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ABSTRACT 

This study was conducted in the context of large-scale reform in language teaching and 

learning in Vietnam. In 2008, Vietnam launched its National Foreign Languages Project 2020 

with an aim to dramatically improve the quality of language training in Vietnam by 2020. 

This national project has been tackling many aspects of language teaching and learning in 

Vietnam, such as curriculum development, improvement of teaching facilities, application of 

ICT/CALL in language teaching, teacher training and retraining, renovation in teaching 

methods, promotion of learner-centred approaches, standardisation of teacher quality, 

standardisation of training outcome,  and enhancement of learner autonomy. Regarding the 

aspect of learner autonomy development, giving more power to students in the learning 

process and integrating ICT/CALL into the traditional language classroom have been among 

the main proposed solutions. These solutions are based on the views that students learn better 

when they have a say in what to learn and how to learn, and that a technology-enhanced 

environment can promote and facilitate active learning. This research is motivated by the 

desire to examine whether Vietnamese EFL learners are ready to take over more 

responsibility for their learning, and to explore how they have been learning with the support 

of ICT/CALL facilities. Focusing on a group of undergraduate English-major students, the 

research specifically investigated: (1) learner perception of their own responsibility and 

teacher responsibility in the learning process, (2) learner readiness for autonomous learning, 

(3) learner experience with autonomous learning, (4) how students took responsibility for 

their learning within the classroom, and (5) how students took responsibility for their learning 

beyond the classroom. Results from the research should be helpful to educational practitioners 

as they provide new insights into learner beliefs about and practices of autonomy in a 

technology-enhanced environment. 

Using a mixed methods explanatory sequential design, the research was conducted in two 

phases with two different groups of participants from the same population. In Phase One, 

quantitative data were collected from 1,258 participants in nine universities nationwide via a 

questionnaire on SurveyMonkey. With the support of SPSS, descriptive and inferential 

analysis procedures were employed to investigate student beliefs about different aspects of 

learner autonomy. The cross-sectional case study in Phase Two with four students from one 

of the participating universities explored how these learners took responsibility for their 

English learning in a technology-enhanced learning environment. Qualitative data were 
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collected over two months through a series of student learning journals, classroom 

observations and semi-structured interviews. A thematic analysis procedure was employed to 

explore how learners took responsibility within and beyond the classroom. 

Regarding learner beliefs about autonomy, the results showed students‘ desire to share 

responsibility equally with their teacher. However, they expressed a preference for their 

teacher playing a greater role in some activities, such as choosing resources or selecting 

assessment options. Overall, students were ready for and familiar with autonomous learning 

at a moderate level. ICT and CALL were perceived as crucial components in a blended 

environment of classroom learning and out-of-class learning. The use of ICT and CALL also 

correlated with several signals of learner autonomy such as beliefs about student 

responsibility, readiness to take charge, and practice of autonomous learning. In terms of how 

learners took responsibility for their learning, the results showed a notable difference between 

in-class learning and out-of-class learning. On the one hand, the students were not inclined to 

challenge the teacher‘s authority inside the classroom. They reacted cautiously to their 

teacher‘s encouragement to be more autonomous. The autonomous behaviours within the 

classroom were of reactive nature. On the other hand, these students tended to be more 

autonomous and proactive in learning outside the classroom. They actively created an 

environment and opportunities to learn English outside the classroom through part-time jobs, 

social activities, and hobbies.  

The findings provide learners and educational practitioners with some deep insight into how 

the Vietnamese EFL learners perceive and practise autonomous learning.  Results from the 

research also demonstrate that learner autonomy can be promoted in the Vietnamese EFL 

context. The research is theoretically significant in the sense that it contributes to knowledge 

about learner autonomy and blended language learning in an East Asian context like Vietnam. 

It is also practically significant to language teachers, curriculum developers, policy-makers 

and educational managers who wish to use blended learning in fostering learner autonomy.  
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Chapter 1 - INTRODUCTION 

This study concerns learner beliefs about and practice of autonomous learning at tertiary level 

in Vietnam. This chapter presents the background to the study. It starts with the context of the 

study (section 1.1), the research problems (section 1.2), and the inspiration and position of the 

researcher in the study (section 1.3). The aim of the research is presented next (section 1.4). 

The significance of the study is set out (section 1.5) then finally a description of the thesis 

structure is given (section 1.6).  

1.1. Context of the study 

This section discusses the current Vietnamese educational contexts in general and EFL 

teaching and learning in particular. It starts with a description of the variety of foreign 

languages that were taught in Vietnam in different historical periods and how English became 

the main foreign language as it is today (1.1.1). It then continues with the outstanding 

characteristics of foreign language teaching and learning in Vietnam (1.1.2). The section also 

identifies recent trends in English teaching and learning in Vietnam (1.1.3). Finally, 

subsection 1.1.4 introduces the National Foreign Languages 2020 Project (NFL2020), an 

ambitious project of Vietnam to increase foreign language proficiency among its people.  

1.1.1. Choices of foreign languages in Vietnam in different historical periods 

The socio-political and economic frameworks of Vietnam have determined the foreign 

languages taught in the country. The first two foreign languages taught in Vietnam were 

Mandarin Chinese and French, but both were accessible to only a small number of people (T. 

T. H. Phan, 2009). Vietnam was ruled by the Chinese for over 1,000 years (111BC-938AD) 

before regaining its independence (Wright, 2002). As a result of the long period of Chinese 

occupation and influence, Mandarin Chinese was the first foreign language in Vietnam (X. Q. 

Le, 2013; T. G. Nguyen, 2006; T. T. H. Phan, 2009) and Chinese remained the most 

influential foreign language in Vietnam during the next 900 years of independence due to the 

strong economic and cultural influence of China (Hoa & Tuan, 2007). Mandarin Chinese was 

popular as a means of communication and for conducting economic transactions with China 

(Wright, 2002). After more than 900 years of independence and a period of disunity and 

rebellion, the French colonial era began. In the late 1880s, France seized control of an area 

later called French Indochina, which included present-day Vietnam, Laos and Cambodia. For 
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over six decades of French colonialism (1884-1945), French was the main foreign language 

taught in schools in Vietnam.  

In March 1945, the Japanese took over Vietnam from the French but they were soon defeated 

by the Allies in August of the same year. In September 1945, Vietnam, led by Ho Chi Minh, 

declared the country‘s independence as a united Democratic Republic of Vietnam. However, 

after Japan was defeated, France tried to return to reclaim its colonies in Indochina. The 

resulting war with the French from 1946 to 1954 caused a division of the country into South 

and North Vietnam. The newly established Vietnamese government was only able to control 

the North of Vietnam for one year before being forced to retreat to the highland and rural 

areas near the border with China. During the French War (1946-1954), Vietnam was 

temporarily separated into two regions: the Northern region managed by the Government of 

the Democratic Republic of Vietnam and the Southern region managed by a pro-France 

government. In the Northern region, young Vietnamese people were encouraged to learn to 

speak Chinese because of the military and civilian support from the People‘s Republic of 

China. As a result, the most desirable foreign language shifted from French to Chinese. In the 

Southern region, the main foreign language remained French (Do, 2006; Wright, 2002). The 

French War ended in May 1954 with the French military forces surrendering and retreating 

from Vietnam altogether. A cease fire agreement, the Geneva Accords, divided Vietnam into 

two provisional states at the 17
th

 parallel of latitude. Then the United States began to replace 

France as the principal foreign power involved in South Vietnam. China and the Soviet Union 

began to provide economic assistance to North Vietnam. Vietnam then became embroiled in 

another war with the United States. 

During the American War (1954-1975), American involvement in Vietnam brought English 

into the linguistic equation. With the separation of the North and South, the choices of foreign 

languages remained diversified. In the North, Russian and Chinese were the two main foreign 

languages taught in most schools, although a small number of schools still taught English and 

French. It was the opposite in the South of Vietnam where English and French were the most 

widely taught foreign languages while Chinese was taught to a lesser extent (Albright, 2018; 

T. G. Nguyen, 2006). Direct U.S. military involvement in South Vietnam ended in 1973 but 

the whole country was reunified in 1975, so ending the American war. 

https://en.wikipedia.org/wiki/Geneva_Conference_%281954%29
https://en.wikipedia.org/wiki/United_States
https://en.wikipedia.org/wiki/France
https://en.wikipedia.org/wiki/China
https://en.wikipedia.org/wiki/Soviet_Union
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Since national reunification in 1975, two big shifts in foreign language teaching have 

occurred: the shift to Russian (1975-1986) and then to English from 1986 up to present (T. T. 

H. Phan, 2009; Trinh, 2005). The reunification in 1975 allowed the whole country to adopt 

the unified Soviet-styled educational system that had been in place in the North since the 

French War (X. Q. Le, 2013). The spread of Russian across the entire country was promoted 

with support from the Soviet Union. The political, economic and educational alliances with 

the Soviet Union until its collapse in 1991 meant that Russian was the main foreign language 

at all levels of the Vietnamese education system from 1975 to the late 1980s (Do, 2006; X. Q. 

Le, 2013; Wright, 2002). The dominance of Russian as the main foreign language of choice in 

Vietnam, and its support from the national education policy for political and economic 

reasons, continued until the early 1990s. However, as a result of the dramatic socio-economic 

changes in Vietnam after 1986, this dominance gradually died out before coming to an end 

with the collapse of the Soviet Union in 1991 (Do, 2006; L. H. Pham & Fry, 2004). 

Doi Moi (Renovation) was the name given to the economic reforms initiated in Vietnam in 

1986. The goal was to create a market-oriented economy to attract foreign investment, 

especially from Western and non-Communist Asian countries (Frost, 1993). Together with 

the influx of foreign investment, the demand for English began to increase in Vietnam, and a 

variety of jobs were offered in the foreign invested companies. The open-door policy 

implemented during the Doi Moi period strongly supported the use of English as a major 

foreign language. The status and role of English in the society were officially acknowledged, 

and many programs were initiated to promote English language learning (Do, 2006).  

According to the Vietnam Education Law (2009), foreign languages selected to be taught in 

the national educational system are the languages widely used in international transactions. 

The main language in the international transactions of Vietnam is English, despite the use of 

other languages such as Chinese, French and Russian as a legacy of the political and 

economic influences (Do, 2006; N. Nguyen, 2012; Wright, 2002). English is therefore the key 

foreign language taught in the Vietnamese education system (Albright, 2018; H. B. Nguyen & 

Le, 2011; T. T. H. Phan, 2009). Today, the quality of English teaching and learning is of great 

significance to the quality of foreign language teaching and learning in Vietnam.  
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1.1.2. Characteristics of foreign language teaching and learning in Vietnam   

In Vietnam, the process of teaching and learning foreign languages, including English, is 

historically characterised by the influences of the Confucian Heritage Culture (CHC) and the 

central management mechanism that have been in effect in education since the country 

regained its independence in 1945. These characteristics are presented below. 

1.1.2.1. The influence of the Confucian Heritage Culture in language teaching  

A good understanding of cultural context can contribute to a better understanding of how a 

foreign language is taught in that particular context because language and culture are closely 

connected (Baker, 2011). Vietnamese culture, like that of many other Asian countries, is 

strongly influenced by Confucianism. In particular, Confucian philosophy strongly influences 

the way Vietnamese society views education (T. Nguyen, 2002; Oliver, 2004). In such a 

CHC, hierarchy and harmony, group orientation, strict discipline, and proper behaviour are 

highly valued (Hoftede, Hofstede, & Minkov, 2010; C. T. Nguyen, 2011; J. Wang, Wang, 

Ruona, & Rojewski, 2005).  Under this influence, teaching in Vietnam is traditionally 

dominated by teacher-centred methods. The relationship between teacher and student can be 

marked by inhibitions to exercise freedom of action on the part of the student and a pervasive 

use of authority on the part of the teacher (T. L. Tran et al., 2014; Trinh, 2005). It is not 

exceptional to find this still in foreign language teaching where teachers are often at the centre 

of the learning process. Playing different roles, the teachers are expected to be: (1) providers 

of knowledge about target language skills, presenting models of foreign language standards 

and usage in the classroom; (2) feedback givers, providing comments on students‘ language 

practice and performance; (3) mistake correctors, remedying target language mistakes that 

students make; (4) evaluators, giving marks for students‘ work; and (5) mentors, being role 

models for students in terms of morality, manners and behaviours (X. T. Dang, 2013; Ha & 

Lam, 2010; V. C. Le, 1999; P. M. Nguyen, Terlouw, & Pilot, 2006; Trinh, 2005). In this 

teacher-centred approach, the stream of knowledge passes along a one-way-street from 

teacher to students, resulting in the lack of opportunities for students to express themselves 

(P. M. Nguyen et al., 2006).  

Like students in other CHCs, Vietnamese language learners are often viewed as typically 

passive, unwilling to ask questions or speak up in class, and often engage in rote learning, 

which is based on memorising rather than understanding knowledge delivered by teachers (P. 

M. Nguyen, Terlouw, & Pilot, 2005; T. T. Tran, 2013). Vietnamese students also value 
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formal and teacher-led learning (Littlewood, 1999) because ―they view teachers as having 

much higher status and always expect to complete what teachers set for their learning and 

accept their evaluation‖ (T. T. T. Phan, 2012, p. 469). However, there is a counter-argument 

that the observed learner passiveness is the result of other factors, and that Vietnamese 

language learners are not necessarily passive in nature (Dobinson, 2013; T. C. L. Nguyen, 

2009; T. D. Nguyen, 2015). For example, Dobinson (2013) points out that there is a strong 

relationship between the passiveness of learners and the traditional teaching styles of teachers. 

