences. 
For example, interviewee 19 showed that his abilities to establish a 
learning pace developed when he became older, and therefore no longer 

needing parental monitoring in his English language learning (see section 
6.2.4.1). Similarly, interviewee 2 found his abilities to evaluate learning 

outcomes grew with increasing learning experiences. For example, he 

relied on his own judgement to determine learning tasks rather than 

following the teacher's (see section 5.4.2.3). Nevertheless, two aspects of 

ability seemed to be evolving and most frequently mentioned by students 

in the present study: identifying learning objectives and finding appropriate 

methods. 

On the one hand, students showed that their abilities to identify 

appropriate learning objectives fluctuated. For example, at the initial stage 

of English language learning, students' learning objectives all appeared to 

be influenced by teachers. As shown in section 5.3.2.1, interviewees 

unanimously agreed that they should fulfil the teachers' assigned tasks. 

However, with more experience, some students showed that they were 

able to establish objectives that were different from the teachers' (e. g. 2,4, 

15 in section 5.4.2.3). On the other hand, students' language learning 

methods also appeared to be in a developmental process. Since foreign 

language learning was a new task for students, they tended to imitate 

teachers' methods, to start with. However, some students (e. g. 2,4,7, and 
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9) reported that they did not stay at adopting recommended methods but 

actively searched for appropriate methods or making improvement of 
suggested methods for themselves. Moreover, such a process of 
exploration would only become stable when students found the learning 

outcome was satisfactory (e. g. 2,4, and 7). 

It is noteworthy that students' capabilities for learning management were 
developmental. However, this did not necessarily imply that all students 
followed the same trend of development, for example, from low ability to 

high ability. In fact, the process was much more complex. For example, 

students might have sufficient abilities to manage their own learning for 

academic success. Nevertheless, they possibly felt uncertain about the 

appropriateness of their methods for communicative ability and therefore 

expected teachers' temporary guidance. Interviewee 18 was such a case. 
He was confident in learning English to achieve academic success, but 

when he realized the importance of gaining communicative ability, he 

chose to follow the teachers' advice (see section 5.3.2.2). Given that the 

students' purposes for English language learning, their expectations of the 

teachers' roles, and that their own capabilities to manage learning varied 

along with their different learning experiences and changing educational 

settings, relationships between students' conceptions relatable to learner 

autonomy and reported behaviours should be dynamic. 

In summary, the dynamic and complex relationships between students' 

conceptions relatable to learner autonomy and associated behaviours are 

presented in the following Table 7-5. As shown by the table, students' 

conceptions and associated behaviours were changeable and such 

changes were also related to different domains of learner autonomy. 
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LAAS ------------------------- q LACA 
IL OV 

%% 

% 

WAS 
Identify learning 

objectives for AS 
Establish learning paces 
for AS 

S 

SDCA 

Find appropriate methods 
for AS 

Monitor learning progress 
for AS 
Evaluate learning 
outcome with reference to 
AS 
Manage choices available 
Make effort 
Initiate interaction with 
teachers 

Identify learning 

objectives for CC 
Establish learning paces 
for CC 
Find appropriate methods 
for CC 
Monitor learning progress 
for CC 
Evaluate learning 

outcome by CC 
Keep persistence 

Table 7-5 Dynamic relationships between conceptions relatable to learner autonomy and 
associated behaviours (LAAS: Learner Autonomy for Academic Success; LACA: Learner 
Autonomy for Communicative ability; SDAS: Self-directed learning for Academic Success; 
SDCA: Self-directed learning for Communicative Ability) 

7.4 Influences on Chinese students' conceptions relatable 

to learner autonomy and associated behaviours 

As discussed in the above sections, both consistency and inconsistency 

existed between students' conceptions relatable to learner autonomy and 

associated behaviours. Moreover, students' conceptions and/or reported 

behaviours might undergo changes along with their language learning 

experiences. Therefore, it was difficult to differentiate which particular 

factor influenced an individual student's conceptions at a certain stage 

whereas the other affected his/her reported behaviour in another specific 
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time. A more feasible approach seemed to identify influences on LAAS 

and its association with SDAS (LAAS/SDAS) and LACA and its 

association with SDCA (LACA/SDCA) in a broad sense. This section first 

summarizes influences on Chinese students' conceptions of successful 

language learning and/or reported behaviours. Then it discusses 

influences on LAAS/ SDAS and LACA/ SDCA from five perspectives: 

political, economic, social, cultural, and the individual dimension. 

7.4.1 Summary of influences on Chinese students' 

conceptions of successful language learning and/or 

reported behaviours 

In chapter 6,1 illustrated two broad patterns of influences on students' 

conceptions and/or reported behaviours with regard to successful English 

language learning, namely, students' pursuit of academic success and 

communicative ability respectively. For example, an exam-emphasised 

educational system, a competitive secondary school environment, 

teachers with exam-oriented teaching, the authority of family education, 

and poor teaching and learning resources were identified as sources of 

influence on students' conceptions, and/or behaviours for English 

language learning that was oriented towards academic success (see 

section 6.2.5). At the same time, a flexible school environment such as an 

early optional English language learning environment, and a free tertiary 

environment, teachers with communicative ability oriented teaching 

practice; prestigious teaching and learning resources, and language 

schools in the society all had influences on students' conceptions, and/or 

behaviours that were oriented towards gaining communicative ability. 

However, I also pointed out that the influences appeared to be complex. 

For example, a teachers' other qualities rather than instructional practices, 

a family's overall educational ideology could influence students' overall 
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conceptions and/or behaviours for English language learning with either 

orientation. Likewise, some Chinese proverbs/learning mottos as reported 
by students could also influence students' conceptions and/or behaviours 

for English language learning with either orientation. Moreover, 

individuals' previous experiences and personalities could have quite 

opposite effects on students' conceptions, and/or behaviours for English 

language learning. 

To examine the influences on students' conceptions relatable to learner 

autonomy and associated behaviours in LAAS/SDAS and LACA/SDCA, 

five dimensions were found to be pertinent, namely, a political dimension, 

an economic dimension, a social dimension, a cultural dimension, and an 

individual dimension. The following sections will discuss them 

respectively. 

7.4.2 Political dimension 

Benson (2001: 49; 1996) argues that learner autonomy essentially 

involves a political dimension that concerns 'control over the learning 

process, resources, and language through collective decision-making'. 

Although his opinion is more focused on gaining access to conditions 

more favourable for learner autonomy through negotiation, the present 

study showed that learner autonomy could be developed in the most 

constrained situation such as a high stakes exam environment (see 

section 7.2.6). Therefore, the political dimension in the present study 

emphasised the importance of language policy, which might lead to 

different domains of learner autonomy, for example, LAAS and LACA 

respectively. 

As discussed in section 7.2.5, when English language is a compulsory 

exam subject, especially for the National Entrance Exam at secondary 
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education, students' conceptions relatable to learner autonomy and 
associated behaviours displayed strong exam characteristics, for example, 
conceiving language learning as exam content and involvement with 
exam-oriented learning (see section 4.2 and 5.3). Similarly, when English 

language is an optional subject in primary education (see section 6.3.1.2) 

or a compulsory subject in tertiary education, but with a policy that 

supports gaining communicative ability (see section 6.3.1.1), students' 

conceptions relatable to learner autonomy and associated behaviours 

turned into an outlook that favoured gaining communicative ability (see 

section 4.3 and 5.4). 

It should be pointed out that this did not mean that learner autonomy could 
be predicted by any particular language policy. In fact, students possibly 
developed learner autonomy within a high stakes exam environment upon 

self-exploration or with the teachers' proper guidance. For example, some 

interviewees such as interviewee 2 had developed a strong LACA/SDCA 

through his self-exploration at secondary school (see section 5.4.2.3). 

Moreover, language policy itself can be contradictory. For example, 

communicative language teaching has been written into English language 

teaching reform in China since the late 1980s (Adamson, 2004). However, 

the policy for the National Entrance Exam has long been the same format 

of testing primarily book knowledge while ignoring creative language use 

(Ross, 1992). Even though there are voices (e. g. Li and Wang, 2000) in 

favour of reforming the National Entrance Exam by incorporating elements 

for testing abilities of language use, they seem still to stay at the stage of 

debates rather than actions. In a way, the nature of the National Entrance 

Exam largely influenced English language teaching at secondary level (Hu, 

2002) and students' subsequent autonomy and associated behaviours. 

The impact was so great that even some students were observed to 

manage their English language learning at tertiary level in much the same 
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way as they did in secondary school (Jin and Cortazzi, 2006), which 
implied that students' conceptions relatable to learner autonomy and 
associated behaviours would possibly stay in the same domain such as 
LAAS that was dominant in secondary education. 

As stated in chapter 1, the recent college English language teaching 

reform announces that learner autonomy is the prime goal and 

communicative ability should be emphasised. Moreover, College English 

Test Band 4 also undertakes reforms and includes testing oral English (Jin 

and Yang, 2006). These measures show the strong orientation of English 

language teaching for fostering learner autonomy for communicative 

ability. Nevertheless, some interviewees such as interviewees 10 and 23 

still reported behaviours; relatable to SIDAS at tertiary level (see section 
4.4.2). Moreover, questionnaire data did not show an apparent increase of 

gaining communicative ability in students' conceptions (see section 4.4.2) 

at tertiary level. It seems that students' conceptions relatable to 

LAAS/SIDAS did not disappear completely due to the influence of their 

language learning experiences under a high stakes exam environment at 

secondary level. 

7.4.3 Economic dimension 

Due to the unequal pace of economic development, English language 

teaching in China presents notable regional differences (Hu, 2003). 

According to Hu (2003), economically developed and developing areas 

have major differences in infrastructural resources including teaching 

facilities and instructional equipment, language learning ideologies and 

curricular and pedagogical practices, which contributed to the different 

students' language learning behaviours in classrooms. The data in the 

present study first suggests that economic differences not only exist 

among different regions but also exist among different types of schools, 
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and second, it finds that economic differences had influences on 
LAAS/SDAS and LACA/SDCA respectively. 

The data showed that the economic dimension had influences on 

students' learner autonomy in both types. On the one hand, economically 
developed areas such as the coastal areas or big cities and high profile 

schools were seen to provide better teaching and learning resources, 

advanced teaching and learning theories such as communicative 
language teaching, which had an impact on students' conceptions and 

reported behaviours relatable to LACA/SDCA (see section 6.3.3). For 

example, interviewee 8 reported that how a school with advanced 

textbooks and better teaching resources influenced students' English 

language learning with an orientation towards gaining communicative 

ability (see section 6.3.3). On the other hand, students in developing areas 

reported apparent conceptions and behaviours that were closely linked 

with LAAS/SDAS in order to enter into those high profile schools (see 

section 6.2.5). Just as interviewees articulated, all their English language 

learning concerned with success in entering a more competitive school 

(see section 6.2.1). This was evident in the dramatic growing number of 

students who chose to enter high profile schools along with their 

educational progress (see section 6.2.3). 

It is worth mentioning that although economically 

advantaged/disadvantaged areas or schools seemed to have broad 

patterns of influences on students' conceptions and/or behaviours that 

were relatable to different domains of learner autonomy and associated 

behaviours such as LAAS/SDAS and LACA/SDCA, the economic 

dimension did not necessarily mean that students' learner autonomy and 

associated behaviours could be predictable. In fact, some students 

received their education in different economically developed areas, for 

example, from less developed areas to more developed places such as 
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Beijing (see Appendix IX), or from ordinary school to key schools (see 

section 6-2.3) and it would be an oversimplification to link students' learner 

autonomy with certain types of economic situation or profiles of schools. A 

case in point is that interviewee 8 (see section 6.3.3), she had studied at 
two different types of schools, key middle school and ordinary high school, 
however, her conceptions (see Table 5-5) and reported behaviours (see 

Table 4-2) for English language learning were unanimously consistent 

with an orientation towards gaining communicative ability, which 

suggested that her LACA/SDCA did not change because the type of 

school changed. 

7.4.4 Social dimension 

As stated in chapter 2, Vygotsky's (1978: 6) definition of ZPD is 

considered a powerful theoretical base underpinning the social dimension 

of learner autonomy. The data showed that parents, teachers, classmates 

and the more competent others in the society could all affect students' 

learner autonomy and associated behaviours through interaction (see 

section 6.2.2; 6.2.3; 6.2.4 and 6.3.2). 

As discussed in section 6.2.2 and 6.3.2, exam-oriented teaching, the 

authority of family education could impact on students' conceptions and 

behaviours relatable to LAAS/SDAS. At the same time, teachers' other 

qualities and the family's general attitude towards learning could affect 

students' conceptions and behaviours relatable to either LAAS/SIDAS or 

LACA/SDCA (see section 6.4.1 and 6.4.2). Moreover, students' 

classmates were seen to be equally influential. In a competitive class, 

students tended to be affected by classmates' conceptions of English 

language learning and according behaviours. For example, interviewee 18 

reported how he saw the gap between himself and his classmates when 

he just entered the provincial high school and determined to catch up with 
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them (see section 6.2.3). In addition, private English courses for improving 

academic results (see section 6.2.4.5) or language schools in the society 
(see section 6.3.4) also played a role in influencing students' conceptions 

and behaviours that related to different domains of learner autonomy and 

associated behaviours. 

It is noteworthy that the social dimension of influences on students p 

autonomy and associated behaviours were also unstable. First, such 
influence involved interactions between the students and the more 

capable others, which implied that the effect of such interaction was 

unpredictable, depending on both parties. For example, interviewee 12 

reported that her mother's didactic English language instruction led to her 

quitting English language learning at home (see section 6.2.4.3). Second, 

the more capable others did not always hold similar learning theories and 

therefore could influence students' autonomy and associated behaviours 

quite differently. A case in point was interviewee 10, her parents did not 

think repetitive copying of textbooks was helpful for learning and 

discouraged her from doing it, which however was an assigned task from 

the teacher. Such a teacher-parent conflict in educational ideology 

somehow influenced interviewee 10's learner autonomy (see section 

6.4-2.1). As can be seen from Appendix IX, she did not like English; she 

did not report any proactive activity for English language learning apart 

from some preparation for exams (see Table 4-1 and Table 4-2). 

7.4.5 Cultural dimension 

As stated in section 2.4.3.4, concepts of learner autonomy are thought to 

have cultural characteristics (e. g. Sinclair, 2000; Holliday, 2003; 2005; 

Benson, 2007). Moreover, culture may not only mean national ethnic 

culture (e. g. Palfreyman, 2003a). The present study suggests that 

students' learner autonomy and associated behaviours could be 
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influenced by factors related to small cultures such as school culture, 
however, it is uncertain whether there are some Chinese national cultural 
traits that can influence students' autonomy and associated behaviours. 

School culture, as shown in the present study, includes different types of 

schools, for example, ordinary school vs. key school, school in small 
towns vs. school in big cities, and different levels, for example, optional 

education in primary school, competitive secondary school and free 

tertiary environment. As discussed in section 6.2.5 and section 6.3.3, 

different types of schools, with different teaching and learning resources 

could have influence on students' learner autonomy and associated 

behaviours. At the same time, the general environment for English 

language learning at different levels of education also affected students' 

autonomy and associated behaviours (see section 6.3.1.1 and 6.3.1.2). 

As discussed in section 6.4.3, students in the present study reported that 

some Chinese learning mottos formed part of their conceptions of 

successful learning in general and influenced their conceptions and/or 

associated behaviours for English language learning in pursuit of success. 

For example, themes such as strong will, effort, and learner responsibility, 

which are exemplified by these proverbs/learning mottos are all necessary 

elements in concepts of learner autonomy (see section 7.2.6). For some 

researchers (Cortazzi and Jin, 2007; Wang, 2001), Chinese 

proverbs/learning mottos display Chinese cultures of learning (Cortazzi 

and Jin, 2007) and have strong impacts on students' learning that is aimed 

at success (Wang, 2001). It could be argued that these proverbs/learning 

mottos had a role to play in influencing students' learner autonomy and 

associated behaviours. However, the present study hesitates to claim that 

those proverbs/learning mottos as found in the data were Chinese specific. 

As demonstrated by the questionnaire data, themes of proverbs were 

quite diverse and quite a few respondents even did not report any 
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proverbs/learning mottos. It seemed inappropriate to overgeneralize that 
the possible influence extracting from certain Chinese proverbs/learning 

mottos was national. 

7.4.6 Individual dimension 

As indicated in the previous discussion, although political, economical, 

and social dimensions could all possibly influence students' learner 

autonomy and associated behaviours, there were always exceptions. This 

suggested that individual factors could not be underestimated. 

Among others, students' personal character was often mentioned as an 
important aspect. For example, interviewees 9 and 15 (see section 6.4.4.3) 

reported that they had a strong motivation to learn English well because of 

their character of being unwilling to fail. In a way, they attributed their 

LAAS/SIDAS or LACA/SDCA to the influence of their strong personality. 

Likewise, students (e. g. interviewee 11 see section 6.4.4.3) who identified 

themselves with having weak characters suggested that lack of learner 

autonomy and associated behaviours was because they were obedient 

and subject to significant others, more specifically, the teachers' 

influences. 

At the same time, individual previous experience or language learning 

experiences also contributed to students' present autonomy and/or 

associated behaviours. As discussed in section 6.4.4.1, students' positive 

learning experiences facilitated learner autonomy. When interviewee 2 

saw the positive effect of his own method of learning English, he 

continued to engage in such activities, which helped sustain learner 

autonomy. However, students' negative learning experiences could hinder 

students' confidence in carrying out self-directed learning. For example, 

interviewee 21 was severely affected by exam results and people's 
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expectations, and his autonomy in English language learning was 

negatively influenced. 

Although individual factors consist of many components, personality and 

previous experience appeared to be the most salient aspects as revealed 
by the present study that affected students' learner autonomy and 

associated behaviours. 

7.5 A holistic and dynamic view of concepts of learner 

autonomy 

In view of the data findings and discussions so far, the present study 

strongly argues for a reconsideration of concepts of learner autonomy as 

described in the relevant literature in language education in the following 

aspects: 

First, learner autonomy in language education is not necessarily confined 

to gaining communicative ability only. Although there are good reasons for 

Little (2007a) to claim that language learner autonomy and communicative 

ability are two sides of one coin, the actual English language learning 

context such as a high stakes exam environment that Chinese learners 

are situated in makes gaining communicative ability a difficult even 

unfeasible goal to achieve, in particular in secondary education. However, 

as the data shows, students can develop learner autonomy within such an 

environment since their conceptions of successful English language 

learning and reported behaviours, can be related to all aspects of Holec's 

(1981) definition of learner autonomy. 

Second, the conceptualization of learner autonomy in language education 

should incorporate elements such as strong will. As the data shows, 

strong will is a necessary condition to keep language learning sustained. 

Unlike the description from the literature that intrinsic motivation naturally 
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sustains learner autonomy (e. g. Ushioda, 1996), students in the present 
study suggested that even when one had a genuine interest in English 
language learning, persistence was needed in order to learn English 

successfully. Moreover, such persistence sometimes was dependent on a 
strong will (see section 5.4.2.4). 

Third, teacher direction should have a place in concepts of learner 

autonomy in language education. In the 'literature, the teacher is often 
considered a facilitator in developing learner autonomy (e. g. Victori and 
Lockhart, 1995; Benson, 2001) and teacher direction by definition is seen 

as contradicting learner autonomy. Even though Littlewood (1999) 

attempts to argue for reactive autonomy in Asian learners, which attempts 
to give a legitimate place for teacher direction in the beginning stage of 

student learning, his argument does not portray the full picture of a 
teacher's role as it deserves in helping develop learner autonomy. The 

present study, with students' voices, shows that teacher guidance is 

necessary at both the beginning stage and all the time along with the 

students' learning process, which is particularly critical when the student's 

new objective is identified. During most of the time of a student's English 

, language learning process, teachers are commonly in a better position to 

know about the educational system and to have professional knowledge. 

As argued by the students from the study, the teachers' guidance can 

save students from wandering in distraction and focus them instead on 

learning objectives with concentration, which helps adjust students' 

autonomy in the right domain. 

Fourth, learner autonomy in language education should consider the 

economic dimension. In the literature, Oxford (2003) summarizes various 

theories of learner autonomy into a four dimension model: technical, 

socio-cultural 1,11, and political, and suggests these aspects can all 

influence learner autonomy. While these dimensions are found in 
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students' accounts of successful English language learning in the present 
study, data findings show that attention should also be paid to possible 
influence from the economic dimension and the individual's dimension. As 
discussed in section 7.4.3, economic differences can influence students' 

autonomy and associated behaviours, just as other factors can. 

Fifth, learner autonomy in language education should consider individual 

factors such as personality. Although there is sufficient literature 

describing the individual dimension of learner autonomy, such as 
individual's capacity (e. g. Holec, 1981), psychological status (e. g. Little, 

1991), motivation (e. g. Ushioda, 1996; 2007), affective state (e. g. Shi, 

2002) and beliefs (e. g. Benson and Lor, 1999), there is no literature 

discussing learners' personality as a factor in promoting learner autonomy. 
It is possible that personality is often treated as a generic factor (e. g. 
Benson, 2004). Nevertheless, as the data shows a learner's personality 

can greatly influence student autonomy and associated behaviours, which 

suggests that it should be considered in promoting learner autonomy. 

Sixth, although some researchers try to avoid a culturally essentialist view 

of learner autonomy by arguing for cultural alternatives (e. g. Pennycook, 

1997) for learner autonomy or proposing that 'learner autonomy may bear 

cultural imprints (e. g. Holliday, 2003; 2005; Palfreyman and Smith, 2003; 

Benson, 2007), caution should be taken to avoid another type of 

essentialist view, that is to overgeneralize so called 'cultural particularity'. 

For example, strong will or persistence are often associated with Chinese 

culture by researchers such as Hu (2002), Jin and Cortazzi (1996). 

Similarly, Chinese learning mottos are considered as Chinese specific (e. g. 

Cortazzi and Jin, 2007; Wang, 2001) before an appropriate comparative 

study is undertaken. As discussed in section 7.2.3 and 7.4.5, the present 

study provides no evidence for such a claim. Instead, the present study 

supports a contextualized understanding of concepts of learner autonomy 
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that is suggested by researchers such as Aoki (2001) and Palfreyman 

(2003a), but with a strong proposal for avoiding overgeneralization. 

Last but not least, concepts of learner autonomy should be understood in 

a holistic and dynamic perspective, with consideration of conceptions, 

behaviours, and possible influences. Although the literature recognizes 

that learner autonomy is a multifaceted concept (e. g. Benson, 2007), 

researchers tend to associate it with different dimensions such as are 

exemplified in Oxford's (2003) model. In a way, learner autonomy is 

considered a static concept with different appearances: for example, 

sometimes associated with culture, other times linked with strategies 

depending on the researcher's chosen emphases. An obvious drawback 

of such a consideration is that other elements of learner autonomy are 

often sacrificed for a researchers' priority. Moreover, to merely discuss 

learner autonomy without mentioning associated behaviours often puts 

the researchers in a paradoxical position. Even though Holec (1981) 

claims that one can have autonomy but may not necessarily exercise it, it 

is not convincing to prove learner autonomy without seeing the ability 

demonstrated. Although the present study is limited, in that judgement on 

students' self-directed learning is based on students' reported behaviours, 

it provides rich insights for our understanding of the relationship between 

students' conceptions relatable to learner autonomy and associated 

behaviours. In addition, the literature acknowledges that learner autonomy 

can be influenced by both 'big' and 'small' cultures (Holliday, 1999; 

Palfreyman, 2003a; Palfreyman and Smith, 2003), and policies (e. g. 

Benson, 2001). Nevertheless, the literature does not describe how 

different sources of influences can, and possibly jointly, affect a learner's 

autonomy. The present study, by no means exhaustive, shows that five 

major sources can interplay and exert influences on student autonomy in 

English language learning. 
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With the above concerns, the present study strongly argues for a holistic 

and dynamic view of learner autonomy, incorporating conceptions, 

behaviours, and possible influences (see Table 7-6). Taking the present 

study for example, as already discussed in previous sections, students I 

conceptions and reported behaviours changed along with their English 

language learning experiences. Moreover various sources of influences 

could have complex impacts on students' conceptions and/or reported 

behaviours, which made students' autonomy and associated behaviours 

unpredictable. 

A holistic and dynamic view of concepts of learner autonomy therefore, 

argues that conceptions of learner autonomy are not static and vary 

among individuals. As shown by the diagram, the bold arrows suggest that 

interactions between different variables can take place and therefore bring 

about changes of conceptions. At the same time, the dotted arrows imply 

that due to individual diversity, the changes are dynamic rather than static. 
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-- --------------------------------------------- -------------------------------- 

Influences 

Political dimension-language policy 
Economic dimension-infrastructural resources, language learning ideologies, curriculum and 

pedagogy 
Social dimension-interaction with parents, teachers, classmates and others in the society 
Cultural dimension-institutional culture such as high profile schools vs. ordinary schools 
Individual dimension-personal character, previous experience etc, 

LAAS LACC 
Capacity-take responsibility for learning Capacity-take responsibility for learning 
English for AS English for CC 
Willingness-internalised willingness Will ingness--genuine interest 
Freedom-manageable choices 40 Freedom-free choices 
Strong will-effort to maintain learning 4 --------- 01 Strong will-persistence in learning 

Teacher-direction-strategic approach to 

learning effectively 

SIDAS SDCA 
Identify learning objectives for AS %% % Identify learning objectives for CA 

4 Establish learning paces for AS Establish learning paces for CA 
Find appropriate methods for AS Find appropriate methods for CA 
Monitor learning progress for AS Monitor learning progress for CA 
Evaluate learning outcome with reference to 10 

Evaluate learning outcome by CC 
AS Keep persistence 
Manage choices available 
Make effort 
Initiate interaction with teachers 

---------------------------------------------- ------------------------------- -- 

Table 7-6 A holistic and dynamic view on concepts of learner autonomy 
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7.6 Questions still remaining 

Findings and new insights have been gained from the present study, 

which have been discussed in the previous sections. However, there are 
also some questions that remain unanswered. 

First, as stated in section 2.7.1, the present study aims to find out the 

cultural roots of concepts of learner autonomy. However, although 

students' accounts of successful English language learning contained 

some elements such as strong will, effort and diligence that are commonly 

claimed to be Chinese culture specific (e. g. Tsu, 2005), the study shows 
that students have various reasons to support the role of strong will, effort 

and diligence in successful English language learning. Likewise, even 

though some researchers (e. g. Cortazzi and Jin, 2007; Wang, 2001) claim 

that Chinese learning mottos are Chinese-exclusive in encouraging 

successful learning, the present study did not report a unanimous picture 

that all Chinese students hold the same view. As a result, the study, 

although it set out to examine whether there are any cultural particularities 

existing among Chinese learners, does not provide a definite answer. 

Second, the study attempts to find out whether learner autonomy can be 

treated as an educational goal regardless of educational contexts (see 

section 2.7.2), in particular, with the implementation of the recently 

publicized CECR (2004) which sets promotion of learner autonomy as one 

of its prime objectives., The study did not find an answer to this question 

since none of the students mentioned such a reform in their accounts of 

successful English language learning. 

Third, as stated in section 2.8 the present study aims to examine how 'big' 

as well as 'small' culture, as a whole can possibly influence students' 

conceptions relatable to learner autonomy. As mentioned above, 'big' 
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culture is hardly identifiable from the present study. Though the study 
reveals some institutional influences from the perspectives of high profile 

schools and ordinary schools, the study did not find strong evidence with 
regard to the possible differences as a result of university ranking. 

7.7 Summary 

This chapter started with discussions of students' conceptions that are 

relatable to learner autonomy, which revealed features that accorded with 
'Western', 'Chinese' and 'universal' emphases in the literature. Moreover, 

the study found two distinctive domains of learner autonomy: LAAS and 
LACA, which were seldom discussed in the literature. The study also 

strongly argued for the position of strong will and teacher direction as core 

components of learner autonomy theory. Then the chapter looked at 

students' reported behaviours and examined the relationships between 

students' conceptions relatable to learner autonomy and associated 

behaviours. With both consistent and inconsistent relationships, the 

chapter revealed complex and dynamic relationships between them. The 

chapter then explored the influences on students' conceptions relatable to 

learner autonomy and associated behaviours. With a focus on 

LAAS/SDAS and LACA/SDCA, the study reported five dimensions of 

influences, namely, political, economic, social, cultural, and individual. The 

chapter thus proposed a holistic and dynamic view of concepts of learner 

autonomy based on findings from the data in the present study and 

discussions of the literature. The chapter ended with a summary of 

questions still remaining from the present study 
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CHAPTER 8 CONCLUSION 

8.1 Introduction 

In this chapter, answers to my research questions based on research 
findings through both qualitative and quantitative data analysis are 
summarized. Then the major contributions of the study are presented and 
the limitations and implications for further research are suggested. The 

chapter ends with final concluding remarks. 

8.2 Answers to research questions 

In chapter 3,1 explained that my broad research questions had to be 

broken down and reframed into three main questions due to 

methodological considerations. In this section, answers to these questions 

will be provided. 

RQ1: What, if any, are Chinese university students' conceptions of English 

language learning relatable to learner autonomy? 

The data revealed that concepts of learner autonomy were embedded in 

Chinese university students' conceptions of successful English language 

learning. Findings suggested that the dichotomy between 'Western' and 
'Chinese' emphases in the literature might not be necessary since they 

both contributed to the understanding of learner autonomy in this context. 

On the one hand, students held that genuine interest in English and 
freedom of choice in English language learning were crucial factors in 

successful English language learning, which could be linked with'Western' 

emphases on willingness and freedom being necessary conditions for 

learner autonomy. At the same time, they also expressed the idea that 

individuals taking active roles in English language learning was essential, 

which could be associated with a 'Western' stress on self-direction being 
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an indicator of learner autonomy. On the other hand, students suggested 
that they should adjust their own attitude towards English language 

learning, manage freedom within the given educational system, hold a 

strong will to sustain learning and make use of teachers' proper direction 

for effective English language learning. These conceptions could be linked 

with a 'Chinese' emphasis in learner autonomy theory. Thus, it would not 
be appropriate to use an exclusive 'Chinese' or 'Western' label for 

conceptions of learner autonomy in this context. Indeed, students 

expressed that to learn English successfully, they should take the 

responsibility to identify learning objectives, establish a certain learning 

pace, find appropriate methods, monitor learning process, and evaluate 

what has been acquired, which were consistent with the core 'universal' 

elements of learner autonomy that is widely acknowledged by researchers 

in language education. 

In addition, students' identified two broad objectives: English learning for 

academic success and learning for communicative ability, which 

suggested that learner autonomy in language education should not be 

confined to the communicative ability domain. According to these students, 

to learn English for academic success involved all the elements for learner 

autonomy and to survive the local educational system should be 

considered as a basic need for learner autonomy. 

RQ2: How might students' conceptions relatable to learner autonomy 

correspond with actual learning behaviours? 

The data suggested that the relationship between students' conceptions 

relatable to learner autonomy and their reported behaviours were complex, 

with both consistency and inconsistency. For example, there were students 

who held conceptions that were relatable to LAAS or LACA and reported 

corresponding behaviours as SDAS or SDCA. However, there were 
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students who held conceptions that were relatable to LAAS or LACA yet 
their reported behaviours were either not self-directed or inconsistent with 
the particular domain of learner autonomy. This was because of the 

changing nature of students' conceptions and the development of learning 

management. On the one hand, students' conceptions related to five 

aspects of learner autonomy such as a capacity, willingness, and freedom 

to take responsibility for learning, and the role of strong will and 
teacher-direction were changing. At the same time, their conceptions 

underwent an apparent change from learning English for academic 

success to communicative ability, which led to an according change from 

LAAS to LACA. On the other hand, students' reported abilities to manage 
their own learning were developing, involving different aspects of learning 

management such as outlined by Holec (1981). In addition, students were 
different from each other and therefore it was difficult to draw a universal 

conclusion apart from the broad patterns of relationships stated above. 

RQ3: What influences students' conceptions relatable to learner autonomy 

and corresponding behaviours? 

Focusing on students' conceptions relatable to learner autonomy and 

corresponding behaviours, five aspects of influences were found in the 

data, including political dimension, economic dimension, social dimension, 

cultural dimension, and individual dimension. In the political dimension, 

language policy might directly have an impact on LAAS and LACA 

respectively. For example, when English is a compulsory subject in high 

stakes exams, LAAS appeared to be dominant; when English is proposed 

as a language for communicative use, LACA was preferred by students. In 

the economic dimension, uneven regional differences seemed to exert 

influences on students' conceptions relatable to learner autonomy and 

associated behaviours: students tended to report LACA/SDCA in 

economically developed areas whereas LAAS/SDAS in developing areas. 
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In the social dimension, students' conceptions of learner autonomy and 

associated behaviours were found to be influenced through students' 
interaction with others such as family members, teachers, or classmates, 

which possibly resulted in LAAS/SIDAS or LACA/SDCA. In the cultural 
dimension, high profile schools seemed to act as a double-edged sword. 
On the one hand, they impacted on students' learner autonomy and 

associated behaviours in the LACA/SDCA domain by providing advanced 
facilities and teaching and learning ideologies; on the other hand, they 

encouraged students' LAAS/SDAS in order to enter into those high profile 

schools. In the individual dimension, individuals' personal characteristics 

such as personality and previous experiences were reported to contribute 

to students' conceptions relatable to learner autonomy and associated 

behaviours. Since these different sources of influences were interwoven 

and had joint influences on the students, it would be difficult to associate 

one particular influence with individuals' conceptions and associated 

behaviours. 

8.3 Major contributions 

The present study has made a number of contributions to the 

understanding of concepts of learner autonomy, which can be summarized 

into two main aspects: enriching learner autonomy theory in language 

education and providing an innovative research approach to access 

students' conceptions relatable to learner autonomy. 

8.3.1 Enriching learner autonomy theory in language 

education 

The present study has enriched learner autonomy theory in language 

education in various ways. First, it is the first study that reviews relevant 

literature in both the 'West' and China and provides a comprehensive 
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description of the origin of the concept of autonomy and its development in 

general education and language education. Second, research findings 

corresponded to both 'Western' and 'Chinese' emphases on learner 

autonomy in the literature and confirmed that the most widely 

acknowledged core elements of learner autonomy as stated in Holec's 

(1981) definition were recognized by the students in the present study. 
However, the data revealed that students' consideration of taking learner 

responsibility was of four kinds: teacher-reactive, exam-reactive, 

semi-proactive and proactive, depending on which factor was dominant in 

a given situation, for example, teachers, exams, individual selves. Third, 

the study argues for domains of learner autonomy, which is different from 

other researchers' proposal, such as Littlewood's (1996) autonomy as 
language learner, learner, and a person. Instead, the present study 

revealed that students' conceptions relatable to learner autonomy were 

subject to their broad language learning objectives: academic success or 

communicative ability. This contradicts Little's (2007a) claim that learner 

autonomy and communicative competence are two sides of one coin. The 

data suggest that learner autonomy in language learning should not 

necessarily mean that the purpose of language learning should only be 

gaining communicative ability and to develop learner autonomy in 

language learning should only be realized through communicative 

language use. In a high stakes exam environment, learner autonomy in 

language learning could well involve achieving academic success and 

surviving the educational system. Fourth, the present study proposes a 

holistic and dynamic view of understanding concepts of learner autonomy, 

involving conceptions, reported behaviours, and possible influences. By 

using a holistic and dynamic view, a more sophisticated opinion can be 

gained since culturally essentialist views can be avoided and the dynamic 

nature of concepts of learner autonomy will be fully respected. 
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8.3.2 An innovative research approach 

The present study also contributes to research on learner autonomy in 
language education at a methodological level by using mixed research 

approaches and technically avoiding the imposition of learner autonomy 
theories on participants. 

In the first place, the present study described an experience of using both 

qualitative and quantitative research methods to investigate concepts of 
learner autonomy from the learners' perspectives. As stated in chapter 2, 

most learner autonomy research in the past adopted quantitative methods 
to examine learner autonomy. In the limited qualitative research into 

conceptions of learner autonomy from learners' perspectives, the scale of 
the research is rather small, often focusing on one or two cases. The 

present study, unlike previous research, collected a large amount of 

qualitative data (27 interviews and 27 follow-up interviews) and a certain 

scale of quantitative data (450 respondents) in order to examine diversity 

as well as possible commonality among individual learners' perspectives. 

Based on analysis of 27 individuals' accounts of English language learning 

experiences, various categories, and themes were identified. Through 

constant comparison, reflective thinking and questioning, and discussions 

with supervisors, they were finalized into different core categories, which 

contained individual diversity whilst representing common patterns at 

different levels found in the data. Then a questionnaire was designed 

based on themes elicited from interview data analysis in order to examine 

to what extent interview findings are supported, which is due to one of the 

research concerns about identifying possible commonality among the 450 

students. At the same time, the questionnaire left spaces for open-ended 

answers in order to allow diverse views from the students. 
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As argued by Larsen-Freeman (2007), though understanding individual 
diversity helps teacher educators to understand how language learning is a 
complex, dynamic system, it is useful to find common patterns among 
groups of learners to inform teaching practice. Examining individual 

students' various paths of English language learning through 

narrative-based interviews, the present study has obtained rich information 

on learners' conceptions of learner autonomy that is not abstract but 

concrete and contextualized. At the same time, trying to explore common 

patterns among learners' conceptions through categorizing the interview 

data and further examination by questionnaire data, the study reveals that 

in a broad sense, students' conceptions of learner autonomy are found to 

exist in two domains: LAAS and LACK Moreover, while recognizing that 

there are various sources of influences on students' conceptions of learner 

autonomy, different levels of education such as primary, secondary and 
tertiary education are found to be the most salient factors. 

Secondly, the present study shows that narrative-based interviews are 

appropriate methods for investigating learners' conceptions that are 

relatable to learner autonomy, which has the advantage of obtaining rich 

information whist avoiding the imposition of learner autonomy theory on 

participants. By asking participants to describe their English language 

learning stories, rich information that is context-bound can be provided. At 

the same time, not asking participants directly about learner autonomy 

gives the researcher the opportunity to investigate whether concepts of 

learner autonomy are embedded in participants' conceptions. To date, 

some researchers (e. g. Chik, 2007; Murray and Kojima, 2007) have start to 

use learners' auto-biographies to investigate the development of learner 

autonomy and show that narratives are effective methods to gain in-depth 

and contextualized information. However, hardly any research points out 

the importance of not imposing learner autonomy theories on participants. 
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8.4 Limitations 

Due to some practical reasons, there are some limitations in the present 
research, which need to be recognized. 

First, although learners' perspectives have brought about rich insights in 

understanding concepts of learner autonomy, it would be desirable to find 

out teachers' and parents' opinions on successful English language 

learning or general learning, and their observations on the learners' 

language learning process since these two parties are critical sources of 
influence on student conceptions as reported by the participants. Also their 

observations on the learners' language learning process could further 

validate students' reported behaviours for successful English language 

learning. However, students' accounts of language learning experiences 

are largely focused on secondary education done in different places all 

over China, and it was not feasible for the researcher to collect the relevant 
data. 

Second, CECR was published in 2004, with a notion of promoting learner 

autonomy in college English language teaching. Ideally, data would have 

been collected among second year students who have both experience of 

college English language learning and possibly more understanding of the 

reform. However, for practical reasons, for example, the researcher's 

personal contact work with first year university students, the data had to be 

collected among first year students. 

Third, ideally, a questionnaire should have been designed based on the 

final categories identified from the interview data analysis, which could 

better function as a supporting research method to further examine the 

interview findings. However, as mentioned in chapter 3, due to the practical 

need to engage with students who were in the same population as the 
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interview participants, the questionnaire design was not fully based on final 

categories but the main themes according to the interview data analysis. 
Consequently, questionnaire data did not significantly contribute to the 

research findings and discussions. 

Fourth, diversity and commonality itself is a pair in conflict, which suggests 

that in particular in data presentation, these two aspects have to be 

carefully dealt with, sometimes even sacrificing one at the expense of the 

other. For example, the findings chapters are organized by the two main 

distinctive themes: academic success and communicative ability. Such a 

distinction, although it helps us understand the general patterns among the 

students, sometimes requires lumping together different learners to 

common themes. Likewise, in discussing individual diversity in each 

findings chapter, although the complex situation that varies from one 

individual to another can be revealed, it fails to give a broad picture of 

students' voices. The same difficulty exists in general discussions in 

relation to concepts of learner autonomy. Although students' accounts can 

be related to broad domains of learner autonomy such as LAAS/SDAS and 

LACA/SDCA and general sources of influences on students' autonomy 

such as political, economic, social, cultural, and individual factors are 

identified, there were always the individual exceptions that counter the 

broad pafterns. 

8.5 Implications 

The research findings have implications for policy makers, teachers, 

parents, and students respectively. 

First, as the data show, the majority of the students in particular at 

secondary level, were preoccupied with learning English as a subject for 

exams. Even though some students acknowledged the importance of 
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learning English as a language for communicative use, such a notion was 
often submerged into the main task to survive the educational system by, 
for example, obtaining high scores in the National Entrance Exam. 
Consequently, learner autonomy remains in LAAS/SDAS. As stated in 

chapter 1, the recent CECR largely stresses learner autonomy and 
communicative language use, in other words, advocates LACA/SDCA, 

which suggests that first, which suggests that, first, changes in the 

curriculum should be made accordingly, for example, recommended 

approaches should be suggested for developing learner autonomy in 

English language teaching; second, a corresponding reform should be 

made in the assessment system such as CET-4/6 that is used to examine 

reading and writing skills. Although some measures have been taken, such 

as adding an oral exam into CET-4/6 (Jin and Yang, 2007), it seems 
insufficient to fully support LACA/SDCA. 

Second, teachers have an important role to play in facilitating learner 

autonomy. As we can see from the data, some learners developed 

LACA/SDCA in a high stakes exam environment, which is largely because 

of teachers' appropriate guidance. At the same time, for college English 

language teachers, developing learner autonomy should be conditioned by 

a better understanding of the students who might come from various 

geographical locations of the country with different language learning 

experiences. For example, some students already recognized 

LACA/SDCA whereas others remained with LAAS/SDAS. Rather than to 

apply the idea of LACA/SDCA to students, teachers should think carefully 

how to help change students' conceptions from LAAS/SDAS to 

LACA/SDCA in some cases. It is necessary that college English language 

teachers become better informed of the CECR and that guidance 

regarding the development of learner autonomy in language education 

should become incorporated in relevant teacher training programmes. 
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Third, as the data suggests, family education was considered as an 
important component of developing learner autonomy in language learning. 

Parents perhaps should properly guide the students to recognize the 

educational system, the nature of English language learning, and general 

principles of how to succeed in learning. As articulated by some 
interviewees, to know the importance of English language learning helps 

them adjust their attitude towards learning English for educational survival. 
Moreover, some attributes for learning success such as the role of effort 
from parents' education can influence students' learner autonomy in 

general. 

Fourth, as revealed from the data, although all the interviewees were 

successful educational survivors, some of them suffered from English 

language learning because their academic score was not ideal. This often 

attacked students' confidence in themselves and motivation to continue 

with English language learning, and thus hindered learner autonomy. 

Possibly, they should also try to think of this from a different perspective, 

for example, finding new ways to learn and assess their English language 

learning through consultations with teachers, peers or significant others. 

After regaining confidence, learner autonomy will be developed and 

learning success even for educational survival is not problematic. 

8.6 Further research 

In view of the present research, there are a few aspects that are worth 

further research. 

First, the present research argues for two domains of learner autonomy in 

language education: LAAS/SDAS and LACA/SDCA. Since the former is 

closely linked with a high stakes exam environment, it is desirable that 
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research be done in another similar context to further examine the validity 

of such a claim. 

Second, the present research reports some characteristics of learner 

autonomy that reflect literature descriptions of 'Chinese' emphasis, for 

example, strong will, persistence, teacher direction, yet, they cannot be 

claimed as Chinese specific since not all participants hold the same 

opinion. Instead, they were thought as necessary elements that should be 

incorporated in wider concepts of learner autonomy. It would therefore be 

helpful if further, similar research is done in a 'Western' context to 

investigate 'Western' learners' conceptions of learner autonomy, informing 

our understanding in this regard. 

8.7 Final concluding remarks 

Towards the end, I realized that I have personally benefited in various ways 

from undertaking this research. 

First, as a researcher, I had thought that I could find Chinese 

characteristics of learner autonomy through my research because I had 

such a strong impression that Chinese learners were different in their 

learning from those I observed in the UK. However, my professional stance 

always reminded me when I was interpreting my data: whether these 

findings were generalizable or not, whether the existing literature was 

accurate or not. With such a critical attitude, although I did not provide a 

definite answer to the question of whether there are Chinese cultural 

characteristics of learner autonomy, I have developed my professional 

awareness of being perceptive and not jumping to conclusions. 

Second, as a learner, I have developed great learner autonomy in an 

educational context that is different from the one in my home country. In my 

former educational context in China, my limited experience told me that 
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learner autonomy meant to prioritize teachers' direction over my own. Even 

though when I was left to make decisions in tertiary education, I still could 
resort to teachers, parents or others to provide advice when I had 
difficulties. However, in the educational context here in UK, I realized that I 

was expected to decide almost every aspect of my research. Although I 
had a certain learner autonomy in terms of learning management, 
benefiting from my previous education, I had little confidence in taking 

control of the research and making critical decisions. After quite a few 

tutorial experiences and emotional crises, I started to understand that 

supervision was an opportunity not to seek the supervisors' direction but 

their alternative perspectives. Such recognition led to my sudden change 

of conception and helped develop my learner autonomy. For example, I 

always drafted a tutorial plan by reporting work that had been done, any 

existing problems and my possible solutions before the tutorial took place. 

In such a way, I engaged myself in constant reflection on my own research 

process and developed greater confidence in making decisions about my 

research. Reflecting on my research journey for over three years, I found 

my supervisors were actually helpful in that they facilitated my learning with 

their professional experience and insights, which however, would not take 

over or sometimes even interfere with my own exploration. 

Third, as a future teacher, I came to understand not to impose my own 

theory of learner autonomy on my future students. In the past, I took for 

granted that language learners in my class should only aim at 

communicative language use. However, the present research informed me 

that students possibly had their own learning objectives, for example, 

simply passing exams. Therefore, I should be more careful in my future 

teaching and take into consideration different learners' needs. 

I believe there are many other potential benefits that will take time for me to 

fully understand in the future. For the time being, I would like to conclude 
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the thesis by reminding myself that:, though there is a full stop for the 

present research, there is only an ellipsis for the development of learner 

autonomy. 
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Appendix I Interview Guide (pilot) 
1. Background Information 

--i. e. length ofEnglish learning, attitude towards it, 

2. What is 'successful learning' .9 Q__ 

--why you believe this? 

--is there any special teacher or other influences your opinion? ("AýffýA 

ý effif (1Pq ý VAV, t, - ý. -? ) 

3. What is 'successful language learning'? N 
a? ) 

--is there any difference between success 1 language learning and learning Ifu 

in general? 

--how you recognized the differences? (if yes) (AflRJ67, r_lý trz NYW70 EXYY 

'Ztgýg ?) 

--any examples you can think of 'good language learnersin your class? (AP, 
01 M-7fil? ) 

--what are the characteristics they have? ONVX-, VtýA ) 

4. What do you think of your own learning? (IrjN N E, M ýP ýý3 Aff ý% 4? ) 

--strongpoints (why) (ffl 

--weakpoints (why) (, Y9llr-: F4M -XjffýA 
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Appendix 11 Interview Guide (pilot revised) 
1. Can you possibly tell me about your English learning experience up to now 

to me? 
i-Trf Ft P4 

2. What is your most successful experience in English learning? 
*4 R Mý J): j qý, 

-XL 
iiff * >-J Ft Al I'm 4 t,:: ý 

3. According to your own English learning experience, are there any people 

influenced your opinions? 

4. To think back your English learning, what do you think you have obtained 

from it? 

5. How do others (e. g. teachers, classmates) think of your English language 

leaming? 

MA (LM, --9Vrff MP*) 7,9 
0fq if 'Y r f, ', FN n, X iff *A 

6. How do you see your English language learning in the future will be like? 

How do you feel about it? 

7. Can you summarize your English language learning experience? 

LSIF)UL-ý, Ap--FET-l 
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Appendix III Narrative-based Interview Guide (main study) 
1. Can you possibly tell me about your English learning experience up to now to me? 

"I N 

2. According to your own English learning experience, are there any people you want to talk 

about? 

j§l N F-P 
, 

ýft & If jt, ý, t 
,R 

3. Are there any events/things you want to talk about? 

A flrý M, ýý 413L * -ý-j L-It f -7 rp I if a ýq It A* iiý VA 

4. Have you ever met any difficulties in English learning? If yes, what did you do with them? 

LlfltlMflxfN? WT1,41 

5. What is your most successful experience in English learning? 

it AA T)j M, -)ý iýff !* ý-ýj kAl: F)j R-ý ff 1ý1 ? 

6. Did you ever feel dissatisfied with your English leaming? If yes, what did you do then? 

If/Tl `4 Ll t, Na rý iff * ý-j T-1 ýPTM, 

7. What is your ideal English learning situation? 

JN *ILYI 

8. How do you see your English language learning in the future will be like? How do you feel 

about it? 

: 17 

9. Can you summarize your English language learning experience? 

t ME, IE 1ý', 0, X iff! ýý >-J ýýVA,, M-T n4 
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Appendix IV Follow-up interview guide (main study) 

Appendix IV Follow-up Interview Guide (main study) 
Part A 

What do you mean by "? 

" 

2. Is it important for you/to learn English well? Why is it important? 

i/IrNilkt 11 ti/IfN-43RIM? Mt,: M 

3. Can you give some examples? 

i/T, Rul, * VII %M Rý ? 

4. Where do you have these ideas/Where these ideas come from? 

Part B 

1. What do you think of your English leaming among your peers? What are your criteria for 

this judgement? 

l*NýAM/Fln, *FPZ-Htl: ýAAR? 

2. What do you think of others' comments on your English learning? Do you care about these 

comments? If yes, in which way? If no, why? 

riA? ij? � 

PCý Mf ?wI )ý, ff ý, 

3. What advice would you like to give to a friend who wants to learn English well? 

4. What do you think of studying in current university? 

f/TN ýjl AH ýHq M, )ý ** ý-J -4 It ýý fT V, jup-l -AV, - N 
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Appendix V Checklist for main study 

Checklist for main study: 
1. Information letter for interviewees 

2. Interviewee personal information form 

3. recorder and enough battery 

4. laptop 
5. notebook and pen 
6. small present 
7. watch 
8. confurn place and time 
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Appendix VI Information for the Interviewee 

RICM, k 

Information for the interviewee 

-rE -, 
E g ý, 

ý 
NM m ri Tx 

jA A qll it R t-fq ± ýýL ýc Vf 5Z ý1-tj 0 
Fnxjl- A, 

9 Ok' M' An A: 444A IT A T"I , -R -IZ65c, xil 5IR a IT vn14 i± Z", 
-N 

ffi 
IMP, ALI fA rr, L-IITII 

rJ-_o MIb 

fm 

, Cjf-, , A Mp 3k rp A 14, i-K- M' /1, ýL% 3t R M, A i, luil t 
I ýJHAFN (, 

-t'-' 

Thank you very much for your agreement to share with me your experience of 

English language learning. I will twice take your precious time, with your narrative 

stories for the first and my in-depth interview afterwards. As part of my PhD 

dissertation, my research is to investigate Chinese university students' conceptions of 

English language learning. I would much appreciate it if you could ; honestly recall 

people, things or any events took place during your English language learning. I also 

wish your narration can help you understand your current learning situation. Both 

story telling and interview will be recorded and transcribed. I would be much grateful if 

you could provide any advice on my transcription. In two months, you might receive a 

brief introduction of my research result. All the information you provide will be treated 

strictly confidential. Please feel free to avoid answering any uncomfortable questions 

that might emerge. 

I have also prepared a small gift to express my sincere thanks for your kind 

cooperation. 

Xiaoli Jiang PhD student in English Language Teaching 

Center for English Language Teachers' Education University of Warwick 
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Appendix VII Interviewee Personal Information 
I 
R`3 K ibi At, rA , ft 

Interviewee Personal Information 

A -'ýJ' No. : 

#, ý9o Name : 

** Age : 

'U11 Sex : 

*& Year of University : 

-ýý2N Major -. 

e>--] X i-Tw'RtfHl Years of Eng lish S tu dy : 

Any English Proficiency Test : 

AM10101i Time for the Test : 

ý, Ari Test Result 

ALA, m )ý *tA* )ý ifE, *T ýJpl ý ýA JA Mr), 

Beijing College Students Entrance English Test Result : 

XIMAHm' ý2ý1 *ý-] n, --, NI Attitude towards English Language Learning : 

Self-assessment of English Level : 

PfT* LIM XifiAfj! English courses Taken : 

ithE Mail Address : 

*-, iiý Tel : 

*, -7f Wt Email Address : 

AVf3RjhM, HJ, fF]i Time for This Story Telling : 

Appointment for Next Interview : 

Xýhl&rlql Place for Interview : 

I lzffýý4± ME! A lIrl, IT, 
Thank you for providing above information! Please remember all of it will be treated strictly 

confidential! 

I zd-- Interviewee Signature: 
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Appendix VIII A Second Letter to the Interviewee 

A Second Letter to the Interviewee 

It A ýý'It Mit N Lh -'iý 
fH 31 iX 1ý -R 44, ý-t 3(, f I n, K, iiii- ý-ýj 9ýý T)j it N 

Lh- Ll'- f ý: 11 ta 
, -, -? ýMA r" R 

11 Lý, 
ýp 9-ý i T- i'lk 

. 

Thank you again for joining this interview! In the first place, I would like you to read my 
transcription of your English learning story. I wish you could provide precious opinions or 
advice on its authenticity and accuracy. On the basis of your narration last time, I will raise 
some issues and would like to listen to your further opinions. 

)FLI ifIgf 

Suggestions for the transcription: 

Fl, iflif Jýg Lh X-A A 
Any conunents on the interview: 

1ý rp] 
Agree with the transcription: 
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Appendix X Interview Procedure 

Interviewee 
No. 

Date for 
Ist. interview 

Time 
duration 

Date for 
2 nd 
interview 

Time 
duration 

University Room 

I Nov. 21 st 3 1'54 Nov. 28 th 27'27 Tsinghua Office(408) 
2 nd Nov. 22 40'10 th Nov. 28 24'54 Tsinghua Same 
3 nd Nov. 22 20'3 8 th Nov. 28 13'37 Tsinghua Same 

Nov. 22 nd. 43'19 Nov. 28t Ih 32'17 Tsinghua Same 
5 Nov. 22 nd 

. 
26'22 Nov. 28th. 17'10 Tsinghua Same 

6 Nov. 22 nd 26'19 Nov. 28 th 23' Tsinghua Same 
7 th Nov. 25 . 2 8'41 th Dec. 4 . 29'44 Tsinghua Same 
8 Nov. 25'h. 15'51 DecAtF 22'31 Tsinghua S'ame 
9 Nov. 25 th. 24'12 - -dec. 9 M 2 1'04 Tsinghua Same 
10 Dec. 1 Oth. 27'5 5 Dec. 17 th 22'09 BUCT Office(I 10) 
II I Oth. Dec. 35'44 - -7 -5ec. 17t . 't 26'39 BUCT Same 
12 Dec. I Oth. 35'17 Dec. 17 th. 18'32 BUCT Same 
13 Dec. 1 Oth. 24'27 th Dec. 17 17'49 BUCT Same 
14 Dec. I Oth. 15'04 Dec. 17'ý. 9,09 BUCT Same 
15 Dec. 1 Oth. 22'05 Dec. 17 th 

. 2 1'04 BUCT Same 
16 Dec. 1 Oth. 19'23 Dec. 17th. 15'53 BUCT Same 
17 Dec. I Oth. 25'01 th Dec. 17 . 15'54 BUCT Same 
18 Dec. 1 Oth. 15'26 Dec. l7tFý. 10'43 BUCT Same 
19 th Dec. 16 20'53 Dec. 24t . 21' BNU Office(I 02) 
20 th Dec. 16 17'15 tb Dec. 24 14'18 BNU Same 
21 th Dec. 16 15'37 th Dec. 24 18'38 BNU Same 
22 th Dec. 16 17'46 th Dec. 24 20'01 BNU Same 
23 Dec. 16th. 26'28 Dec. 24 th 22'27 BNU Same 
24 th Dec. 16 2 1'47 th Dec. 24 20'04 BNU Same 
25 th Dec. 16 17'06 Dec. 24t". 15'39 BNU Same 
26 th Dec. 16 18'34 Dec. 24th. 2 BNU Same 
27 th Dec. 16 25'19 th Dec. 24 3 6'0 1 BNU Same 
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Appendix XI Corresponding Questionnaire Items with Interview 
Themes 

Themes Sub-themes Question No. 
Reported Evaluation 16 
behaviours Time investment 17 

Using methods to achieve learning 

success 

24; 26 

Form learning habits 32 
Managing learning 28; 35-39; 42 

Conceptions Learner responsibility 11; 18; 28; 43-45; 48; 50 
How to achieve learning success 23; 25 
Future English language learning 33-34; 49 
Nature of English language leaming 22 
Difficulty in English language 
learning 

27 

Influences Geographical differences 2-7; 11 
Profiles of schools 8-10; 12 
Sources of influences 19 
Teacher influences 20 
Family influences 40-41 
Personal factors 30-31 
Chinese proverb 51 
Future plan 52 

Motivation My motivation 21; 29; 46-47 
Background 
information 

1-2; 13-15 
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Appendix X11 Questionnaire (pilot) 

Dear Student, 
Thank you for your participation in this questionnaire investigation. I assume you 

have been studying English for at least six years and expect to know how you feel about 
English language learning in your experience. I hope present questionnaire can bring some 
insights for English language teaching at tertiary level in China. I am grateful if you could 
honestly answer all the questions. All your answers are strictly kept confidential except for 
research purpose. 

Xiaoli Jiang 
Centre for English Language Teachers' Education 

1. Please circle the item you think appropriate and fill in the blank. 
1. Sex a) Male b) Female 
2.1 was brought up in 

__province 
city/ count town 

3. My family income belongs to Yuan/per month: 
a) income <- 500 b) 500 < income < 1500 
c) 1500 <income :ý 3000 d) 3000 < income < 5000 
e) 5000 < income 

4. My Major is 
5. My total number of years of English language learning is 
6.1 think English language learning is relevant to my major at University. 

a) extremely b) quite 
c) not very d) not 

7. My school education was mainly done in: 
a) urban situation b) rural situation 
c) both urban and rural situation but longer in urban situation 
d) both urban and rural situation but longer in rural situation 

8.1 graduated from 
Provincial Key Primary school 
City Key Middle school 
Ordinary High school 

11. My current university is the choice of. 
a) myself alone b) myself but with parents' support 
c) myself but with teacher's support 
d) myself but with both parents and teachers' support others 
e) parents' choice f) others (please specify)- 

12.1 am_satisfied with studying at current university 
a) extremely b) quite 
c) not very d) not 

13. My English score in National Entrance Exam belongs to_level 
a) upper b) middle C) low 

14. My score of Beijing College Student Entrance Exam belongs to: 
a) upper b) middle C) low 

15. My English level belongs to level in my current class 
a) upper b) middle 
C) low d)not known 

16. My criteria for the judgement (question 15) is: 
a) score b) classroom performance 
c) both a and b d) others(please specify)- 

17.1 spend in average in English learning out of class every day: 

a) less than 30 min. b) between 30min and 1 hour 

c) between I hour and 2hours d) more than 2 hours 
18.1 learn English because (please choose the top three): 

a) I like to watch English original movies or read novels 
b) I like English culture 
c) It's compulsory in important exams (i. e. National Entrance Exam) 
d) It's a useful tool to assist my major study 
e) I will be more competent in future career 
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f) I want to communicate with foreigners 
g) others (please specify) 

19. In my past English learning experience, 
_ 

helped me the greatest. 
a) teachers b) parents 
c) classmates d) myself 
e) others(please specify) 

20.1 think is the most important thing in English language learning: 
a) academic score b) communicative competence c) both 

21.1 think the most important methods to achieve a high score are (please choose the most 
important three and rank them) 

a) memorize textbooks b) memorize vocabulary 
c) know grammar d) know exam syllabus well 
f) doing lots of exercise g) memorize teachers' notes 
h) use teacher's methods i) make effort 
j) set a target score k) follow teacher's advice 
1) reflect on weak points and improve 
in) others (please specify) 

22.1 think I can achieve a high score by (please choose the most important three and rank them): 
a) memorize textbooks b) memorize vocabulary 
c) know grammar d) know exam syllabus well 
f) doing lots of exercise g) memorize teachers' notes 
h) use teacher's methods i) make effort 
j) set a target score k) follow teacher's advice 
1) reflect on weak points and improve 
m) others (please specify) 

23.1 think the most important foundation to master English language is (please choose the most 
important three): 

a) having language sense b) having an interest 
c) having own methods d) communicating in English 
d) perseverance e) keeping frequent contact with English 
0 teacher's guidance g) having authentic learning material 
h) understanding English culture 
i) others (please specify) 

24.1 think can help me master English language (please choose the most 
important three and rank them): 

a) having language sense b) having an interest 
c) having own methods d) communicating in English 
d) perseverance e) keeping frequent contact with English 
f) teacher's guidance g) having authentic learning material 
h) understanding English culture 
i) others (please specify) 

25. My greatest difficulty in English language learning is- 
a) I can't remember vocabulary b) I am shy to speak English 
c) my score is not satisfactory d) others (please specify) 

26 When I have difficulty in English language learning, I: 
a) tried to work out by myself 
b) depended on myself first then resort to classmates 
c) depended on myself first then resort to teachers 
d) resorted to classmates directly 
e) resorted to teachers directly 
f) others (please specify) 

II. Please circle the item you think appropriate (SA: Strongly Agree; A: Agree; 
N: Neither agree nor disagree; D: Disagree; SD: Strongly Disagree) 
27.1 think English is very important: 

a) SA b)A c)N d) D e)SD 
28.1 think I have language aptitude to learn a second language: 

a) SA b)A c)N d) D e)SD 
29. My personality is assertive: 

a) SA b)A c)N d) D e)SD 
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30.1 think I have good learning habits: 
a) SA b)A c)N d) D e)SD 

3 1.1 think I can achieve a high academic score in the future: 
a) SA b)A c)N d) D e)SD 

32: 1 think I can master the English language in the future: 
a) SA b)A c)N d) D e)SD 

33.1 often check the appropriateness of my English leaming methods: 
a) SA b)A c)N d) D e)SD 

34.1 like to reflect on my English learning after a period of time: 
a) SA b)A c)N d) D e)SD 

35.1 have a clear learning plan for English language learning: 
a) SA b)A c)N d) D e)SD 

36.1 look for extra materials to learn English: 
a) SA b)A c)N d) D e)SD 

37. My parents are strict about my English learning: 
a) SA b)A c)N d) D e)SD 

38. My parents are strict about my academic learning: 
a) SA b)A c)N d) D e)SD 

39.1 think college English learning mainly depends on myself- 
a) SA b)A c)N d) D e)SD 

III Please answer the following questions and fill in the blanks when necessary 
40. Here are some students' understanding of 'depending on myself, please see whether you 
agree with any of them, if yes, please give a tick, if no, please write your own: 

1) actively and independently fulfilling tasks assigned by the teacher and evaluate 
learning effect on the basis of exams 
2) actively fulfil tasks assigned by the teacher then initiate my own plan of 
learning, reflect on my learning effect, monitor learning process and evaluate it 
3) referring to tasks assigned by the teacher, make my own plan of learning, 
strictly carry out the plan, reflect on my learning effect, monitor learning process, 
evaluate it 
4) without any constraints, make plan to learn what I want to learn, use my own 
methods, fulfil tasks assigned by myself, reflect on learning effect, monitor 
learning process and evaluate it 
5) 

4 1.1 think of followings are necessary conditions to become self-dependent in learning 
(please choose the top three): 

a) teacher's guidance b) classmates' influence 
c) self-management d) ranking students by exam scores 
e) sense of achievement 
f) communicate with others to exchange learning experience 
g) parents' monitor and help foster a good learning habit 
h) others please specify_ 

42.1 think_ of followings can help me to learn independently (please choose the top three) 
a) exams b) interest 
c) learning habit d) parents' expectation 
e) teacher's encouragement f) classmates' competition 
g) my own progress h) my personality 
i) previous learning experience j) competitive learning atmosphere 
k) others (please specify)- 

43.1 think student's role in college English learning is to (please choose the top three): 
a) make learning plan b) implement the plan 
c) monitor learning process d) evaluate learning effect 
e) participant in and out of class initiate learning activities 
g) attempt to use different learning methods 
h) others (please specify) 

44. My future English language learning is 
45. My ideal college English language teacher is 
46. Chinese motto/proverb I often refer to in my learning is 
47. My future plan after graduation is 
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Appendix X111 Questionnaire (pilot revised) 
Dear Student, 

Thank you for your participation into this questionnaire investigation. I assume 
you have been studying English for at least six years and expect to know how you feel about 
English language learning in your experience. I hope present questionnaire can bring some 
insights for English language teaching at tertiary level in China. I am grateful if you could 
honestly answer all the questions. All your answers are strictly kept confidential except for 
research purpose. 