The English teaching process in Vietnam is generally and typically textbook-based and test-

oriented (T. N. Nguyen, 2014; Trinh, 2005). ―Although the levels of English in a class may 

well be mixed, all students have to follow the same books, in the same way at the same pace 

of learning‖ (T. N. Nguyen, 2014, p. 9).  Students are guided to learn a great amount of 

grammar for tests without knowing how to use the language in practical communication 

(Trinh, 2005). The rigid ways of teaching and learning foreign languages seem to bring about 

even more problems when they are implemented in a central management mechanism, which 

is discussed in the next part. 

1.1.2.2. Central management mechanism in education 

For over seven decades, the central government of Vietnam, through the Ministry of 

Education and Training (MOET) and its departments, has formulated and adopted education 

policies. In practice, education policies are formulated, revised and updated every five years 

in accordance with the state‘s general action plans defined at the Vietnam Communist Party 

national congresses and the Vietnamese National Assembly manifestos. The National 

Assembly also promulgates the laws on education and makes decisions concerning budgetary 

and strategic plans for educational development (Doan, 2004).  Essentially, the Vietnamese 

educational system is based on the fundamental principles of a centralised state education, 

such as strict central control over educational matters, a uniform curriculum and a civil 

servant status of teachers (Vietnam Education Law, 2009). Staff management is highly 

centralised: staff are incorporated into the civil service, a process which involves the control 

of recruitment, promotion, dismissal and retirement (Doan, 2004; T. L. Tran et al., 2014). 

National standardised examinations are organised every year for high-school graduation and 

university entrance. Other standardised examinations are administered by the Department of 

Education and Training in provinces every semester (T. T. Dang, 2012; H. P. Tran, Griffin, & 

Nguyen, 2010).  
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In Vietnam, MOET is the authority for managing both the managerial and academic activities 

of the national education system. MOET is the only organisation issuing curriculum, and the 

curriculum is for the whole education system (Doan, 2004; T. N. Nguyen, 2014; Nunan, 

2003).  Each level of the education system is given a different degree of central control over 

the curriculum. The primary school and secondary school curricula are compulsory across the 

country and centrally controlled. The number of hours, content and textbooks are standardised 

by MOET (Doan, 2004). In higher education, the undergraduate and postgraduate curricula 

also follow the uniform frameworks set by MOET. The frameworks determine the total 

number of credits and the percentage of core courses, required courses and specialised courses 

for each field of study. Each institution then develops their own syllabus and materials for 

teaching and learning based on the curriculum (Doan, 2004; T. N. Nguyen, 2014). In other 

words, both learning objectives and learning content are predetermined, so neither the 

teachers nor the students have any power or freedom to make decisions about these elements 

(Doan, 2004; T. C. L. Nguyen, 2009; T. N. Nguyen, 2014; H. H. Pham, 2005).   

In higher education, there are two types of institutions: public institutions and non-public 

institutions. Public institutions are established by the State and receive funding for 

infrastructure, facilities and operational expenditures. However, both types of institution are 

monitored by MOET in relation to student recruitment processes, student intake quotas, areas 

of training, curriculum, testing schemes, and even teaching methods (T. T. Dang, 2012; Do & 

Ho, 2014).  

Doan (2004) points out that one of the biggest problems in the central management of 

education in Vietnam is the remarkable inconsistency of educational policies and plans which 

are formulated at the central level but not successfully implemented across the system. These 

discrepancies are also found in the implementation of language education policies and plans. 

In fact, the central government has made efforts to apply a number of solutions and teaching 

approaches, but the results are not as desired (Doan, 2004).  

The trends in teaching and learning English, currently the most popular and predominant 

foreign language, are discussed in the next part. 



7 

 

1.1.3. Recent trends in English teaching and learning 

Under the impact of globalisation, internationalisation of higher education, intercultural 

communication and overseas training of Vietnamese teachers, Western teaching styles have 

found their way into the Vietnamese pedagogical context (P. M. Nguyen et al., 2005). In the 

1990s, the central government adopted the communicative language teaching approach (CLT) 

in one attempt to improve training quality. However, the approach has not been very popular 

because it seems to be in conflict with the basic beliefs, values and the traditional ways of 

teaching and learning in Vietnam  (Ngoc & Iwashita, 2012). ―Teachers using CLT face many 

difficulties in Vietnam …  and changes are needed in student and classroom orientations‖ 

(Bock, 2000, p. 28). As H. H. Pham (2007) points out, these changes need to begin from 

within the socio-cultural and physical conditions.  Major constraints on the implementation of 

CLT include the EFL context, low learner motivation, no immediate need to use English 

inside and outside the classroom, large class sizes, teachers‘ low language proficiency, and 

lack of material authenticity (Ngoc & Iwashita, 2012; H. H. Pham, 2007). Many researchers 

(Ellis, 1994; Ngoc & Iwashita, 2012; V. L. Nguyen, 2010) have concluded that CLT in its 

original form in Western countries does not fit the Vietnamese cultural context.  

However, a good number of Vietnamese educators are dedicated to importing various 

Western teaching and learning approaches, especially the student-centred approach, and see 

these approaches as standards for guiding local education reforms. MOET has even called for 

the elimination of rote learning from all school levels and replacing it with student-centred 

learning (H. Q. Tran, Vu, & Sloper, 1995). The enthusiastic application of constructivism, 

student-centred learning, active learning and collaborative learning has been promoted 

throughout the system. In these approaches, teachers work as facilitators, and create 

favourable conditions for students‘ learning (P. M. Nguyen et al., 2006). Despite the deeply-

rooted teacher-centred methods, there is an emerging growth of the student-centred approach 

in higher education in Vietnam (V. H. Dang, 2006; T. H. T. Pham, 2010). 

Since the beginning of this century, the emergence of information and communication 

technology (ICT) in education, including computer-assisted language learning (CALL) and 

blended language learning in ELT, has been enthusiastically welcomed both by the 

government and education institutions. ―Nearly all 215 colleges and 204 universities in 

Vietnam have ICT infrastructure and have used ICT in teaching and learning activities‖ (X. T. 

Dang, 2013, p. 5) as it is considered an effective tool for supporting the innovation of 
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teaching and learning and improving the efficiency and quality of education. The 

implementation of blended learning, in which ICT/CALL is combined with or integrated into 

the traditional face-to-face classes, is strongly encouraged in education in Vietnam. One of 

the goals of blended learning is to promote the autonomy of learners through their active 

exploration of knowledge via the Internet (MOET, 2008a) because ―learners are expected to 

have favourable conditions to study anywhere at any time‖ (p. 2). Following this general 

trend, computer mediated communication (CMC) and CALL are becoming more popular in 

English teaching in universities in Vietnam. Many software applications, online programs and 

websites have been used to support English teaching throughout the country (X. T. Dang, 

2013). Web 2.0 learning management systems (LMSs) have been used in EFL training, 

though still in a limited number of institutions, mostly in the big cities (T. T. Dang & 

Robertson, 2010). The tendency to use blended learning, with the aim of fostering learner 

autonomy, has become a clear trend in language training in Vietnam. The role of ICT/CALL 

and blended learning was raised to a higher level after the birth of a national project on 

language teaching and learning named The National Foreign Languages 2020 Project 

(NFL2020). The current research was conducted specifically in the context of language 

education reforms proposed by this national project. This particular context is described 

below.  

1.1.4. Specific educational context of the study 

Below is a brief overview about NFL2020 and the institutions that participated in this study.   

The National Foreign Languages 2020 Project  

In 2008, the government of Vietnam embarked on an ambitious project to increase foreign 

language proficiency among its people. NFL2020 was initiated with the goal ―to renovate 

thoroughly the tasks of teaching and learning foreign languages within the national 

educational system‖ (Decision 1400/QD-TTG, 2008, p. 1). Through this project, the 

Vietnamese government stated that it desired most students graduating from secondary and 

vocational schools, colleges and universities to be able ―to use a foreign language confidently 

in their daily communication, their study and work in an integrated, multi-cultural and multi-

lingual environment, making foreign languages a comparative advantage of development for 

Vietnamese people in the cause of industrialisation and modernisation for the country‖ 

(Decision 1400/QD-TTG, 2008, p. 1). NFL2020 is expected to help improve the quality of 

language training in Vietnam to meet the requirements of industrialisation and modernisation, 
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as well as other long-term goals of the country. It was pointed out that the dramatic reform in 

foreign language training is one essential condition for the comprehensive restructure of 

Vietnam‘s education system to make it more regionally competitive by 2030 (Resolution 

44/NQ-CP, 2014).   

To achieve this aim, NFL2020 has been exploring new approaches to make English language 

teaching and learning in Vietnam more relevant, efficient and productive. Together with 

teacher training and improvement of teaching facilities, developing learner autonomy with the 

support of ICT in a technology-enhanced learning environment was one of the essential 

features in this educational reform as a means of reaching the targets (Decision 2080/QD-

TTG, 2017; MOET, 2008b). Among the variety of foreign languages, NFL2020 emphasis was 

placed on English and the project aimed to develop the English capacity of Vietnam‘s 

workforce and increase their ability to engage in a globalised world.  

The current study was conducted with the focus on English education at tertiary level in 

Vietnam. The narrower target of the research was the teaching and learning of English as a 

major. The study was conducted in two phases with different groups of participants from the 

same population.  

Participating insitutions 

Participating institutions in Phase One of this study were nine universities across the country. 

These universities all provide undergraduate programs related to English, such as English 

language and culture, teaching English to speakers of other languages (TESOL), or English 

translation and interpretation. The universities are located across the country with five in the 

North, two in the Centre, and two in the South of Vietnam. These universities are all active 

participants in NFL2020 and all of them have integrated a technology-enhanced component 

into the face-to-face traditional English language classroom. In other words, these universities 

have all applied blended language learning to their language training programs.  

Phase Two of this study was a case study conducted at one of the above universities. The 

university (hereafter referred to as the University) was a public university founded in 1959. 

The choice of this university for closer examination was based on the assumption that it 

represents an interesting case due to its active and innovative use of ICT in teaching foreign 

languages in general, and English in particular (Ta & Winter, 2010). As a former lecturer at 
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the University, my insider knowledge about the context was expected to be helpful for the 

current research. My position in the research context is discussed in section 1.3 of this 

chapter. More details of this institution are presented in subsection 3.4.3.1 in the Methodology 

chapter. By limiting the case study in Phase Two to only one university in Vietnam, a broad 

view of blended learning usage in English language training in Vietnam was unlikely to be 

obtained. One university cannot represent all universities in Vietnam. However, the aim of 

this phase was to provide in-depth insight into a blended learning environment and offer an 

example of how undergraduate Vietnamese students were able to practise their autonomous 

ability in this context.  

1.2. Problems in the context 

In Vietnamese language education, problems have arisen regarding the implementation of 

ICT/CALL to foster learner autonomy. There has been a mismatch between expectations and 

reality in terms of what ICT/CALL can do to promote learner autonomy (Peeraer & Van 

Petegem, 2012). The integration of ICT/CALL into many language education programs was 

expected to provide learners with more facilities to direct their learning, and thus they should 

be more active in making and implementing choices. However, in reality students remained 

dependent on their teachers, even when encouraged by their teachers to take over the 

responsibility of language learning (Peeraer & Van Petegem, 2012).  

As pointed out by some researchers (C. T. Dang & Foster, 2015; X. T. Dang, 2013), the 

inappropriate use of ICT/CALL in Vietnam resulted from some common barriers, such as 

unsuitable pedagogy, lack of training to improve technological competency, limited access to 

ICT facilities, technical problems, or lack of guidelines. Consequently, both teachers and 

learners were confused and faced difficulties in the ICT/CALL implementation, especially 

when the teachers attempted to transfer responsibilities to the learners.  

From the perspective of the teachers, the lack of pedagogical training made them 

embarrassed: they did not know how to use ICT/CALL appropriately or get the most benefit 

from it (Peeraer & Van Petegem, 2010). At one extreme, some teachers passed all the 

decisions to the learners with little or no support, believing that learners were ready to learn 

independently simply with the introduction of technology. At the other extreme, the use of 

ICT/CALL by teachers was teacher-centred rather than learner-centred (Dinh, 2015). The lack 

of pedagogical training and insight into learner readiness for autonomous learning seems to 
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have prevented teachers from choosing an appropriate pedagogy when working with 

ICT/CALL. Consequently, some teachers were discouraged from applying ICT/CALL in their 

teaching due to the fear of increasing workloads (X. T. Dang, 2013).  

From the perspective of the learners, they were not yet sufficiently confident with the new 

approach to take charge of their learning, even when allowed to by the teachers. Many 

students could not take advantage of the technology-enhanced environment which was set up 

with the aim of helping them become more flexible and more autonomous learners. The 

process of integrating technology into classroom practice sometimes failed or even made 

learners more dependent. Even when provided with good ICT/CALL facilities, the lack of 

ideas and technological competency remained the main hindrances to many students. For 

example, in some EFL classes students ―will probably end up learning about technology 

while in the English courses they take‖ (T. N. Dang, 2011, p. 4) because they needed the 

teachers to teach them how to use technology and then tell them what to learn with 

technology. How to help Vietnamese EFL learners take the initiative and be active in a 

blended language learning environment was raised as another important issue for language 

educators in this context. This originated from the claim that learners could develop their 

autonomous learning abilities if they were provided with the appropriate conditions to 

practise learner autonomy (Benson, 2011b; Gieve & Clark, 2005; C. T. Nguyen, 2011; 

Okazaki, 2012).  