Xiaoli Jiang 
Centre for English Language Teachers' Education 

1. Please circle the item you think appropriate and fill in the blank. 
1. Sex a) Male b) Female 
2.1 was brought up in 

_province city/ county town 
3. My family income belongs to__yuan/per: 

a) income :55 00 b) 500 < income < 1500 
0 1500 < income < 3000 d) 3000 < income < 5000 
e) 5000 < income f) I don't want to say 

4. My Major is belongs to (Art, Science or Engineering) 
5. My years of English language learning is 
6.1 think English language learning is relevant to my major at University. 

a) extremely b) quite 
c) not very d) not 

7. My school education was mainly done in: 
a) urban b) rural 
c) both urban and rural but longer in urban 
d) both urban and rural but longer in rural 

8. My primary education was done in school 
a) provincial key b) city key c) ordinary 

9. My middle school education was done in school 
a) provincial key b) city key c) ordinary 

10. My primary education was done in school 
a) provincial key b) city key c) ordinary 

Primary School Middle School High School 
11. My current university is the choice of- 

a) myself alone b) myself but with parents' support 
c) myself but with teacher's support 
d) myself but with both parents and teachers' support others 
e) parents' choice f) others (please specify)- 

12.1 am_satisfied with studying at current university 
a) extremely b) quite 
c) not very d) not 

13. My English score in National Entrance Exam belongs to-level 
a) upper (130-150) b) middle (100-129) c) low (less than 100) 

14. My score of Beijing College Student Entrance Exam belongs to: 
a) upper (above 85) b) middle (70-84) c) low (less than 69) 

15. My English level belongs to level in my current class 
a) upper b) middle 
C) low d)not known 

16. My criteria for the judgement (questionl 5) is: 

a) score b) classroom performance 
c) both d) others(please specify)- 

17.1 spend in average in English leaming out of class every day: 

a) time < 30 min. b) 30min < time <1 hour 

c) 1 hour < time < 2hours d) 2 hours <time 
18.1 learn English because (please choose the top three): 

a) I like to watch English original movies or read novels 
b) I like English culture 
C) it's compulsory in important exams (i. e. National Entrance Exam) 
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d) It's a useful tool to assist my major study 
e) It's more competent in future career 
f) I want to communicate with foreigners 
g) others ý(please specify) 

19. In my past English learning experience, 
_ 

helps me the greatest. 
a) teachers b) parents 
c) classmates d) myself 
e) others(please specify)- 

20. aspect of my English language teacher has the most important influence on my 
English language learning 
a) oral English b) knowledge c) personality 
d) responsibility for work e) teaching methods f) being fair 
g) others (please specify) 

21.1 learn English because (please choose the top three) 
a) like English culture b) like watching original movies or reading novels 
c) can be combined with my major 
d) all important exams need it e) helpful for future career 
f) can communicate with foreigners 
g) others (please specify) 

22.1 think is the most important thing in English language learning: 
a) academic success b) communicative competence c) both 

23.1 think the most important methods to achieve high score is to (please choose the most 
important three): 

a) recite texts b) memorize vocabulary 
c) know granunar d) know exam syllabus well 
0 others (please specify) 

24.1 think I can achieve high score by (please choose the most important three): 
a) doing lots of exercise b) memorizing textbooks 
c) memorizing teachers' notes d) making efforts 
e) setting a target score 0 reflection on weak points and improve 
g) following teacher's advice h) using teacher's methods 
i) others (please specify)_ 

25.1 think the most important methods to gain communicative competence is to (please 
choose the most important three): 
a) have language sense b) look for learning opportunities 
c) have own methods d) communicate in English 
d) persistence e) keep frequent contact with English 
f) understand English culture 

26.1 think can help me gain communicative competence (please choose the most 
important three): 
a) learning methods b) persistence 
c) teacher's guidance d) opportunity to use the language 
e) interest g) English language environment 
h) learning material i) others (please specify) 

27. My most difficulty in English language learning is 
a) can't remember vocabulary b) shy to speak English 
c) score is not satisfactory d) others (please specify)- 

28. When I have difficulty in English language learning, I will: 
a) try to work out by myself 
b) depend on myself first then resort to classmates 
c) depend on myself first then resort to teachers 
d) resort to classmates directly 
e) resort to teachers directly 

II. Please circle the item you think appropriate (SA: Strongly Agree; A: Agree; 
N: Neither agree nor disagree; D: Disagree; SD: Strongly Disagree) 
29.1 think English is very important: 

a) SA b)A c)N d) D e)SD 
30.1 think I have language aptitude to learn a second language: 

a) SA b)A c)N d) D e)SD 
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3 1. My personality is aggressive: 
a) SA b)A c)N d) D e)SD 32.1 think I have a good learning habit: 
a) SA b)A c)N d) D e)SD 33.1 think I can achieve high academic score: 
a) SA b)A c)N d) D e)SD 

34.1 think I can gain communicative competence: 
a) SA b)A c)N d) D e)SD 

35.1 often check the appropriateness of my English learning m ethods: 
a) SA b)A c)N d) D e)SD 

36.1 like to reflect on my English learning after a period of time: 
a) SA b)A c)N d) D e)SD 

37.1 often review what I learned in English learning: 
a) SA b)A c)N d) D e)SD 

38.1 have a clear learning plan 
a) SA b)A c)N d) D e)SD 

39.1 look for extra materials to learn English: 
a) SA b)A c)N d) D e)SD 

40. My parents are strict with my English learning: 
a) SA b)A c)N d) D e)SD 

4 1. My parents are strict with my academic learning: 
a) SA b)A c)N d) D e)SD 

42.1 always set up challenges to motivate myself to learn English: 
a) SA b)A c)N d) D e)SD 

43.1 think college English learning mainly depends on myself- 
a) SA b)A c)N d) D e)SD 

III Please answer the following questions and fill in the blanks when necessary 
44. My understanding of 'self-dependence' is: 

1) actively and independently fulfil tasks assigned by the teacher and evaluate 
learning effect on the basis of exams 
2) actively fulfil tasks assigned by the teacher then initiate my own plan of 
learning, reflect on my learning effect, monitor learning process and evaluate it 
3) referring to tasks assigned by the teacher, make my own plan of learning, 
strictly carry out the plan, reflect on my learning effect, monitor learning process, 
evaluate it 

4) without any constraints, make plan to learn what I want to learn, use my own 
methods, fulfil tasks assigned by myself, reflect on learning effect, monitor 
learning process and evaluate it 
5) others (please specify) 

45.1 think of followings are necessary conditions for self-directed learning (please choose the 
top three): 

a) teacher's guidance b) classmates' influence 
c) self-management d) ranking students by exam scores 
e) sense of achievement 
f) communicate with others to exchange learning experience 
g) parents' monitor and help foster a good learning habit 
h) others please speci 

46.1 think 
- 

of followings can enable me to engage in self-directed learning (please choose the 
top three) 

a) exams b) interest 
c) learning habit d) parents' expectation 
e) teacher's encouragement f) classmates' competition 
g) my own progress h) my personality 
i) previous learning experience j) competitive learning atmosphere 
k) others (please specify)- 

47.1 think student's role in college English learning is to (please choose the top three): 
a) make learning plan b) implement the plan 
c) monitor learning process d) evaluate learning effect 
e) participant in and out of class f) initiate learning activities 
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g) attempt to use different learning methods 
h) others please specify_ 

48. My future English language learning will be to (multiple choices possible): 
a) make more effort b) master the language 
c) improve my academic score d) give it up when there is no exam 
e) others (please specify) 

49.1 think teacher's role in college English language learning is to (please choose the top three): 
a) evaluate learning effect b) answer questions 
c) make learning plans d) monitor learning process 
e) guide learning direction f) give instructions of knowledge 
g) introduce learning methods h) be responsible for teaching 
i) others (please specify) 

50. Chinese motto/proverb I often refer to in my learning is 
5 1. My future plan after graduation is 
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Appendix XIV Questionnaire (main study English 
version) 
Dear Student, 

Thank you for your participation into this questionnaire investigation. I assume 
you have been studying English for at least six years and expect to know how you feel about 
English language learning in your experience. I hope present questionnaire can bring some 
insights for English language teaching at tertiary level in China. I am grateful if you could 
honestly answer all the questions. All your answers are strictly kept confidential except for 
research purpose. 

Xiaoli Jiang 
Centre for English Language Teachers' Education 

1. Please circle the item you think appropriate and fill in the blank. 
1. Sex a) Male b) Female 
2.1 was brought up in 

-province city/ county town 
3. My family income belongs to--_yuan/per: 

a) income: 5 500 b) 500 < income < 1500 
0 1500 < income < 3000 d) 3000 < income < 5000 
e) 5000 < income f) I don't want to say 

4. My Major is belongs to (Art, Science or Engineering) 
5. My years of English language learning is 
6.1 think English language learning is relevant to my major at University. 

a) extremely b) quite 
c) not very d) not 

7. My school education was mainly done in: 
a) urban b) rural 
c) both urban and rural but longer in urban 
d) both urban and rural but longer in rural 

8. My primary education was done in school 
a) provincial key b) city key c) ordinary 

9. My middle school education was done in school 
a) provincial key b) city key c) ordinary 

10. My primary education was done in school 
a) provincial key b) city key c) ordinary 

Primary School Middle School High School 
11. My current university is the choice of- 

a) myself alone b) myself but with parents' support 
c) myself but with teacher's support 
d) myself but with both parents and teachers' support others 
e) parents' choice f) others (please specify)- 

12.1 am-satisfied with studying at current university 
a) extremely b) quite 
c) not very d) not 

13. My English score in National Entrance Exam belongs to-level 
a) upper (130-150) b) middle (100-129) c) low (less than 100) 

14. My score of Beijing College Student Entrance Exam belongs to: 
a) upper (above 85) b) riýiiddle (70-84)c) low (less than 69) 

15. My English level belongs to level in my current class 
a) upper b) middle 
C) low d)not known 

16. My criteria for the judgement (questionl 5) is: 
a) score b) classroom performance 
c) both d) others(please specify)- 

17.1 spend in average in English learning out of class every day: 

a) time < 30 min. b) 30min < time :51 hour 

c) I hour < time < 2hours d) 2 hours <time 
18.1 learn English because (please choose the top three): 

a) I like to watch English original movies or read novels 
b) I like English culture 
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c) It's compulsory in important exams (i. e. National Entrance Exam) 
d) It's a useful tool to assist my major study 
e) It's more competent in future career 
f) I want to communicate with foreigners 
g) others (please specify) 

19. In my past English learning experience, _ 
helps me the greatest. 

a) teachers b) parents 
c) classmates d) myself 
e) others(please specify)- 

20. aspect of my English language teacher has the most important influence on my 
English language learning 
a) oral English b) knowledge c) personality 
d) responsibility for work e) teaching methods f) being fair 
g) others (please specify) 

2 1.1 learn English because (please choose the top three) 
a) like English culture b) like watching original movies or reading novels 
c) can be combined with my major 
d) all important exams need it e) helpful for future career 
f) can communicate with foreigners 
g) others (please specify) 

22.1 think is the most important thing in English language learning: 
a) academic success b) communicative competence c) both 

23.1 think the most important methods to achieve high score is to (please choose the most 
important three): 

a) recite texts b) memorize vocabulary 
c) know grammar d) know exam syllabus well 
f) others (please specify) 

24.1 think I can achieve high score by (please choose the most important three): 
a) doing lots of exercise b) memorizing textbooks 
c) memorizing teachers' notes d) making efforts 
e) setting a target score f) reflection on weak points and improve 
g) following teacher's advice h) using teacher's methods 
i) others (please specify)- 

25.1 think the most important methods to gain communicative competence is to (please 
choose the most important three): 
a) have language sense b) look for learning opportunities 
c) have own methods d) communicate in English 
d) persistence e) keep frequent contact with English 
f) understand English culture 

26.1 think can help me gain communicative competence (please choose the most 
important three): 
a) learning methods b) persistence 
c) teacher's guidance d) opportunity to use the language 
e) interest g) English language environment 
h) learning material i) others (please specify) 

27. My most difficulty in English language learning is 
a) can't remember vocabulary b) shy to speak English 
c) score is not satisfactory d) others (please specify)- 

28. When I have difficulty in English language learning, I will: 
a) try to work out by myself 
b) depend on myself first then resort to classmates 
c) depend on myself first then resort to teachers 
d) resort to classmates directly 
e) resort to teachers directly 

II. Please circle the item you think appropriate (SA: Strongly Agree; A: Agree; 
N: Neither agree nor disagree; D: Disagree; SD: Strongly Disagree) 
29.1 think English is very important: 

a) SA b)A c)N d) D e)SD 
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30.1 think I have language aptitude to learn a second language: 
a) SA b)A c)N d) D e)SD 

3 1. My personality is aggressive: 
a) SA b)A c)N d) D e)SD 

32.1 think I have a good learning habit: 
a) SA b)A c)N d) D e)SD 

33.1 think I can achieve high academic score: 
a) SA b)A c)N d) D e)SD 

34.1 think I can gain communicative competence: 
a) SA b)A c)N d) D e)SD 

35.1 often check the appropriateness of my English learning m ethods: 
a) SA b)A c)N d) D e)SD 

36.1 like to reflect on my English leaming after a period of time: 
a) SA b)A c)N d) D e)SD 

37.1 often review what I learned in English learning: 
a) SA b)A c)N d) D e)SD 

38.1 have a clear learning plan 
a) SA b)A c)N d) D e)SD 

39.1 look for extra materials to learn English: 
a) SA b)A c)N d) D e)SD 

40. My parents are strict with my English leaming: 
a) SA b)A c)N d) D e)SD 

4 1. My parents are strict with my academic learning: 
a) SA b)A c)N d) D e)SD 

42.1 always set up challenges to motivate myself to learn Engl ish: 
a) SA b)A c)N d) D e)SD 

43.1 think college English learning mainly depends on myself- 
a) SA b)A c)N d) D e)SD 

III Please answer the following questions and fill in the blanks when necessary 
44. My understanding of 'self-dependence' is: 

1) actively and independently fulfil tasks assigned by the teacher and evaluate 
learning effect on the basis of exams 
2) actively fulfil tasks assigned by the teacher then initiate my own plan of 
learning, reflect on my learning effect, monitor learning process and evaluate it 
3) referring to tasks assigned by the teacher, make my own plan of learning, 
strictly carry out the plan, reflect on my learning effect, monitor learning process, 
evaluate it 
4) without any constraints, make plan to learn what I want to learn, use my own 
methods, fulfil tasks assigned by myself, reflect on learning effect, monitor 
learning process and evaluate it 
5) others (please specify) 

45. The above description (Q44) can be summarized by the following term 
- 

a) learner autonomy b) self-directed learning 
c) self-regulated learning d) active leaming 
e) independent learning 0 others (please specify) 

46.1 think of followings are necessary conditions for self-directed learning (please choose the 
top three): 

a) teacher's guidance b) classmates' influence 
c) self-management d) ranking students by exam scores 
e) sense of achievement 
f) communicate with others to exchange learning experience 
g) parents' monitor and help foster a good learning habit 
h) others please specify_ 

47.1 think of followings can enable me to engage in self-directed learning (please choose the 
top three) 

a) exams b) interest 

c) learning habit d) parents' expectation 
e) teacher's encouragement f) classmates' competition 
g) my own progress h) my personality 
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i) previous learning experience 
k) others (please specify)_ 

48.1 think student's role in college Engli! 
a) make learning plan 
c) monitor leaming process 
e) participant in and out of class 

49 
50 
51 

j) competitive learning atmosphere 

;h learning is to (please choose the top three): 
b) implement the plan 
d) evaluate learning effect 
f) initiate learning activities 

g) attempt to use different learning methods 
h) others please specify_ 

My ideal of my English language learning is 
My ideal college English language teacher is 
Chinese motto/proverb I often refer to in my learning is 

52. My future plan after graduation is 
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Appendix XV Questionnaire (main study Chinese 
version) 
* 0- M)ý, - 1ý tma: 

'llp /1% rl AL 

-K- Wj HI 01 
-='R 

x T- a ILR UIAI lit * oll tF im wo 
fK g V; T ýR m wz ljr 

Y4 
4"ý m 

Z"m IT44 

I 

i. ; A: - TN -AT 3d MA4! 
-L iffi N, ý4ý* !ý 

1. -AMT[týIIR a) b) ýC 
2. ffi It T 
3. 

a) 500 IýUF ('jý- 500) b) tT 500 /1, -T 1500 (, jý' 1500) 
c) t-T 1500 /1, -T 3000 3000) d) )ýT 3000 /],, -T 5000 
e) )ý-T 5000 f) -R /T-l V iA 

4. -RO, R, T 
T 

5. -A, i IN M, HI, fig] ME 
6. I'R ýF R: 

a) b) 
d) 4' 17) ý F, 

7. A Rý, t -ft t 9! r± 
- 7GA 

a) JA$ b) Vfl 

C) JA -f4, v fl a If JA $ HI, fill T -K 
d) A JFM fl WF If V fl HI ffli -K 

8. 

('iý- 5000) 

f4 (: t, JiT, 

a) b) C) 
9. 

C) --IF, ik 

10. 

b) M 
-1 

A, C) 

a) b) -A', Arl, 
C) qý, 31C 4T d) R rl fA 1-, ý --V T ýog R WJ -11 PRIX 

An., 
f) Ar- rL ( ifl*-ý 3ý q ffl 

12. -RýJ, H PHU 0, 

a) 4M b) 

0 /T t\ d) 4M -T 
13. 

a) AM-5 (130-150) b) rPW (100-129) C) f0k 

14. 

a) MAN (85 b) rP% (70-84) C) Allk 

15. A V, )ý if', 7jý TA T)l ±A -T: 
a), M± b) rPV 
0 WF d) 

16. RM, AWif/M (ýJ, 15 V-) Aý: 

a) ) J: b) iX I* T)Ql 

-ýrz T IT d) -A 'L ( i: FAT iA HA ) 

( loo ýý-F) 

(69 ýCF) 
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17. 
a) 30 3ý a ý, ] (A' 30 ff b) 30 11 /1, ýJ- ýIli 

c) I /IN HI, Y 1] 9 /1, HJ, - ( -it 2 -/Ts Hl 
d) 9 /1, HI, U± 

18. A 17- H-If A Fn M, x 

a) b) YR Pril A-E 

C) fp mp 
d) fU MP, JrTj/'ý', NE 

19. rIfUll-tM, Xi-ff*AFP, a-F- XJ, -AVMfR)ý: 
a), -i99T b) *-K 
C) M" * d) -A n F2 

e) A it ( A` X Lh ) 
20. Xiff, --Mrn, 

a) 1: 1 Wrfl* b) 

C) 'It Mr d) 

e) *A *)ýM f) ýý-T it 

21. (AALBAIMME-A) 

a) XM 3Z ft b) -4 3 ý, k3kR, V, /, -IP /1, iQ 
C) Z. L d) 
e) T 14 Ak f) HUOHMAZAt 
h)A'L 

22. 

a) MZ MO b) VRX iip' C) M -; 4 

2 3. A iýk )ý, 4K % AT TA M51 A4*M, )t ( -5T l; A)- 
a) ff it WU b) INAVI-Aff C) T MWILM 

d) T# --V ýA tM e) 4iWIRiý, ' i f) Mij 

g) ! ýQ 5v- 3ý tHU, h) #AZOM, A2VE 
i) ýflVTA#M, )VA j) R IT, I ri E M, N NA 
k) flJT-))kZffiM Aa -L i 01 ý li ffi 

24. -Rikt, 
a) IN AA ýC b) #A -Ap- C) T ýA 
d) f) M)l 

g) ! ýQ 5t 3ý tH4, h) Ift Wg ff M, A21 iE 

i) ; V-A 
k) PJT-ýA, --jtffM, 3±-R OWNW) 

2 5. A iA t, *R -A' iff, 101 * 0, Al --PT 9; A- ): 

a) ill ILA, b) 4f A 9- C) --k n En, )VA 

d) -Pý M -'A iff ýZ A e) 4, /T-, M f) ýl 9N ril IAA ilf 4 At 
g) _: 

9yý 00, it -a, h) -Jý ýt M 0, X iff! ýý A#V 
i) -T#x-m--Mt j) A -L ( i4j- 3ýjj Lh 

26. RVAUT (AALHIRION-EA) 
a) b) IV -/W. Aý C) -k n En, )m 
d) 4#Lkffl'Aiff Zjit e) ! Yý 4, f) ýl -4 Ig 4, rpi )ý i-Tv-3 ft At 

g) # ff M, 31 h) -4 it il 00, 'A ill, 1ý A +4 +4 
i) Tv 

_-ýc 
It j) A -L (vki-r 3ýlj Lh 

27. -A*ý--MTAAJýA, 
a) iE -T,, fi * -A b) /T,, R)f F] iA X iff 

c) -R AO, 3ý t /T, 9V d) Al 8 RUN IJ -T,, ý AT ý0- 
e) WV Af M, ! ýP e)-: AA-ft (AMIlD 

28. R: 

a) )J, b) 
-1 

It R MP3 f"l 
--9 

ýT 
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f ft 
e) 

P-: -F-90 
29. 

a) -7G' i-ý Mp 
I-Ui'k b) MP,: 6 C) RXT-, Mp ATI-L'Taxif 

-ee d) -T,, Mp E e) '7r --ý iý -T-, 
3 0. A lk )ý nE --h * -->J 

ýý i-TMIA ýUPA 
: 

a) it Mw AA-K b) Mw iff, C) R)L T-, A IAR -1h TN X1, 
d) -T,, Mp AB e) RIG', /T-, Mp AR 

31. 

a) it Mp AW, b) HAI, C) mnAl-LT-, axj, 
d) T-, Mp Ilk e) 7--r-A It /T-, Mp - ON 

32. 

a) Mp - "k TG IWI b) [ In )B C) RX T-1 MP, -11011-k -tý XII 
d) T-, Mp A e) '7L i Mp , IT, 

33. 

a) I IP i, Ak b) Mw Ju", 0 DE T, MP IA 1ý /T\ FR X1, 
d) /T,, Mp MW5, e) rwill 

34. -Rtkt, 
a) 5-ITS it Mil AAR, b) MP, M", 0 RX-T MPARI-tý, T, &Xl, 
d) T-, rplAug. e) /T, Mo 

35. 

a) WE rpl, ' b) 
MP 

, 0 RX /T-, 
MP AT-IN ih -T, a XJ, 

d) T\ Mp A&, e) 7'G --diý /T-, PJAP, 
3 6. AA ýýPj TRq, rfli M, 'A iR! * >-] Z F" 7'3ý XJ, * >j ia If RAR: 

a) Mp A, b) I IP c) RX /T 
MP 

I 'UN -tT, R XJ, 
d) T\ rp] A", e) /T-, Mp A, 

3 7. AA ; V; ýA -R'U- It Y- 4ý illi 

a) 57AE --'! ý-- rRl A ", b) RM"K, C) K/T mpftol-tý/+axl, 
d) /T-, Mp )PY, e) PAR 

38. -Rn, 
a) '7AE-iý MPAP", b) Mp , lpl, C) DE T, MP 

A-A RtT, R t, 
d) /T-, A A, e) -Ac' -It /+ 

MP 

39. v- V: 
a) A ZER, )ru-- b) MP "' 

10, 0 RX /T 
MP A&I t /+ a t, 

d) /T-, MP, -, 'EtN e) 7'c Mp A2, 
40. 

a) 7'C it rp] I-o", b) MPA, c) RX/T MP, 

d) T-, MPAM, e) 7'c Pil ,A 
41. 

a) jit 

Mp 

AILI-13K, b) HP c) RX/T, MPAT, -LT-, &XJ, 

d) T-, Mp I&F e) 5r-, -T,, rplMR 
4 2. "' ý114 ME Rlý >J F±, )J 7"3 C 

a) Mp Iff, b) Mp C) R)ET-1 MP, 'E-L -f-I&XII 
Lp 

d) T, Mp AP'K, e) 75AG`ý: -T,, Mp --R, 
4 3. A IA t, )ýIk X ili * >J 1 -5 S ri El: 

a) rplARt, b) 
MP 0 RX /T-, Mp -T-, & Xf 

d) /T, Mp MR, e) YAGE -T, MOM", 

44. iýk lit -L"Mp JMV, 
ý4 LB 1/,, J-, nEn, 

a) tM It 
- VL ýt 3-ArE bl Z -- 1ý ýA fal MN Rý, TPL ýA T 
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b) ' 

d) & If llfqPR$IJ, LR*ffXA r-ýk rl EMN-tl, )M, M F, 
KIT"* 

7 *, I ri a 11 All iý ýýj it tj It #L IT Ina tAll pil: IýA M; 
e) -A 'L (i T'j- 3ý IJ L'ý 

45. ±ffiOý, 5t-Z(44)-qUlfl-ffIj 
a) b) C) 
d) 

-tM*A L e) -11-1ý 
A Lh f 37 

46. Rýkt-HIJ (iftflillkf-OM 
-EJ)1U M, 

-ýZ, 
9'c -I, - It: 

a) ---9 Yf F M, ýI 'ý b) MP! * rý, N/, Pnp C) N-Rwoml RII-II)i 
d) *t 3ý 

-V 
44 e) MAIS 

f) ýo ýij A ýz A ý-j ý-Il g) MWý-)A- -I I, - 1ý AT Mllý AA I'M" 
h) A- f ft ( AN iA H)J ) 

4 7. Z. V, -A IA t, ý4 TAA1 -0 M 
-1H 

*4 

a) b) L% C) 
d) e) --9 fA -5: rl-IL-1 
9) ZLý h) Ru 0 10 0 
e) --V,: it t iA R) I 

4 8. -A V, t, *I rl * -A' i4!! t >-] FP n, f fi t 7t AA Lb tA0nE 131 
a) $9 ýVý A J8 b) A >-] ýt Jd C) I kll, - AAAA 
d) ýf f A- -5R e) f/I 1, fg 9 Al MM 
f) ±m if Amm g) ýA it MT, MW M, 
h) Aft (ifi-X ffi) 

49. 

a) IEM %, )i b) VN iff -A C) IU%3ý I& 
d) RA WX & If --V ý4 n, iiý 
e) It, it ift X LLý ) 

50. ffit)Tý 
a) $ 11 ýT >--l ýttl b) M -, A-* I fr], WE C) m 34 1 
d) W, ri r! >-J ýk X e) TF'i H)J A )ý np f) *fONV 

g) Il- pwýt >-j )ý m h) XJ, 4 P, lr)'ý I 
i) -: Pvt 

5 1. -A ý114 19 FNEM, 
5 2. -R --ýP -N 

[k tý4 Fri n, IT RX 
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Appendix XVI Interview Transcription (sample 002) 
A W'j 

A- 9ýý pi Vý- ? 

It 
VI)E 

l! Af-T- 
-M/191ý%t-l 

iEf-plialAlUfflo XHIfIRAUE 

jWiMTHR, -A'ilERAffi*, t' 
-R-fl HTA I/P A T)tR ý;, A A k/1, ý4 

-T*-Ap- - AT ff, 4A. T t-*, -F*MAT-, 4A- T-ý I] T +)I FP ýý rr: i I PTI )ýIM, 44ff Tik%, 

c JT A, # ijýý 
'A PT (ý4 X iff, pwol WMý A iK 4 ff 44n P -TI TT rp AU *q 

AF Hj' jl, ý,: i, =IP1#7 GT 114 iE/Tq- LLýHýA 

-I-, - 

y I] Vl nH 11 IR fl M- 4N ý-j -tý tol IQ 11 IR IRa 
-1 

iýAE 8- [A t, b-Y ýA P9 0 
-IRM ? ffAtiNAP§, itA 

ff, ý, AtJW\J/P-Jff9ff- A-RR*l !* 

111,0N, -ýL- 9 AT f P, lt, ý% Ex IJ RIr, HI, fRt ý4 TO- jtý M, -A, iTAL 
/T F; T 'T 

? ilk- n, /-Tl -[T§ TH 

A: 

T 

120 3ýlMH'R4'HW 110 -: 
ý; 3ý- AX4. 

A -P-f A4 *1 i-TAI- mFAVi Att PR *1 AE ýA -0 
if Ll- m 

x iA A ME P, 9 -R iA M i-ff m TFl-', q ýp il§ /P 2- ffl, )z t : ý, M ý/Ill\ n, t 
'A 

91 ý14, n\ x WE, n, 

xi4 - -n Wn m9 '20 A 
JlW 

IM4' 
ýt IRX ýA K\1 rn ý 11 +0 HI 1! 

nKtN, R 

Itilk t 
-Rill 

WFT-ýitW i VI 

9-R A T\PfT. T rT-R In flQ)-, Zl MiýM iM17-A4 rMibT 

AM, APIALA 

IR-R*ýImiunm ffil 

)FLI Ap- 0,14 iý ýE LL IM it ýE J/ A 
jý TIF] r± -ttLý: )t F4A TUA -A F41t i13 " 

If, 1.100 /ýy ý4- f) irn-AMMM I-RiAol I ikfflTILý? 
A P"Ok, *MýMýN*MMT)j, I-Ipq* Fri 

t, t, & /T-, tq Xj, I/T, If 4-1 fqT 1A fnF, -, 0 np 4/T, R VI-, AMM4 
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;> Fr-I ýQ ri 
PC 12 0 3ý A 3ý -A ý--I 14 T- -ff -I-F A ft oRIA -A 4*I RX - IN t, XJ' AA 

a -t n rn FIFIJ if% - Pq t ýý q-1 *AI i-ffi 81- MI FýI a An IA 
MAJ7 M, YX il§ !* ý-j M iýAE 8 

2ý 1-1ý - /P-j ý: f Mri- All ta ffl t, 10t A -A IE /ýj Tav if 3ý VT /Pj -: f I -t- IE N 1ý -T - 

P19: - 
#M 

150ftqý, JST 1003ýIEAýP)Q,. 
iE/TIIqI 

hn T /T,, J/, -t-, ý; T TUA 'E T,,, 11, WTA AS I$ iE T, )I 1ýý, Fn, ý, A fbT P9 Yv i/TN iE 
0. rw*IAT-IfT-nAIT- 

9 

a: nmA A0 

*T kFn 4161$k I PIAT - ýM,,, FnAff M*T - ýk Aý ý4 rri-RM, A iffiff 4fiFft9 it T- A11, A AIM 
SM&ILO 54-1 

3000/AF-t, 
5 10 -tM111rIt*O 111AAk 
68 EffMIA 50 18 *. -R-FIAI, XIj-*Mit-T 40 9;, /*. Mit 
AAMMAIPý- Itk n, HITAMA. 5t T0 

IN', Rt, iel ký * flIA z 1ý% n, Rý ? 
7.8 )ORK 

-R XRA: ýk 4E A, # rý, IIPJ -: f rý, ffl 9a*M Pff t 0, /P-j 

% XV: 
ý,, k,, rh'on the leg of the horse' 
47ý - Jlf, IN, - 

q, A 3Z Z fH] ONO IF --- 

-:, 6, -r 50ý 'A iff 0 [A iff, MA A 42-; ý it qý, "T"T" IRýA "i - rp --Z 
If H NJ fR fil V n, iý a -IT ýI 

4, b PjXL A AR/T-, 'M-t -. I-Wr it-P-JR)! 

EL n 

T 3ý -t Al Lh T-fý -P-f ý1. iA M---n X15 M, 1, * 0 1-: 31 t ýA XI, iým 7c 

A 3ý- AM: Wýt±IYý, 
P ff /T-, 4A. -f & iff AT iff 150 3MEAý, 

Ot A-9 130o 9" 

V rm n, A iýff t Wou. 