The current research was motivated by my personal desire to find answers to these issues. The 

study will provide new knowledge regarding learner readiness to take charge of their learning, 

as well as how they take responsibility in a blended language learning environment. My 

position in the research and the desire will be presented in the next section. 

1.3. Personal inspiration and position of the researcher in the context 

I started teaching English at the University in 1998. During the 17 years of working there, I 

had many opportunities to see how EFL learners engaged in their learning in a technology-

enriched environment. I noticed that when being recommended the resources they could use 

for their learning, only a few learners benefited from what was suggested. In fact, many of 

them did not know what to do with the resources. For example, when working with English 

Discoveries Online (EDO), one of the e-learning platforms designed to support self-directed 

learning, many students kept asking the teachers what they should learn and how they should 
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begin. Besides the lack of learning strategies, these students seemed to need something else. It 

came to my notice that students tended to rely too much on the teacher‘s instructions and 

lacked the ability to direct their own learning. As a result, they were too much concerned with 

learning what they were provided with by the teacher and failed to further improve their 

knowledge and skills based on what they had learned. 

This study is my attempt to find out how to solve these problems by taking a pragmatic stance 

and investigating learner‘s perceptions of autonomous learning and their performance in a 

blended learning environment. My initial expectation was that insights into learner beliefs and 

practices in a technology-enriched environment might suggest an appropriate approach for 

promoting learner autonomy at the tertiary level. As a starting point, the current research 

argued that learner beliefs about autonomous learning needed to be investigated broadly in the 

Vietnamese educational context, and this was conducted in Phase One. Then, a case study in 

Phase Two helped create more in-depth understanding of how learners engaged in 

autonomous learning within and beyond the classroom, the two main components of a 

learning environment. It was noticeable that teachers could closely monitor and control the in-

class setting, while the out-of-class setting is more likely to be controlled by the learners. It 

was anticipated that exploring learner engagement in these two settings would provide more 

information about how learners direct their learning with and without the presence of the 

teacher.  

As a researcher and a teacher at the University, I had both advantages and limitations in this 

research context. In terms of advantages, I might consider myself as an insider in the research 

context (Breen, 2007; Burke & Kirton, 2006; Unluer, 2012) because I have had experience of 

being both a learner and a teacher. As an insider in a CHC like Vietnam, I have certain 

understandings of teacher and learner beliefs, as well as of the power relationship between 

teacher and student. As a lecturer at the University, I had become familiar with the blended 

learning environment especially designed to support a learner-centred approach. In terms of 

limitations, however, I realised before starting that my role in this context both as a researcher 

and a former lecturer might affect the relationship with the participants and the quality of data 

collection.  These limitations and ways to ensure validity and trustworthiness of the data will 

be discussed further in the Methodology Chapter. 
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1.4. Aims of the research 

This study was my attempt to tackle theoretical and practical questions that I have 

encountered in my career as an English language teacher in Vietnam. These queries included 

(1) whether Vietnamese EFL learners are ready to take responsibility for their learning, and 

(2) how technology can be exploited to help Vietnamese students become more autonomous. 

1.5. Significance of the research 

By exploring learner autonomy in a blended language learning environment in higher 

education in Vietnam, the research is significant for both its theoretical and practical aspects.  

From the theoretical perspective, the research adds knowledge to existing literature by 

providing insights into how the Vietnamese EFL learners perceive and practise autonomous 

learning.  The study provides information about the extent to which Vietnamese EFL learners 

are ready for autonomous learning, and whether ICT/CALL is helpful in encouraging learners 

to take charge of their learning. Further, the study also uncovers major obstacles to the 

promotion of learner autonomy in EFL in Vietnam. 

From the practical perspective, the research contributes knowledge and ideas for language 

teachers and educational practitioners who wish to promote learner autonomy by using 

blended learning. The study also provides an example of how technical, psychological, and 

socio-cultural aspects of autonomy can be practised together in a blended learning context. In 

addition, the research is significant for curriculum designers and syllabus developers who 

wish to establish a closer link between learning within and beyond the classroom. The new 

insights should also be valuable to educational policy-makers and managers such as those in 

NFL2020, who are seeking renovations in curriculum design, learning model development, 

teaching approaches, or professional development. 
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1.6. Structure of the thesis 

The thesis consists of seven chapters.  

Presented in Chapter One – Introduction (this chapter) are context of the study, problems 

identified in the context, my personal inspirations and position while doing the research, aims 

of the research, significance of the research, and structure of the thesis.  

Chapter Two – Literature Review reviews the research and literature about learner 

autonomy in language teaching and learning, learner beliefs and practices of autonomy, as 

well as learner autonomy in different contexts before setting out the research questions for 

this study.  

Chapter Three – Methodology presents the research approach, design, description of the 

two phases of the research, and issues of reliability, validity, and trustworthiness of the study.  

Chapter Four – Quantitative Results reports detailed results of the study regarding learner 

beliefs about responsibility, readiness for autonomous learning, and experience with 

autonomous learning.  

Chapter Five – Qualitative Results reports detailed results of the study regarding learner 

engagement in autonomous learning within and beyond the classroom.  

Chapter Six – Discussion provides interpretations, evaluation, and discussion of the results 

with reference to the literature.  

Chapter Seven – Conclusion summarises the research and presents the implications, 

contribution, and limitations of the research before some recommendations for future research 

are set out.  

The next chapter reviews the relevant literature on significant aspects of learner autonomy.  
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Chapter 2 - LITERATURE REVIEW 

This chapter provides a synthesised overview of learner autonomy in foreign/second language 

education obtained from the results of prior research. It starts with a conceptualisation of 

learner autonomy in language education (2.1), including general conceptions, misconceptions 

of learner autonomy, dimensions of learner autonomy, and the definition of learner autonomy 

in this research. Next, there is an analysis of the importance of learner autonomy and the 

different approaches to fostering learner autonomy (2.2). The discussion continues with the 

different practices for promoting learner autonomy in different contexts (2.3), including 

learner autonomy in Western and Eastern context, learner autonomy in Vietnam, learner 

autonomy in blended language learning, and learner autonomy within and beyond the 

classroom. The last section (2.4) summarises the literature review and sets out the research 

questions for this study. 

2.1. Conceptualisation of learner autonomy in language education  

This section presents both the general conceptions and misconceptions of learner autonomy in 

language education (subsections 2.1.1 and 2.1.2 respectively). The multi-dimensional features 

of learner autonomy are presented in subsection 2.1.3, followed by the definition of learner 

autonomy used in the current research (subsection 2.1.4). 

2.1.1. General conceptions of learner autonomy 

Learner autonomy has been a popular focus of discussions on language learning during the 

last four decades. The concept of learner autonomy came into being through the Council of 

Europe‘s Modern Languages Project, which led to the publication of Holec‘s report in which 

learner autonomy in language education was originally defined as an ―ability to take charge of 

one‘s own learning‖ (Holec, 1981, p. 3). Holec‘s definition of learner autonomy remains the 

most commonly cited definition in the field (Benson, 2007). In his statement, an autonomous 

learner is able:  

to have, and to hold the responsibility for all the decisions concerning all aspects of this 

learning, i.e. determining the objectives; defining the contents and progressions; selecting 

methods and techniques to be used; monitoring the procedures of acquisition properly 

speaking (rhythm, time, place, etc.); evaluating what has been acquired. (Holec, 1981, p. 3) 

According to Dickinson (1994) and Benson (2009), in their attempts to interpret Holec‘s 

definition, autonomous learners are capable of making all the necessary decisions concerning 
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the language learning process with which they are involved or wish to be involved. These 

decisions include those about objectives, ways of reaching objectives, materials, sources of 

input, activities and so on. Later, in other definitions, ability is often replaced by capacity, 

while take charge of is often replaced by take responsibility for or take control of one‘s own 

learning (terms also used by Holec) (Benson, 2007).  

In defining learner autonomy, many researchers emphasise the control of learning through 

critical reflection, ability, willingness and independence in decision making. For example,  

Little (1991, p. 4) attached importance to a learner‘s psychology when he viewed learner 

autonomy as ―a capacity for detachment, critical reflection, decision-making, and independent 

action‖ in relation to the process and content of learning. Likewise, Wenden (1991) 

emphasised learners‘ attitudes and awareness when stating that learner autonomy refers to 

how students reflect on their learning and evaluate the effectiveness of their learning options. 

She described the autonomous learner as ―one who has acquired the strategies and knowledge 

to take some (if not yet all) responsibility for her language learning and is willing and self-

confident enough to do so‖ (Wenden, 1991, p. 163). 

In other  studies, both Dam (1995) and Littlewood (1996) viewed autonomy as learners‘ 

ability and willingness to make choices independently. This was echoed by Macaro (1997), 

who also defined autonomy as an ability of the learner: 

Autonomy is an ability to take charge of one‘s own language learning and an ability to 

recognise the value of taking responsibility for one‘s own objectives, content, progress, 

method and techniques of learning. It is also an ability to be responsible for the pace and 

rhythm of learning and the evaluation of the learning process. (Macaro, 1997, p. 168)  

The word autonomy has been used implicitly in at least five different ways (see Benson & 

Voller, 1997, pp. 1-2; emphasis original):  

 for situations in which learners study entirely on their own; 

 for a set of skills which can be learned and applied in self-directed learning; 

 for an inborn capacity which is suppressed by institutional education; 

 for the exercise of learners' responsibility for their own learning; 

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

It would be a hard endeavour to determine the exact meaning of the word ‗autonomy‘ because 

sometimes it has become ―a catch-all term, comprising other concepts‖ (Reinders, 2010, p. 

41) like motivation (Ushioda, 1996) or awareness (Van Lier, 2013). Some terms have been 

used to describe it in more concrete meanings such as ‗multifaceted‘ (Benson, 2009, p. 17; 

http://edutechwiki.unige.ch/en/Self-directed_learning
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Reinders & Balcikanli, 2011, p. 16) and ‗multidimensional‘ (Benson, 2011b, p. 58) while 

other descriptions, such as ‗intriguing‘ (Stewart & Irie, 2012, p. 1), ‗ambiguous‘ (Benson, 

2009, p. 24) and ‗elusive‘ (Little, 2007, p. 15), emphasise its obscure nature. This lack of 

particularity may reduce the usefulness of the word and make it less operational.  

2.1.2. Misconceptions about learner autonomy 

The lack of clarity and particularity in many definitions of learner autonomy presented in the 

literature has generated some misconceptions that need to be eliminated. These have been 

pointed out by researchers (e.g. Aoki & Smith, 1999; Benson & Voller, 1997; Dickinson, 

1994; Little, 1991, 1993; Sinclair, 2000). Some of the more common misconceptions are 

listed below: 

First, learner autonomy does not mean self-instruction or self-study, that is to learn without a 

teacher (Little, 1991). Regarding this, Benson and Voller (1997) differentiate between self-

directed learning and learner autonomy. As they point out, self-directed learning is a learner‘s 

global capacity to carry out learning; while autonomous learning is the particular personal 

characteristic associated with such a capacity. Most people now agree that autonomous 

learning is not synonymous with self-instruction, self-access, self-study, self-education, out-

of-class learning or distance learning (Benson, 2007). These terms describe various ways and 

degrees of learning by oneself, whereas autonomy refers to abilities or attitudes. Learning by 

oneself is not the same thing as having the capacity to learn by oneself. 

Second, autonomy does not mean behaving without any constraint. Little (1991) stresses the 

need for cooperation in autonomous learning by pointing out that learner autonomy should 

involve both collaboration and interdependence. Learners need to work collaboratively with 

their peers and with support from teachers. In developing autonomy, learners are gradually 

freed from the direction and control of others but any decisions made by them should be made 

with respect to social and moral norms, traditions, and expectations of others. Dickinson 

(1994) echoes the view that learner autonomy is not freedom to behave without constraint by 

stating that autonomy only makes sense when it is operated within a conventional framework. 

For example, adult learners can choose not to attend classes, but if they do attend a class, they 

must accept the conventions of the classroom, the authority of the teacher and the rights of 

others. The refusal to accept these obligations does not demonstrate autonomy but 

discourtesy. 
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Third, autonomy does not threaten the role of teachers. Little (1993) confirms the important 

role of teachers by pointing out the fallaciousness of the notion that teacher intervention 

might destroy learner autonomy. Practising autonomy does not mean that intervention or 

initiative from a teacher is banned. According to Dickinson (1994), students must develop 

autonomy, sometimes over several years, and the teacher has an important role in assisting 

this process. There remains the major role of the teacher to teach the language. The teacher 

remains the authoritative expert in the language and in language teaching until the student 

becomes autonomous. Even beyond that point, the teacher remains an authority in the 

language, and a consultant to the autonomous learner in language learning.  

Fourth, autonomy is not a new teaching methodology (Little, 1991). Although teachers play 

an important role in developing learner autonomy, they cannot structure the development of 

learner autonomy in their lesson plans.  