WN rn /Iztu, T 
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YEA- '-v`-"LPnR, /t 
R,, 4 

IE rý: W13 ýý PT-l Ia 

51-11 iv I ffl M, -IT, -ft -7- HI RA TE it nA -fAl--l1'-'rR3A NA91 

rx M NANAIM zsý 
r4f- &IEAM'-HffK*±f%L -If 

q, IK il IWA it A HI, PR -P-f PWT Pfi f4 ýK 

WOrM. Rifl-rýAhr--ql 

3kf, q,: 9--, 
-L-F: 

krmM'-A. 

RT IK 4T-T- HS, IM MV ý2-, -A' ig qý' it, t* n' 0AiR AT - IV -111- pff ýq, An ýl 
T &)ý /Tl LI 9TYMAT --Fl flW')JZILMXll IR ýý; -Illy, -A offTlIlfs 53-1119W 

R Au A XII -A 
An'. 

RE 

-9 T -: f M HJT'M T- rp, 9", 4 f-T ýKýýTTAFTMiff(outlook), -AlýM91ITT 

-j , 
-.,, I , 

/[* 
p !, FT 

rr, Jýrl' 

ýE 
13ý1 -R-Jr, -fft6'HJr rl - 

A-L fý) 

85 -WIVIJUAA 87 3ý. 

RAT 70 ý; 3ý. 'Vcrmyll 
40N )ý' 1V A- 

4ý it JAA TX it 3,4 ff':: ý 44 -t /T 14, 
T. )W*iý]fprA/pj MTA 

/Ht 
I-T, 

9- 

ffi /T11 44 0 4A A-16 3A -R 44 T 10 0 

Pj)ýAXjIfkml 

Tý-RIMW APMOVIXYMA13 Ia 
'tIM 

)f MA 32 3ý, rp 3 4,38 il-14 L-ND A ft 
- 'ý'R' rpt U il z 

FM 

150 132. 
" 
rn AN 

-4 ýt a ýa al. j% --V ilt rp -iý fR T RT -1ý 
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XAf hý, k fýMm T 
-X VTA! Ir"Z* 

FA F- 

fT -r 1ý m it A M, IA- 

Pir wJI-1ý1HIW-P-1-93 mp *m R* 
vIA IRPIT 

tA 

ME -rid x 
--Tý 

N -T IýIFIN ýP-j TR Ir 114 1* 3t T It A191, It il -R V PI -1ý -tl I 

MV91,7- 414-ti, 180 AlAit 

R -ýý I& 7--kc-; T 
Mki *l? 

A: ýjl -xtRn $t xi Tril il Mr, /T-l I #F, IA it f4Ht /T-l I #V, - it in tk t, AHt±ý 'M lp AL )ý - -'r Hj, R 

/Tl iiw It A-:, -A - PIrT ýk 3ý AE t-, L- IT *- AK a 91 Ft iL -A ý 11 n, rX 
1V 

ýq v if TIa )ý IPZ A 

E: Fri X59MRIP 

Ainý' Rj R JA 9-90 T Yll IR ýl -k ? 
X: XII. V,, Crn RmiltlAitAWT [fixf 
E: fý'N ýktf; ý,!! iý -A i -TrI n, A)ýMý Y)j ýl F)J A it, ý, ? 
X. 

ý4 fir, H f/T, 

k: AUNPlAiA-4,4Ei0AMJ*- *4ý, *Mv. AF'-M--z-3clE --ý -41,1 /% -M 73ý 
A 1% ýAn a -Pý * 1*11 *- 

E: 4R"f E f//F, M, A i-Tn'* ý-] ýý Dý 'Irl, COB M-T? 

t: WIFIM. AA 
VýIIIIOIEII- 
PAIMI'T". 
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Appendix XVI Interview Transcription (sample 002 English version) 
R: Hi, Nice to meet you! Thank you very much for joining this interview. Could you please tell me your 

English language learning experience? I mean from the first time you contact English to now, 
E: My initial contact with English was in Grade six when I was in primary school. It was a time we (in our 

province) undertook an English language teaching reform. Now English is incorporated into primary 
school curriculum. But at that time I knew nothing, just thought English was interesting. I didn't learn 

much. To learn vocabulary by reciting. I remembered I thought English words sounded nice. For me, to 
speak English was like to sing a song. At that time, the most homework after class was to copy vocabulary. 
This situation lasted for only a term and there was no more English class in the second term. When I came 
to Middle school, everything started from the very beginning as some students had English class in 

primary school, others not. At that time, things (English leaming) were very simple. Only to listen to 
teacher's instruction in class and recite vocabulary after class will do. English leaming at the beginning, 

all started from alphabets, then vocabulary. At that time, the most ftightening thing was to memorize 
vocabulary. I didn't know why, I felt I couldn't remember after memorization. For example, I could only 
remember a word after lots of times of repetition. Now this problem has basically been solved. Because I 
know English word has some structures. You know when you make a guess. Separate them by syllables, 
to add them up then you are clear. For some words, I even know them simply after I hear the 
pronunciation. Now it is much easier for me to memorize words, but at that time I didn't know this. Then, 

it is about second year in my Middle school. I was quite devoted to English language leaming. But at that 
time, grammar was much emphasised. Because we had to deal with examinations, which was a typical 

motivation. If I saw a sentence, I would analyse its structure, such as subject, verb, object, attributive, 
adverb and predicative or memorize typical sentence models. For me, the way I learn English was like I 
learn Maths. Leaming Maths was to learn a theorem then you quickly apply it to the things. Leaming 
English was to memorize some grammar rules then apply them. I felt little difference between the two. 
Anyway, at that time, I was quite motivated in learning Maths and my English score was quite high. But I 
did not learn much practical things. 

R: What do you mean by practical things? 
E: For example, you could chat with a foreigner if you met any. 
R: You mentioned you couldn't remember English words when you were in grade one, what did you do at 

that time? 

E: My teacher introduced some methods at that time. But I didn't understand. She talked about some 

syllables. I think to know syllables is a process of accumulation. You must know what kind of 

combination result in what kind of pronunciation. I didn't have accumulation at that time, therefore this 

(memorize words according to syllables) was not obvious and unknown. In the second year of Middle 

school, my English score was quite high, I could get over I 10 out of 120. Just like this, in terms of 
listening to the instruction in class, I would only listen to grammar rules and remember them. Then I 

would do other things. In fact, sometimes she would only teach one grammar principle, and all I learned 

in the class would only be that, i. e. how to collocate certain verbs. The grammar I meant here refers to 

how words and sentences are organized. In other words, I meant the structure of English sentences. But 

since that time, I didn't memorize much vocabulary, my way of doing English exercise was to search the 

way how to make up the overall sentences according to its structure. I was poor in translation. When it 

came to the final year of my Middle school, our English teacher's (changed to another one) level was not 

high, at least not as high as the one in my second year. In class, she spent little time in explaining. It 

seemed the class was over after we read aloud the text. And It seemed she didn't think we knew how to 
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read text. Therefore, in most of the time, I didn't listen to her instruction when I found I got nothing from 
her class. But since conditions in our place (local hometown) were poor, and we didn't have other means 
i. e. after-class books assisting in English language learning. So my English went declined. I realized 
English had such a regular pattern: it declined quickly, very quickly if you didn't devote to it for some 
time. 

R: Could you please tell me more as in what aspects it declined? 

E: I couldn't remember the vocabulary I once knew. Perhaps I knew the rough meaning of the words, but I 
didn't know how to spell it. Moreover, to see the Chinese translation of the English words, I didn't know 

the English version. I could figure out the Chinese meaning when I read English text. It was kind of my 

written vocabulary was less than my reading vocabulary. Besides that, those things once I was familiar 

became obscure. I forgot the words I once remembered. Forgot more and more as time went by. In 

particular in my last year of middle school, my English went down. What I meant went down was based 

on my English examination score. Is that OK I talk like this? I want to know what you want to know from 

me? 
R: Please don't worry about that. Only that it is your English language learning experience, I am interested 

in whatever you want to talk about and I don't want to influence your narration. I would be grateful if you 

could tell as much as you can. 
E: Maybe because the overall English education atmosphere emphasised score. Afterwards, my English 

became very poor. In the Entrance exam for High School, my English was around 100 out of 120. At least 

for me, it's poor. Because for me, English and Maths were my specialities. I should have got a higher 

score. At last, I entered a key high school only by two points beyond the admission score. Still influenced 

by ideas formed in middle school which emphasised grammar, my English study in the first year of high 

school was dominated by grammar study. Sentence structure, how to use it. In other words, I 

deconstructed the sentence and analysed the sentence in order to master it. Rather than to sense the 

sentence by remembering the whole sentence. It was the situation at that time. Now I thought it was a 

failure. I wasted lots of time and got no much effect. Even I was misled to a wrong way. Because it was 

really difficult learning English in that way. There were so many English sentences and I could never 

remember them all in that way. My English still went down till to the bottom in the second semester of 

my first year in high school. Roughly I got 100 out of 150 (score), And I felt very depressing. Compared 

with middle school, the content of English learning had been increased much. And I couldn't remember 

so much . Since I couldn't remember them after even several times reading, I lost my confidence. I almost 

decided to give up as I couldn't remember. Then in my second year of my high school, I coincidentally 

found my classmate was reading a book. Bookworm! Did you hear bout that? 

R: Yes. Do you mean bookworm series? 
E: Yes. It's published by Foreign Language Teaching and Research Press and Oxford University Press. It 

was my first time to contact English story. I felt quite good after I read it. Then I began to read it. My 

English also seemed to be picked up. Now I indeed felt grateful of it, otherwise I had no chance to study 

at Tsinghua university. The sentences in the short story were really beautiful and the vocabulary was also 

appropriate for me to read. Around 3000. For a whole book, new words for me were less than 20. If the 

book was thinner, then new words were less than 10 for me. Basically there were no new words for me. I 

could guess the meaning from the context if there were any Altogether there were 68 in the series, with 

50 at the beginning and 18 added later on. I finished reading 40 during one semester. My reading speed 

became highly improved. I could finish reading one thin book by 30 minutes and a thick one by an hour at 

last. 
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R: So how you read it? 
E: Firstly, just read. Each book I've read more than seven times. At first, I would read the content. After I 

grasp the main idea of the story, I would come back for concrete sentences, word usage and some strange 
sentences. Repeated reading. I can now even remember lots of plot of the stories. i. e. Wuthering Hights. 
They were all changed into simple words and easier to understand. 

R: You mean simplified version of the classics? 
E: Yes. I found English was more precise in terms of description when compared with Chinese. For example, 

if we describe'&-'TIT-'ýW, English first had a verb 'hit' then 'on the leg of the horse', a prepositional 
phrase to describe the actual position. Anyway, it's my own feeling. Because the book provides both 
English and Chinese version. At the beginning of comparison, I became interested in the difference 
between the two languages. Gradually, I liked English language. Because English was accurate, and its 

expression was clear. For Chinese, sometimes, it was vague and you couldn't understand without relevant 
experiences. I felt English was practical which suited my requirement. I thought language should be 

accurate and easy to understand. I don't like playing with words. Therefore from then I began to like 
English. This time I liked it was not because of score but due to pursuit of beauty or my own requirement 
for language. Afterwards, I attempted to learn English in a new way. I try to write some short articles in 
English everyday and submitted to my teacher. We had a foreign teacher at that time and I often asked her 

to correct. Anyway, I wrote whatever I wanted to write and sometimes created my own sentences. It 
turned out to be effective. It was about application of English. And I thought it was important in terms of 
language use. Moreover, it became part of my thinking, which was most practical. In the past, I cared only 
about score. But since I learned English like this, without any special analysis and memorization of 
grammar rules, my score on the contrary went up. It was about 130 out of 150. The score went up 
suggested that this way of English learning was effective. Later on, I was enlightened by a set of course 
book. In the past, our course book had few pictures which were mainly manual scripts. But our teacher 
foresaw the importance of course book and managed a set of newly revised course book which was now 
commonly used all over the country. At that time, only some privileged places could try this. But because 

of our teacher, we had opportunity to know this course book, with lots of pictures. The pictures were very 

nice. In particular, they helped you understand a real world, which narrowed the distance between English 

and my real life. Enlightened by this, I thought to truly know English was to imagine the real situation it 

suggested. Again, I resorted to Bookworm. Since there were so many things well written, there must be 

useful things I could learn from. This time I read and began to imagine the scene. For example, I vividly 

remember I could imagine the sisters' facial expression, gesture etc. after the ball in 'little women'. 
Anyway, I was addicted to these stories at that time and sometimes I would stay up late reading. I didn't 

listen much in class and didn't care about grammar at all. Since I could remember the whole sentence, 

why shall I analyse grammar? I knew the words were used and written in that way. I remembered my 

teacher once told me the most important thing in high school English leaming was to foster reading skills. 
In the second year of high school, our teacher suggested us to buy a sets of books called 'original English 

reading', from which I benefited a lot. it told us how to guess words from context, the relationship 
between words and sentences. Besides that, I also learned 'New Concept English'. I thought it provided a 

good teaching and learning mode. There was a dictation section in each lesson. My listening ability was 

rather poor at that time. I couldn't understand things spoken or I had no immediate response to listening 

materials. My teacher gave me rather good a suggestion that I could practise dictation by listening to the 

tape. She asked me to write down as much as I could wither it's a sentence or several words. Thus I began 

practising dictation by listening to New Concept English. I found I improved much in becoming sensitive 
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to English and could capture it. For example, I could get the unstressed syllables. After a period of 
practising like this, once I found I could understand Outlook (an English program in CCTV 4) which I 
didn't understand before. I found it was amazing. So this method trained my ears and improved my 
sensitivity to spoken English. I found there were some similarities between English and Chinese. If you 
speak more Chinese, you would speak faster and faster and many syllables would be omitted. English was 
the same in this regard. I could understand what was omitted since the overall English sentence remained 
in my head. Given partial hints, the overall sentence would emerge. Even though I could not catch each 

syllable, it didn't matter, I could figure out the meaning from others. By this way, my English now is good. 
My score (Beijng College Entrance English Language Test) is 85. The top of our class is 87. In the later 

stage of my high school, our teacher advised us to prepare for reading comprehension which was heavily 

valued in our National College Entrance Exam. Since I had the reading experience of English stories 
(Bookworm), I began to read more such books. Based on these reading, language sense naturally came up 

and the ability to guess words or sentences was improved as well. I felt in this stage, my ability of English 

leaming became integrated. Original understanding of grammar provided bases for me to predict 

sentences. Language context on the other hand helped me to understand the text. Thus three months 
before National Exam, I had done more than a hundred reading comprehension passages. They were all 
done by myself. On the contrary, I didn't do any assigned by the teacher. 

R: Why? 

E: Because I felt repulsive to her requirement. I deliberately chose not do to her assignment, let alone the 

homework. I felt she didn't know me. What she assigned was towards overall class. At that time, I knew 

myself quite well. I had confidence in my own judgement and decision. I knew what I need. 
R: Why9 

E: Because I improved greatly in mastering English from overall perspectives. I felt my teacher's 

requirement belonged to a low or middle level. But what I urgently need was to improve my ability in 

intensive reading, to explore the deep meaning of the sentences. But she gave me other exercises to do, of 

course I wouldn't do it. Later on, My score of reading improved substantially, with 32 then 34,38 even 

occasionally 40 (full score). My English in National College Entrance Exam is 132 (150 total). 

Afterwards, I didn't touch English at all except for reading Bookworm occasionally. I spent all the time 

playing, enjoying all those I couldn't when I had to prepare for Entrance Exam. 

R: Are there any people you want to talk about? 
E: Yah. Those teachers in my high school although teachers in middle school were not bad too. The teacher 

in my first year of high school belonged to the highest level in the school, because she would be the 

interpreter whenever we had foreign guests. But I couldn't understand her English. Sometimes she 

couldn't speak out what she wanted to express; sometimes she slipped out lots of English which I couldn't 

understand. After the whole semester, I didn't know her teaching mode and was not clear at all. This 

actually was very important for us to preview the lessons. In the second year, my English teacher much 

stressed grammar. He would deconstruct the sentence till it can never be deconstructed. Usage, sentence 

pattern, structure and everything would be listed. I didn't learn anything from him. Even I learned some I 

wouldn't remember as I would forget exactly the same day. But what he helped me most was the 

suggestion on dictations on tapes. My classmate who I happened to borrow Bookworm from had great 

impact on my English learning. It should be acknowledged that my teacher in the second year proved me 

a method of improving listening and my classmate incidentally offered me a new way of thinking. In the 

final year of high school, my English teacher was generally good and was our class-master. She was 

outstanding in teaching. For example, she wouldn't teach concrete grammar, but would display the overall 
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sentences. She wouldn't suggest us to memorize isolate phrases but illustrated several examples of how 

the collocation worked. This made me relate to my Bookworm: whether I could find out similar 

phenomena in the stories. So I searched for similar usage of words or sentences in the stories. Therefore, I 

would naturally relate one usage to others rather than memorize a single one only. To learn English like 

this can include lots of things. Moreover, she gave me an exercise book which was inspiring. I finished 

doing 180 reading passages on that. 

R: She just gave it to you? 

E, Yes. Because my English score was pretty good at that moment. And my other subjects were good as well. 
I was thought to enter either Peking University or Tsinghua university. This experience was helpful in 

terms of my deep understanding of passages. 

R: According to your account, can I say your difficulty in English language learning was the time around 

final year of middle school and first year of high school? 

E: Yes. Then I overcame the difficulty by reading. 

R: what do you think your most successful English language learning experience? 

E: reading Bookworm. 

R: Is there any time you are not satisfied with your English learning? 

E: Basically no except for occasionally I was not satisfied with my English score. Because I once found the 

direction, I would try my best to realize my goal. 

R: What's your ideal English language learning? 

E: Like now. Get rid of grammar. Read books, watch original movies. I would pick up Bookworm again and 

I believe they would once again bring to me the sense. 

R: Can you briefly summarize your English language learning experience? 

E: very simple. Two sentences: one is to explore into grammar; another is to explore into the nature of 

English language. Ile external expression and internal meaning. To tell you like this, I also became 

clearer in my own learning experience. 
R: Thank you. 
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Appendix XVII Follow-up Interview Transcription (sample 002 English 
version) 

R: You've just reviewed the transcription and provided your opinions on that. Can I ask you some questions 
based on our last talk? 

E: Sure. 

R: Firstly, it seems you always think score is very important, how do you feel about it? 
E: Score is very important. That is because I have no choice. Even though I now know the most important 

thing is to understand English and use English, within the practical big environment in China, of course 
reading ability is more emphasised. Nowadays many latest resources on Science and technology are 
written in English, and many references are in English. I still remember there was one article I came 
across when I was in High School. over 80% of the newspaper is published in English. Moreover, many 
websites are written in English. When we learn to edit C Language (computer), all the reminder is 
written in English. 

R: when do you mean 'now'? 

E: At my turning point from chasing scores to practical English language use. It was after National Entrance 
Exam. 

R: Do you think National Entrance Exam important? 

E: Of course. It's the result of traditional education. There is no way to ignore it. The present educational 
system in China, National Entrance Exam is the landmark. My high school classmate, there was no 
much difference between him and me in high school. But now I am in Tsinghua University and he is just 

in a local university. He felt that my status was promoted. It's an overall opinion. People felt that there 

was sharp difference between graduates from Tsinghua University and local University. 

R: Does this suggest National Entrance Exam determines your future? 

E: Not really decisive, but the overall path in the future is different. To study in Tsinghua is much better. 

R: You mentioned due to the influence of scores, you were quite confident at Middle School. But you were 

quite depressed and dissatisfied with your score at High School, what do you think of this change of 

confidence? 
E: I felt I could remember when I had confidence and can't remember when I had no confidence. It is just 

this simple. When you have confidence, you can gasp the key point immediately, and believe yourself 

that you can remember. At the time when I had no confidence, I felt very boring and couldn't remember. 
When you had confidence, you can always persist and persist. Without confidence, it would be very hard 

to continue. There are two levels of Book Worm: one for Middle School and another for High School. 

The level for Middle School is very thin and simple. So I started from lower level. There was no obstacle 
for me to read through the whole book. 

R: Can you tell me why you did much work on grammar when you think grammar is important, and why 

you read substantially when you find it helpful in reading bookworm? 

E: I believe persistence leads to success. At first, find a goal, then march towards the goal. 

R: What makes you march towards the goal? 

E: Interest. It serves as a good example that I read bookworm. At that moment, you find you are addicted to 

reading. The more you read, the happier you are. 

R: What do you think of your goal? 

E: It depends on what I want to do most. For example, today, my goal of reading bookworm is to understand 

those sentences, what meaning they express, what scene they describe. Have a clear understanding in 

certain sentences in the book. That was my goal of reading bookworm. I felt that's the first step. Only by 
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understanding the real language, language becomes valuable to us. 
R: besides 'interest', is there any other way make you persistent? 
E: on other occasions, it's score. If I felt it could help me improve my score, I would definitely do it. 
R: What made you think score is very important? 

E: It's about my middle school. I think the importance of score comes from family education. 
R: Why? 

E: For example, when I got high score, I could enjoy much prestigious treatment. 
R: For example? 
E: if my score is high, I would have material award. 
R: Do you think those award important? 

E: Of course, at that time I was young and surely I would have some temptation for certain material things. 
Then when you had good score you naturally wanted to keep the record. 

R: In your last talk, you mentioned to learn English need to invest lots of time, can you tell me why? 
E: At the beginning stage, you should invest lots of time. Because to learn English means you should 

activate your whole brain and this took a long time. When I myself had certain ability to sense English, I 

wouldn't need too much time. It's likely half an hour every day. I don't need to do many exercises. Only 

that I can keep in touch with English everyday is enough. 
R: You mentioned recitation. At the beginning, you can quickly memorize but when you came to High 

School, there were more and more grammar analysis and you felt too much to memorize, you felt recite 

was boring. Again, when you came across Bookworm, you read them so many times and you could 

easily recite lots of the chapters. I wonder how you think of recitation? 
E: There are two stages of recitation. The first stage is mechanical, purely to memorize those symbols and 

you don't know the meaning. Like you remember password. The second stage is to memorize the real 

meaning. You know the meaning and to memorize. When the time I read Bookworm, I knew clearly the 

meaning. Perhaps I can't recite the whole story, but I know the overall meaning. It's very clearly 

remembered. Just like you have watched a movie. 
R: What do you mean by mechanical memorization? 
E: sentences. Like the example sentences given by the teacher. I should say the two stages are connected in 

sequence of proceeding. You should start with mechanical memorization. There is no other way if it is 

difficult to understand. When you come to certain degree, you will enter into a real memorization. 
R: You mentioned you felt English was very interesting, sounded like singing. In High School, however, you 

disliked it. Later when you read Bookworm, you became very interested. Could you please tell me what 
do you think of 'interest'? 

E: Interest is the best teacher. Interest at least can guide me to do things I want to do. It can tell me what I 

want to do most and I would feel full of energy and motivation 
R: Where do you think interest comes from? 

E: It's unconscious. Just in a situation you suddenly find you like it or feel good doing things. 

R: You mentioned teacher's qualification and compared your teacher in Grade two and Grade three in 

middle school and other teachers in High School as well. I wonder how you think of teacher's role? 

E: I don't think teachers would influence that much on students. In other words, teacher is supposed to give 

you a direction. I prefer to do self-study. Perhaps this is my personal style. 

R: What do you mean by 'self-study'? 

E: Sometimes I don't care about the teacher. I would follow my own ideas to learn. At first, you know a 

direction, The teacher can set a goal which I may refer to. I mean what we shall learn now and what we 
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shall learn next. But how to learn that I wouldn't listen to teachers. 
R: You mentioned you prefer self study, when did that take place? 
E: About Grade three in middle school. It's firstly transplanted from my math study. I felt quite interesting to 

learn English in that way. In Grade three, I was not used to the teacher's lesson. There was no way. I had 
no idea as how to learn. There was no difference between listening to the teacher and not to. So I chose 
not to listen. But I would still learn English. The score would not be good if I didn't learn. So I learned 
by myself After a period of time, I would ask my classmates where they have learned thus I could set up 
my own progress. 

R: Can you tell me more about it? 

E: What I remember most clearly was in High School. At first, I would refer to my past learning experience, 
in Grade one I specially focused on grammar. To learn grammar can help me do exercises correctly. 
Actually I couldn't remember. But this was my previous experience. I had no other choices. In Grade 
two, the teacher taught us methods rather than content. I improved my ability of capturing details of 
English, I can capture the details of English. At that time, I already read much Bookworm. In Grade 
three, teacher told us the definition of understanding English. What meant to really understand English. I 

will imagine the scene words or paragraphs aim to describe. I would try my best to turn over page by 

page as I was watching movie, the picture was shown one after another. 
R: So at that time was your goal still set with reference to teacher's goaI9 
E: it's not in Grade Two. Since Bookworm is a complete system. From low to high, there is exercise after 

the text. The exercise is designed delicately For the first part, it's pronunciation; the second part is blank 
filling; the third part is writing exercise. Besides that, there are some exercises asking you to recall the 

main idea of certain paragraph, to judge right or wrong. Since the whole book was designed with 
different stages, there was no need to refer to the teacher. 

R: You mentioned your English learning experienced a transition from grammar to language sense, how you 
think about this transition? 

E: firstly, it's improvement of understanding English. From mechanical memorization, what we contact was 
symbols. From symbols to the core was the real meaning. During the process large amount of 
memorization is unavoidable. In some stages my success rriisled me and I took the wrong direction. It 

was a frustration. Then I turned back and walked towards a correct direction. 

R: How you judge your direction? 

E: based on whether I can understand original English, for example, Bookworm. 

R: How would you conu-nent yourself in your class in terms of English language learning? 

E: belonging to the upper level, but not the best. Even in High School, there are some students who are 
better than me in normal English exercises. But my score was better in National Entrance Exam. I 

thought questions in National Entrance Exam were very flexible. Unlike our normal exam at school 

which were dead exercises. In national Entrance exam, you can only work out solutions after you really 

understand the language. 

R: What do you think of other's opinion on your English language learning? 

E: They thought I was good. Hard to transfer. Because I am quite independent in thinking. I have my own 

way of exploration. Something I transplanted from Physics, Math and Science. 

R: You mentioned your family education earlier on, I wonder what else you want to comment on? 

E: The best thing my family gave me was independence. From Grade five in primary school, my family 

basically didn't care about me. My dad and mum works in different places. My younger brother lives 

with my mum and I stay with my dad. Since my dad was very busy, almost everything was done by 
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myself within home. 

R: Why you think material award can make you study? 
E: At that time, I also think if the person got high score, he or she is the example of being excellent. I mean 

it urges me to work hard and move forward. It is my pursuit for excellence from the bottom of my heart. 

R: Can you talk a bit more about your childhood when you mentioned nobody cared about you in the 
family? 

E: At that time, my dad and I lived in a flat within his company. There were no friends who I could play with. 
Simply I played with myself. Set a goal for myself and then did it. It became a habit. Following the goal I 

set and reached it I would feel very good. 

R: From previous talk, it seemed you knew yourself very well in terms of English language leaming, I 

wonder how you do that? 

E: It's natural I think. If you want to reach a goal, you must know the requirement this goal entails. 
Accordingly, you can try your best to evaluate your learning effect. Whether you can reach the goal or 

not. 
R: Just now you mentioned your classmates thought your English was very good but can't be transplanted. I 

wonder whether you care about their comments? 
E: Not really mind. Follow my own goal set by myself, I do it for myself 

R: If you were asked to give advice to your friends who want to learn English, what kind of advice you 

would like to give? 
E: I can only give them a direction. Firstly, I don't know what's her or his own opinion. Secondly, like me, 

you should have very strong ability of exploration, continuous exploration. It is difficult to implement. I 

can only give them a direction. To march towards the essence of English. You first see the shell of English, 

but you shall try your best to know it's real image the language expresses. 

R: You have a typical sentence: given a direction, I can reach my goal. How come you have the confidence? 

E: My confidence comes from my experience. Up to now, except that the goal can't be reached. Well, if 

can't be reached then I won't have that goal. Because if I have my goal, I will try my best to realize it. 

R: What do you think of studying here? 

E: more freedom. Not only depending on textbooks. There are so many books, magazines. Like world 

economist. To see how those great people became successful for example, Bill Gates and learn from them. 

R: Anything else? 
E: I don't think the atmosphere have much influence on me. From objective environment, here indeed 

provides much better learning conditions. But my way of leaming wouldn't change because of 

atmosphere. I learn what I want to learn. 

R: How do you think of your English declining? 

E: I felt if there was no time, it's natural if I didn't touch English for two months. But I will keep in touch 

with it. 

R: Anything else to comment? 
E: No. 

R: Thank you. I will contact you if I have further questions. 

E: No problem. 
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Appendix XIX Data Coding (sample 003) 
1- English learning environment (not compulsory) 
2. no interest 
3. own decision to give up 
4. self-reflection (regrets not knowing the importance of English at earlier age) 
5. other's help with English learning (Mum and sister) 
6. self-evaluation (English competence contest, geographical difference on English level) 
7. teacher's special care 
8. self-evaluation (exam score) 
9. family influence (uncle's way of success becomes own life goal) 
10. motivation (uncle as an example) 
11. sister's English learning method 
12. teacher's special treatment (motivating) 
13. teacher's decision (learning material) 
14. teaching method (communicative approach) 
15. own preference of English learning (exam-oriented) 
16. teaching method (grammar-based) 
17. attitude towards teaching methods (positive) 
18. own way of learning (listen to English song, watch English movie) 
19. self-evaluation (own way of learning, little effect) 
20. no control (self-forced learning) 
21. teacher's advice on improving pronunciation 
22. self-image (try best to go forward) 
23. Mum's influence (words) 
24. self-evaluation (English language ability) 
25. own control (improve oral English) 
26. belief in English language environment 
27. make effort 
28. self-evaluation (exam-oriented learning and real language use) 
29. self-reflection on English language learning process (ups and downs, time investment is 

decisive) 
30. Chinese learning motto (practice makes perfect) 
31. exam score (public evaluation criteria) 
32. learriing goal (to prove one's own value) 
33. family education (optimistic, make effort to overcome difficulty) 
34. family influence (mum's behaviour) 
35. motivation (English is important) 
36. conflict (mother's control, own choice to reject) 
37. Chinese learning motto (interest is the best teacher) 
38. own control over learning (mum little control) 
39. teacher's advice 
40. time investment (only by making effort can succeed) 
41. effort leads to high exam score (own experience) 
42. self-image (best student at school) 
43. teacher's special care 
44. learning attitude (always want to improve) 
45. teacher's role (give direction and provide some methods) 
46. own role (make effort to improve English level) 
47. conceptual change (exam-oriented learning, grammar, instrumental purpose to oral 

English, language use) 
48. self-reflection (should learn more at earlier age, good for language sense) 
49. self-evaluation (high score but poor abilities in language use) 
50. interest (is vital in English language learning) 
51. effort leads to success 
52. competitive environment (pressure results in motivation) 
53. time investment (determines score) 
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Appendix XX Theme Elicitation (sample 002 Vt time) 
I. * ifli r nI! * -ýj )ý m 
2. A JA X 7ý 
3. M)l 
4. 
5. 
6. MIA 
7. -* 

A *A -ft 
8. A-E W,, 0 no 
9. WR-15 
lo. 

12. 
13. 
14. 
15. 
16. 
17. Rl f HI IQ A 
18. 
19. Xi AN, IR -W- PT ý 
2A 0. /%A 
21. A 
22. 
23. 
24. 
25. A 

-11,0131 26. 
27. 
28. 
29. 
30. 
31. 
32. n -R 3 ý<' M 
33. -R ZA 5v- 
34. 
35. 
36. 
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Appendix XXI Theme Elicitation (Sample 002 2 nd time) 
>1 law rc 

2.1-9 JVI 
-5ý 

ý54- R, Wý- 
3. Mýj 
4. -11' A*A 

5. *AIWAno (*PM9) 
6. ýMIRIR5 
7. ýZ3UMM, jPnij (r-p-A, 3VjM) 
8. IA-ftgl (XifffA*jIAT; 
9. C-VTW'ItýAa; 
10. 
ii. 

12. 
13. 
14. 
15. * A- 

-11- 
16. ýz ffix; Olm: 
17. nA ijrl, --W * ý-j AfY, ft k1k )-J /ýA A; 

18. -A VT ffWf 11 * M, MA ýR, 3ý fa, TA Tý, 
19. -RT-IvI (nE, W1111t4) 
20. f4 ( -11t AZ OT 3ý ME Rý, 41 * 
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Appendix XXII Theme Elicitation (sample 002 English version) 
I. 
2. 