Fifth, learner autonomy cannot be described easily through a single behaviour (Little, 1991). 

It is a multifaceted concept which cannot be described merely by learners‘ behaviours. 

Learner autonomy is demonstrated in various forms depending on a range of learner-related 

factors such as age, needs, background, and so forth.  

Sixth, autonomy is not a steady and stable state achieved by learners once and for all. The 

autonomy that learners achieve will not remain stable in every area. Learners might become 

autonomous in one domain but not demonstrate their autonomy in other domains (Little, 

1991). 

Seventh, autonomy is not a physical setting of learning but an attitude to learning. Autonomy 

is often regarded as placing the learner in isolation, like in a self-access language learning 

centre, with the assumption that the physical setting defines autonomy. In fact, the physical 

setting of itself gives no guarantee of autonomy. Settings like a self-access centre are very 

useful for practising autonomy, but on their own they are not sufficient to guarantee 

autonomy (Dickinson, 1994).  

In addition, three other misconceptions of learner autonomy in relation with culture were 

pointed out by Aoki and Smith (1999): 



19 

 

Eighth, the culture of an educational environment and the culture of a nation are not the same. 

The culture of an educational environment might share some features of the national culture 

but the two cannot necessarily be equated. Claims about cultural appropriateness or 

inappropriateness for the development of learner autonomy should be considered carefully 

because these two cultures are interconnected and overlapping.  

Ninth, it is not true to view culture as static and unchanging. Aoki and Smith (1999) point out 

the danger of cultural prejudice in promoting learner autonomy when stating that ―by 

claiming that such a people have such and such a culture, we may run the risk of 

disempowering them, as this kind of positioning denies their potential to be active agents of 

change, i.e. participants in the creation of cultures‖ (p. 20). Nurtured in a setting of changing 

social, economic, and political conditions, culture itself is changeable too. Viewing culture as 

an ever-changing identity will avoid cultural stereotyping and the impact this may have on 

considerations of learner autonomy.  

Tenth, it is not true to say that the influence of one culture on another is always unfavourable. 

In an educational setting, it is unavoidable that learners and teachers influence the cultures of 

each other. However, teachers can always consider the views of learners who come from 

different cultures and work out a common view in a ―negotiated culture‖(Aoki & Smith, 

1999, p. 21). 

The large number of conceptions and misconceptions of learner autonomy reflect the fact that 

this is a substantial and ambiguous notion. Various definitions of learner autonomy cover 

different aspects of autonomous learning. Researchers have been clarifying this notion and 

exposing its multi-dimensional nature through their exploration of learner autonomy from 

different angles since the early 1980s.  

The next subsection will highlight some key dimensions of learner autonomy.  

2.1.3. Dimensions of learner autonomy  

Different conceptual theories in the literature manifest the multi-dimensional features of 

learner autonomy. This subsection reviews some of the major dimensions of learner 

autonomy: perspectives of autonomy, levels of control, and domains of control.  
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2.1.3.1. Perspectives of learner autonomy 

Researchers have been taking different approaches to the application of the learner autonomy 

in language teaching and learning. Therefore, learner autonomy in foreign language education 

has been perceived from different perspectives. Benson (1997) was among the first to 

systemise learner autonomy by introducing a model of learner autonomy including three 

‗versions‘: technical, psychological, and political. The socio-cultural feature of learner 

autonomy has been identified and added to the field later by other researchers (e.g. Holliday, 

2003; Oxford, 2003). The model initiated by Benson (1997) and further developed by Oxford 

(2003) now seems to be the standard model for discussions about learner autonomy. In her 

model, Oxford (2003) places autonomy into four ‗perspectives‘, namely technical perspective, 

psychological perspective, political-critical perspective,  and socio-cultural perspective, each 

with a different focus. 

The technical perspective focuses on the situational conditions under which students may 

develop learner autonomy while they take charge of their own learning. According to Benson 

(1997) and Oxford (2003), the main issue in developing technical autonomy is providing 

learners with skills for independent learning situations without the intervention of teachers. 

Therefore, technical autonomy involves a set of learner-independence supporting skills that 

help learners acquire knowledge through their discovery and make decisions for their own 

learning rather than waiting for knowledge to be passed down from the teacher. Research 

adopting this perspective values attributes from the learning environment. Many studies (e.g. 

Gardner & Miller, 1999, 2011; Law, 2011; Miller, Tsang, & Hopkins, 2007; Morrison, 2005, 

2008; Murray, 2011) adopting this perspective have been conducted in self-access centres 

where authentic materials and personalised learning activities are seen to foster learner 

autonomy. 

The psychological perspective focuses on those characteristics or attributes of learners that 

make it possible for them to take control of the learning process (Benson, 1997; Oxford, 

2003). More specifically, psychological autonomy stands for a personal capacity or a 

construct of attitudes and abilities that encourages learners to take on more responsibilities for 

their own learning. According to Oxford (2003), the foundation for psychological autonomy 

development are motivation, self-efficacy, positive attitudes, beliefs in one‘s capabilities, a 

sense of agency, a desire to seek meaning, positive attitudes, and a need for achievement. 

Researchers adopting the psychological perspective (e.g. Balcikanli, 2010; V. Chan, Spratt, & 
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Humphreys, 2002; Cotterall, 1999; Ma & Ma, 2012; Ustunluoglu, 2009) often look into 

learners‘ abilities, motivations, attitudes, and learning strategies. 

The political-critical perspective focuses on learners‘ access, control, power and ideology in 

their community (Benson, 1997; Oxford, 2003). In language learning, political-critical 

autonomy stresses control and power of learners over the learning process as well as the 

learning content in individual and institutional contexts where the learning takes place. The 

work of Pennycook (1997), which emphasises the importance of helping learners to achieve a 

voice in learning English, illustrates this perspective. Explaining the need to teach culturally 

alternative Englishes in different contexts, Pennycook hopes to help his students find 

meanings in English that ―run against the class, gender, race and cultural assumptions linked 

to different contexts of language use‖ (p. 53).  

The socio-cultural perspective focuses on social interaction as a major part of cognitive and 

language development (Oxford, 2003, p. 85). In comparison to the model initiated by Benson 

(1997), this perspective of autonomy no longer emphasises exclusively the learners with their 

independence in decision-making. Instead, this perspective focuses on the development of 

human capacity via interaction and the context in which learners exercise their autonomy. 

This is because of the broad recognition that ―autonomy has a social as well as an individual 

dimension‖ (Sinclair, 2000, p. 11). As pointed out by Oxford (2003), socio-cultural autonomy 

involves socially mediated learning, and therefore it does not imply learning in isolation.  

Instead, learners develop their autonomy from dependence on more capable people, who help 

them construct new knowledge actively and ―enter the community of practice‖ (p. 88). 

Autonomy from the socio-cultural perspective is seen as self-regulation, gained through social 

interaction with a more capable mediating person in a particular context. However, this 

interaction can only occur if the more capable persons are willing to provide insider 

knowledge, cultural understandings, practice, and strategies to newcomers. Teachers 

endorsing the socio-cultural perspective often provide learners with more contextual choices, 

negotiation, and interactive activities to help them cope with the contextual mediations and 

engender strategic learning behaviours (see T. T. Dang, 2010; Humphreys & Wyatt, 2014; 

Willis, 2008). 

A simplified understanding of the four perspectives can be summarised in the interpretation of 

Healey (2007), in which the technical perspective is about the setting and content, the 
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psychological perspective is about the characteristics of the learners, the political-critical 

perspective is about the relation between autonomy and power, and the socio- cultural 

perspective is about learning together. The focus, nature, and aims of each perspective of 

autonomy from Oxford‘s model are summarised in Table 2.1 below. 

Table 2.1: A model of learner autonomy by perspectives (Oxford, 2003) 

Perspectives of 

autonomy 
Focus Nature Aims 

Technical 

perspective 
Physical situation 

Autonomy is seen as skills for 

independent learning situations, 

such as in a self-access centre 

Help learners acquire knowledge 

through their discovery and 

make decisions for their own 

learning  

Psychological 

perspective 

Characteristics of 

learners 

Autonomy is seen as combination 

of characteristics of the 

individual, including attitudes, 

ability, learning strategies and 

styles 

Help learners develop necessary 

characteristics to take charge of 

their own learning and make 

decision according to their 

thinking, and create their own 

version of the target language 

with their creativity 

Political-critical 

perspective 

Ideologies, 

access, and power 

structures 

Autonomy is seen as gaining 

access to cultural alternatives and 

power structures; developing an 

articulate voice amid competing 

ideologies 

Help learners have power to 

control their learning situations; 

have choices in learning 

activities, and be free from 

oppressive forces 

Socio-cultural 

perspective  
Mediated learning 

Sociocultural I: 

Autonomy is seen as self-

regulation gained through social 

interaction with a more capable, 

mediating person in a particular 

setting 

Help learners develop their 

capacity from dependence on 

more capable people to gradually 

enter the community of practice 
Sociocultural II:  

Autonomy is seen as the 

participation in the community of 

practice 

Another dimension of learner autonomy, namely levels of control, is reviewed in the next 

subsection.  

2.1.3.2. Levels of control or developmental stages of learner autonomy 

Notably, the construct of learner autonomy has also been considered to be a matter of degree 

by many researchers (e.g. Aoki & Smith, 1999; Benson, 2001; Littlewood, 1999; Nunan, 

1997; Scharle & Szabo, 2000). As a result, several models of learner autonomy that refer to 

developmental stages have come into existence. 
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The first example among these models is that of Nunan (1997). Viewing autonomy as 

attributes of a learner and arguing that ―autonomy is not an absolute concept‖ (p. 193), Nunan 

(1997) proposes a model of autonomy implementation that includes five levels: awareness, 

involvement, intervention, creation, transcendence. This model is based on five assumptions: 

(1) most language learners are not autonomous at the beginning; (2) developing some degree 

of autonomy is essential to succeed in learning the language; (3) autonomy can be developed 

through pedagogical procedures; (4) there are degrees of autonomy; and (5) not everyone can 

develop autonomy to the same extent (see Nunan, 1997, p. 192). Designed to gradually build 

up autonomy, this learner-action based model corresponds to the learning process in which 

learners perform a sequential series of actions like identifying strategies, making choices, 

adapting tasks, creating their own tasks before becoming fully autonomous. Table 2.2 below 

summarises the five stages of learner autonomy in terms of level, content, and developmental 

processes. 

Table 2.2: A model of learner autonomy with levels of implementation (Nunan, 1997) 

Level Learner action Content Process 

1 Awareness 

Learners are made aware of the pedagogical 

goals and content of the materials they are 

using 

Learners identify strategy 

implications of pedagogical tasks 

and identify their own preferred 

learning styles/strategies 

2 Involvement 
Learners are involved in selecting their own 

goals from a range of alternatives on offer 

Learners make choices among a 

range of options 

3 Intervention 

Learners are involved in modifying and 

adapting the goals and content of the 

learning programme 

Learners modify/adapt tasks 

4 Creation 
Learners create their own goals and 

objectives 
Learners create their own tasks 

5 Transcendence 

Learners go beyond the classroom and make 

links between the content of classroom 

learning and the world beyond 

Learners become teachers and 

researchers 

Nunan‘s model provides a useful indication of sequential degrees of learner autonomy 

development and gives a clear specification of learning behaviours, content and processes at 

each level. However, the sequence of development is not absolutely true for learners in all 

contexts. For instance, Sinclair (2009) conducted research on how secondary teachers of 

English in China could be encouraged to develop greater autonomy, both as teachers and 

learners, through an interactive e-learning environment. Interestingly, these Chinese 
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participants were found more flexible and innovative at a high autonomy level, such as 

creating new content and designing new tasks (level 4), but they were confused at lower level 

of autonomy, such as making a choice from a range of contents (level 2). Nunan (1997, p. 

195) himself admits that ―these levels involve considerable overlap and learners will move 

back and forth between levels‖ and ―tasks at a higher level may be less challenging and even 

less autonomous than those at a lower level‖. 

Another example of an autonomy model with developmental stages is that of Littlewood 

(1999). Viewing autonomy as a self-regulation process, Littlewood (1999) classifies learner 

autonomy into two levels: proactive autonomy and reactive autonomy. Proactive autonomy 

refers to a process in which learners set the direction of learning, regulate the activities, and 

self-evaluate progresses independently of the teacher. Reactive autonomy refers to a process 

in which learners regulate their learning once direction has been provided by the teacher. 

Reactive autonomy encourages learners to learn without being forced, and is considered a 

preliminary step towards the proactive autonomy. According to Benson (2001), proactive 

autonomy might be understood as control over the methods and content of learning, while 

reactive autonomy involves control over methods alone.  As pointed out by Littlewood 

(1999), proactive autonomy is regarded as the only kind that contributes to the discussion of 

the concept in the West. However, he suggests that it is also useful to consider reactive 

autonomy as ―a preliminary step towards the first or a goal in its own right‖ (Littlewood, 

1999, p. 75). This classification is worth attention in Asian educational contexts because the 

socio-cultural constraints to autonomy are different from those of Western cultures 

(Littlewood, 1999, 2003; Palfreyman & Smith, 2003). Therefore, this model will be used as a 

bifocal lens guiding the search for autonomy in the current study in the Vietnamese context.   

The third example of autonomy with different levels is that of Scharle and Szabo (2000). 