English language teaching reform_ 
----- ------------ -- --- --------- intcrcsý (English 

- 
sound) 
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..... ... ... . ... ... E'n'v'i'r'onme'n"ta'I- 
influence 

3. vocabulary learning (recite by reading or copying) .......... - ........ ........ ............................ 
n t : i n t e r s t e 

LCO 
Me T 

4. vocabulary learning (memorization) . .... ... ... I...... ... ... .. . , . .. . _,. . . . - . . . ............... .. 
5. vocabulary learning (structure analysis) 

------ ------- 
FComment: 

learning metho 4 
6. ýnoljvation ýexam) 

---------------------------------- ----- - ------------ ------ Comment: motivation 7. grammar learning ....................... ................. - .................... I ........ . .......... . .... ........ 8. cross-curriculum learning (English and Math) 
q. learning) ývaluatioij (English 

- 
languag 

-e 
f6o'rnment: 

evaluation 

. 
10 ------------------------------------------------------- ---- - clwr', - 1 C, S 

--------------------------------------------------------------------------------- ------ 

- -1 .......... . .......... 
--- - Comment: teacher 11. ww, ýý on selectively listening to teacher's lectures (only take grammar) 

12. exam-oriented learning 
13. teaching. inethod (reading aloud the text, boring) 
14. ýnvn I'cisiim ýnpejecting 

-teacher-'s- 
lecture (only take 

-grammar) ------------- ------ 
............ . ............................... ............ ............ ... comment: own decision 

15. evaluation (English level, attribute to time investment) 
16. evaluation (exam score) 
17. English language education environment (attach importance on score) 
18. grammar-based learning 
19. self-evaluation (learning method) 
20. self-evaluation (score, memorization) 
-11 , 

Itosc ýolffldcfwýý ý ..... ...... .......... . ..... .... .... f"Com . me .n. t.. c. o. n. fi 
.d. 
e. n. c.. e 

................................ 

22. --------------------------------------------------------- -- ---- -- observing other's learning method (reading original novel) . ............ ..................... . ..... ....... . ..... . ......... . ... ... . ..................... .. 
23. ýransitional point ýo rigina In ovel) .... ......... ..... ... ... ....... ... ... -.... -.. -- C om mentt ra nsiti0naIP0 in t 
24. interest (English literature) 
25. self-evaluation (English level) 
26. dl-Qý . i'ýioi on new way of learning (reading original novel) 
27. self-evaluation (reading speed) 
28. - r, ý, 7 zý of reading (original novel) 
29. ýaiiguage comparison ýEqglish and Chines e) 

------------------------------ -- - --- ------ 30. interest (difference between two languages) - ---------------- -- - - 
31. interest (beauty of English language) 
32. dQ, -k, on to learn in a new way (try writing) 
33. self-evaluation (exam score) 
34 , comparison (English textbooks) 
35. ýýý-, t4%01(influence ftom wxtbook) Comment: nature of language 
36. J, ý' .; 

'on to learn through reading original English novels learning 
........... .. --, ***-* .... ....... 37. (hinese learning motto 6ore over one's_books_by thelight of a candle) 

---------------- ----- - 
Comment: Chinese learning 

38. in class (give up grammar) ýn on how to leam motto 
.......................... . ........ . ...................................... ----- - --- - ------- 39. leacher^s advice on learning material (original English reading/ New concept English) ...... 

40. teachurs advicc on improving (dictation according to tapes) 
41. self-evaluation (learning method of listening) 
42. language comparison (English and Chinese in speaking) 
43. teach,, ýr's advice oil readin. - (exam purpose) 
44. self-evaluation (own ability of English language learning) 
45. oo: -I, ý. to learn (doing more exercise /exam oriented) 
46. cuintro, (what to learn) confidence in own decision 
47. self-evaluation (exam score) 

49. 1. ýacllingapproach (communicative/grammar based) 

50. peer's influence (reading original novel) 
51. teaching approach (English in context) 
52. teachet's special caný 
53. confidence in finding learning objective and determination to achieve it 

54. self-evaluation (English language learning process) 
55. no control on exam-oriented learning 

........ ............. ..... ....... ....... . ........................ . .................... 
56. understanýipg_&-la 

_age 
use/written English)_ u Comment: Conflict of language 

57. 
ij 

(higher score to language 
ro 

learning 
. .... .... .... . .... ................. -- .............. 

use) 
58. importance of national entrance exam 
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59. ordinary people's different expectations on different universities 
60. ý. --Ontroi ofkavi,,; tiý ,4 plan (easy to difficult) 
61. Chinese learning motto (when there is a will there is a way) 
62. motivation (genuine interest) 
63. mofi\ ation (higher exam score) 
64. family influence (importance of exam score) 
r, Noun 
66. M JIM 

Lýýýýýmechanical 

recite to deep understanding) 
67. Chinese leaming motto (interest is the best teacher) 
68. kcit' ýIik_eself-study_) 
69. role (determine learning plan), own role (determine learning process) 
70%ýý11 'difficulty in Itaming leads to ý` decisions to learn 
71. leacher's plan as reference to monitor own learning process 
72. difl. Jerent jpproa6 (grammar to achieve high score; method to understand 

English) 
73. o"', 1ý oulrol o Clcarji iiig (replace teacher's role) 
74. ý-elf-reflection on English language learning process ýrne 

- 
moriz 

- 
ati 

- 
oi 

-i 
isnecessary 

------------- 
grammar based learning is wrong, understanding English is correct) 

75. seff-reflection on National entrance exam (understanding English helps achieve higher 
Score) 

76. family influence on independence 
77. Ii fie goal (being excellent by achieving higher exam score) 
78. [iiil tý1 (being alone at home) 
9, ýAý,!;, Xlý rQ, 

80. (strong detennination) 
81. freedom in university: new life goal (successful economists) 
82. relationship between learning environment and self (self is more important in managing 

own learning) 

o mTent-. 

Comment: Self-reflection 
........... I... I ... .................. 
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Appendix XXIII Co-judger's Coding (sample 002) 
R: Hi, Nice to meet you! Tbank you very mucb forjoining this interview, Could you please tell me your Englisb language 

teaming experience'? I mean from the first time you contact English to now. 

E: ý4y initial contact with English was in Grade six when I was in primary schooý. 
_ 
It was a_ time we 

_(in_ 
ourprovinct) 

undertook an English language teaching refon-n. Now English is incorporated into primary school curriculum Out at 

that time I knew nothing, just thought English was interesting. 1 I didn't learn much. To learn vocabulary by reciting. I 

remembered I thought English words sounded nice. For me, to speak English was like to sing a song. At that time, the 

most homework after class was to copy vocabulary. This situation lasted for only a term and there was no more English 

class in the second term. When I came to Middle school, everything started from the very beginning as some students 

had English class in primary school, others not. At that time, things (English leaming) were very simple. Only to listen 

to teacher's instruction in class and recite vocabulary after class will do. English leaming at the beginning, all started 

from alphabets, then vocabularý. At that time, the most frightening thing was to memorize vocabulary. I didn't know 

why, I felt I couldn't remember after mernorization. [For example, Icouldonly-remember a- word 
-after -loits -of -times 

of 

repetition. Now this problem has basically been solved. Because I know English word has some structures. You know 

when you make a guess. Separate them by syllables, to add them up then you are clear. For some words, I even know 

them simply after I hear the pronunciation. Now it is much easier for me to memorize words, but at that time I didn't 

know this. Then, it is about second year in my Middle school. I was quite devoted to English language leaming. But at 

that time, grammar was much emphasise4. Because we had to deal with examinations, which was a typical motivation. [ 

ýf I saw a sentence, I would analyse its structure, such as subject, verb, object, attributive, adverb and predicative Or 

memorize typical sentence rnodels. J_ýor me, the way I le m English was like I learn Maths. Learning Maths was to 
_ -_ __4---- --- - ------------------ -- -- 

learn a theorem then you quickly apply it to the things. Learning English was to memorize some grammar rules then 

apply them. I felt little difference between the two. ýAnyw4y, at_tha_t time, Iwas 
_quiteipotivAted 

in_le_a_m_inR M-a_ths_and_ 

my English score was quite high. But I did not learn much practical things. ý 
-------------------------------- ------- - 

R: What do you mean by practical things? 

E: For example, you could chat with a foreigner if you met any. 

R: You mentioned you couldn't remember English words when you were in grade one, what did you do at that time? 

E: Ny teacher introduced some methods at that time. Out-I. didn-'t 
-understand, 

She 
-talked- 

about- some syllables. 
-1-think-to --------- 

know syllables is a process of accumulation. You must know what kind of combination result in what kind of 

pronunciation. I didn't have accumulation at that time, therefore this (memorize words according to syllables) was not 

obvious and unknown. In the second year of Middle school, my English score was quite high, I could get over I 10 out 

of 120. Just like this, ýn terms of listening to the instruction in class, I would only listen to grammar rules and remember 

then-L Then I would do other things. In fact, sometimes she would only teach one grammar principle, and all I learned 

f'c'o'm-m'e'n't': 
E'a'r'l'y-s*tart- 

. ............................... ........... III..................... 

Comment: Different motivation ... ........ **** -* * ... .......... *'**"* ..... . .......... * ............... 

n0tt hi nk0fj0bs 

Comment: Stressful way of 

learning; pressure; no skills/no 

strategy 

comment: Motivation (exam) 

, eaming style 

Comment: Learning math/rules 

into different situation; compare 

different subjects 

Comment: Reflection 

(metacognition) 

Comment: Teacher's methods 

Comment, Making his decisions 

of what is leaming; confidence 

in the class would only be thaý 
-i. 

e. 
- 
how- to 

-c-ollocate-certa-in- 
verbs. The_ grammar- I 

-meant- 
here-refers- to 

-bow 
words and 

sentences are organized. In other words, I meant the structure of English sentences. But since that time, I didn't 

memorize much vocabulary, my way of doing English exercise was to search the way how to make up the overall 

sentences according to its structure. I was poor in translation. When it came to the final year of my Middle school, our 

English teacher's (changed to another one) level was not high, at least not as high as the one in my second year. In class, 

she spent little time in explaining. It seemed the class was over after we read aloud the text. And It seemed she didn't 

think we knew how to read text. 1 Yberefore, in most of the time, I didn't listen to her instruction when I found I got 
------------------------------------- 

nothing from her class. ýjktsin-qe conditions-in our p-lace-0-ocal ho-metownYwe-re-poor, 
-and-w-e- 

didn-'t 
-have-other 

means- 
-- --- --- -- - --- - ---- - ---- ---------- 

i. e. after-class books assisting in English language learning. ýojpy Eqglisb went 
_decl_ined, _l 

realized English had such a_ 
- -- ---------- --- ---- ------ -------- -- 

regular pattern: it declined quickly, very quickly if you didn't devote to it for some time. [ 
------------------------------ 

R: Could you please tell me more as in what aspects it declined? 

E: ý couldn't remember the vocabulary I once knew. Perhaps I knew the rough meaning of the words, but I didn't know 

Comment: Judgment on 

teacher's level 

Comment: Sophisticated; 

criticize teacher 

Comment: Motivation (look for 

opportunity) 

Comment: Evaluation (attribute 

to time investment) 
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how to spell it. Moreover, to see the Chinese translation of the English words, I didn't know the English version. I 

could figure out the Chinese meaning when I read English tex( It wý kind of my written 
_vocab-ulary_ 

was less than my Comment: Awareness (specific 

reading vocabulary-1- Besides 
_ 
that, 

_th_os_e 
Jbirgs once I 

_was- 
camiliar became 

_ 
ob_s_c_uTe_. 

_ 
I forgot 

_the_ 
words 

_I _once_ 
awareness what is declining) 

remembered. Forgot more and more as time went by. in particular in my last year of middle school, my English went Comment: Productive vs passive' 
down. What I meant went down was based on my English examination score. Is that OK I talk like this? I want to know 

vocabulary 
what you want to know from me'? ................... .............. .............. .................... --- ............. 

R: Please don't worry about that. Only that it is your English language learning experience, I am interested in whatever .............................. . ........ 
you want to talk about and I don't want to influence your narration. I would be grateful if you could tell as much as you Comment: Educational 

can. environment 

E: Maybe because the overall English education atmosphere erriphasised score. Afterwa 
,yFe ame very poor. rds T shb c 

------- Comment: Self-evaluation 

In the Entrance exam for High School, my English was around 100 out of 120. ýAt_Iýastfot me, it's poorBecause for (exam score) -- ------------- 
me, English and Maths were my specialities. I should have got a higher score. At last, I entered a key high school only 

by two points beyond the admission score. $611 influenced by ideas formed in middle school which emphasised 
Comment: Granumr-based 

learning 
grammar, my English study in the first year of high school was dominated by grammar study. Sentence structure, how 

to use it. In other words, I deconstructed the sentence and analysed the sentence in order to master it. Rather than to Comment: Self-evaluation; 

sense the sentence by remembering the whole sentence. It was the situation at that timeý. 
_ý9)? 

v I th_oug]ht it 
-was- 

a fiajlure. 
- 

taking responsibility 
I ................. . ............... ...................... -- .......................... 

I wasted lots of time and got no much effect. Even I was misled to a wrong way. Oecause it was really difficult learning 
------------ --- ---- ------ - Comment: Self-reflection (my 

English in that way. There were so many English sentences and I could never remember them all in that way. My 
way of dealing with English didn't 

English still went down till to the bottom in the second semester of my first year in high school. Roughly I got 100 out "I work; expecting a new learning 

of 150 (score). And I felt very depressing. Compared with middle school, the content of English learning had been 
method) 
............... increased much. And I couldn't remember so much ý JSi-nce 

-1-couldn-'t 
remember 

-them- 
afte-r- even several times reading, . ...... ........ 

Comment: Awareness of 
lost my confidence. ý_almost decided togive up as I couldn't remember. Then in my second year of my high school, I 

------------------- ---------------- -- confidence 
coincidentally found my classmate was reading a book. Bookworm! Did you hear bout that? 

R: Yes. Do you mean bookworm series? Comment: Awareness of own 

E: Yes. It's published by Foreign Language Teaching and Research Press and Oxford University Press. It was my first level 

time to contact English story. I felt quite good after I read it. Then I began to read it. My English also seemed to be Comment: Important new way 

picked up. ýow I indeed felt grateful of itý otherwise I had no chance to study at Tsinghua university. Oesenterim 
-in 2" of learning English (sth. He didn't 

the short story were really beautiful and the vocabulary was also appropriate for me to read. Around 3000. For a whole realize as possible before) 
............. book, new words for me were less than 20. If the book was thinner, then new words were less than 10 for me. Basically ... ............ 

there were no new words for m4 ) c, uld guess the meaning context ifýthere were 
Comment: Leami 

. 
ng 

- 
st 

. 
rategy 

0 any. ogether there were 
- --------------- - 

kqT! 4e_ 
- ------------- - 

ýIti 
:: ý= : ý: 

Comm e nt: M onitoring 68 in the series, with 50 at the beginning and 18 added later on. I finished reading 40 during one semester. My reading 

speed became highly improved. I could finish reading one thin book by 30 minutes and a thick one by an hour at last. 1 
---- -- 

'Comment: 
Suggestions of 

R: So how you read it? 
motivation; his choice; now he 

E: Firstly, just read. ýach book I've read more than seven timesý. 
_ýt 

first, I would read thecontent After_I_ gr4sp_ themain 
---------------- likes learning 

idea of the story, I would come back for concrete sentences, word usage and some strange sentences. ýepeated-re-a-ding. 
- Comment: Quantity of work; 

I can now even remember lots of plot of the stories. i. e. Wuthering Hights. They were all changed into simple words 
methods 

and easier to understand. ........... 
R: You mean simplified version of the classics? Comment: Own method: general 

ip E: Yes, ý found English was more precise in terms of description when compared with Chinese. [ foir exam if ye- ideas to specific laugnage use; 

describe'ft TIT -1ý W, English first had a verb 'hit' then 'on the leg of the horse', a prepositional phrase to describe the strategy use (not read in the same 

actual position. Anyway, it's my own feeling. Because the book provides both English and Chinese version. At the way) 
...................................................... 

beginning of comparison, I became interested in the difference between the two languages. Gradually, I liked English 
Comment: Language 

14nguage. ýecause English was accurate, and its expression was clear. 1 Fr Chinese, sometimes, it was va e and-you I --------- 
Ru 

---- - -------------------- comparison 

couldn't understand without relevant experiences. I felt English was practical which suited my requirement. I thought 
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language should be accurate and easy to understand. I don't like playing with words. Therefore ftom then I began to 

like English. This time I liked it was not because of score but due to pursuýit of beauty or my own requirement for 
.................... ............................................................................. 

language. ýAfterwards, latteýrrVed to learn English in a new- way. I try to-write some- short 
-articles- 

in English everyday COMMent: interest; aware of - -- ------------- 
and submitted to my teacher. We had a foreign teacher at that time and I often asked her to correct. Anyway, ý wrote what he wants; attitude; motivated 

whatever I wanted to write and sometimes created my own sentences. 1 It turned out to be effective. It was about by sth. reading in English; his 
----------------------------- 

application of English. And I thought it was important in term of language use. Moreover, it became part of my decision of way to learn 

thinking, which was most practical. ýn the past, I cared only about score. But since I learned English like this, without Comment: ownership of work 
any special analysis and memorization of grammar rules, my score on the contrary went up. It was about 130 out of 150. f-Comment: 

evaluati 
. 
on The score went up suggested that this way of English learning was effective. Later on, I was enlightened by a set of 

course book. In the past, our course book had few pictures which were mainly manual scripts, But our teacher foresaw 

the importance of course book and managed a set of newly revised course book wbich was now commonly used all 

over the country. At that time, only some priAeged places could try this. But because of our teacher, we had 

opportunity to know this course book, with lots of pictures. ýhe pictures were very nice. In particular, they helped you 

understand a real world, which narrowed the distance between English and my real life. ýnlighteped_bythis, I thought 

to truly know English was to imagine the real situation it suggested. Again, I resorted to Bookworm. Since there were 

so many things well written, there must be useful things I could learn from. This time I read and began to imagine the 

scen4_ for examp4e, Ivividly remember 
_I- 

could- irna_gine thesisters'- facial express ion, 
_gqsture_ 

etc. 
- 
afte-r- the 

-ball-i-n- 
'little- 

women'. Anyway, I was addicted to these stories at that time and sometimes I would stay up late reading. I didn't listen 

much in class and didn't care about grammar at all. Since I could remember the whole sentence, why shall I analyse 

grammar? I knew the words were used and written in that way. ý remembered my teacher once told me the most 

important thing in high school English learning was to foster reading skills. In the second year of high school, our 

teacher suggested us to buy a sets of books called 'original English reading', from which I benefited a lo( Ittold- us- 

how to guess words from context, the relationship between words and sentences. Besides that, I also learned 'New 

Concept English'. I thought it provided a good teaching and learning mode. There was a dictation section in each lesson. 

My listening ability was rather poor at that time. I couldn't understand things spoken or I had no immediate response to 

listening materials. My teacher gave me rather good a suggestion that I could practise dictation by listening to the tape. 

She asked me to write down as much as I could wither it's a sentence or several words. Thus I began practising 

dictation by listening to New Concept English. I found I improved much in becoming sensitive to English and could 

capture it. For example, I could get the unstressed syllables. ýAfter a period Of practising like this, once I found I could 

ECO: m::: m:: e:: n: tý*a-uth-entic -meanmn 

Comment: nature of English 

language leaming is understanding 

(notjust acaden-dc subject) 

Comment: teacher suggested 

leaming 

............... ......... .......... . .......... . ....... . ............... .... ...... 

understand Outlook (an English program in CCTV 4) which I didn't understand before. I found it was amazing. So this 
... .......... . ............................ . ......... ...... ...... ....................... 

method trained my ears and improved my sensitivity to spoken English. 1 ý_ found there-were some shnijari6es between Comment: evaluation 

English and Chinese. If you speak more Chinese, you would speak faster and faster and many syllables would be 

omitted. English was the same in this regard. I could understand what was omitted since the overall English sentence 

remained in my bead. Given partial hints, the overall sentence would emerg4_ 
ýEven_ 

tliqqghl could nat catch each- 

syllable, it didn't matter, I could figure out the meaning from others. Oy this way, my English now is good. My score 

(Beijng College Entrance English Language Test) is 85. The top of our class is 87. ýln tbe_l-aýýr_so_gý! )ýMyýig4Aq4qg!, - 

our teacher advised us to prepare for reading comprehension which was heavily valued in our National College 

Entrance Exarn. Since I had the reading experience of English stories (Bookwon-n), I began to read more such books. 

Based on these reading, language sense naturally came up and the ability to guess words or sentences was improved as 

well. I felt in this stage, my ability of English learning became integrated] Origina_l_unde_rstanding_of_grArTW_provided- 

bases for me to predict sentences. Language context on the other hand helped me to understand the text. Thus three 

months before National Exam, ý had done more than a hundred reading comprehension passages. They were all done 

by myselt On the contrary, I didn't do any assigned_by_ the teacher. 
_I ---------- ------------------ -- ---------- - ----- ------------------- ---- 

R: Why? 

Comment: comparison between 

Chinese and English 

Comment: reflection (critical 

thinking) 

Comment: self-evaluation: both 

granunar and language ....... ..... * ........... *** ...................... ** ................ *-"*-, ---"--* ------- 
Comment: quantity of work; 

ownership of work 

Comment: confidence of own 

decision 
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E: Oecause I felt repulsive to her requirement. I deliberately chose not do to her assignment, let alone die homework. I felt 

she didn't know me. What she assigned was towards overall class. At that time, I knew myself quite well. I had 

confidence in my own judgement and decision. I knew what I nee4. - ----------- --- --- -- 

[C, 
O, M-M, e"n't-: 

au't'o'nomy . ..... ..... ..... . 

............................................ ........... .......... R: Why? 

E: Because I improved greatly in mastering English from overall perspectives. I felt my teacher's requirement belonged to 

a low or middle level. But what I urgently need was to improve my ability in intensive reading, to explore the deep 

meaning of the sentences. But she gave me other exercises to do, of course I wouldn't do it. Later on, My score of 
- '* ...... ...... * .................. ................ -........ 

reading improved substantially, with 32 then 34,3 8 even occasionally 40 (full score). My English 
_in_Nat_ion_a]_C-ollege_ 

Comment: evaluation (exam 

Entrance Exam is 132 (ISO total). Afterwards, I didn't touch English at all except for reading Bookworm occasionally. I score) 

spent all the time playing, enjoying all those I couldn't when I had to prepare for Entrance Exam. ............... - ..................................................................... ................ 

R: Are there any people you want to talk about? 

E: Yah. Those teachers in my high school although teachers in middle school were not bad too. ýhe teacher in my first 

year of high school belonged to the highest level in the school, because she would be the interpreter whenever we had 

foreign guests. But I couldn't understand her English. Sometimes she couldn't speak out what she wanted to express; 

sometimes she slipped out lots of English which I couldn't understand. After the whole semester, I didn't know her 

teaching mode and was not clear at all. ýhisactually- was ver m or us to lessons, In the second y-ý 
-portant-f _preview 

the 
---------------------- 

Comment: evaluation of teacher 

year, my English teacher much stressed grammar. ý-le would deconstruct the sentence till it can never be deconstructed. 

Usage, sentence pattern, structure and everything would be listed. I didn't learn anything from him. Even I learned- Comment: able to make his own 

some I wouldn't remember as I would forget exactly the same day. But what he helped me most was the suggestion on judgement 

dictations on tapes. My classmate who I happened to borrow Bookworm from had great impact on my English learning. 
- ------- Com me ntp ee r0bse rv ati0n 

It should be acknowledged that my teacher in the second year proved me a method of improving listening and my ... ... ...... .. 

classmate incidentally offered me a new way of thinking. In the final year of high school, my English teacher was 

generally good and was our class-master. ýhe was outstanding in teaching. For example, she wouldn't teach concrete 

grammar, but would display the overall sentences. She wouldn't suggest us to memorize isolate phrases but illustrated 
. .................................. . ..... . ..... . ... . ... I ................. . ............ . .... .. 

several examples of how the collocation worked. J ýThis made me relate to 
_my 

Bookworm: whether I could fmd out 
------------------- 

Comment: aware of teaching 

similar phenomena in the stories. So I searched for similar usage of words or sentences in the stories. Therefore, I methods 

would naturally relate one usage to others rather than memorize a single one only. JbJqarn English_; i_ke this can include- ........................ ... . .......... ......... 
Com me n t: leaming strateg y 

lots of things. Moreover, she gave me an exercise book which was inspiring. I finished doing 180 reading passages on (related usages rather than symbol 
that. 1 

--------------------------------------------------- - --------------------- -------------------- ------ --- --- memory) 
R: She just gave it to you? 

E: Yes. Because my English score was pretty good at that moment. And my other subjects were good as well. I was 
Comment: quantity is important 

thought to enter either Peking University or Tsinghua university. ýbis experience was helpful in terim of my deep 

understanding of passagesý -------------------------------------------------------------------------------------------- - 
Comment: self evaluation 

J 

R: According to your account, can I say your difficulty in English language learning was the time around final year of 

middle school and first year of high school? 

E: Yes. Then I overcame the difficulty by reading. 

R: what do you think your most successful English language leaming experience? 

E: reading Bookworm. 

R: Is there any time you are not satisfied with your English learning? 

E: Basically no except for occasionally I was not satisfied with my English score. Because I once found the direction, I 

would try my best to realize my goal. [ 
------------------------------------------------------------------- -- --------- -- 

Comment: confidence 
............ ................... . ... ......... I .... . ..... . .......... .......... . ...... 

R: What's your ideal English language learning? 

E: Like now. Oet rid of grammar. Read booksý watch original movies. I would pick up Bookworm again and I believe 

they would once again bring to me the sense. 1 
---------- -------------------------------------------------------- --- 

Comment: personal theory of 

learning 
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I Can you bricfly summarize your Englisb language learning experience? 

E: very sin*4)le. ýwo sentences: one is to explore into grammar; another is to explore into the nature of Englisb language. 

The external expression and internal meaning. ýq tell 
_you 

like this, I also became clearer in m_ own learning Yý 
----------- -- 

expenence. 

R: Thank you. 

...... . .................................................... ............... I ............ 
Comment: self-experience/ 

methods suits him 
I .......... .................. ................ - ........................ .. 
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Appendix XXIV Co-judger's Coding (sample 003) 
1- early start (initial interest) 
2. no assessment, no pressure no motivation 
3. family support 
4. great achievement (full exam score) 
5. exam pressure 
6. teacher's care 
7. family member's influence 
8. goals (going abroad) 
9. significant others (sister and mother) 
10. being pushed (by teacher) 
11. learning strategy (look up dictionary, read newspaper suggested by 

teacher) 
12. different teaching methods 
13. other contact with English (English song, movie) 
14. no interest, self control 
15. learning strategy (improve pronunciation) 
16. personality (like to go forward) 
17. peer pressure (university) 
18. language environment (such as abroad) 
19. exam-oriented (TOFEL) 
20. abilities (to pass exam) 
2 1. ups and downs (language learning process) 
22. attribution (achievement: =efforts) 
23. need for achievement (own perception of self-value) 
24. family influence 
25. personality (try to make most effort) 
26. parental influence 
27. English (importance, usefulness and instrumental) 
28. societal expectation 
29. job-oriented, instrumental 
30. family support 
3 1. self-regulation 
32. learning strategy (reference book) 
33. autonomy 
34. purposeful study 
35. learning belief (doing leads to reward) 
36. attribution (effort=improvement) 
37. personal experience (exam) 
38. teacher's influence 
39. be connected (teacher's care) 
40. teacher's guidance, influence 
41. teacher's leaming strategy 
42. exam-oriented learning 
43. skills and abilities 
44. evaluation criteria (score and communication) 
45. how to learn English well (intrinsic motivation, attitudes and efforts) 
46. pressure (is good) 
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Appendix XXV Co-judging (sample 002) 

David Xiaoli 
1. motivation motivation 
2. geographical difference 
3. learning method English learning method 
4. learning style Xiaoli puts 4 under 23 
5. cross-curriculum 

learning skills 
influence from other 
subjects study 

6. teacher's methods teacher (personal Xiaoli (teacher's 
7. teacher's role attention; teaching 

methods) 
methods in 3) 

8. making own 
decisions 

self-decision 

9. judgement on 
teacher's level 

Xiaoli puts 9 under 13 

10. evaluation self-evaluation 
11. educational 

environment 
educational environment 

12. self-reflection self-reflection 
13. confidence confidence 
14. monitoring Xiaoli puts 14 under 10 
15. quantity of work quantity of study 
16. autonomy 
17. peer observation Xiaoli puts 17 under 3 
18. personal theory of 

learning 
personal theory of 
learning 

19. management of 
own learning 

Xiaoli puts 19 under 12 

20. learner belief 
21. family education family influence 
22. persistence persistence is important 
23. personal goal 
24. time investment 
25. English learning material 
26. learning motto/proverbs 
27. relationship between self 

and environment 
28. personal character self-image 
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Appendix XXVI Co-judging (sample 003) 

Na Li Xiaoli arison 
1. early start (initial interest) English learning environment 

(optional) 
2. no assessment, no pressure 

no motivation 
no interest 

Own decision to give up removal 
Self-reflection (regret not knowing the 
importance of English at earlier age) 

3. family support Other's help (Mum and sister) 
4. great achievement (full exam 

score) 
Self-evaluation (English competence 
contest, geographical difference on 
English level) 

5. exam pressure Self-evaluation (exam score) 
6. teacher's care Teacher's special care 
7. family member's influence Family influence (uncle's way of 

success becomes own life goal) 
8. goals (going abroad) Motivation (uncle as an example) 
9. significant others (sister and 

mother) 
Sister's English learning methods 

10. being pushed (by teacher) Teacher's special treatment 
(motivating) 

Xiaoli's 

11. learning strategy (look up 
dictionary, read newspaper 
suggested by teacher) 

Teacher's suggestion (learning 
material) 

12. different teaching methods Teaching method(communicative) 
Own preference of learning (exam- 
oriented) 
Teaching method (granimar-based) 
Attitudes towards teaching methods 
(positivt) 

13. other contact with English 
(English song, movie) 

Own way of learning (listen to English 
song, watch English movie) 

- 14. no interest, self control No other control (self-forced learning) 
15. learning strategy (improve 

ronunciation) 
Teacher's advice on improving 
pronunciation 

16. personality (like to go 
forward) 

Self-image (try best to go forward) Li Na's 

17. peer pressure (university) 
Mum's influence (words) 
Self-evaluation (English language 
ability) 

_ Own control (improve oral English) 
18. language environment (such 

as abroad) 
Belief in English language 
environment 
Make effort 

19. exam-oriented (TOFEL) 
20. abilities (to pass exam) Self-evaluation (exam-oriented 

learning and real language use) 
21. ups and downs (language 

learn 
Self-reflection on English language 
learning process (ups and downs) 

22. attribution 
(achievement--efforts) 

time investment is decisive 

Chinese learning motto (practice 
makes perfect) 

Xiaoli's 

Exam score (public evaluation criteria) 
23. need for achievement (own Leaming goal (to pr ve own value) 
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perception of self-value) 
- 24. family influence Family education (optimistic, maie - 

effort to overcome difficulty) 
25. personality (try to make 

most effort) 
26. parental influence Family influence (mum's behaviour) 
27. English (importance, 

usefulness and instrumental) 
Motivation (English is important) 

28. societal expectation 
Conflict (mother's control, own choice 
to reject) 

29. job-oriented, instrumental 
30. family support 

Chinese learning motto (Interest is the 
best teacher) 

31. self-regulation Own control over learning (mum little 
control) 

32. learning strategy (reference 
book) 

Teacher's advice 

33. autonomy 
34. purposeful study 
35. learning belief (doing leads 

to reward) 
36. attribution 

(effort--improvement) 
Time investment (only by making 
effort can succeed) 

37. personal experience (exam) Effort leads to high exam score (own 
experience) 
Self-image (best student at school) 

38. teacher's influence 
39. be connected (teacher's care) Teacher's special care 

Learning attitude (always want to 
improve) 

40. teacher's guidance, influence Teacher's role (give directions and 
provide some methods) 
Own role (make effort to improve 
English level) 