Viewing autonomy as the freedom and ability to manage one‘s own learning, including the 

right to make decisions, Scharle and Szabo (2000) propose a learner autonomy development 

process that includes three stages: raising awareness, changing attitudes and transferring 

roles (see summary of this model in Table 2.3 below). With the emphasis on developing 

responsible attitudes, this model starts with raising awareness of learners about learning 

objectives, learning strategies, content, and progress by demonstrating new perspectives and 

ways of thinking to them. Most activities at this stage are tightly structured and controlled by 

the teacher because of the assumption that learners are not able to take responsibility, and they 
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need to be scaffolded in what they need to do. The second stage, changing attitudes, is a 

gradual process involving practice of the skills introduced at the previous stage. It is a slow 

process requiring patience and practice because it takes time to go from understanding to 

practicing new roles and habits. Activities at this stage are repeatable and there is more 

chance for learner initiative. At the last stage, transferring roles, the responsibility is placed 

more on the learner than the teacher, and this requires a considerable change in classroom 

management. This is the most demanding stage for teachers who now have to design activities 

to help learners take control over the learning process and strengthen their autonomous 

attitudes.  

Table 2.3: The process of developing learner responsibility (Scharle and Szabo, 2000) 

Stages Activities to develop learner responsibility 

Raising awareness 
Most of the activities at this stage are rather tightly structured and 

controlled by the teacher 

Changing attitudes 
Many of the activities at this stage are repeatable, and they tend to allow 

more room for learner initiative 

Transferring roles 

The activities are loosely structured, giving a considerable amount of 

freedom to the students in accomplishing tasks, or even, in deciding 

about tasks 

According to this model, the development of learner autonomy requires appropriate support 

and scaffolding. First, activities to support autonomy should be designed in a step-by-step 

process because the development of responsibility is a ―smooth process where one phase 

develops into the next‖ (Scharle & Szabo, 2000, p. 9). Second, these activities should be 

planned ahead as it takes time for learners to develop a sense of responsibility and be ready to 

accept their independent role. It is also recommended by Scharle and Szabo (2000) that 

learners be involved as much as possible in the planning process. Third, community support 

like peer evaluation, encouragement, and sharing experience can be very important elements 

for learner autonomy development. 

In summary, the three models proposed by Nunan (1997), Littlewood (1999), and Scharle and 

Szabo (2000) have successfully organised many characteristics of learner autonomy in 

developmental stages. Each of the models implies a possible progression from ‗lower‘ to 

‗higher‘ levels of autonomy (Benson, 2007) in language learning contexts. However, these 

models are grounded on the assumption that learner autonomy development is linear. Other 

researchers believe that there are different characteristics of learner autonomy that should be 
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developed concurrently and independently from one another and the development process can 

be non-linear. Thus, other models of learner autonomy, which are based on domains or areas 

of control, have come into existence. 

2.1.3.3. Domains or areas of control of learner autonomy 

Learner autonomy has been considered to be a matter of domains or areas of control by 

researchers such as Littlewood (1996), Macaro (1997), and Benson (2001). As a result, 

models of autonomy based on domains or areas have been introduced.  

The first example of an autonomy model based on domains is that of Littlewood (1996). 

Believing the goal of all education is to help people to think, act and learn independently in 

relevant areas of their lives, Littlewood (1996) proposes a model for developing autonomy in 

foreign language learning. In regard to this model, Littlewood (1996) discusses three domains 

of learner autonomy, namely autonomy as a communicator, autonomy as a learner, and 

autonomy as a person (see Figure 2.1). Autonomy as a communicator in the language 

acquisition context depends on the ability to use the language creatively and to employ 

appropriate strategies for communication in specific situations.  Autonomy as a learner in the 

process of learning depends on the ability to participate in independent work and to employ 

appropriate learning strategies for both inside and outside class learning. Autonomy as a 

person in personal life depends on the ability to express personal meanings and to create a 

personal learning context. The three roles in this model correlate with three contextual 

dimensions of learners, namely language acquisition, learning approach, and personal 

development (Benson, 2007).  
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Although a distinction between these three contexts of autonomy has been established,  

Littlewood (1996) points out that the three domains in his model are highly interrelated and 

overlapping. For example, although linguistic creativity is most clearly associated with 

autonomy as a communicator, it contributes directly to autonomy as a person because it 

facilitates the expression of personal meanings. Likewise, learning strategies are more 

associated with autonomy as a learner although, at the same time, these strategies also help 

develop autonomy as a communicator because they enable the learners to enlarge their entire 

range of skills for communication. These explanations suggest that the autonomy gained in 

one domain may, at the same time, enable learners to reinforce and develop autonomy in 

other domains. 

The second model of learner autonomy regarding domains was developed by Macaro (1997). 

It includes three aspects: autonomy of language competence, autonomy of language learning 

competence, and autonomy of choice and action (see summary of this model in Table 2.4). 

The first type, autonomy of language competence, refers to communicative ability. The main 

developments in the learner are the ability to communicate after certain mastery of the second 

language rule system and the ability to operate without the help of a more competent speaker. 

Figure 2.1: A framework for developing autonomy in foreign language learning (Littlewood, 1996, p. 432) 
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The second type, autonomy of language learning competence, refers to the ability to 

reproduce the language skills. The main development in the learner in this type of autonomy 

is the reproduction and transference of second language learning skills to other situations, 

including the learning of a third language. The third type, autonomy of choice and action, 

refers to the ability to develop learning options such as justifying reasons to learn a foreign 

language, identifying short-term and long-term objectives, choosing personal learning 

strategies. Later, Macaro (2008) explains that having a choice in language learning means the 

learners not only take control of the language but also the goal and purpose of learning.  

Table 2.4: A model of autonomy with areas of control (Macaro, 1997) 

Area of Autonomy Development in the learner 

Autonomy of language 

competence 

-  Ability to communicate having acquired a reasonable mastery of the L2 

rule system 

- Ability to operate by and large without the help of a more competent 

speaker of the target language (in most classroom cases, the teacher) 

Autonomy of language learning 

competence 

- Reproduction and transference of L2 learning skills to many other situations 

including a possible future L3 

Autonomy of choice and action - Opportunity to develop autonomy of choice in order to develop skills 

The three types of autonomy seem to suggest a progression in levels. However, each area of 

autonomy is associated with a specific group of skills and behaviours, which are not totally 

comparable to each other. For example, operating communication without the help of a more 

competent speaker, like a teacher, is not necessarily a prerequisite for the development of 

learning skills. Likewise, identifying objectives and choosing learning strategies are not 

necessarily more advanced autonomous skills than transferring skills to other situations. Thus, 

overlapping among these three areas is inevitable. 

The third model of autonomy based on domains is that of Benson (2001) who does not focus 

on learners‘ behaviours but, rather, on three areas of control, namely learning management, 

cognitive processes and learning content (as visually presented in Figure 2.2). Learning 

management refers to observable behaviours involved in the planning, organisation and 

evaluation of learning. Control over cognitive processes is concerned with the psychology of 

autonomous learning including directing attention, reflection on the learning process, and 

building metacognitive knowledge. Control over learning content is an aspect of control over 

learning management concerned with the ‗what‘ and ‗why‘ of language learning, rather than 
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the ‗when‘, ‗where‘, and ‗how‘. It can be seen that these three areas of control are 

interdependent, and this is acknowledged by Benson (2001). The development of control in 

one area can support performance in the two others. For example, positive attitudes and 

proper learning strategies would result in effective control over the learning content. 

Similarly, the control over learning management and learning content can be promoted by 

raising awareness of cognitive processes.  

 

Figure 2.2: The model of autonomy in language learning by Benson (2001, p. 61) 

In summary, the three models that focus on areas of control have several features in common. 

The attributes of the first two models are very similar. For instance, the attributes of 

autonomy as a learner in the model by Littlewood (1996) are not very different from the 

autonomy of language learning competence in the model proposed by Macaro (1997). Both 

concern the learner‘s ability to use language for communication in different contexts. 

Similarly, several attributes suggested in autonomy of choice and action in the model by 

Macaro (1997) are included in the controlling areas of learning management and learning 

content in the model by Benson (2001). These similarities are due to the interrelated nature of 

categories within each model.  

The next subsection introduces some other dimensions of learner autonomy.  

Learning management 

Autonomy in 

language 

learning 

Learning behaviour 
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2.1.3.4. Other dimensions of learner autonomy 

It is necessary to acknowledge that there are other ways of exploring the construct of learner 

autonomy, both from learning and teaching perspectives.  

From a learning perspective, Kumaravadivelu (2003) proposes that autonomy can be viewed 

as narrow and broad autonomy. Narrow autonomy stands for academic autonomy: it aims at 

enabling learners to learn how to learn by equipping them with the tools so that they can learn 

on their own, and training them to use appropriate learning strategies for realising their 

learning goals. With academic autonomy learners can be strategic practitioners and so realise 

their learning potential. Broad autonomy stands for liberatory autonomy: it aims at helping 

learners recognise socio-political obstacles on their way to progress, and providing them with 

the intellectual tools to overcome these obstacles. With liberatory autonomy learners are 

empowered to be critical thinkers and so realise their human potential. Holliday (2003), in 

addressing the importance of socio-cultural differences among language learners, proposes 

three approaches to autonomy, namely native-speakerist, cultural-relativist, and social 

autonomy. These are driven by different world views on cultural superiority which is believed 

to have different impacts on the conceptualisation of learner autonomy. The native-speakerist 

approach is based on the view that native speakers should teach people from other cultures 

how to be autonomous in the educational settings of a native speaker. The cultural relativist 

approach is based on the view that native English speakers in Western cultures cannot expect 

people from other cultures to be autonomous like them. The social autonomy approach is 

based on the view that everyone can be autonomous in their own way.  

From a teaching perspective, Ribé (2003) introduces the concepts of divergence and 

convergence, and sees them as ways of creating autonomy through language teaching 

practice. Convergence means to create more efficient teaching tools that lead the students 

towards the common goals. Divergence means to create spaces for decision making, 

responsibility and growth. In another example, Smith (2003)  introduces the weak and strong 

pedagogical approaches to the classroom development of learner autonomy. The weak 

approach is based on the assumption that students are deficient in autonomy and need training 

that will help them develop it. The strong approach is based on the assumption that students 

are already autonomous but need optimal conditions in order to exercise this capacity.   
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2.1.3.5. Summary 

Evidently, learner autonomy is a multidimensional construct (Benson, 2001; Murase, 2015). 

Researchers take different approaches when exploring learner autonomy in language teaching 

and learning. They consider different factors and make different assumptions. As a result, 

different models of autonomy have been proposed, and each represents a characteristic 

approach. For example, the model of four perspectives of autonomy, initiated by Benson 

(2001) and further developed by Oxford (2003), is based on different approaches to the 

application of learner autonomy. Regarding autonomy development, the five-level model of 

Nunan (1997), the two-level model of Littlewood (1999), and the three-level model of Scharle 

and Szabo (2000) are all based on the viewpoint that learner autonomy is a matter of degree 

with developmental stages. In terms of domains, the three models proposed by Littlewood 

(1996), Macaro (1997), and Benson (2001) are based on the viewpoint that learner autonomy 

relates to areas of control over the language learning process. Other viewpoints and 

assumptions have led to other dimensions (e.g. Holliday, 2003; Kumaravadivelu, 2003; Ribé, 

2003; Smith, 2003). Noticeably, all above-mentioned dimensions view learner autonomy as a 

capacity that learners need to develop during their language learning process.  

2.1.4. Definition of learner autonomy in the current study  

This subsection introduces the conceptual framework of learner autonomy that underpins this 

study and the strategy for defining learner autonomy (2.1.4.1). It then presents the operational 

definition of learner autonomy used for this study (2.1.4.2). 

2.1.4.1. Conceptual framework and strategy for defining learner autonomy  

Sinclair (2000, p. 5) elaborates some common characteristics of learner autonomy:  

 Autonomy is a construct of capacity and it is not innate; 

 Autonomy involves learners‘ willingness to take responsibility for their own learning; 

 There are degrees of autonomy which are unstable and variable; 

 Autonomy is not simply placing learners in situations where they have to be 

independent and it is not a matter of teaching strategies; 

 Developing autonomy requires conscious awareness of the learning process; 

 Autonomy can take place both inside and outside the classroom; 

 Autonomy has social, individual, political, as well as psychological dimensions; 

 Autonomy is interpreted differently in different cultures. 
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These characteristics will be considered as the conceptual framework of this research. 

Specifically, autonomy in this research is considered to be a capacity that learners need to 

develop in order to take responsibility for their learning. Autonomy involves learner 

willingness and capability to take charge, both inside and outside the classroom. Autonomy is 

a matter of degree and it has different levels of development. The process of developing 

learner autonomy relates to the social, political, psychological, and cultural features of the 

learner. The adoption of these characteristics follows the recommendation of Oxford (2003): 

―consideration of all relevant perspectives is likely to provide a stronger, richer understanding 

of learner autonomy‖ (p. 81).  

Researchers defined learner autonomy for their research in different ways. Benson (2009) 

noted three different strategies that researchers applied when defining autonomy in language 

learning: the kaleidoscopic, exegetical and quintessential strategies (see Benson, 2009, pp. 

18-21). 

The first strategy, kaleidoscopic strategy, is used when the researchers accept all previous and 

current definitions about learner autonomy equally and amalgamate them in a macro-

definition. This strategy was used by Benson and Voller (1997) when they identified 

technical, psychological and political versions of autonomy, and by Oxford (2003) when she 

constructed a matrix model including technical, psychological, sociocultural and political-

critical perspectives on one axis and themes of context, agency, motivation and learning 

strategies on the other.  

The second strategy, exegetical strategy, is used when researchers go back to an earlier 

source, interpret it and argue that this interpretation represents the core meaning of autonomy. 

One example is the definition of autonomy as ―the capacity to control one‘s own learning‖ by 

Benson (2011b, p. 58). By referring back to Holec‘s definition, Benson (2011b) aimed to 

build a consensus around it.  

The third strategy, quintessential strategy, involves an attempt to try to discover or isolate 

what is most essential to notions of learner autonomy.  For example, the definition of learner 

autonomy by Little (2004) was made by combining his own definition (Little, 1991) with that 

of Holec (1981). In contrast to the kaleidoscopic strategy, the quintessential strategy 

privileges one perspective over others.  According to Benson (2009, p. 21), the third strategy 



33 

 

is ―clearly the strongest of the three‖ and this was the reason why the quintessential strategy 

was employed in defining learner autonomy in the current study. 

2.1.4.2. Operational definition of learner autonomy adopted in the current study 

In the current study, following the quintessential strategy (Benson, 2009), learner autonomy is 

conceptualised as learners’ willingness and ability to take responsibility for their learning 

within and beyond the classroom, including setting goals, planning, practising, monitoring 

and evaluating their learning in interaction and cooperation with others and especially with 

the support of and through negotiation with the teacher.  

The next section justifies the need to foster learner autonomy and presents major approaches 

to developing learner autonomy. 

2.2. Fostering learner autonomy in language learning 

Learner autonomy has been perceived as a desirable goal in language education because 

autonomous learning has been found to be more effective than non-autonomous learning. The 

theoretical arguments and empirical evidence regarding this claim will be reviewed in 

subsection 2.2.1 on the importance of learner autonomy. The main approaches to fostering 

learner autonomy are then presented in subsection 2.2.2. 

2.2.1. Importance of learner autonomy in language education 

Nowadays, autonomy is broadly accepted as a fundamental and desirable goal in language 

education (Benson, 2001; Reinders, 2010). Among the various reasons as to why learner 

autonomy should be promoted, Benson (2001, p. 2) highlights three important claims relating 

to theory and practice: 

 The concept of autonomy is grounded in a natural tendency for learners to take control 

over their learning. As such, autonomy is available to all, although it is displayed in 

different ways and to different degrees according to the unique characteristics of each 

learner and learning situation. 

 Learners who lack autonomy are capable of developing it given appropriate conditions 

and preparation. One condition for the development of autonomy is the availability of 

opportunities to exercise control over learning. The ways in which we organise the 

practice of teaching and learning therefore have an important influence on the 

development of autonomy among our learners. 
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 Autonomous learning is more effective than non-autonomous learning. In other words, 

the development of autonomy implies better language learning.   

The view that autonomous learning is more effective than non-autonomous learning is echoed 

and further explained by Little (2006). In his opinion, accepting responsibility for one‘s own 

learning is not only a matter of gradually developing metacognitive mastery of the learning 

process; it also has an important affective dimension. It is because autonomous learners are 

motivated in their commitment to a self-management and proactive approach, especially when 

they achieve some success in learning. In turn, learner motivation and reflection will make 

their learning more efficient and effective. The learning efficiency and effectiveness mean 

that the knowledge and skills acquired in the classroom can be flexibly applied to situations 

outside the classroom context. 

The importance of learner autonomy promotion is reflected in the focus given to a variety of 

research conducted in the field. Some studies (e.g. Little, 2007; Nakata, 2014; Ushioda, 2011) 

have been dedicated to clarifying the significance of learners‘ active participation in the 

language learning process using a theoretical perspective. In these studies, the effect of higher 

learner autonomy is highlighted using a logical reasoning: a higher level of autonomy means 

better control of one‘s own learning, which may result in higher productivity, and the 

increased psychological freedom coupled with higher motivation may result in more effective 

learning.  

This reasoning was evidently proved in a number of empirical studies (Dafei, 2007; 

Hashemian & Soureshjani, 2011; Lowe, 2009; Myartawan & Latief, 2013; Ng, Confessore, 

Yusoff, Abdul Aziz, & Lajis, 2011; Reinders & Loewen, 2013; Sakai & Takagi, 2009). For 

example, a study carried out by Reinders and Loewen (2013) in ESL schools in New Zealand 

showed that student-initiated learning could have a significant impact on their subsequent 

learning achievement. Reinders and Loewen (2013) suggested that student initiation, as a 

measure of involvement in the learning process, could be one of the predictors of learning 

success. The research provides evidence of a link between learner autonomy and learning 

gains because active learner participation is often seen as a component of learner autonomy. 

Likewise, a study on 721 Japanese university students conducted by Sakai and Takagi (2009) 

found a positive correlation between learner autonomy and language proficiency. The 

students were divided into three levels of English proficiency, based on their scores in a 

vocabulary test. The results of the study indicated that the three groups had different degrees 
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of autonomy. In particular, the group of high proficiency strongly showed many attributes of 

independent language learners, the middle group possessed some attributes of independent 

language learners, while the low proficiency group had characteristics of dependent language 

learners. With a similar aim, Dafei (2007) investigated the relationship between learner 

autonomy and English proficiency in a sample of 129 non-English major students in a teacher 

training college in China by means of a questionnaire and an interview. The results showed 

that the learners‘ English proficiency was significantly and positively correlated to their 

learning autonomy. A study by Myartawan and Latief (2013) investigated the correlation 

between learner autonomy and English proficiency in a sample of 120 English-major 

Indonesian students by means of learning documents and two questionnaires. Results revealed 

that learner autonomy levels had a significant and positive correlation with English 

proficiency. A positive link between learner autonomy and learning gains was also reported in 

other contexts (Hashemian & Soureshjani, 2011; Lowe, 2009; Ng et al., 2011). Specifically, a 

study by Hashemian and Soureshjani (2011) that involved 60 Persian L2 learners in the 

Iranian context, a study by Lowe (2009) on 125 university students in the United States, and a 

study by Ng et al. (2011) on 425 university students in the Malaysian context all showed a 

significant correlation between learner autonomy and academic performance (measured by 

GPA).  

The results of the above-mentioned theoretical and empirical studies suggest that learner 

autonomy in language education directly contributes to both the learning process and learning 

outcomes. There is a need to foster learner autonomy because it helps learners reach both their 

language goals and learning goals.  

The next subsection summarises major approaches to fostering learner autonomy.   

2.2.2. Approaches to fostering learner autonomy  

Promoting learner autonomy has become a fundamental goal of education. However, with this 

comes the challenge of how to promote learner autonomy and how to encourage learners take 

charge of their learning. Autonomy is viewed differently depending on social cultural 

situations. As a result, autonomy-fostering practices are also diverse. This subsection provides 

a summary of six common approaches to fostering learner autonomy as categorised by 

Benson (2001), namely resource-based, technology-based, classroom-based, curriculum-

based, teacher-based, and learner-based approaches. The discussion of the strengths and 
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weaknesses, together with the review of relevant studies of each approach, is to highlight their 

effectiveness in the promotion of learner autonomy.  

2.2.2.1. The resource-based approach 

Resource-based approaches place emphasis on individual interaction with the materials 

provided, so that autonomy is developed through experimentation and discovery. These 

approaches provide opportunities for learners to direct their learning and develop the skills 

and dispositions associated with autonomy. The major forms of these approaches are self-

access (Gardner & Miller, 1999, 2011; Law, 2011; Miller et al., 2007; Morrison, 2005, 2008; 

Murray, 2011; Yamashita, 2015), tandem learning (Lewis & Walker, 2003; Ushioda, 2000), 

distance learning (White, 2003), self-instruction (Dickinson, 1987; Fernández-Toro, 1999) 

and out-of-class learning (Hyland, 2004; Lai & Gu, 2011). Materials are viewed as the main 

instruments of the resource-based approach. However, Rowsell and Libben (1994, p. 668) 

pointed out that ―learning in isolation is a poor way to acquire a language‖, suggesting that 

materials alone are not enough for successful learning. This view has been supported by many 

other researchers (Carette, Thiébaut, & Nassau, 2015; Hobbs & Dofs, 2015; Tassinari & 

Ciekanski, 2013; Yamashita, 2015) who stress the important role of advising from teachers, 

and also the collaboration with others while interacting with resources. For example, the case 

study conducted by Tassinari and Ciekanski (2013) on five learners of English, Spanish, and 

Italian in Germany and France emphasised the significant role of advisors in dealing with the 

psychological aspects of self-access language learning and supporting the learners‘ affective 

dimension. Another case study conducted by Yamashita (2015) provided a new perspective 

on how advisors can deal with learners‘ affect. The study described how advisors and learners 

could work together, using both learners‘ positive and negative affect, in developing 

metacognition and in helping learners become autonomous. In the study, the student who 

came to the first advising session as a passive and dependent learner became a much more 

active and autonomous learner after 24 advising sessions. These studies show that advising is 

an indispensable part of a successful resource-based approach. Moreover, as Benson (2001) 

has pointed out, collaboration, structure in learning schemes, learner training, and text-based 

guides are all important factors in bringing about effective interaction with materials. When 

considering the effectiveness of the resource-based approach, Benson also raises concerns 

about the limited type of language skills that can be well developed via interaction with 

learning resources. Regarding this, Littlewood (1997) earlier noted that self-access resources 

work well with receptive skills, where the initiative for generating meanings lies within the 
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printed or recorded materials rather than with the student. However, these self-access 

resources do not help much with productive skills, where the learner requires the kind of 

message-based feedback that a human respondent normally provides.  

The next subsection describes another important agent that helps foster learner autonomy: 

technology. 

2.2.2.2. The technology-based approach  

Technology-based approaches generally place emphasis on independent interaction with 

educational technologies. These approaches provide opportunities for learners to develop their 

autonomy. The typical forms of these autonomy fostering approaches are computer-assisted 

language learning (CALL) (Blin, 2005; Figura & Jarvis, 2007; Kessler & Bikowski, 2010; 

Schwienhorst, 2012; Snodin, 2010, 2013), computer-mediated communication (CMC) (T. T. 

Dang & Robertson, 2010; Fisher, Evans, & Esch, 2004; Kessler & Bikowski, 2010; Ko, 

2012), and mobile-assisted language learning (MALL) (Fuente, 2012; Oberg & Daniels, 

2013).  

Previous studies on the relationship between technology-enhanced environments and learner 

autonomy have pointed to the conclusion that they have the potential to contribute to learner 

autonomy (T. T. Dang & Robertson, 2010; Djoub, 2015; Newman, Lamendola, Deyoe, & 

Connor, 2015; Schwienhorst, 2012; Snodin, 2010, 2013). However, many limitations and 

problems have been identified, such as learner ability to employ resources  effectively, the 

availability and quality of resources, level of technological proficiency, mode of interaction, 

self-directed learning skills, and especially appropriate support from teachers.  

Regarding the use of CALL to develop learner autonomy, the role of support has been 

highlighted in some research. For example, Schwienhorst (2012) found from his research that  

experimentation, reflection and interaction were three important factors necessary for 

developing learner autonomy in CALL environments. However, these factors worked well 

only if adequate support was provided to the learners. According to Schwienhorst (2012), 

apart from monitoring for problems and offering support to learners when needed, the teacher 

should be aware of the gap between what is offered in the CALL environment and learner 

ability to take advantage of the offerings. This gap can be narrowed through further support 

and instruction. In other research, Snodin (2010) found that the course management system 
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(CMS) played an important role in creating and developing autonomy in terms of perception, 

behaviour, strategy and interdependence. However, the development of learner autonomy 

depended largely on the initiatives taken by the teacher and the willingness to change their 

ways of teaching. Another work by Snodin (2013) also emphasised the importance of teacher 

support in developing learner autonomy in a CMS. Her research shows that once the teacher 

has provided appropriate direction in a CMS, the learners are successful in organising 

learning resources, taking new roles in comparison to a traditional face-to-face classroom, and 

eventually developing autonomous perceptions and behaviours when engaging in this 

technology-enhanced environment. Likewise, a study conducted by T. T. Dang and Robertson 

(2010) investigating the impacts of a web 2.0 Learning Management System (LMS) in an 

EFL course in Vietnam also revealed a strong connection between the use of CMC and 

learner autonomy development. All studies above share a proposition that teacher support is 

important in helping learners develop their autonomy in a CALL environment.  