41. teacher's learning strategy 
42. exam-oriented learning 

Conceptual change (exam-oriented 
learning, grammar, instrumental 
purpose to oral English, language use) 
Self-reflection (should learn more at 
earlier age, good for language sense) 

43. skills and abilities Self-evaluation (high score but poor 
abilities in language use) 

44. evaluation criteria (score and 
communication) 

45. how to learn English well 
(intrinsic motivation, 
attitudes and efforts) 

Interest is vital in English language 
leaming 

Effort leads to success 
46. pressure (is good) Competitive environment (pressure 

results in motivation) 

. ie investment (determines score) 
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Appendix XXVIII Categorization (sample 002 1't time) 
1. motivation 
2. geographical difference 
3. influence from other subjects study 
4. teacher (personal attention; teaching methods) 
5. self-decision 
6. self-evaluation 
7. educational environment 
8. self-reflection 
9. confidence 
10. quantity of study 
11. personal theory of English learning 
12. family influence 
13. persistence is important 
14. personal goal 
15. time investment 
16. English learning material 
17. learning motto/proverbs 
18. own role in language learning process 
19. self-image 

learner belief 
" personal goal 
" quantity of study 
" time investment 
" persistence 
" learning motto/proverb 
" own role in learning process 

learning management 
" motivation 
" English learning materials 
" self-decision 

self-evaluation 
self-reflection 

influences 
educational environment 
geographical difference 
family influence 
teacher 
other subjects study 
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Appendix XXIX Categorization (sample 002 2 nd time) 
learner belief 

* personal goal 
being an excellent person 
become a successful economist 

" quantity of study 
large amount of exam exercise 
lots of novel reading 
repetitive reading the stories with different purpose 

" time investment 
more time at the beginning 
keep in constant contact 

" persistence 
is very important 

learning motto/proverb 
diligence is important 

own role in learning process 
learning is own responsibility 

learning management 
" motivation 

exams 
English is important 
interest 

" English learning materials 
extra learning materials 

" English learning methods 
teacher recommended methods: vocabulary learning 
peers' methods 
grammar based learning 
give up grammar and read original novel 
own methods: vocabulary learning 

e self-decision 
selectively listening to teachers' instruction 
adjust learning process: arrange own learning tasks 
make learning effective 
self-reward 

* self-evaluation 
score is satisfactory 
strong ability to explore 
listening ability is improved 
like self-study 

self-reflection 
self-image: confident (in own decision) 

independent 
strong volition 

nature of language learning: exam 
is understanding 
is mastery of language 

own learning process: 
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from grammar to understanding, 
become part of logic thinking 

personal learning theory: critical points 
leaming 

influences 

e educational environment 
school environment 

attach importance to score 
national exam is very important 

English language policy 
" geographical difference 

lack in learning resources 
" family influence 

pay attention to importance of exam score 
being alone helps become independent 

" teacher 

of English 

teacher's teaching method 
teacher's special care 
criticize teacher's teaching 

other subjects study 
mathematics learning skills 
comparison of English and Chinese: help understand 

listening skills 
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Appendix XXX Categorization (sample 003) 
learner belief 

A v, 
. Pippropriate learning methods 

Vocabulary learning 
Auditing English lectures 

quantity of study 
large amount of exam exercise 

time investment 
more time at the beginning 
keep in constant contact 

persistence 
is very important 

ip leaming motto/proverb 
interest is the best teacher 

own role in learning process 
learning is own responsibility 

learning management 
* motivation 

exams 
" English learning materials 

extra learning materials for exams 
" English learning methods 

teacher recommended methods: vocabulary learning 
sister recommended methods: grammar learning 

" self-evaluation 
exam score 
communicative competence 

" self-reflection 
nature of language learning: exam 

communicative use 
own learning process: exam-oriented learning 

influences 
educational environment 

school environment 
attach importance to score 
national exam is very important 

English language policy 
geographical difference 

different levels in English education 
family influence 

pay attention to importance of English 

uncle is an example to follow 
9 teacher 

teacher's teaching methods 
teacher's special care 

418 



Appendix XXXI Provisional Categories 
learner belief 

* quantity of study 
large amount of exam exercise 
lots of novel reading 
repetitive reading the stories with different purpose 

time investment 
more time at the beginning 
keep in constant contact 

0 persistence 
is very important 

" learning motto/proverb 
diligence is important 

" own role in learning process 
learning is own responsibility 

" nature of language learning: exam 
is understanding 
is mastery of language 

" personal learning theory: critical points of English learning 
motivation 

personal goal 
being an excellent person 
become a successful economist 

exams 
English is important 
interest 

learning management 

English learning materials 
extra learning materials 

English learning methods 
vocabulary learning 
grammar based learning 
give up grammar and read original novel 
own methods: vocabulary learning 

self-decision 
selectively listening to teachers' instruction 
adjust learning process: arrange own learning tasks 
make learning effective 
self-reward 

0 self-evaluation 
score is satisfactory 
strong ability to explore 
listening ability is improved 
like self-study 

0 self-reflection 
self-image: confident (in own decision) 

independent 
strong volition 
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own learning process: 
from grammar to understanding, 
become part of logic thinking 

influences 
educational envirom-nent 

school envirom-nent 
attach importance to score 
national exam is very important 

English language policy 
geographical difference 

lack in learning resources 
family influence 

pay attention to importance of exam score 
being alone helps become independent 

9 teacher 
teacher recommended methods 
teacher's teaching method 
teacher's special care 
criticize teacher's teaching 

other subjects study 
mathematics learning skills 
comparison of English and Chinese: help understand 
listening skills 

peers' methods 
? personal character 
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Appendix XXXIII Open-ended Questionnaire Item 

Coding (Q51) 

Themes Questionnaire respondents No. 
LConstant review 1ý 13,50,65,74,101,138,140,168, 169,190,243, 

3015302,355,3635364,426 
2. Reflection 805 82,110,1525 1545 260,2845 331, 333,337,365, 

405,406 
3. Be persistent 75 125 14,155 16,27,29,43,48,54,855 114,119,121, 

125,161,162,166,188,201,204,2195 220,222,225, 
2395 2715 282) 2855 2965 3035 309) 3185 324ý 328,341, 
356,362,367,368,374,376,379,385, 386,387,3885 
389,390,412, 

4. Collaborative learning 205,283,332,436 
5. Self-confidence llý 225 705 89,103,127,1875 1935 3085 319,3255 351, 

404,418)420,325,435 
6. Hardworking 25 6,8,25,305 32,33,38,44,46,47,52, 56,63,64,66, 

675 835 875 92ý 935 105,1075 1125 122, 124,129,133, 
1425155,1575 158,160,172,1745 1795 180,1815 185, 
1865 189,191,192,194,196,2075 210, 223,228,235, 
245,249,2565 257,261,262,2635 264, 265,2665 267, 
269ý 275ý 277,279,291,298,300,304, 305,3065 310, 
313,3145 315,319,321,323,3265 329, 3305 335,343, 
344,348,349,350,328,373,375,3785 3835 384,391, 
396,402,407,4105421,424,425,429 

7. Reverence for education 3ý 4,17,26,79,90,132,144,147,151, 159,167,170, 
1845 272,2735 3745 2765 2865 294,2975 3365 366,371, 
393,4035427,432 

8. Strong will 49,77,111,113,134,136,145,148, 1495 156,1655 
2011 211,214,215,2215 2315 233,238, 240,248,268, 
2811 287,290,293,295,3115 317,339, 342,347,357, 
3601 372,377,382,394,3985 4005 401, 408,4095 413, 
414,415,416,430 

9. Value time 20,99,1755 178,202,2035 2135 2535 270,2805 299, 

345,369,419 
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Appendix XXXIV Questionnaire Summary 
QNo. 1 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid male 238 54.6 54.8 54.8 

female 196 45.0 45.2 100.0 
Total 434 99.5 100.0 

Missing 999 2 
.5 

Total 436 100.0 

QNo. 2 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid east 275 63.1 63.2 63.2 

west 160 36.7 36.8 100.0 
Total 435 99.8 100.0 

Missing 999 1 .2 
Total 436 100.0 

city 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid coastal 195 44.7 44.8 44,8 

inland 240 55.0 55.2 100.0 
Total 435 99.8 100.0 

Missing 999 1 .2 
Total 436 100.0 

QNo. 3 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid less than 500(inc) 33 7.6 7.6 7.6 

500 through 116 26.6 26.7 34.3 
1500(inc) 
1500 through 128 29.4 29.5 63.8 
3000(inc) 
3000 through 55 12.6 12.7 76.5 
5000(inc) 
more than 5000 28 6.4 6.5 82.9 
don't want to tell 74 17.0 17.1 100.0 

Total 434 99.5 100.0 

Missing 999 2 .5 
Total 436 100.0 
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QNo, 4 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid art 70 16.1 16.2 16.2 

science 183 42.0 42.5 58.7 

engeering 178 40.8 41.3 100.0 
Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 

QNo. 5 numbers of years of English language learning 

Frequen y Percent Valid Percent 
Cumulative 

Percent 
Valid 1 1 .2 .2 .2 

2 3 .7 .7 .9 
4 1 .2 .2 1.2 
5 1 .2 .2 1.4 
6 31 7.1 7.2 8.6 
7 214 49.1 49.7 58.2 
8 79 18.1 18.3 76.6 
9 25 5.7 5.8 82.4 

10 40 9.2 9.3 91.6 

11 15 3.4 3.5 95.1 

12 7 1.6 1.6 96.8 

13 8 1.8 1.9 98.6 

14 4 .9 .9 
99.5 

15 2 .5 .5 
100.0 

Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 1 

QNo. 6 relevance between English learning and Major study 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid extreme 166 38.1 38.2 38.2 

some 187 42.9 43.1 81.3 

little 71 16.3 16.4 97.7 

no 10 2.3 2.3 100.0 

Total 434 99.5 100.0 

Missing 999 2 .5 
Total 436 100.0 
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QNo. 7 school education background in terms of geography 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid urban 246 56.4 56.7 56.7 

rural 28 6.4 6.5 63.1 
both but mainly 
urban 

66 15.1 15.2 78.3 

both but mainly 
rural 

94 21.6 21.7 100.0 

Total 434 99.5 100.0 
Missing 999 2 .5 
Total 436 100.0 

QNo. 8 primary school education 

Fr22uency Percent Valid Percent 
Cumulative 

Percent 
Valid key province 19 4.4 4.4 4.4 

key city 74 17.0 17.0 21.4 

ordinary 342 78.4 78.6 100.0 
Total 435 99.8 100.0 

Missing 999 1 .2 
Total 436 100.0 

QNo-9 middle school education 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid key province 85 19.5 19.5 19.5 

key city 127 29.1 29.2 48.7 

ordinary 223 51.1 51.3 100.0 

Total 435 99.8 100.0 

Missing 999 1 .2 
Total 436 100.0 

QNo. 10 high school education 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid key province 255 58.5 58.8 58.8 

key city 133 30.5 30.6 89.4 

ordinary 46 10.6 10.6 100.0 

Total 434 99.5 100.0 

Missing 999 2 .5 
Total 436 100.0 
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QNo. 1 I choice of current university 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid myself 156 35.8 36.4 36.4 

myself but with 
parents'opinion 129 29.6 30.1 66.4 

parents' 22 5.0 5.1 71.6 
myself but with 
teachers' opinion 31 7.1 7.2 78.8 

myself but with 
both parents and 72 16.5 16.8 95.6 
teachers' opinion 

our choice 
together 

19 4.4 4.4 100.0 

Total 429 98.4 100.0 
Missing 999 7 1.6 
Total 436 100.0 

QNo. 12 satisfaction witb current university 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid very 66 15.1 15.2 15.2 

basically 279 64.0 64.4 79.7 
little 76 17.4 17.6 97.2 

not at all 12 2.8 2.8 100.0 
Total 433 99.3 100.0 

Missing 999 3 7 
Total 436 100.0 

QNo. 13 National entrance examination 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid upper(I 20-150) 201 46.1 47.4 47.4 

middle(100- 194 44.5 45.8 93.2 
129) 
low(less than 29 6.7 6.8 100.0 
100) 
Total 424 97.2 100.0 

Missing 999 12 2.8 

Total 436 1 00.0 
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QNo. 14 Beijing College Students English Entrance Exam 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid upper(more than 

85) 107 24.5 26.4 26.4 

middle(70-84) 177 40.6 43.6 70.0 
low(less than 69) 122 28.0 30.0 100.0 
Total 406 93.1 100.0 

Missing 999 30 6.9 
Total 436 100.0 

QNo. 15 English level with my class 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid upper 55 12.6 12.7 12.7 

middle 163 37.4 37.6 50.2 
lower 140 32.1 32.3 82.5 

not clear 76 17.4 17.5 100.0 
Total 434 99.5 100.0 

Missing 999 2 .5 
Total 436 100.0 

QNo. 16 Criteria for judging my English level 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid exam score 106 24.3 24.8 24.8 

classroom 15 3.4 3.5 28.3 
performance 
exam score and 
classroom 281 64.4 65.7 93.9 

performance 
language use in 24 5.5 5.6 99.5 
daily life 
exam score and the 
ability to read 2 .5 .5 

100.0 
levels of English 
materia, 
Total 428 98.2 100.0 

Missing 999 8 1.8 

Total 436 100,0 
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QNo. 17 Time spent on English language learning out of class 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid less than 30 

(including 30) 304 69.7 70.0 70.0 

between 30min 
and Ihour 94 21.6 21.7 91.7 
(including I hour) 
between I hour 
and 2 hours 31 7.1 7.1 98.8 
(including) 
more than 2 hours 5 1.1 1.2 100.0 
Total 434 99.5 100.0 

Missing 999 1 .2 
System 1 .2 
Total 2 

Total 
1 436 100.0 1 

QNo. 18 after class learning style 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid independent 

307 70.4 70.9 70.9 
learning 
learn with 1 .2 .2 71.1 
classmates 
mainly independent 
learning sometimes 117 26.8 27,0 98.2 
with classmates 

mainly with 
classmates 
sometimes 8 1.8 1.8 100.0 
independent 
learning 
Total 433 99.3 100.0 

Missing 999 3 .7 
Total 436 100.0 

QNo. 19 Who helped me most in my past English learning experience 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid teacher 211 48.4 51.1 51.1 

parents 10 2.3 2.4 53.5 

classmates 13 3.0 3.1 56.7 

myself 176 40.4 42.6 99.3 

media 3 .7 .7 
100.0 

material 
Total 413 94.7 100.0 

Missing 999 23 5.3 

Total 436 100.0 
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QNo. 20 teacher influences 

FrequencX Percent Valid Percent 
Cumulative 

Percent 
Valid oral English 56 12.8 15.6 15.6' 

knowledge 77 17.7 21.5 37.2 
character 50 11.5 14.0 51.1 
being 
responsible 

32 7.3 8.9 60.1 

teaching 
methods 

138 31.7 38.5 98.6 

faimess 2 .5 .6 99.2 
the ability to 
arouse my 2 .5 .6 99.7 
interest 
exercise 1 .2 .3 100.0 
Total 358 82.1 100.0 

Missing 999 78 17.9 
Total 436 100.0 

QNo. 21 like English culture 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 28 6.4 6.5 6.5 

no 406 93.1 93.5 100.0 
Total 434 99.5 100.0 

Missing 999 2 .5 
Total 1 436 1 100.0 1 

like original movie or novel 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 92 21.1 21.2 21.2 

no 342 78.4 78.8 100.0 

Total 434 99.5 100.0 

Missing 999 2 .5 
Total 436 100.0 1 

can combine with major 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 186 42.7 42.9 42.9 

no 248 56.9 57.1 100.0 

Total 434 99.5 100.0 

Missing 999 2 .5 
Total 436 100.0 
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most important exams need it 

Freq ency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 328 75.2 75.6 75.6 

no 106 24.3 24.4 100.0 
Total 434 99.5 100.0 

Missing 999 2 
ý5 

Total 436 100.0 1 

helpful for future career 

Fr2auency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 306 70.2 70.5 70.5 

no 128 29.4 29.5 100.0 
Total 434 99.5 100.0 

Missing 999 2 .5 
Total 436 100.0 

can communicate with foreigners 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 171 39.2 39.4 39.4 

no 263 60.3 60.6 100.0 
Total 434 99.5 100.0 

Missing 999 2 .5 
Total 1 436 1 100.0 1 

others 

Freq uency Percent Valid Percent 
Cumulative 

Percent 

Valid going abroad 5 1.1 20.8 20.8 

interest 8 1.8 33.3 54.2 

read original 3 .7 
12.5 66.7 

literature 
need in the future 6 1.4 25.0 91.7 

Educational 1 1 4.2 95.8 
requirement 
like the teacher 1 .2 

4.2 100.0 

Total 24 5.5 100.0 

Missing 999 412 11 1ý r. - 
Total 436 100.0 
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QNo. 22 nature of English learning 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid exam score 12 2.8 2.8 2.8 

gaining 
communicative 197 45.2 45.3 48.0 
competence 
both exam score 
and gaining 226 51.8 52.0 100.0 
communicative 
competence 
Total 435 99.8 100.0 

Missing 999 1 .2 
Total 436 100.0 

QNo. 23 recite textbook 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 139 31.9 32.0 32.0 

no 296 67.9 68.0 100.0 

Total 435 99.8 100.0 
Missing 999 1 .2 
Total 436 100.0 1 

memorize vocabulary 

Frequency 

; 

Percent Valid Percent 
Cumulative 

Percent 

Valid yes 3 46 79.4 79.5 79.5 

no 89 20.4 20.5 100.0 

Total 435 99.8 100.0 

Missing 999 1 .2 
Total 436 100.0 

know grammar 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 198 45.4 45.5 45.5 

no 237 54.4 54.5 100.0 

Total 435 99.8 100.0 

Missing 999 1 .2 
Total 436 100.0 
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know exam syllabus 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 57 13.1 13.1 13.1 

no 378 86.7 86.9 100.0 
Total 435 99.8 100.0 

Missing 999 1 .2 
Total 436 100.0 1 

do lots of exercise 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 166 38.1 38.2 38.2 

no 269 61.7 61.8 100.0 
Total 435 99.8 100.0 

Missing 999 1 .2 
Total 436 100.0 

make effort 

Frequency cy Percent Valid Percent 
Cumulative 

Percent 
Valid yes 209 47,9 48.0 48.0 

no 226 51.8 52.0 100.0 

Total 435 99,8 100.0 
Missing 999 1 .2 
Total 436 100.0 1 

set target score 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 15 3.4 3.4 3.4 

no 420 96.3 96.6 100.0 

Total 435 99.8 100.0 

Missing 999 1 .2 
Total 436 100.0 

recite teachers' notes 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 53 12.2 12.2 12.2 

no 382 87.6 87.8 100.0 

Total 435 99.8 100.0 

Missing 999 1 .2 
Total 436 100.0 
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use teachers' methods 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 67 15.4 15.4 15.4 

no 368 84.4 84.6 100.0 
Total 435 99.8 100.0 

Missing 999 1 .2 
Total 436 100.0 11 

reflect on my own weak points and improve 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 225 51.6 51.7 51.7 

no 210 48.2 48.3 100.0 
Total 435 99.8 100.0 

Missing 999 1 .2 
Total 436 100.0 1 

listen to teachers' advice 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 94 21.6 21.6 21.6 

no 341 78.2 78.4 100.0 
Total 435 99.8 100.0 

Missing 999 1 .2 
Total 1 436 1 100.0 

others 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid more exercise 4 .9 
8.2 8.2 

language sense 33 7.6 67.3 75.5 

more reading 3 .7 
6.1 81.6 

knowing foreign 2 .5 
4.1 85.7 

culture 
communicate with 5 1 1 10.2 95.9 
foreigners . 

interest 1 .2 
2.0 98.0 

own leaming habit 1 .2 
2.0 100.0 

Total 49 11.2 100.0 

Missing 999 387 88.8 

Total 436 100.0 
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QNo. 24 recite textbook 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 131 30.0 30.4 30.4 

no 300 68.8 69.6 100.0 
Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 1 

memorize vocabulary 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 319 73.2 74.0 74.0 

no 112 25.7 26.0 100.0 
Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 

memorize grammar 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 144 33.0 33.4 33.4 

no 287 65.8 66.6 100.0 
Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 1 

work on exam syllabus 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 44 10.1 10.2 10.2 

no 387 88.8 89.8 100.0 
Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 L 

do lots of exercise 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 195 44.7 45.2 45.2 

no 236 54.1 54.8 100.0 

Total 431 98.9 100.0 

Missing 999 5 1.1 

Total 436 100.0 
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make effort 

Fre2uency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 173 39.7 40.1 0.1 40.1 

no 258 59.2 59.9 100.0 
Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 1 

set target score 

FrNuency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 8 1.8 1.9 1.9 

no 423 97.0 98.1 100.0 
Total 431 98.9 100.0 

Missing 999 5 
Total 436 100.0 

recite teachers' notes 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 38 8.7 8.8 8.8 

no 393 90.1 91.2 100.0 
Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 

use teachers' methods 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 46 10.6 10.7 10.7 

no 385 88.3 89.3 100.0 

Total 431 98.9 100.0 
Missing 999 5 1.1 
Total 436 100.0 

reflect on my own weak points and improve 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 183 42.0 42.5 42.5 

no 248 56.9 57.5 100.0 

Total 431 98.9 100.0 

Missing 999 5 1.1 

Total 436 100.0 
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listen to teachers' advice 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 40 9.2 9.3 9.3 

no 391 89.7 90.7 100.0 
Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 

others 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid importance of 2 .5 5.6 5.6 English 

interest 23 5.3 63.9 69.4 

reading 6 1.4 16.7 86.1 

communicate with 
foreigners 4 .9 11.1 97.2 

language sense 1 .2 2.8 100.0 
Total 36 8.3 100.0 

Missing 999 400 91.7 
Total 436 100.0 

QNo. 25 have language sense 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 287 65.8 66.3 66.3 

no 146 33.5 33.7 100.0 
Total 433 99.3 100.0 

Missing 999 3 .7 
Total 436 100.0 1 

have interest 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 304 69.7 70.2 70.2 

no 129 29.6 29.8 100.0 

Total 433 99.3 100.0 

Missing 999 3 .7 
Total 436 100.0 
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have my own methods 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 150 34.4 34.6 34.6 

no 283 64.9 65.4 100.0 
Total 433 99.3 100.0 

Missing 999 3 .7 
Total 436 100.0 

have chance to communicate in English 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 198 45A 453 45.7 

no 235 53.9 54.3 100.0 
Total 433 99.3 100.0 

Missing 999 3 .7 
Total 436 100.0 

be persistent 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 249 57.1 57.5 57.5 

no 184 42.2 42.5 100.0 
Total 433 99.3 100.0 

Missing 999 3 .7 
Total 436 100.0 1 

keep constant contact with English 

Freq ency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 279 64.0 64.4 64.4 

no 154 35.3 35.6 100.0 
Total 433 99.3 100.0 

Missing 999 3 .7 
Total 436 100.0 

refer to teachers' advice 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 28 6.4 6.5 6.5 

no 405 92.9 93.5 100.0 

Total 433 99.3 100.0 

Missing 999 3 .7 
Total 436 100.0 
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have authentic learning material 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 92 21.1 21.2 21.2 

no 341 78.2 78.8 100.0 
Total 433 99.3 100.0 

Missing 999 3 .7 
Total 436 100.0 1 

know English culture 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 67 15.4 15.5 15.5 

no 365 83.7 84.5 100.0 
Total 432 99.1 100.0 

Missing 999 4 .9 
Total 1 436 1 100.0 1 

others 

Frequ 
ency Percent Valid Percent 

Cumulative 
Percent 

Valid Basic methods 
to learn 1 .2 

3.3 3.3 
English 
Factors help 29 6.7 96.7 100.0 
use English 
Total 30 6.9 100.0 

Missing 999 406 93.1 
Total 436 100.0 

QNo. 26 have language sense 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 224 51.4 52.0 52.0 

no 207 47.5 48.0 100.0 

Total 431 98.9 100.0 

Missing 999 5 1.1 

Total 436 100.0 
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have interest 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 270 61.9 62.6 62.6 

no 161 36.9 37.4 100.0 
Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 

have my own methods 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 111 25.5 25.8 25.8 

no 320 73.4 74.2 100.0 
Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 

have chance to communicate in English 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 163 37.4 37.8 37.8 

no 268 61.5 62.2 100.0 
Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 

be persistent 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 214 49.1 49.7 49.7 

no 217 49.8 50.3 100.0 

Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 

keep constant contact with English 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 221 50.7 51.3 51.3 

no 210 48.2 48.7 100.0 

Total 431 98.9 100.0 

Missing 999 5 1.1 

Total 436 100.0 
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refer to teachers' advice 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 21 4.8 4.9 4.9 

no 410 94.0 95.1 100.0 
Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 

have authentic learning material 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 67 15.4 15.5 15.5 

no 364 83.5 84.5 100.0 
Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 

know English culture 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 40 9.2 9.3 9.3 

no 391 89.7 90.7 100.0 
Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 1 

others 

Cumulative 

requency Percent Valid Percent Percent 

Valid watch original 1 .2 
100.0 100.0 

movies 
Missing 999 435 99.8 

Total 436 100.0 
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QNo. 27 my difficulty in English learning 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid can't remember 

vocabulary 130 29.8 43.0 43.0 

dear not speak 
English 86 19.7 28.5 71.5 

my exam score is 
not satisfactory 18 4.1 6.0 77.5 

do not know 
enough granunar 13 3.0 4.3 81.8 

no good learning 
method 

33 7.6 10.9 92.7 

no interest 3 .7 1.0 93.7 
do not have the 
English 3 .7 1.0 94.7 
environment 
do not have time 8 1.8 2.6 97.4 
laziness 8 1.8 2.6 100.0 
Total 302 69.3 100.0 

Missing 999 134 30.7 
Total 436 100.0 

QNo. 28 the way I overcome difficulty 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid solve problems by 143 32.8 35.5 35.5 

myself 
ask for classmates' 20 4.6 5.0 40.4 
help 
ask for teachers' 6 1.4 1.5 41.9 
help 
think over by 
myself then ask 93 21.3 23.1 65.0 
teachers 
think over by 
myself then ask 126 28.9 31.3 96.3 

classmates 
ignore 9 2.1 2.2 98.5 

sometimes forgot or 
ask classmates, 3 .7 .7 

99.3 

teachers 
resort internet 3 .7 .7 100.0 

Total 403 92.4 100.0 

Missing 999 33 7.6 

Total 436 100.0 1 1 
- 

443 



QNo. 29 I think English is very important 

Frequ ncy Percent Valid Percent 
Cumulative 

Percent 
Valid strongly agree 245 56.2 56.3 56.3 

agree 158 36.2 36.3 92.6 
neither agree 
nor disagree 24 5.5 5.5 98.2 

disagree 7 1.6 1.6 99.8 
strongly 
disagree 1 .2 .2 100.0 

Total 435 99.8 100.0 
Missing 999 1 .2 
Total 436 100.0 

QNo. 30 I have foreign language learning aptitude 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid strongly agree 41 9.4 9.4 9.4 

agree 106 24.3 24.4 33.9 

neither agree 
nor disagree 166 38.1 38.2 72.1 

disagree 82 18.8 18.9 91.0 

strongly 39 8.9 9.0 100.0 
disagree 
Total 434 99.5 100.0 

Missing 999 2 .5 
Total 436 100.0 

QNo. 31 my character is quite competitive 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid strongly agree 99 22.7 22.8 22.8 

agree 203 46.6 46.8 69.6 

neitber agree 93 21 3 21.4 91.0 
nor disagree . 

disagree 36 8.3 8.3 99.3 

strongly 3 .7 .7 
100.0 

disagree 
Total 434 99.5 100.0 

Missing 999 2 .5 
Total 436 100.0 
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QNo. 32 I have good a learning habit 

Frequency Percent Valid Percent 
Cumulative 

Percent i 
Valid strongly agree 19 4.4 4.4 4.4 

agree 109 25.0 25.1 29.5 
neither agree 
nor disagree 159 36.5 36.6 66.1 

disagree 119 27.3 27.4 93,5 
strongly 
disagree 28 6.4 6.5 100.0 

Total 434 99.5 100.0 
Missing 999 2 .5 
Total 436 100.0 

QNo. 33 I will aim at achieving high score in the future 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid strongly agree 80 18.3 18.5 18.5 

agree 200 45.9 46.3 64.8 

neither agree 
nor disagree 134 30.7 31.0 95.8 

disagree 12 2.8 2.8 98.6 

strongly 6 1.4 1.4 100.0 
disagree 
Total 432 99.1 100.0 

Missing 999 4 .9 
Total 436 100.0 

QNo. 34 I will aim at gaining communicative competence in the future 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid strongly agree 103 23.6 23.7 23.7 

agree 227 52.1 52.2 75.9 

neither agree 87 20.0 20.0 95.9 
nor disagree 

disagree 13 3.0 3.0 918.9 

strongly 5 1.1 1.1 100.0 
disagree 
Total 435 99.8 100.0 

Missing 999 1 .2 
Total 436 100.0 
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QNo. 35 I often evaluate my English learning methods 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid strongly agree 17 3.9 3.9 3.9 

agree 121 27.8 27.8 31.7 

neither agree 
nor disagree 136 31.2 31.3 63.0 

disagree 135 31.0 31.0 94.0 

strongly 26 6.0 6.0 100.0 
disagree 
Total 435 99.8 100.0 

Missing 999 1 .2 
Total 436 100.0 

QNo. 36 I often reflect on my English learning 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid strongly agree 36 8.3 8.3 8.3 

agree 185 42.4 42.5 50.8 

neither agree 112 25 7 25.7 76.6 
nor disagree . 

disagree 84 19.3 19.3 95.9 

strongly 18 4.1 4.1 100.0 
disagree 
Total 435 99.8 100.0 

Missing 999 1 .2 
Total 436 100.0 

QNo. 37 I often review what I learned 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid strongly agree 70 16.1 16.1 16.1 

agree 163 37.4 37.5 53.6 

neither agree 96 22.0 22.1 75.6 
nor disagree 

disagree 83 19.0 19.1 94.7 

strongly 23 5.3 5.3 100.0 
disagree 
Total 435 99.8 1 ý00.0 

Missing 999 1 .2 
Total 436 100.0 
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QNo. 38 I always have a clear learning plan 

Frequen y Percent Valid Percent 
Cumulative 

Percent 
Valid strongly agree 12 2.8 2.8 2.8 

agree 62 14.2 14.3 17.1 
neither agree 
nor disagree 165 37.8 38.0 55.1 

disagree 160 36.7 36.9 91.9 
strongly 
disagree 35 8.0 8.1 100.0 

Total 434 99.5 100.0 
Missing 999 2 .5 
Total 436 100.0 

QNo. 39 I always look for extra learning material 

Frequencý Percent Valid Percent 
Cumulative 

Percent 
Valid strongly agree 46 10.6 10.6 10.6 

agree 151 34.6 34.7 45.3 

neither agree 
nor disagree 122 28.0 28.0 73.3 

disagree 94 21.6 21.6 94.9 

strongly 22 5.0 5.1 100.0 
disagree 
Total 435 99.8 100.0 

Missing 999 1 .2 
Total 436 100.0 

QNo-40 My parents are strict with my English learning 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid strongly agree 33 7.6 7.6 7.6 

agree 109 25.0 25.1 32.6 

neither agree 141 32.3 32.4 65.1 
nor disagree 

disagree 97 22.2 22.3 87.4 

strongly 55 12.6 12.6 100.0 
disagree 
Total 435 '99.8 100.0 

Missing 999 1 .2 
Total 436 100.0 
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QNo. 41 My parents are strict with my learning 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid strongly agree 47 10.8 10.9 10.9 

agree 173 39.7 40.0 50.9 
neither agree 
nor disagree 108 24.8 25.0 75.9 

disagree 65 14.9 15.0 91.0 

strongly 
disagree 39 8.9 9.0 100.0 

Total 432 99.1 100.0 
Missing 999 4 .9 
Total 436 100.0 

QNo. 42 find pressure for myself 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid strongly agree 50 11.5 11.5 11.5 

agree 175 40.1 40.4 52.0 

neither agree 
nor disagree 120 27.5 27.7 79.7 

disagree 65 14.9 15.0 94.7 

strongly 23 5.3 5.3 100.0 
disagree 
Total 433 99.3 100.0 

Missing 999 3 .7 
Total 436 100.0 

QNo. 43 College English learning is mainly self-dependent 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid strongly 208 47.7 48.1 48.1 
agree 
agree 194 44.5 44.9 93.1 

neither agree 21 4 8 4.9 97.9 
nor disagree . 

disagree 9 2.1 2.1 100.0 

Total 432 99.1 100.0 

Missing 999 4 .9 
Total 436 10 .0 
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ONo. 44 definition of 'self-dependence' 

Frequency Percent 
Valid 
Percent 

Cumulative 
Percent 

Valid teacher-reactive 53 12.2 13.0 13.0 
Exam-reactive 168 38.5 41.3 54.3 
semi-proactive 93 21.3 22.9 77.1 
proactive 91 20.9 22.4 99.5 
finish English 
language learning 
tasks independently, 2 .5 .5 100.0 
evaluate learning 
effect through 
exams 
Total 407 93.3 100.0 

Missing 999 29 6.7 
Total 1436 100.0 

QNo. 45 terminology used 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid learner autonomy 32 7.3 8.0 8.0 

autonomous 151 34.6 37.8 45.8 
learning 
self-regulated 115 26.4 28.8 74.5 
learning 
active learning 66 15.1 16.5 91.0 

independent 35 8.0 8.8 99.8 
learning 
determined and 1 2 .3 

100.0 
can work hard . 