In regard to MALL, many researchers have pointed out its potential to develop learner 

autonomy. They have made recommendations for a successful implementation of mobile 

technology in language learning. For example, the study by Djoub (2015) indicates that 

MALL can enhance learner autonomy because it can provide learners with learning 

experience beyond the classroom by offering them flexibility and options in terms of content, 

ways of learning, locations, and time. However, the study also shows that a limited use of 

mobile devices is not likely to assist with the development of autonomy, and leaners need 

much skill training and teacher support to get real benefit. Newman et al. (2015) also show 

that a learning program using mobile technology can enhance autonomous learning in terms 

of content selection, development of skills and affect. One key to success is hierarchical 

mentoring and support. Earlier, Pemberton, Fallahkhair, and Masthoff (2005) found that 

besides support from the teacher, the development of autonomy depended on the quality of 

materials for self-instructional use as well as the extent and relevance of the language 

delivered to learners. In the attempt to develop language learning via interactive television 

(iTV), their project raised the issue of how to design teaching approaches using new 

technologies like iTV and mobile phone. Sharing the same concern about the appropriate use 

of MALL, Ushioda (2013) raises an interesting empirical question: whether to leave learners 

with freedom to choose how much they wish to engage with MALL technologies or whether 

to make MALL an integral  component of their course of study. Later, using four intervention 
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studies that are illustrated in her discussion, she concludes that MALL should be a matter of 

free choice, so that flexibility and individual autonomy for language learners are assured.  

A common problem encountered in the technology-based approach is that some learners may 

stop wanting to engage with technology-enhanced language learning after a short period 

because they may have different starting points regarding the use of technology for language 

learning purposes (Stockwell, 2013). In such cases, language teachers play an important role 

in changing the local institutional culture by actively fostering the technologies and 

innovatively showing their benefits and potential (Ushioda, 2013). Technologies have 

potential for fostering learner autonomy, but the effectiveness of the technology-based 

approaches very much depends on the people involved, and especially on the support learners 

receive from their teachers.  

The next subsection reviews the approaches to enhance autonomy through classroom 

learning.  

2.2.2.3. The classroom-based approach  

Classroom-based approaches place emphasis on learner control over the planning and 

evaluation of classroom learning. When these approaches are employed, teachers foster 

autonomy and assist learners in their development as practitioners by involving them in such 

decisions as planning classroom activities or evaluating learning outcomes (Benson, 2011b).  

Classroom activities that engage learners into the learning process are diversified and depend 

on the creativity and flexibility of the teachers. Many activities focus on learner control over 

their learning and assessment. As for control over learning, one example is provided in the 

research by Luke (2006), who employed a technology-enhanced environment to provide 

learners with self-selected inquiries, self-directed learning activities, and curriculum 

negotiation. The inclusion of learners in decisions about what to learn and how to learn shows 

that they understand themselves better and become more autonomous. The active acceptance 

of the new responsibilities and roles is also associated with better learning outcome.  

In terms of learner control over assessment, a study conducted by Marshall and Drummond 

(2006) shows that assessing learning practices in their classrooms encourages learners to take 

responsibility for their learning and their autonomy as individuals. Through such assessment 

practices learners develop a sense of their own agency and use this to overcome barriers to 
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learning. From a different perspective of assessment, the research by Mahdavinia and Ahmadi 

(2011) confirms that using a self-directed stress-free assessment process and self-assessment 

with portfolios leads to a higher level of learner autonomy and better language learning. 

Following the trend to use portfolio assessment as a replacement for test-based assessment for 

EFL students, Mahdavinia and Ahmadi (2011) employed portfolio assessment for both 

process and product of learning. Their research evidence showed that doing this brought about 

better autonomy and subsequently many benefits to the students, such as improvement of self-

confidence, development of self-assessment skills, a stress-free and friendly class atmosphere, 

deep understanding, development of interest in English and an enhanced desire to continuing 

language learning. 

According to Benson (2011b), involving learners in the decision making processes concerned 

with learning management is more effective in contexts where learners are given the 

opportunities to do so with ample support. Because they aim at giving learners more 

responsibility in planning and assessment, these approaches also produce a need to train 

learners so that they have the necessary capacity to make the right choices. Two other 

concerns related to these approaches are whether learner decisions are predetermined within 

limited learning content, and whether the scope for decision making is strictly constrained and 

learners have no genuine freedom to choose.  

The next subsection discusses curriculum as another approach to develop learner autonomy. 

2.2.2.4. The curriculum-based approach 

Curriculum-based approaches place emphasis on learner control of the curriculum as a whole 

and the learning content in particular. According to Cotterall (2000), fostering learner 

autonomy is one of the important goals for language course design, and language courses 

which aim to enhance learner autonomy should include means of transferring responsibility 

from the teacher to the learner in such issues as setting goals, selecting learning strategies, and 

evaluating outcomes. Following this line of thinking, Hafner and Miller (2011) integrate 

elements of digital video project-based learning into a seven-week ESP course design with a 

structured schedule. The learner autonomy observed from this study suggests an approach to 

the design of language courses which aim to foster learner autonomy in language education: 

structured learning can be designed to simulate the informal learning in unstructured learning 

environments. Earlier, McCarthy (2010) had integrated project-based learning into the 
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curriculum of an EFL university classroom in Japan. The aim of the integration was to help 

learners become aware of their ability and capacity to learn independently and successfully. 

The results showed that the project-based learning, with its multi-skill and process-oriented 

characteristics, had the potential to turn learners into active problem-solvers and critical 

thinkers. 

Based on learner feedback, Sprenger and Wadt (2008) redesigned the course syllabus of an 

online ELT course for teachers of English by integrating a learning management system. The 

new course design provided learners with an area where they could practise individually or 

work in a group. After implementation of the new course design, Sprenger and Wadt (2008) 

reported evidence of enhanced learner autonomy. Specifically, the new curriculum made it 

easier for learners to share their experiences and reflect on their learning, as well as giving 

them a voice in course planning and materials preparation.  

According to Benson (2011b), it is often difficult to determine the factors that contribute to 

the success or failure of curriculum-based approaches. Their effectiveness depends much on 

the teachers who implicitly or explicitly support learners in decision making. Teachers play a 

crucial role in negotiating learning objectives and procedures, and without these scaffolding 

structures the approaches would not help much in fostering learner autonomy. Many 

principles have been proposed concerning changing curricula to foster learner autonomy (e.g. 

Cotterall, 2000; Krashen, 2006). Based on her own practical experience, Cotterall (2000, pp. 

111-112) proposed five principles of language course design that aim at fostering learner 

autonomy:  

 The course reflects learners' goals in its language, tasks, and strategies;  

 Course tasks are explicitly linked to a simplified model of the language learning 

process;  

 Course tasks either replicate real-world communicative tasks or provide rehearsal for 

such tasks;  

 The course incorporates discussion and practice with strategies known to facilitate task 

performance; 

 The course promotes reflection on learning 

The next subsection discusses teacher-based approaches and the role of the teacher in 

foster learner autonomy. 



42 

 

2.2.2.5. The teacher-based approach  

Teacher-based approaches emphasise the role of the teacher and also of teacher education in 

fostering learner autonomy. The underlying assumption of these approaches is that teachers 

are the primary agents for enhancing learner autonomy because their beliefs, perceptions and 

professional development have great impacts on the development of learner autonomy in 

language learning contexts (Borg & Al-Busaidi, 2012b; Egel, 2009; Feryok, 2013; Smith & 

Ushioda, 2009; Stracke, 2012; Zhuang, 2010). The assumption is strongly supported by the 

arguments of many researchers (Benson, 2001; Little, 1995, 2007; Nakata, 2011) who point 

out that learner autonomy and teacher autonomy are closely related, and the development of 

learner autonomy depends on the promotion of teacher autonomy. It is noticeable that the 

notion of teacher autonomy in their arguments entails teacher practices in the classroom that 

aim at fostering learner autonomy. In practice, many studies (e.g. Balcikanli, 2010; Cowie & 

Sakui, 2011; Egel, 2009; Reinders & Lázaro, 2011) have particularly focused on what 

teachers and institutions can do to promote learner autonomy. 

In regard to teacher practice, Little (2007, p. 26) clarifies what teachers should do to foster 

learner autonomy and how they should do it by describing learner autonomy as ―the product 

of an interactive process in which the teacher gradually enlarges the scope of her learners‘ 

autonomy by gradually allowing them more control of the process and content of their 

learning‖. In order to do so, Balcikanli (2010) suggested that teachers need to experience 

autonomous skills first in their teacher training so as to take a positive viewpoint towards the 

promotion of learner autonomy in their teaching, and subsequently learners can take charge of 

their learning following the modelling of their teachers. Smith (2003) emphasises that 

teachers are also learners, and their experiences of self-direction in teacher training are 

conducive to their efforts to foster learner autonomy.  

Believing that changing teachers is a first step to changing learners, Benson (2011b) 

highlights professional freedom as an important aspect of teacher autonomy. In his opinion, 

professional freedom is one of the important outcomes of professional development, thus, it is 

important that self-directed professional development activities are oriented towards the goal 

of learner autonomy.  

Subsection 2.2.2.6 below reviews learner-based approaches, which aim at fostering autonomy 

by changing the learners. 
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2.2.2.6. The learner-based approach  

Learner-based approaches place emphasis on the direct production of behavioural and 

psychological changes in the learner. The primary goal of these approaches is to enable 

learners to take more control over their learning by developing necessary autonomous 

learning skills. The focus and dimension of learner development are diversified, depending on 

the viewpoints and approaches of researchers. For instance, Benson (2001) describes learner 

development as a cognitive and affective development process involving higher awareness of 

oneself as a learner and an increasing willingness and ability to manage one‘s own learning. 

V. Chan et al. (2002) see the focus of learner development to be motivation. In a similar vein, 

Yu (2006) believes that the targets that need improvement include motivation, metacognitive 

knowledge, and the learning environment.  

Some researchers have tried to systemise the set of skills that learners need in order to become 

autonomous and take more control of their learning. The framework for autonomy 

development by Reinders (2010) and the dynamic model for learner autonomy evaluation by 

Tassinari (2012) are two examples of this. Believing that reflection, motivation and 

interaction are at the heart of the autonomous learning process, Reinders (2010) proposes a 

framework of skills that teachers could use as a guide to increasing learner responsibility, 

especially in the classroom context. The skills involved in the cyclical autonomous learning 

process are identifying learning need, setting goals, planning, selecting resources, selecting 

strategies, practice, monitoring progress, assessment and revision. The model proposed by 

Tassinari (2012), along with detailed descriptors, also systemises skills that learners need to 

develop in different dimensions and components, namely a cognitive and metacognitive 

component (cognitive and metacognitive knowledge, awareness, learners‘ beliefs), an 

affective and a motivational component (feelings, emotions, willingness, motivation), an 

action-oriented component (skills, learning behaviours, decisions), and a social component 

(learning and negotiating learning with partners, advisors, teachers). 

Regarding the effectiveness of learner-based approaches, Benson (2001) suggests the use of 

open-ended and reflective models to foster learner autonomous abilities instead of relying on 

explicit instruction in strategy use. It is because explicit instruction can only develop learning 

management skills without developing learner abilities relating to control over cognitive and 

content aspects of their learning. Learner-based approaches are adopted within the framework 



44 

 

of the study conducted for this thesis because they directly relate to the participants, from both 

behavioural and psychological perspectives. 

Section 2.2 has reviewed six autonomy promoting approaches commonly used in language 

education, namely resource-based, technology-based, classroom-based, curriculum-based, 

teacher-based, and learner-based approaches. In summary, it may be said, there is broad 

agreement on the significance of fostering learner autonomy, and that autonomy can take 

various forms and can be promoted in different ways depending on the learning contexts and 

learner characteristics (Murphy, 2011). The next section of this chapter provides a synthesis 

and evaluation of learner autonomy in different contexts. 

2.3. Learner autonomy and contexts of application  

Among the various contexts of application, the review provided below focuses on learner 

autonomy in Western and Eastern cultural contexts (2.3.1), learner autonomy in the 

Vietnamese context (2.3.2), learner autonomy in blended language learning environments 

(2.3.3), and learner autonomy within and beyond the classroom (2.3.4).    

2.3.1. Learner autonomy in Western and Eastern cultural contexts 

This subsection first reviews learner autonomy in Western and Eastern cultural contexts. It 

then revisits research studies about learner readiness for autonomous learning in Eastern 

cultures when learners actually have opportunities to take responsibility for their learning. 

Learner autonomy in Western and Eastern cultures 

It is often claimed that, while learners in Western cultures are able to take charge of their own 

learning, learners in Eastern cultures tend to accept the teacher‘s authority and show passive 

attitudes towards learning (Dardowidjojo, 2001; Sert, 2006; Trinh, 2005). As pointed out by 

Little (2002), in a traditional learning context it is hard for learners to accept responsibility for 

their own learning and reflect on their learning process. It is even harder for learners in 

Eastern cultures where the language classroom can be dominated by an authoritative teaching 

style and test-oriented learning, so that learners‘ responsibility for learning sometimes is not 

encouraged (Karabiyik, 2008; Sert, 2006; Ustunluoglu, 2009).  

Although such differences in learners‘ behaviours have been attributed to their cultural 

background (Palfreyman & Smith, 2003), some researchers have claimed that learner 
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autonomy can be successfully achieved in non-Western cultures (V. Chan et al., 2002; Esch, 

1996; Gan, 2009; Gieve & Clark, 2005; Littlewood, 1999; C. T. Nguyen, 2011; Parks & 

Raymond, 2004; Ying, 2002). The stereotype descriptions of Eastern learners, especially 

those from CHCs (see subsection 1.1.2), as ‗passive‘, ‗reticent‘, or ‗teacher-dependent‘ which 

abound in the ELT literature of the 90s is no longer valid in the light of recent counter-

arguments that show that Eastern learners are capable of autonomous learning (Aoki & Smith, 

1999; V. Chan et al., 2002; Humphreys & Wyatt, 2014; Littlewood, 2000; Trinh, 2005).  