Total 400 91.7 100.0 

Missing 999 36 8.3 

Total 436 100.0] 1 

QNo. 46 teachers' guidance 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 175 40.1 40.5 40.5 

no 257 58.9 59.5 100.0 

Total 432 99.1 100.0 

Missing 999 4 .9 
Total 436 100.0 
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classmates' influence 

Frequency Percent Valid Percent 
Cumulative 

Percent 

] 

Valid yes 163 37.4 37.6 37. 6 
no 270 61.9 62.4 100.0 
Total 433 99.3 100.0 

Missing 999 3 
.7 

Total 436 100.0 

ability of self-management 

Frequen y Percent Valid Percent 
Cumulative 

Percent 
Valid yes 382 87.6 88.2 88,2 

no 51 11.7 11.8 100.0 
Total 433 99.3 100.0 

Missing 999 3 
.7 

Total 436 100.0 1 

ranking of students' score 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 74 17.0 17.1 17.1 

no 359 82.3 819 100.0 
Total 433 99.3 100,0 

Missing 999 3 .7 
Total 436 100.0 1 

sense of achievement 

Frequen y Percent Valid Percent 
Cumulative 

Percent 
Valid yes 258 59.2 59.6 59.6 

no 175 40.1 40.4 100.0 
Total 433 99.3 100.0 

Missing 999 3 3 
Total 436 100.0 

exchange learning experience with others 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 122 28.0 28.2 28.2 

no 311 71.3 71.8 100.0 

Total 433 99.3 100.0 

Missing 999 3 .7 
Total 436 100.0 
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parents' monitor helping form good learning habit 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 20 4.6 4,6 4.6 

no 413 94.7 95.4 100.0 
Total 433 99.3 1OU 

Missing 999 3 .7 
Total 436 100.0 

others 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid understand the 

importance of 5 1.1 10.2 10.2 
English 
interest 36 8.3 73.5 83.7 
look for pressure 1 .2 2.0 85.7 

my aggressive 2 .5 4.1 89.8 
character 
clear objective 2 .5 4.1 93.9 
English 3 .7 6.1 100.0 
environment 
Total 49 11.2 100.0 

Missing 999 387 88.8 
Total 436 100.0 

QNo. 47 English exam 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 180 41.3 41.6 41.6 

no 253 58.0 58.4 100.0 

Total 433 99.3 100.0 
Missing 999 3 .7 
Total 

_436 
1 100.0 1 

interest 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 308 70.6 71.1 71.1 

no 125 28.7 28.9 100.0 

Total 433 99.3 100.0 

Missing 999 3 .7 
Total 

_436 
100.0 
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learning habit 

Frequency Percent Valid Percent 
Cumulative 

Percent 

q 

Valid yes 115 26.4 26.6 2 66 
no 318 72.9 73.4 100.0 
Total 433 99.3 100.0 

Missing 999 3 .7 
Total 436 100.0 1 

family's expectation 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 71 16.3 16.4 16.4 

no 362 83.0 83.6 100.0 
Total 433 99.3 100.0 

Missing 999 3 .7 
Total 436 100.0 1 

teachers' encouragement 

Frequency Per ent Valid Percent 
Cumulative 

Percent 
Valid yes 88 20.2 20.3 20.3 

no 345 79.1 79.7 100.0 
Total 433 99.3 100.0 

Missing 999 3 .7 
Total 436 100.0 

classmates' competition 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 143 32.8 33.0 33.0 

no 290 66.5 67.0 100.0 

Total 433 99.3 100.0 

Missing 999 3 .7 
Total 436 100.0 1 

my own progress 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 230 52.8 53.1 53.1 

no 203 46.6 46.9 100.0 

Total 433 99.3 100.0 

Missing 999 3 .7 
Total 436 100.0 
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my character 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 109 25.0 25.2 25.2 

no 324 74.3 74.8 100.0 
Total 433 99.3 100.0 

Missing 999 3 .7 
Total 436 100.0 

my past learning experience 

Freque cy Percent Valid Percent 
Cumulative 

Percent 
Valid yes 29 6.7 6.7 6.7 

no 403 92.4 93.3 100.0 
Total 432 99.1 100.0 

Missing 999 4 .9 
Total 436 100.0 1 

others 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid need for English 15 3.4 38.5 3 8.5 

influences from 
authentic English 20 4.6 51.3 89.7 
material 
persistence 1 .2 2.6 92.3 
future plan 1 .2 2.6 94.9 

an environment that 
you cannot survive 1 .2 2.6 97.4 
without English 

teachers' being strict 
with me 1 .2 2.6 100.0 

Total 39 8.9 100.0 
Missing 999 397 91.1 
Total 436 100.0 

QNo. 48 make learning plan 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 190 43.6 44.1 44.1 

no 241 55.3 55.9 100.0 

Total 431 98.9 100.0 

Missing 999 5 1.1 

Total 436 100.0 
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carry out learning plan 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 273 62.6 63.3 63.3 

no 158 36.2 36.7 100.0 
Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 

monitor learning progress 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 82 1H 19.0 19.0 

no 349 80.0 81.0 100.0 
Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 1 

evaluate learning effect 

Freque cy Percent Valid Percent 
Cumulative 

Percent 
Valid yes 93 21.3 21.6 21.6 

no 338 77.5 78.4 100,0 
Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 

participate in activities both in and out of class 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 210 48.2 48.8 48.8 

no 220 50.5 51.2 100.0 
Total 430 98.6 100.0 

Missing 999 6 1.4 
Total 436 100.0 

initiate learning activities 

Frequency Per ent Valid Percent 
Cumulative 

Percent 

Valid yes 236 54.1 54.8 54.8 

no 195 44.7 45.2 100.0 
Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 
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try different learning methods 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 144 33.0 33.4 33.4 

no 287 65.8 66,6 100.0 
Total 431 98.9 100.0 

Missing 999 5 1.1 
Total 436 100.0 

others 

Cumulative 
Frequency Percent Valid Percent Percent 

Valid tool user and the 
tool 16 3.7 100.0 100.0 

Missing 999 420 96.3 
Total 436 100.0 

QNo. 49 initiate learning activities 

Frequenc c Percent Valid Percent 
Cumulative 

Percent 
Valid yes 220 50.5 51.4 51.4 

no 208 47.7 48.6 100.0 
Total 428 98.2 100.0 

Missing 999 8 1.8 
Total 436 100.0 

gaining communicative competence 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 347 79.6 81.1 81.1 

no 81 18.6 18.9 100.0 
Total 428 98.2 100.0 

Missing 999 8 1.8 
Total 436 100.0 1 

improve exam score 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 128 29.4 29.9 29.9 

no 300 68.8 70.1 100.0 

Total 428 98.2 100.0 
Missing 999 8 1.8 
Total 436 100.0 
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give up if there is no exam 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 37 8.5 8.6 8.6 

no 391 89.7 91.4 100.0 
'Total 428 98.2 100.0 

Missing 999 8 1.8 
Total 

1 436 1 100.0 1 

others 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid exam first then 

gaining 3 .7 50.0 50.0 
communicative 
competence 
persistence 2 .5 33.3 83.3 
improve language 

1 .2 16.7 100.0 
sense 
Total 6 1.4 100.0 

Missing 999 430 98.6 
Total 436 100.0 

QNo. 50 make learning plan 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 82 18.8 19.1 19.1 

no 347 79.6 80.9 100.0 

Total 429 98.4 100.0 
Missing 999 7 1.6 
Total 436 100.0 

answer students' questions 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 105 24.1 24.5 24.5 

no 324 74.3 75.5 100.0 

Total 429 98.4 100.0 

Missing 999 7 1.6 

Total 436 100.0 
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monitor learning progress 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 96 22.0 22.4 22.4 

no 333 76.4 77.6 100.0 
Total 429 98.4 100.0 

Missing 999 7 L6 
Total 436 100.0 1 

evaluate learning effect 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 133 30.5 31.0 31.0 

no 296 67.9 69.0 100.0 
Total 429 98.4 100.0 

Missing 999 7 1.6 
Total 1 436 1 100.0 1 

point out learning direction for students 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 277 63.5 64.6 64.6 

no 152 34.9 35.4 100.0 

Total 429 98.4 100.0 
Missing 999 7 1.6 
Total 436 100.0 

pass on knowledge 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 204 46.8 47.6 47.6 

no 225 51.6 52.4 100.0 

Total 429 98.4 100.0 

Missing 999 7 1.6 

Total 436 100.0 

introduce learning methods 

Frequency Percent Valid Percent 
Cumulative 

Percent 

Valid yes 230 52.8 53.6 53.6 

no 199 45.6 46.4 100.0 

Total 429 98.4 100.0 

Missing 999 7 1.6 

Total 436 100.0 
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be responsible for teaching 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid yes 110 25.2 25.7 25.7 

no 318 72,9 74.3 100.0 
Total 428 98.2 100.0 

Missing 999 8 1.8 
Total 436 100.0 

others 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid provision of good 

learning materials 3 .7 10.3 10.3 

create leaming 
atmosphere 22 5.0 75.9 86.2 

foster learner 
4 .9 13.8 100.0 interest 

Total 29 6.7 100.0 
Missing 999 407 93.3 
Total 

1 
436 

1 
100.0 

1 

QNo. 51 my Chinese learning motto 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid constant review 18 4.1 6.1 6.1 

reflection 13 3.0 4.4 10.5 

persistent 52 11.9 17.6 28.0 

collaborative 4 .9 1.4 29.4 
learning 
self-confidence 17 3.9 5.7 35.1 
hardworking 102 23.4 34.5 69.6 

education is 28 6.4 9.5 79.1 
important 
strong will 48 11.0 16.2 95.3 

do not waste time 14 3.2 4.7 100.0 

Total 296 67.9 100.0 

Missing 999 140 32.1 
Total 436 100.0 
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QNo. 52 my future plan after graduation 

Frequency Percent Valid Percent 
Cumulative 

Percent 
Valid further study 166 38.1 56.7 56.7 

work 113 25.9 38.6 95.2 
open my own 8 1.8 2.7 98 0 business . 
be a successful 1 .2 .3 98.3 
person 
become rich 3 .7 1.0 99.3 
improve oral 2 .5 .7 100.0 
English 
Total 293 67.2 100.0 

Missing 999 143 32.8 
Total 436 100.0 
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Appendix XXXV Reasons for unused questionnaire items in discussions 

Unused Reasons for not using it 

questionnaire 
items 

Q1 Background information on gender, not fitting into the discussion 

Q2 Birth place does not represent places in which students receive education, and 
thus cannot be used for discussion of geographical differences 

Q3 Although in the interview, students from humble families seemed to have 

stronger motivation to learn, it cannot be used as an indicator to make such an 
assumption 

Q4 Background information, not fitting into the discussion 

Q6 In the interview, it seemed that if students' major was relevant to English, they 

were motivated to learn English for communicative use. However, this cannot be 

used as an indicator to predict the situation among questionnaire respondents. 
Q11 In the interview, some interviewees mentioned that choosing current universities 

were their own choices, which seemed to indicate learner independence. 

However, this did not form a significant category, and thus was not brought into 

discussion 

Q12 In the interview, it seemed that if students were satisfied with the tertiary 

environment, they were inclined to enjoy the fteedom to learn English. However, 

this was inappropriate to predict questionnaire respondents because there was no 
detail information on their learning provided. 

Q13-15 Background information on questionnaire respondents' general levels, not fitting 

into the discussion 

Q16 Although some of the interviewees tried to use classroom performance to mean 
language use that represented another type of criterion, it was difficult to make 

the same assumption to other students. 
Q17 In the interview, there was a distinction between average time investment and a 

large proportion of time investment. This item failed to provide useful 

information to judge students' effort made in English language learning 

Q18 In the interview, interviewees reported different learning situations, for example, 

independent learning, learning with classmates. However, this did not finally 

come up as a significant category and therefore was ignored. 

Q27 In the interview, it seemed students who reported great difficulty in memorizing 

book vocabulary had lower management ability. However, since students 

reported that learning English for communicative use also involved vocabulary 

memorization, this item became useless to judge students' learning management 

abilities 
Q29 it repeated the theme that had been disused in Q 21 

Q30-31 In the interview, personal factors such as language aptitude, personality had been 

mentioned by some interviewees in explaining their English language 

behaviours. However, they presented different pictures that did not fit into the 

discussion. 

Q32 In the interview, students reported that to have a good learning habit was 

necessary to keep persistence in language learning. This item asked students to 
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Appendix XXXV Reasons for unused questionnaire items in discussions 

report whether they had good learning habit or not, which was irrelevant to the 
discussion 

Q33-34 These two items would serve the same purpose for examining students' 
conceptions of English language learning. However, they were not as effective as 
Q 49 

Q41 Important information can be gained from Q40 

Q45 In designing the questionnaire, I tended to elicit terms relevant to autonomy from 

students since some of the interviewees mentioned it. However, I no longer found 

the knowledge of terms contributed significantly to discussing students' 
conceptions. 

Q46-47 These two items were irrelevant to the discussion 

Q52 Interview data showed that students' future plan influenced their present English 

language learning, however, this item cannot be used as a valid prediction 
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Appendix XXXVI Quotes in English and Chinese 
L In the past, I only cared about exam results. When I learned like this (reading Bookworm), my 

exam results improved even without doing exercises. I generally got 130 out of 150 on exam 
papers (2/92-94) 
Ni, *, R it X 3ý t, ý, J R iýk ff *' T ýk rri ,R -1ý4 TAM T, 4A & TU ýf -1 .X i-Ah 150 3ý I-E 
RRM 130 3ý. 

1 My exam score was always between 108 and I 10 out of 150, regardless of 
the exam papers. My teacher once asked me why I could not improve it. But several times, it 
was still like that. (21/110-112) 

i4 )A 10 8AI 10 Z' f Eli , 15 0A ff , /T, W ff ý, aT. A, ýg ffi R-ý, ýk (-I R )A 
M11511: %AT-1-t, 3INPEAPT 

3. My English belongs to the top among my classmates (5/185) 
A -)ý ig ýf ý)l ±± tq- 9E 

4.1 was always the best one in our school in any exams (8/7 1) 
R AH: 4-1 PJ -1 i4 rp 9A* &I A ff 01 

5.1 always was the No. I in the class. Our teacher had another advanced class in our Grade. 
Even compared with them, I was among the top three (16/167-168) 
RILM? E*1 W11 M --ý; - Rif] 179 kil- nq Rio *0 M, It-OR I RP Iffln I R-LA*419 -HU 

6. In middle school, I was the best in my class. If occasionally I became the second, it was always 
our Subject representative who surpassed me (25/7-8) 
? ýE+*, RkýJ1±1001. -ýV-ARINAMWMAMART 

7. In grade three, I don't have to say, people simply learn for exams. Following the teachers, doing 
exam exercises is necessary. (4/65-66) 

T, I-TAR-14 YRIV 
8. All of us experienced the 'exercise sea' strategy. The teacher said we need to be immersed in 

doing exercises. I really did a lot and did it quickly. (20/70-71) 

9. In the National Entrance Exam, vocabulary and grammar counts 30%, cloze test 15%, reading 
comprehension 40% [ ... ] (20/13-14) 

A-1, i4U48 30 3ý, 15 3ý, R iM W 40 3ý 

10. 'Every day is doing exercise [ ... ]feeling English learning is to train exam skills, like reading 
comprehension skill because of such skills obtained by doing exercises, I got a fairly good 
score' (13/15-17) 
XX4 VWK ý-j ... 

11. ... ]reading comprehension got quite a high ration of the marks in exams and I was not so strong 
in this aspect, so I did many exercises in this aspect [ ... ]before the National Entrance Exam, I 
did more than 100 set [ ... ] my score in reading comprehension increased rapidly, initially 32, 
then 34,38 and sometimes full score' (127-128; 133; 143-144) 

A -1 ýVIR 44 T 10 0 _; -rl -9 Mi 
M it- M ýAj Ik i% IR t-k ,H 

A'p' 3 2, Fm* 34, Z*Wle&'43ý - 

12. [ ... ] rote leaming, English is totally a burden (58-59) 

13. English learning started from alphabet to words. At that time, the scariest thing was to memorize 
words [ ... II could not remember them. For example, one word took many times of repetition 
thus could be remembered' (2/9-11) 

#, ekIrPIITA*AI ... 
iýU-eIVR eigtýbIliele - 

14. At that time we memorized vocabulary by copying it. It was said copying it once was equal to 

saying it 10 times by rote. (6/125) 

15. Incidentally, I found a book about memorizing vocabulary through reciting texts. It was not 
about memorizing word lists. In fact, our high school teacher asked us to memorize the 
dictionary. Each time when I forgot I had to come back for it, it was horrible. But this book 
integrated CET-4 and CET-6 vocabulary, but I did not have time, so I tried to read fluently in 

order to remember the words (4/57-62) 

-f RA a 3f M. )UV'v1- -7 .f 
-'A 

*T*0 

16.1 memorized words and tried to memorize texts. By doing so, vocabulary and gran-imar would 
not be a problem. It was difficult to memorize the text but I instead read it aloud at least 30 

times (26/122-123) 
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A ie, *- A ft A *A U, MA 3C Piý. 2RTV, A WK, M 9, & POR T. AM -T ýý -p-T R, I-P 
XUAZA 1ý 30 

17. The final year of high school is completely about revision. All grammar rules were taught in the 
previous two years through revision of them we prepare exams (7/44-45) 

HE WZ-4--' A V- ý'-j A if- 

19. Perhaps this was not the best method, but it was the most practical one. I did not care how many 
mistakes I had made in exams. I took down all of them. In the past, I reviewed them every two 
days and now every week. I would review them several times until I could remember them, In 
such way, I would not make the same mistakes in the exams. Full score was thus obtained, 
(20/75-77) 

19.1 would memorize 20 words a day, then at the end of the week, I would review words I had 
memorized during this week [ ... ] At the end of the month, I would spend some time reviewing 
words [ ... ] gradually, I moved on from the first part that had already been stored in my memory 
[ ... ] (7/95-97) 

LLAH-)QiE 20 9JA*, XIEPfTA*-AV- 

TO 'lflN0 

20.1 always review things I have learned. For example, I summarized all the vocabulary and 
phrases in middle school following an alphabetical order and book series. (8/68-69) 

111: 2M9LPI*I Affin-ViCil 

)IP)rT- - 

21. It was very difficult learning like that, So many sentences to be analysed and it was an endless 
task [ ... j English was declining [ ... ]I felt quite depressed, When I saw a sentence that once was 
known, I could not remember. It was boring purely depending on memorization. At that time, 
the learning contents in High school were much more than in middle school. There were too 
much to be memorized. I could not remember after several times of reading. Then I lost 
confidence. (2/56-61) 

1V i-Th IP 

Jz id 

22. There were many difficulties. For example, memorizing vocabulary, in middle school, normally 
it was mechanical memorization. We followed teachers' way, copying words every day. In 
high school, we had more words but the teacher taught slowly and we had ýdictations, so I could 
manage to remember. In college, these things were gone, and I had to depend on myself for 

everything (6/51-54) 

LMiAie, *iýj- +0+0, 
V, Pjyi%qliýrpl 

-RiAAihlRl; l 
f9i'4MINT, ffill, 40TO-Eil IMA , f)T-34A*. 

23.150 (total score of the English exam) was a high ration of marks in the compulsory Test subjects 
(National Entrance Exam) So I felt I must learn it well. Otherwise, I could not go to a good 
university' (14/130-131) 

150 ff ýL- rl-AIQýVPZA rýf 

24. What I often did was to chat with our English teacher and tried to get back the right state for 
learning. We did not chat about exams but other things irrelevant to exams, for example, 
English people's way of living. In so doing to compensate for my bad rnood towards doing 
English exam papers' (16/64-65) 
fMIMXfflVI AMUN. Rif I TIA gyp It, A Aýijtt A -t-bMV )EA MI 

it 9, bL An XMAM, tA AF ýý-Rt0 Rý, R fi, 5 - M, rp AV-T, R MS t 

25.1 felt in current high school English education in China, the teaching scope was quite limited, 

content was insufficient. If you wanted to learn better, it was far from being enough. You had to 

search for more materials, to have contact with more English knowledge, (16/107-109) 

ýfltaiMvpmflmu RRArpol 'AiTHWUMNIRV, FY44U111 01 it, iA 
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26. We were recommended to leam New Concept English. However, some students wrongly took it 
as exercise book. They did exercises after each text ... I treated it as interesting texts was the only one in the class who finished all four levels' (20/56-59) 
AFprpVtýih -A RMA-, 62--Xiff- )ý*X*, Tlilfflflt IV ]ý; A ZAT -tik X 

27. It was suggested that we should read 21" Century newspaper. I felt more reading would expand 
our knowledge of English (18/28-29) 

21 ft2jR. 

28. In high school, I insisted on reading 21" Century newspaper. Each Friday when it came to me, I 
would finish reading it within two days (15/68-70) 
? ý-: ArP, W1ý14* 21 ft2V, 

29.1 read 21" Century newspaper and now read it occasionally. Also I browsed the websites and 
searched for things of interest (17/3 8-3 9) 

21 

30.1 was crazy about English. I read 21" Centuty newspaper, and some other story books or 
magazines [... ] I bought each issue of Crazy English (22/40-41) 

R3ý4 XiMAR. RW 21 12JR, Z-1VAtM, 
32ý,,; g. 

.. MA -H A i-TR R 14 M 

31.1 read English magazines such as Chicken Soup, a story series, which is quite deep but uses 
simple words (19/96-97). 

AAWMAIJINAIM Ian *i-Th ýý51 Wq W'J'HA 

32. What I liked best was the beauty of its pictures. They were quite authentic. I felt they shortened 
the distance between English and real life (2/100) 

33. language is only valuable when one can understand it (2/223-224) 
i -11 r. -A "MAIIM-T txl-RCIMA 

34. Altogether 68 for the whole series, at the beginning it was about 50, with 18 added later on. I 
finished reading over 40 within a terin [-] 

, 
64t-AUJJJý' 68 *, )T4p'PE 50 *, Fp*ýNT 18 40 

35. English novels present English ways of living, behaving ... I felt peaceful when I read them 
(15/80-81) 

36. Like Gone with the Wind, the one I am reading now [ ... ]I read lots of English books in high 
school. For example, Stray Birds by Tagore, I felt reading English made me peaceful 

37. The Flash 2004 installed by the university was in English [ ... ] although it's all in English, with 
lots of new words. I gradually followed it, looking up in dictionaries in the end knew all of 
them. (i qn6-79) 

MW &UýVMUR flash2004 ACURM, AWLAC-M, Rz"PRIMOM. -IT)H-ý-A 

-Xiff, fqAIHMVý4ýXIMI AHMT. 

38.1 suddenly felt we had to learn so many new words in College English class [ 
... 

] we had regular 
presentations using learned vocabulary f 

... 
] It's helpful to improve English abilities (14/83-85) 

)C, *A iTh T6 2 Iii 
1% 

PT 01 
1St -5 ff ff 9; * A... T1i1nR91t11)Jn1 

presentation. 

39. our major was taught in English and textbooks, assignments were all in English [ ... ] you read 
those books relating to your major and your vocabulary naturally enlarged. (6/69; 78-79) 

p ", 24 ir, ýk 7 

40. English has to be meaningful for you [ ... I you use it you remember it deeply (26/99-90) 

A ýrh 0 Aj X4 1; ý, A ffl ... fITI, M /-I- ft ia IT 
- 
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41.1 often went to my foreign teacher's flat and practiced oral English with her[ 
... ] it often 

happened that you might spend quite some time thinking of grammar rules before you could 
answer teachers' questions in class, which was the symptom of insufficient practice of spoken 
English. I asked her to tell me whatever mistakes I made in our conversation. (7/38; 84-86) 

! V'LR 5,6 e ei' fpl im . QiT, -iä e, -' 0, egrui . ýneikLPf)n, 4t 
ýXrFiikl RiLWhl'lffl*- 

42. With the following interviewee, we are English partners. Each Tuesday, we have English class, 
we eat together, go shopping together. Whatever we do we speak English. (17/81-82). 

LLOiAWF*n, A *, -RCAIC4 ýý, partner. MX4-CALW, 

ffAMMIE'. -Rif] XAA-8MAIXiT. L - 
43.1 tried to write English articles, writing one each day for my teacher to comment. We had a 

foreign teacher and I asked him to help correct [ ... j anyway, write whatever I want to write, 
sometimes created my own sentences English use, I felt it was useful for me' (2/89-91). 

CXR, Mý*A- -AMp*t. bZiEtR4-ff, ý11-TV41t1ý1. #eýl rp t#aRg all zliA T A-tIt"N T- VF4 

o 

44.1 listened to the tapes and imitated them, correcting my own pronunciation. Since I did not have 
much opportunity to communicate with others, I shouted English out at home (4/46-47) 

R -fd; R, tR,, Fw0f)ý- gqiE--F 0 E(n, 'k-A - 
OJT =1 

45. Everyday before going to bed, I would listen to Happy American English, just to listen in order 
to understand their speed and tones [ ... ] (7/22-24). 

V*XRCU-01 ARAS M, 3IRA. LiVMT. 1 A 

46. E: Each night I went to sleep while listening to English tapes. 
R: what did you listen to? 
E: Crazy English, World English. In fact, I could not fully understand it but wanted to create an 
English environment (12/81-85) 

41-- Oak MI 

I: U)ft? 
MI. rRaxib, iyýlxiýff- M; T-1±1 &Tll'Hlb, -l-'z----i-t-plrT, r-d- 

47. '1 quite like watching original English movies. Each Tuesday evening there is an Original 
Movie Cinema, I insisted on watching it even in my final year in high school[ ... I 

it lets you 
have contact with English in a relaxed way and you can know how foreign people think' 
(15/22-26) 

Rqtýf A -4 WX 
-Z 

*t WA9 4z3clf Fl- RI RP IPJ -T A-= R tt! Rý ? 4* 

A5 --IF- 
tgf-, P9 A 0, Vf)ý-A 

48. Sometimes it was not only for leaming but for enjoyment [ ... ] especially, in vacation time, I 

rented a few VCD and finished watching them within a few days (22/56-58) 

49.1 felt my English advanced to a new level. My vocabulary expanded. And I understood better 

original English movies. I could identify known words in English songs. Occasionally I can 
think in an English way when chatting with foreign friends (8/165-167) 

-Rtfff 0 P, Ir3ý1 

RAW*Ø 

50. My English teacher saw my exam scores were good and recommended me that I should 
participate in English Speech Contest ... I found I was awful and couldn't make it (24/27-28) 

-ADMIev" RTIT. 

51. In my final year, I took part in the English Speech Contest and won the second place (24/72-73) 

52. In middle school, some students felt that English was difficult. They did not know how to 

pronounce words. Since I had had contact with English before, I could speak them out 

confidently and became one of the better students in my class (15/12-15) 

465 



i4O W3flW*O 

TE 
U$AO 

53. It after all was a language and you cannot use one type of grammar to deduce many other things 
since many sentences were so flexible [ ... I when we speak Chinese, we are not thinking of 
grammar but use a kind of sense (4/39-40). 
IMIZILRAiýt-ff 

- -111ýkAit lAi - fýjl)rl ff R*1v IVY IR 41 IT, R 

54. From Grade one in middle school, I mainly insisted on reading texts. I did not do reading 
comprehension exercises, but I would read the passage to foster that kind of sense, either 
reading aloud or silent reading (9/74-76) 

A+Q-)TMI 
#191. --oliMPOZ94. NEIMOTfi- 

55.1 think it is still language sense that works such as language used in movie or music ( ... ] so many 
expressions you did not learn before and were strange I got to know them from songs or 
dialogues in movies' (8/55-62) 

FA ... 
VA ail piT- I. 

--. 
Jz *-t'Y'N-Mul 0 WM, 

- 

56. Each book (Bookworm) I at least read 7 to 8 times. I first read for ideas. After reading for the 
first time, I had a clear understanding of the text. Then I came back and read concrete sentences, 
vocabulary usage and strange sentences. Back and forth, 7 to 8 times for each book. Now I still 
remember many stories (2/73-76) 

7.8 A. 

IENZ-ro, RRY-Y-, -*4ýM 

'1 7.8 L 
57. In the past, I was only concerned about exam scores. Following this way of )earning 

(Bookworm), my exam results on the contrary improved quickly. In general, I got 130 out of 
150 (2/93-94). 

JW*111Ui13M- RWMfktVW-F-t, ik-I-XigD, J&MIPq. T affff ff T. XLM-V 150 
3ý ýE 71ý, A 130 

58.1 did quite a lot of exercises, and also read a lot of reading passages. But my exam score did not 
increase. It was still a problem [ ... ]I needed to ask for help from others' (9/87-89; 97) 

4iW*j99; T1 *qTk*-ft9; -T1 --PTA1X9AtP&4AA1 4114ý, RýVMRVII-Hz. .. A TA- $" M' M 

59.1 Mainly learned CET-4 vocabulary, besides that, I bought College English Course books 
published by Shanghai Foreign Language Education Press. I finished reading two and a half 
levels (5/39-41). 

AjýMRIRJI, 

60. At that time, what I mainly did was to memorize vocabulary lists then did large amount of 
exam exercises' (15/62-64). 

-Affialf, t. 5-AiE*-A .A 

61. Multiple choice, cloze test, these were all related to grammar, English learning was analysing 
grammar structure based on rules (9/25-26) 

, 
g, --, - g , 10 AL 

. 
7r, ý;, 

62. 'It is mainly about reading comprehension, because it occupies larger proportion of the total 

score in exams' (24/68-69) 

63. Vocabulary is the foundation you need it for cloze tests. Sometimes it affects writing too. It 

often happened that I was stuck due to limitation of vocabulary. For writing, perhaps you can 
think of other words to replace it, but it quite affects reading comprehension (7/26-28) 
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64. In a reading passage, if there are many words you do not know, if you do not know about a half, 
such a situation definitely will influence your reading comprehension (16/55-56) 

65. If vocabulary in high school was expanded a bit more, graduates would be able to take College 
English Band 4 Test in high school (5/44-45) 

66. English language should be learned for use. Perhaps you had to take exams at school, but it is a 
tool to be used. You should have the ability to use it rather than merely knowing how to answer 
exam questions (69-70). 

PE Hýg -I i4qýl (a] mg 
67. English language learning is to obtain a type of ability, the ability to communicate with others, 

such as English and American people. I thought the most important thing in English language 
leaming was listening and speaking abilities (14/86-87) 
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68. If you want to master a foreign language, it is necessary to master a certain amount of 
vocabulary. Like Chinese, we use lots of vocabulary when we communicate ( ... ] if you are not 
familiar with the vocabulary, you could not express yourself fluently (7/165-166; 168-169) 
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69. When talking, I often thought things in Chinese first. I often tried to find the Chinese then 
searched for the English equivalent [ ... I 

it took quite a few minutes sometimes. However, my 
roommates immediately came up with English when talking. I therefore thought vocabulary 
size was really important in communication (12/61-63) 
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70. English language learning is about using authentic English to express your own ideas. You 

should know some fixed expressions' (16/84-85) 

71. To understand original English, at least Book Worm series (2/313) 

72. To know more vocabulary, standard pronunciation, and more fluent communication 
(5/187-189) 
UWC; -ý; Ci4' 

73. It is about all-round abilities, ability to listen, to speak, and to conununicate (8/149-150) 

tU _Wnlimpelt 1JT 

74. Objective should be abilities regarding listening, speaking, reading, and v4iting (12/177) 

H U-1 RIL iA PE OJT- iA it 1-1-4 R9 )i 

75. Exam score determines everything. It determines what type of school you go to, higher score, 
better schools; lower score, poor schools. If your exam score is poor, even you have better 

spoken English, it is useless (14/154-155) 

1ýftl&W, k, 3MTIýf, [: 1i-TR44fft, 0T* 

76. there was a popular saying among students, 3ý, 3ý, ft, ! *t-M, -A-Q (score, score, score, 

students' lives). I think it is true to all Chinese students that score measures one's learning. 

Exam score is really important. At least, we treat it seriously (7/126-127) 

ýý3ý1 *tqý-PNRI VI 
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77. It is a criterion for success. In English language learning at school, if it is not this (exam score), 

there are few means to prove one's real level (8/134-135) 
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78. Exam score is compulsory. Perhaps someone would say the Chinese educational system is 
different from others, quite much of such opinion. But I think wherever you go, if it is learning, 
it is linked with exam scores, which is unavoidable [.. ý] if you want to go abroad, you need 
IELTS' score, you want to graduate, you need CET-6 score. (18/154-157; 160) 

i'T\ -ý ffi r1l 
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79. There is only limited time in class leaming, it is critical that You are self-dependent after class 
(7/137) 

80. If you do not memorize, do not learn, it (taught knowledge) is useless [.. ] you depend on 
yourself to understand the deeper level of a method. If you want to improve yourself to a better 
level, you should depend on yourself (15/148; 151-152) 
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81. if you sincerely followed teachers' methods, completed the tasks you would get over 130 at the 
end, at least over 120 [ ... ] teacher cannot replace you to do the exercises, all these need to be 
done by Yourself (20/23; 186-187) 
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82. In general, we boys always wanted to play, did not want to do homework. In high school, our 
teacher was not as strict as the one in middle school exam results fell and were very poor' 
(23/10-12) 

T, ff 
83. In Grade 2 in high school, our teacher recommended us to buy Original Reading, I learned much 

from reading that, Just reading and guessing meaning from the context. And New concept 
English, (2/110-112) 

84. Teachers can guide you, Like us college students, we still lack direction in many aspects. 
Teachers can give you a direction, just like to point out the most dazzling thing to you among 
the borderless book sea (18/145-146) 
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85. Teachers' guidance can help you skip over the wrong ways and save your time. With teachers' 
guidance, you can succeed with half effort'(20/199-200) 

86.1 had no other ways. I had to follow my teacher even if I did not like his method. You could not 
succeed if you did not follow his method because there were exams. (11/126-127) 

87. A small town like ours; it had very poor learning facilities. There was hardly any equipment for 
listening and speaking. What should we rely on? Only the teacher. (20/21-22) 
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88. My teacher at middle school was exactly theopposite of the one in my primary school, very 

strict. I remembered that she scolded my classmates who did not do their homework [-] strict 
teachers had their advantage. She was very responsible and taught well. Because she used to 

teach in high school, her teaching content was a bit deeper. We had many notes and we had to 

review them at home since she would test us on the following day. Even so, you were happy 

when you found you mastered more grammar knowledge than others did. It was a type of 
happiness, a happiness that you obtained knowledge. (5123-25; 26-29) 
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99. English is a language. It is not like Physics or Math that requires us to understand lots of things, 
If you do more exercises, memorize more, you can learn it well. There was one case in our class. 
He had to prepare other Contests so couldn't come for English classes. He then memorized 
English and did exercises at home. His exam results were still good. (19/172-175) 

Nt 'A ilbl)y- iýh iti I it-Tl It WT-ti-1AW I! -! it W IV R -0 

90, Memorization is really a good method in English language leaming. If you memorize the 
language points that teachers teach, there is no problem for all kinds of exams (4/25-26) 
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91. There is no shortcut to learn English, just memorize more, remember more (4/183) 
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92. If you remembered what teachers taught, you generally got high exam scores. (24/124). 

93. Although doing lots of exercises did not guarantee success, you certainly had no chance to 
succeed without such work. (13/136) 

94. The National Entrance Exam was mainly about reading comprehension. My reading 
comprehension was very poor. I did lots of reading comprehension passages [... ] in fact, my 
score didn't improve much (3/25-27) 
A-115ARit RN*TIIT. 44-14KI; IVýffim, . 

95. Each section has its own characteristics, for example, cloze test, you should know whether it is 
testing synonym analysis or guessing meaning from context; for grammar [ ... ], 

firstly you 
should delete unnecessary choices that do not make sense when they were put into the 
sentences [ ... ] For reading comprehension, you should read questions first, then look for 

answers with questions [ ... J For writing, it examines your style. All these need your 
understanding through continuous exercises' (38-42) 

XXM4NEOMA, ý09 closet test 
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A. P ja ... writing 

96. Why were some students better than others in the same class? It was not because of teaching 
difference, it was because of the difference in effort they made. ( 12/135-136) 

TX-Vff-4, -CPEýViLLAM)J, AWM"M 

97. You need effort to learn English, like you learn any other subjects. Perhaps you can think out 

solutions to a chemistry problem within a short limited time, but English depended on your 

accumulation of all those memorized vocabulary and usages (12/172-173). 

'Air. -JUA-59t. Wt*; hHJN11W1J TATIARIV1144[hi$-A& ffixigiA 

98.1 normally slept less than my classmates, I only used 113 of the nap time for sleeping, the rest of 
the time was used to do exercises for the National Entrance Exam, I needed to spend more 

time on it. (7/150-151) 

-RRfflW(J-`FR 1/3 MOVE]], ATO 
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99. A positive attitude helped to overcome psychological difficulties and one could hardly learn 

well if he or she always felt repelled by English (5/123-124) 

-#f/114901 *1111AE-PT t: ý MMAN [Mgt, 

100. Many students treat leaming as a burden, What can I say, if you see it as burden, you always feel 

heavy, but if you often remind yourself of the knowledge you obtain from learning, you are 

making progress, you will feel different and learn happily. (103 -104) 
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10 1. You should have concentrated attention. Not without learning efficiency. One possibility is to 
have higher learning efficiency, and the other is to last longer in leaming. It is good to do this. 
Being serious is very important. If your interest in learning is the prerequisite, then being 
serious is the means to achieve your final learning goal (8/97-99) 

t -V AtV, Rlf ioý St -V ýT: 9 )1 V, VP I T, -V &A ýý * 3: ý ff -- -*'I'- A 04 f R1 -K 

102. Many people had very high score in exams. However, if you asked them to speak, they were 
possibly unable to open their mouths. What did this mean? In fact, they did not really learn 
English. Real English learning was not about score but mastery (4/152-154) 

-WR411A, : ýJyrWl iMIIOý' 10MINO, fRRILWLOiAwljiiý' -TI-VEA 
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103. Perhaps you have certain reasons that resulted in your failure in one exam, but this did not mean 
your level is low. Besides that, you might have a high exam score, but your oral English was 
very poor. (19/227-230) 

7J(9Z ft 

104. It cannot reflect one's real abilities [ ... ] although my exam scores were generally good in high 
school, always among the top, and I also won a prize in an English Contest [ ... I But I could not 
compete with those hard working people who highly focused on exam papers. I felt English 
language abilities should not be confined to one's exam score. (22/142-146) 
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105. You can communicate with foreigners when you encounter them. (2/22). 

106. It should be autonomous learning not forced learning. Perhaps imposition has certain effect, but 
it is not good for fostering interest. Moreover, if such imposition is gone, one is unlikely to 
learn (5/87-88) 

-L 
- 
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107. Teachers can inspire your curiosity about English and guide you to walk along. But it must be 

your own willingness to learn. Teachers help set a goal for you but it is your own wish and 
effort to reach the goal (22/160-162). 
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108. Confidence is very important in English language learning. It enables you to speak bravely and 
study in a relaxed way. When you have the confidence, you do not need to worry about your 
ability but focus on how to improve it is very important for language learners and can help 

remove difficulties, (15/130-132) 
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109. If you bave confidence, you remember the vocabulary. If you do not bave confidence, you 

cannot. Just this simple, When you have confidence, you know what to memorize. You can 

grasp the essence immediately and believe you can remember (2/208-209) 

&MINITCE/T14. *1AMb-T, 
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110. When you have some sense of achievement you get confidence, which enables you to overcome 
difficulties. Gradually, you will enjoy learning (20/121-122) 

Iýff RPIt rr4ffiLMVRxf-0OI qt" AAR I 
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I- If you do not use it but simply memorize all kinds of grammar, you not only tended to face 
enormous difficulty but also forget about it soon. (4/3 9-4 1) 

VrIOITIWTIfflI r4ME, )ýM*T- 
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112. Perhaps in the beginning, you should invest more time, because you need to activate your whole 
brain, which takes lot of time. When you have certain cognitive ability in English, you do not 
need much time, half an hour each day is enough Only keeping frequent contact will be 
fine (2/247-250) 
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113. Good spoken English needed practice ... your classmates were similar to you [... ] by talking 
with her (foreign teacher), you could improve quickly (7/85-86) 
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114. E: [ ... J there were about 100 exercises. They were all done by myself. I did not do teacher 

assigned tasks. 
R: Why? 
E: I did not like his requirement. I was unwilling to do his assigned tasks. I even did not do 
homework. I did not think he knew me. What he assigned was for the whole class. I was 
confident in my own judgement and decision. I knew what I needed. 
R: For example? 
E: Because I improved a lot in overall grasp of English, I thought his requirement was a low or middle level. 

But what I needed was to improve intensive reading skills, understanding of the whole sentences, some 

deeper meanings. I needed that most. He gave me other things instead. Of course I did not do it. 

(2/133-143) 
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115. Most of the time, I relied on myself .. what the teacher taught was similar to reference books, I 

would rather read reference books by myself. It was more efficient. I felt my level was a bit 
higher, but the teacher's concern was mainly the majority. (8/3844) 
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116. You can't stop learning English. You probably could pick up other subjects if you didn't study 
for a while, But it was not applicable to English. If you gave up for some time, you found that 

you declined dramatically (20/222-225) 

117. There were different methods to learn English, but persistence was the most important 

(4/169-170) 

118. You would definitely seethe learning effect if you were persistent in learning English (11/159). 

119. English is a language that requires us to memorize and know lots of things. If you only read 
something in a shallow way, there is no quantity and quality. English should be based on 
quantity then you can have a big leap. Therefore, persistence is very important at least to 
increase the quantity, which is the base (16/154-156) 
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120.1 found it was difficult to be persistent. But if it became a habit, it would be easier (4/75) 
R1 ý4 V 44 Pj 144 IR 39, f. 9 0M TA T-f 1ý ý-j II PJA 11.60n; ý4 A- 4- 

121. If you formed the habit to learn English, you could easily do it (24/172-174) 

122. A good learning habit is important 
... 

if you form the habit to read English newspapers and it 
naturally becomes part of your life. you do not need others to urge you [-] (13/107-108) 
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123. For real English language learning, you should go abroad. Since people around you all speak 
Chinese, you cannot practise. But if you go abroad, you have to use it when you do something. 
For example, you go shopping in the supermarket. Here there is no such an environment 
(3/85-87) 

Ilø ft1O APEO 

124. (Real English language learning) is to go to English speaking countries. Have contact with 
authentic English, not exam type of English, but one that can be used to communicate. And all 
levels of English, daily English, academic English etc. ' (8/80-81) 
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125. Chinese who learn English are unlikely to have a good language environment [ ... I 

if I am 
learning English but my classmates around me are talking in Chinese, I do not think I can open 
my mouth. Even if I try to read a text aloud, I hardly can read it fluently (51140; 155-156) 
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126.1 think an English environment is very important. I mean the atmosphere that everyone is 

speaking English [ ... ] 
if everyone is speaking English, you naturally come up with English. It 

is natural, not disconnected with what you have learned. (12/164; 166-167) 
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127. R: your exam score was quite high, why did you say your English was poor? 
E: I felt they were different types of abilities. I had good ability to take exams and mastered 
sentence patterns or grammar well, But listening and speaking were poor. On many occasions, 
I heard a familiar word but just could not think of the meaning (3/96-99) 
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128.1 felt it was a failure for nine-years of English language leaming, only for the National 
Entrance Exam (14ng-79) 
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129. There were people who were better than me, I meant they had better results on exercises. 
However, in the National Entrance Exam, My result was better than theirs. I felt questions in 

the National Entrance Exam were quite flexible. They were not rigid questions that were 
practised by us in our preparation. You could only work the answers when you really 

understood English (2/318-321) 
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130. you don't need others to push you ... prepare yourself for the exams ... exams results became your 

reference for positioning yourself [ ... ] 
less dependent on your teacher' (20/267-268) 
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131. You should finish teachers' assigned tasks first but you should learn more-it's not 
imposition but your interest and persistence doing exercises for exams oppresses 
autonomy (16/108; 120-12 1) 
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132. You follow your own way of leaming. First, you have a direction, teachers can help guide you 

the direction, but it's your own decision as to what you should do, follow the plan and check 
whether you keep it afterwards (2/281-283) 
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133. It is a state that you want to learn it (English), you have the freedom and you are teaming it, you 
learn it autonomously and you know how to learn it (10/143-144) 

1ý11ýq[ýEh#-AWIAXI*1'11 iý"ýJaIMIAA' 

134. if you asked me to analyse grammar, perhaps I could not explain, but I know it should be used 
like that, it was all about a kind of sense, language sense (9/35-36) 
IqAih-RftKiT. LMA MM, kl-#x1ifilýýTRO'S8t 

135, E: I think it is still language sense that works such as language used in movie or music [ ... )so 
many expression you did not learn before and were strange ... in exams I often filled in an 
answer according to the song. Surprisingly, it was right. 
R: for example? 
E: there was a phrase "see somebody. doing" that I never saw before. What we were taught by 
the teacher at that time was "see somebody. do". Then in the exam, there was a cloze test, I felt 
I should fill in a participle then I did it. I was right. Things like this were not unusual. I got to 
know them all from songs or dialogues in movies (8/55-62) 
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T-A-A-11'Xig see sb. doing-WM-u-MM, MURWIZOP-CA see sb. do 
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136. It was the result of traditional education, there was noway not to take it seriously. In the current 

educational system, the National Entrance Exam is the landmark. For example, my classmates, 
we had little difference in high school. I came to Tsinghua. He went to a local university. He 
felt my status suddenly increased. It was all about a type of conception. He felt graduation from 
Tsinghua greatly differed from local university. (2/200-203) 
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137. In middle school, we learned English for a better high school, in high school for a better 

university [ ... )(6/157) 
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138.1 do not know why Chinese students learn English like this, I do not know what the situation is in 
big cities such as Beijing or Shanghai. Anyway, in places like mid-west, we only learned 
through rote. English was absolutely a burden. We had a popular saying: I am Chinese why I 

should learn English? (14/57-60) 
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139. Hardly any country in the world increased foreign language leaming to such a high status. For 

example, to do a Master in Ancient Chinese, you should take an English language exam [ ... jI 

felt the whole nation increased the status of English to an incredible height, It seemed if a 

vegetable salesperson could not speak English, he or she could not survive in this world. I 

thought this was a big mistake in conceptions. (21/199-202) 
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140. Her teaching was quite rigid, only following her teaching plan. Some language points, she not 
only taught in this lesson but also repeated in the next. Our notes were huge. We all felt bored 
[ ... ] we were all busy taking her notes, hardly having time to listen to her instruction. Perhaps 
she was new. Our classmates talked with her about the size of her notes, but she remained the 
same. (11/62-63; 65-66) 
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141. Only grammar was learned well. For reading, I did not do enough; for listening, we did not have 
specific equipment, only depending on teachers who taught some language points (17/11-12) 
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142. My teacher told me 'our condition was not good, you should focus on reading. Try your best to 
read more and I could teach you some methods '. (20/17) 

Ip 

143. We students from the mid-west have a common character. That is, to learn English for the 
National Entrance Exam. What is to be examined will be learned. What is not to be examined 
will not be learned [ ... ] although we had high exam scores, our overall language abilities are 
quite low, which can only cope with the National Entrance Exam. (14/34-35; 38-39) 
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144. The overall level of English in our class was better than other classes, so we had a stronger 
atmosphere to learn English. Even if the teacher assigned lots of homework, we had no 
complaint [ ... ] in whatever exams, our class was always the top one in the Grade and in the 
school in general. Since our school has four attached sections and our English always got the 
first one (19/46-47; 52-54) 
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145. At that time my English was the best in middle school and also top in the Grade. However in 
high school, mine was not good enough, we had very good students. Even our English teacher 

would be modest before them. There were four who took the TOFEL test and two of them got 
over 630 [ ... 

] in the final year of high school, we often compared among ourselves. If anyone 
did not get a good enough score, he would feel ashamed (18/9-12; 52-53) 

ýý R1f+)j CPA a 01 - ýE*Whil IT, -T, IT ý rW *ýJj j% FP , ýjj 

630 

146. My uncle also graduated from Tsinghua and now is in the U. S. What they designed for me was 
to study abroad after graduation. He often told me English was important. Now I also felt I was 
to take this way in the future. (3/30-33) 

V] t -A -M -M 1ý k MA Av- -A -A x D9 -f ý- If I ýAo A* ýt 01 1M AA A 4ý ffl M- It VR 91; ý 19 % M, ý9 

14T My parents paid much attention to English. From the international situation, Chinese are forced 

to learn English, why not French? This is the need for international communication. We need to 

read some documents. We should have such psychological readiness. I felt parents gave me 
help and enlightenment in this aspects. (5/58-60) 
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148. For me, it was mainly influence from family. My Dad is a person with foresight. He paid much 
attention to my English learning. He did not care about my Chinese and Math learning but 
monitored my English everyday [ ... I At that time I was too young to know the importance of English, always feeling unwilling to study. Everyone has the side of being lazy. Without his 
attention, I wouldn't have spent enough energy on English and learned it well [ ... ] Although 
they did not say much, they potentially passed on me the message that English leaming was important. So I studied quite hard (19/29-32; 189-192; 195-197) 
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149. E: since my Mum is an English teacher. I was taught English since I was bom. According to my 
Mum, she was preparing for English exams when she had me but when I grew older I did 
not like English. ' 
R: Why? 
E: because my Mum was impatient. She taught me in a boring way and also her tone was 
always giving orders (12/3-12) 
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150.1 did not like English because of my Mum and my relationship with her [ ... I 
later when I knew 

more I felt her knowledge was not enough. Since my Mum was a college English teacher, I 
asked her a grammar question in high school, she felt both were possible. I was angry and 
wondered why since the answer was only one of them. (12/3 7-4 1) 
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151. My mother was very hard working. She said the textbook should be read 30 times, reading once 
and marking once by pencil. You could memorize it ... now I felt if I could do more like her, I 

would be better than now (12/152-153; 155-156) 
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152. My mum is a Phl). she always had to prepare for English exams, so she wanted to guide me to 
learn English. She asked me to memorize New Concept English. After 10 lessons, I could not 
continue. Later on, also tried to memorize a dictionary for high school students, but without 
finishing it (25/12-14) 

[MY'JRAAt4±1 
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153. At that time I was still a novice. For example, we learned "be" and I did not understand why we 
should use 'am', 'is' and 'are'. My sister said these were fixed. The opinion she passed on me 

was that some English could not be thought by Chinese way. Moreover, we had to memorize it. 

She clarified my recognition of this language (3/38-40) 
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154. My sister is four years older than me. When she was in middle school I was still a primary 

school student. She taught me whatever she learned at her English class. So I have contact with 
English earlier than other peers and had strong interest in English learning (16/4-6) 

AE-11-M. RIJAM14Mx UMIA 
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155. E: In middle school, the importance of exams was the result of family education. 
R: How? 
E. - If an exam score was high, I could be rewarded. 
R: for example? 
E: If an exam score was high, I would have material reward. (2/232-236) 
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156. To be honest, I did not like my Mum. She paid too much attention to my exam scores. Perhaps 
she wanted me to be that type of good student with high scores, and being obedient. According 
to my memory, from young to grown up, I was always forced to learn by my Mum. I was a bit 
naughty in childhood and liked playing. She always took me back and asked me to do 
homework (24/149-152) 

Aftt*TfW, 3ýt- Wit. Riý, * 
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157. In the final year of high school, all of us went for private course for the National Entrance Exam. 
It was the popular situation. I also did this. At first, I went to the most famous teacher in our 
place [ ... ] later in another teacher's place. Quite simply, did homework and reading 
comprehension. I thought the only benefit was to have big spell of time to study English 
(10/34-38) 
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158. Nothing special, just followed the teacher to ]cam textbooks. Places like ours never had the 
opportunity to see foreigners. It is impossible for us to speak English. Teachers' pronunciation 
has strong local accent (11/23-24) 
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159. 'Teachers were all very old. Our teachers were only middle school graduates. They learned 

English by themselves, with inaccurate pronunciation. English teaching was little different 
from Chinese teaching' (14/16-18) 

rp qkii*qýll 
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160. 'My first two years of middle school were in a mountainous area, teachers' level was quite low 

and they did not pay attention to The International Phonetic Alphabets' (20/7-8) 

R+)J-Vj-- A -r-LI]EX MI IP*1 MIMI R It 41n, 

AFMOTIA*A0 
161. Conditions in our place are pretty poor. We did not havýe other assisting means. For example, no 

after school learning materials (2/35-36) 

Rif ]Agibl* # MM I 

162, 'It is a small town in Sichuan. Teaching and learning conditions were poor. Listening and 

speaking abilities were not good' (20/12-13) 

PAPWI-11"MA, *A*V6r1R, 4, nfTMR)jMT-, Af 

163. 'This was conditioned by the environment. You could not find materials you wanted. There 

were no tapes, let alone language tabs. ' (20/196-197) 

i-A 

164. E: My hometown is in Luzhou (small town city) and high school is in Cheng Du (big city). 
Geographical differences have great influences on English language learning. For example, my 

classmates from big cities were following a very good mode to learn English since they were 

young. 
R: what mode? 
E: for example, they learned New Concept English from primary school and finished all four 
levels upon graduation from middle school. Then they learned English on the Air. When they 
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were with us in after class time, they were preparing for studying abroad. Compared with them, 
we obviously learned less' (18/19-24) 

165.1 am proud of coming to this university, but I am not confident in my English. Here is full of 
excellent students. I need to work hard. I will try to communicate with them and teachers 
(13/146-147) 

Jiift, 

166. In the past (before university), learning English was only for exams. But now, there were always 
Chief Executive Officers (CEOs) from international companies who came to Tsinghua and 
gave speeches in English. I couldn't understand, which was very disappointing ... other students 
were laughing at the humour which I also couldn't understand ... I felt I need to learn English as 
a language for mastery (9/49-54) 
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167. Coming to Tsinghua I saw so many students with excellent English. 'Mey were quite fluent 
when talking with foreigners. I felt ashamed I need to improve my oral English and 
listening abilities. (3/76-79) 
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168. From middle school, it was exams that told me how well I studied. However, in the university 
there were not so many exams. Little chance was given to us to reflect on our own learning 
(18/128-130) 
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169. Although there are also exams in the university, but I think in good university such as Tsinghua, 
English is needed for daily life, and it's urgent. Here we had so many English lectures. 
(9/157-159) 

T &4; A %44 

170. At that time, English language learning was genuinely based on your interest. We did not learn it 
for exams [ ... 

] teachers were very good. They made you involve in all kinds of activities, 
singing English songs, acting out short plays. It was a time you learned English as a language 
for use (21/9-10; 13-15) 

171.1 like listening to English songs and watching English movies, perhaps because my parents both 

liked these. There were many videos in my family. My father once was trying to take TOFEL 

and my grandpa was an English teacher (8/31-33) 

?L 
172. The general impression was that English was very important and I had frequent contact with it. 

In fact, liking it was largely because of habit. They said good night to me since I was a little girl. 
Gradually English became part of my life (8/114-116) 
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173. My interest in English was fostered in childhood Thus I was motivated to learn. I thought 
interest was the most important factor' (8/80-8 1 

M)L"M* Mk Vj rp 01 RII Al A ýlj T-AkUfMa FA n, PTA A& 

477 



174. My first English teacher in high school taught little about grammar, mainly about listening and 
speaking, With brief explanation of language points, she asked us to act out dialogues. I felt 
quite unhappy since other classes all did reading comprehension exercises and we did nothing. 
I once asked her and she said different roads merged in the same end. Most importantly, 
English should be learned in order to use it. (3/51-54) 
A rp AT- 9ý' H Pn- ot®r 3N im. & YR +)] +'gqý -a - fýp x Him t ý"fx- -ý'- 0, - P] )ý -It'Liq 
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175. Then we changed an English teacher. She paid much attention to grammar. Language points 
were scrutinized in detail. She said once we were familiar with grammar, we could understand 
long sentences by analysing their structure. (3/55-57) 
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176. Our English teacher was very good. She came back from the U. S. and her English proficiency 
was quite high [ ... ] In addition to textbooks, we had extra English classes. Each lesson we were 
asked to listen to tapes, then she would explain sentences. Afterwards, we had plays, dialogues 
etc. quite interesting (17/21; 23-25) 
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177. She (English teacher) told us to watch English movies, news etc. She said she played English 
songs to her daughter since the baby was bom. Even though the child could not understand it, 
she could articulate English words when she was able to speak (13/29-32). 

Rim, MýftNCýItAWXZLNA, RPWl-TH)J0, 
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178. Quite a few students with competent English looked down upon her (English teacher's) spoken 

English. However, she knew how to guide us to improve our overall English abilities, which 
was never limited to coping with exams (18/3 8-40). 
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179. In the past, there were few pictures in textbooks. If there were any, they were drawn manually. 
Our teacher foresaw the situation. He felt the experimental textbook, which is currently used 
nationwide, was good, then ordered for us. 'I'he textbook was indeed good. The best thing was 
its pictures, authentic and beautiful, shortened the distance between textbooks and real life 
(2/96-100) 
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180. Our school paid much attention to English pronunciation. In some classes we were taught the 

International Phonetic Alphabet. Moreover, apart from the national textbooks, we had two 

textbooks used by Hong Kong secondary schools. ne vocabulary size was larger and grammar 

was more complex. 'Me textbook was closer to real life. Our middle school was the best in the 

city and our graduation score was the best (8/88-91) 

-JWi-k, 

181. What we learned were those textbooks that emphasised grammar and themes were quite old 
fashioned. I felt there was nothing new and wished to learn from new textbooks or even to learn 
from foreign textbooks. (8/15-16) 
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182. My uncle, he was an English Professor in a university. He suggested me to try Crazy English. Li 
Yang English inspired me a lot. I obtained lots of information. Even for the sake of exams, I 

should listen more and speak more, it is very useful (4/42-44) 
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183. Li Yang's idea has much influence on me, I enjoy losing face (4/79) 

184. Crazy English is very useful. It dares to challenge the tradition, holding spoken English can 
make the breakthrough of reading comprehension, listening, and exams. Think it over, it is true 
(4/37-39) 
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185. After graduation from middle school, my father sent me to New Oriental School and registered 
me with the spoken English course, American accent [... ] afterwards, I felt our English 
teacher's pronunciation was quite poor, I was uncomfortable to listen to her English. (8/9-10; 
12-13) 
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186. The teacher ftorn high school ... I often went to his office and asked him questions. He always 

explained in detail. I really felt respectful. Since he spent so much effort on us, we should not 
disappoint him. All of our class studied hard'(1 9/88-90) 
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187. My teacher cared a lot about me and made me feel interested in English. I thus wanted to learn it 
well. Every day I learned it quite seriously (17/8-10) 
WO N MV)U±-RXt *1 A&S #1@1 RtAAIWEIIVPff 

188. Her encouragement was quite influential and motivating me to learn. I was a poor student in 
primary school. When you were in a new environment and people surrounding you often 
praised you, you would want to learn well (17/51-54) 
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189. Our teacher treated us few better. She always had follow-up lessons for us after school, for 
example, leaming New Concept English. I learned well and had some interest [ ... ] our teacher 
paid a lot of attention to me. I felt ashamed if I did not work bard (23/7-8; 24-25) 
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190ý R: Could you possibly tell me why you studied harder when the teacher said your English was 
poorT 
E: This perhaps was related to my family education. From very young, my parents told me that 
I should have ambition. They would not require me to be the best, but they asked me to try my 
best. So when the teacher said I was not good, surely I would not ... feeling that depressed or 
giving up. Because feeling depressed was no help for improving your Score. So I continued to 

study hard depending on my own efforts (3/153-156) 
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191. R-. Why you did you say were more likely to be motivated by failure than success? 
E: Perhaps it was because of enlightening education I received, with potential influences. For 

example, my Mum is a person who works hard and seriously. She is very strong and has quite 
high social status. Her success in her career made me have certain opinions about the society. 
That is, you should use your own abilities to solve the conflict surrounding you, regardless of 
how other people comment on you. Perhaps it was due to my respect for my Mum (15/159-162) 
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192. The teacher asked us to copy words. It was too late and I wanted to sleep my parents helped 
me do it (10/174; 176) 

:9 ft iL Rif AP C41 - )WrRtF1O*-*. .. 

193.1 also tried to force myself to learn English, but there was no effect. I felt this period of time had 
been wasted, which I otherwise could do lots of other things. (10/104-106) 
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194. My parents both trust me. We are quite independent. When we got back home, each did his/her 

own work. I had a lot of space for autonomy. In general, no one interfered with others' business 
except for necessary discussions on important family issues [ ... j for my study, they had no 
requirements, and it was all depending on myself (10/170-172) 

-Rif] -*-? r NI -ý? rlt-rr 01 -X ýM NI ql, ýRffljý - -)R-T-k -A -F 
ýtlý 31 An 1ý ýf Ell I R, Aý -1ý * Mm M rc i 11 TIA If I 1XI i)ý 91 A mi 
*1 vpllwý]E 

195. My parents did not have special requirements for me. They only asked me to be aware that 
learning was my own responsibility. Because I learned music when I was young, perhaps 
because of this, I did not think exam results were that important (17/19-20) 

'IidI, 

196. Practice makes perfect (3/103) 
P, 991* Tý 

197. Pore over one's books by the light of a candle (2/107) 

AIMM 
198. Value lies in being persistent (5/194) 

MR? 
199. Fist does not leave your hand; music does not leave your mouth (20/225) 

200. Master brings you into the door, cultivation is yours. (4/172; 8/126; 19/167) 

201. No pains no gains (7/153) 
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202. Hair hanged; thigh pierced (23/13'9) 

203. Interest is the best teacher (16/10) 
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204. ... j Then by accident, I saw my classmate read a book, Bookworm, did you hear of it? 
R: Yes. 
E: [ ... I that was my first time to contact English. I felt quite good and started to read it. My 
English improved ever since then (2/58-66) 
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205.1 did not get good graduation score when I entered into High school. I therefore had planned to 

study step by step in order to make gradual progress. Surprisingly, I got very good exam result 
in my first exam in High school, No. 3 in the whole grade. I felt this was the worst exam I ever 
took because afterwards, my mentality changed. In fact, in High school, it was normal for a 
student to fall over 10 ranks since even 5 points due to a poor result in one subject would result 
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in your falling. At that time, parents, teachers often asked me why I fell so much. It was that 
type of pressure, too much pressure ... I gradually lost my enthusiasm. (21/57-63) 
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206. The best thing my family gave me was independence. Since Grade 5 in primary school, my 
family hardly monitored me. My Mum and Dad worked in different places and my younger 
brother stayed with my Mum, I with my Dad. He was very busy at work. I stayed at home alone. 
I had to do everything by myself (2/326-328) 
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207. My Dad and I lived in a local community, with few playmates. I often played by myself Set a 

target and did it. It became a habit. Following the goal, once you reached it, you felt very happy 
(2/336-337) 
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208. If my academic score was not good, I felt very bad [ ... ] it was self-dignity, part of my character 

... I 
When I was young I had shown my strong character, not easily giving up. For example, 

many students could not run 800-meter race, I was the only one who did. (9/131-132; 136-137) 
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209. My English teacher had a biased opinion on me. Each time she asked others to answer questions 
except for me. For small quizzes, I could only got C whereas others got A. However, it was 
such treatment that encouraged me to work harder and become the best. I am that type of person 
with a strong character. (15/5-9) 
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2 10.1 was an obedient child since I was young. I would do as what teachers told to. (11/48-49) 

481 