Trinh (2005, p. 28) concluded that ―Asian learners are not un-autonomous by nature. The 

educational systems in Asian contexts should provide students with more room to get 

involved in their learning. It has been observed that learner autonomy is not biased only to 

Western values. Learner autonomy can be stimulated in non-Western contexts‖.  

The suitability of autonomy in non-Western contexts in these studies have suggested that 

Eastern learners are willing and able to manage some principles of autonomous learning when 

they are provided with suitable support. The potential to develop learner autonomy in Eastern 

cultures is explained by Littlewood (2010, p. 57): his view is that ―more striking than the 

differences of preference and the variation between countries is the general openness of 

students in all countries to a varied range of teaching and learning styles‖. Clearly, the key 

issue is to find out the learning models that best suit the learners‘ experiences, preferences and 

expectations. An emphasis must be placed on providing learners with appropriate learning 

models and finding ways to guide and support learners in an environment in which they can 

develop their autonomous abilities (Harmer, 2007; Littlewood, 2000; Luke, 2006). In 

practice, a large number of studies have been conducted to identify appropriate practices that 

help both Western and non-Western learners develop their autonomy (Humphreys & Wyatt, 

2014; Kamberi, 2013; Kocatepe, 2017; Lander & Kuramoto, 2013; Ma & Ma, 2012; P. M. 

Nguyen et al., 2006; Sakai, Takagi, & Chu, 2010; Sinclair, 2009; Stracke, 2012; Sudhershan 

& Bruen, 2015). The common goal of these research studies was how to promote learner 

autonomy in different cultural contexts. The ways in which this could be done depend not 

only on external factors such as contexts, but also on internal factors such as the extent of 

readiness for learner autonomy.   

Studying learner readiness for autonomous learning in different cultural contexts 

The promotion of learner autonomy in language education corresponds with the shift from the 

teacher-centred approach to the learner-centred approach (Reinders, 2010). In this shift, 
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curriculum and syllabus are designed in a way that takes into account the objective and 

subjective needs of specific groups of learners rather than designing one curriculum for all 

(e.g. Clarke, 1991; Nunan, 1988). Along with the change in teaching and learning methods, 

many responsibilities are transferred from the teachers‘ traditional authoritative domain to the 

learners, and there are remarkable changes in their roles and responsibilities (Al-Zu'be, 2013; 

Tudor, 1993). Students are given more opportunities, responsibilities, and power to control 

their learning process. However, in order to take over the new roles effectively, learners need 

to be ready for the new roles, that is, they must have the necessary willingness and capability 

to take control of their learning (Dam, 1995, 2011; Holec, 1981). According to Dam (2011), 

the shift brings about two tasks for the teacher: making learners willing to take over the 

responsibility of their learning and helping them become capable of doing so. Obviously, the 

successful development of these two learner attributes depends much on whether they are 

appropriately supported by the teachers and their peers. 

The importance of exploring the extent to which learners are ready for autonomous learning 

was highlighted in the framework of learner autonomy proposed by Littlewood (1996),  

which focuses on motivation, willingness, knowledge, and skills (already reviewed in 

2.1.3.3). As the starting point, readiness for learner autonomy is looked at from two 

perspectives: psychology and metacognition. In terms of psychology, readiness for autonomy 

is reflected in the learners‘ positive attitudes and beliefs because these enhance their 

willingness to learn autonomously. In terms of metacognition, readiness for autonomy is seen 

as having sufficient knowledge of the learning process and the skills to perform autonomous 

learning.  

Other researchers have attached importance to measuring readiness for learner autonomy 

because their studies have shown that learner readiness for autonomous learning is often 

reflected in how the learners perceive their roles and what they expect from the teacher (V. 

Chan, 2001; Cotterall, 1995, 1999; Ming & Alias, 2007; Spratt, Humphreys, & Chan, 2002). 

For example, a study by Cotterall (1995) on 139 adult ESL learners in New Zealand 

investigated learner experience of language learning and their beliefs about the role of the 

teacher in language learning. From the psychological perspective, she saw learners‘ 

behaviours as being governed by beliefs and experience. This means that learner beliefs may 

affect the development of their autonomy. When examining the factors underlying learner 

beliefs, Cotterall (1995) found that students who viewed their teacher as an authority figure, 
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rather than as a facilitator, were not ready for autonomy because such perceptions may inhibit 

the development of their autonomous learning ability. Later, Cotterall (1999) confirmed the 

necessity of acknowledging learner beliefs by conducting another study on 131 ESL learners 

coming from 19 different countries. The students were enrolled in three different ESP courses 

for tertiary international students, and some of them had been in New Zealand for several 

years although many others had just arrived. Items in the questionnaire in the second survey 

were partly adapted from her earlier study of learner beliefs (Cotterall, 1995). In this second 

study, students showed a strong belief that their language learning success depended on their 

own efforts. Taking learners‘ ability and willingness to make choices independently as the 

two constructs ―at the core of the notion of autonomy‖, as suggested by Littlewood (1996, p. 

427), Cotterall (1999) concluded that the learners in her study were in fact willing to assume 

responsibility for their learning. Therefore, any intervention planned for these learners should 

focus on the learner capacity for autonomy, such as enhancing their knowledge and skills or 

engaging them in meaningful dialogue about their learning. These studies opened ways for 

teachers to identify areas of focus in fostering learner autonomy.  

Later, researchers began to explore learners‘ readiness and capacity for autonomy in a variety 

of Eastern educational contexts, such as China (Lin & Reinders, 2018), Iran (Ahmadi, 2012), 

Hong Kong (V. Chan, 2001; Spratt et al., 2002), Malaysia (Ming & Alias, 2007), Japan and 

Taiwan (Sakai et al., 2010), Turkey (Sönmez, 2016; Yıldırım, 2008), and Thailand 

(Tayjasanant & Suraratdecha, 2016). Although their studies were conducted in different 

socio-cultural conditions, these researchers all shared the view that understanding learners‘ 

readiness is essential before any implementation of a plan to promote learner autonomy. The 

need to investigate learner readiness for autonomous learning in the Vietnamese context has 

also been recommended in some studies by Vietnamese researchers relating to learner 

autonomy. Their work is reviewed in the next subsection.  

 2.3.2. Learner autonomy in Vietnam 

Learner autonomy is a relatively new concept in the Vietnamese context of language teaching 

and learning (T. V. Nguyen, 2011). Vietnamese language researchers (T. T. Dang, 2010; X. 

Q. Le, 2013; C. T. Nguyen, 2011; T. C. L. Nguyen, 2008; T. N. Nguyen, 2014; T. V. Nguyen, 

2011; Trinh, 2005) have only recently started to study this area.  
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For example, the study conducted by Trinh (2005) aimed to enhance the quality of secondary 

school English teacher education at a university through the design and implementation of a 

new EFL language curriculum.  The empirical results from the study indicated that learning 

models of ‗using to learn the language‘ and ‗learning how to learn the language‘ in the new 

curricula stimulated the development of communicative competence and learner autonomy. 

In another study, T. C. L. Nguyen (2008) explored the relationship between learner autonomy 

and English language proficiency and investigated how learner autonomy can be best 

integrated into the EFL classroom learning. A pilot study involved 388 students, and then two 

main phases of the study employed 177 and 91 EFL undergraduate students from a university 

respectively. The results revealed that a learner‘s level of autonomy was related to their 

academic achievement, rather than to their year level. The study also showed that training 

learners in the metacognitive process improved both their autonomy and writing ability. A 

particularly notable finding from this study was that learner self-initiated efforts were mainly 

on covert learning within the classroom. Beyond the classroom, these learners tended to avoid 

social interaction and preferred to practise receptive rather than productive skills. According 

to T. C. L. Nguyen (2008), this could be because learners were not sufficiently trained how to 

self-initiate and self-manage productive skills. 

The study by T. T. Dang (2010) adopted a sociocultural perspective to localise the situation of 

EFL learning in higher education in Vietnam. Using a mixed methods design, he aimed to 

investigate students‘ perceptions of learner autonomy and explore the relationship between 

perception and performance of learner autonomy. The first phase of the study involved 562 

EFL undergraduate students in four universities and the second phase employed 247 EFL 

first-year students in one university. The results from this study suggested that preference, 

motivation, and attitude prominently contributed to the shaping of students‘ autonomous 

learning behaviours. In addition, learner performance of autonomy was likely mediated by 

technological competency and goal orientations.  

The case study conducted by X. Q. Le (2013) explored the possibility of fostering learner 

autonomy among Vietnamese university students through pedagogical intervention. 

Participants in the study were 30 students who voluntarily enrolled in a classroom-based 14-

week intervention programme at one university. The results revealed that the major 

perception of learner autonomy in this Vietnamese context related to ‗taking the initiative‘ in 
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learning, especially in self-study. The study also pointed out a number of barriers to the 

promotion of learner autonomy in Vietnam, such as the exam-oriented teaching and learning 

approach, time constraints, the inflexible syllabus, and the power distance between teachers 

and students.  

Considering the teacher perspective, T. N. Nguyen (2014) conducted a mixed methods study 

to investigate the extent to which Vietnamese teachers understood the concept of learner 

autonomy and how their beliefs were applied in their teaching practices. In this study, 188 

university teachers of English participated in the first phase, and four of them continued to 

participate in the case study in the second phase. Results from the study revealed that teachers 

generally lacked understanding about learner autonomy. Moreover, there was an alignment 

between teacher beliefs about learner autonomy and teaching practice. As a result, in this case 

study there was little evidence of learner autonomy found in the classroom. 

The studies cited above all focused on promoting learner autonomy in EFL students in 

Vietnam. Although they had different approaches toward the issue, all researchers agreed that 

autonomy in language learning can be achieved within the Vietnamese context and that 

Vietnamese learners could be trained to be autonomous. Training learners to become 

autonomous is especially potential owing to the rapid technological innovations in the past 

two decades, that enable learners to learn both inside and outside the classroom. As any study 

of learner autonomy within and beyond the classroom in a technology-enhanced environment 

has yet to be conducted in Vietnam, it is expected that the current research will contribute to 

our understanding of learner autonomy in that environment. The next two subsections review 

learner autonomy in the blended language learning environment (2.3.3) and learner autonomy 

within and beyond the classroom contexts (2.3.4).  

2.3.3. Learner autonomy in blended language learning environments 

Neumeier (2005) described blended language learning as a combination of face-to-face and 

computer assisted language learning (CALL) in a single teaching and learning environment. 

In a more flexible manner, Sharma and Barrett (2011) defined blended language learning as 

any combination of face-to-face classroom component with an appropriate use of technology, 

either in or beyond the language classroom. The definition of blended language learning by 

Sharma and Barrett (2011) is adopted in the framework of this research because it covers two 
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important types of combination: (1) face-to-face classroom component with use of 

technology, and (2) in-class learning with out-of-class learning. 

Given the technological innovations in recent decades, many studies have been conducted to 

examine the effectiveness of online learning resources, as well as of computer and mobile 

programs on the development of learner autonomy (Blin, 2005; Chafiq et al., 2014; Djoub, 

2015; Figura & Jarvis, 2007; Jia, Chen, Ding, & Ruan, 2012; Jones, 2001; Macià, Ramos, 

Cervera, & Fuentes, 2003; Newman et al., 2015; Pellegrino, De Santo, & Vitale, 2013; 

Schwienhorst, 2012; Snodin, 2010, 2013). In practice, the link between CALL and learner 

autonomy has been evidently found in many research studies (Blin, 2005; Figura & Jarvis, 

2007; Kessler & Bikowski, 2010; Schwienhorst, 2012; Snodin, 2010, 2013). Along with 

technological changes in recent years, the role of MALL in supporting learner autonomy 

development has also been highlighted (Djoub, 2015; Fuente, 2012; Newman et al., 2015; 

Oberg & Daniels, 2013). Using technology, including CALL and MALL, has been one of the 

major approaches to foster learner autonomy in language education (as already presented in 

section 2.2.2.2). 

Empirical studies that investigate the use of blended models in language learning can be 

divided into comparison and non-comparison studies (Grgurović, 2011). Comparison studies 

(Abraham, 2007; Adair-Hauck, Willingham-McLain, & Earnest Youngs, 2000; Chenoweth, 

Ushida, & Murday, 2006; Hung & Chou, 2015; Šafranj, 2013) examine the effectiveness of 

blended learning by comparing blended instruction (face-to-face and ICT/CALL) with 

traditional instruction (face-to-face only). Non-comparison studies (Bower, Dalgarno, 

Kennedy, Lee, & Kenney; Chafiq et al., 2014; Cheung & Hew, 2011; Jia et al., 2012; 

Murday, Ushida, & Chenoweth, 2008; Neumeier, 2005; H. G. Nguyen, 2017; Porter, Graham, 

Spring, & Welch, 2014; Shams, 2013; Snodin, 2010, 2013; Stracke, 2004, 2007a, 2007b, 

2007c, 2012; Ushida, 2005) focus on blended learning in terms of design, implementation, 

and attitudes of student and teacher towards blended learning. Following the direction of 

other non-comparison studies, the current research explores learner beliefs towards autonomy 

in blended language learning and the practices of learner autonomy in this environment.  

Regarding its benefits, Cheung and Hew (2011, p. 1320) have pointed out that ―blended 

learning can improve student learning outcomes‖. In addition, the beneficial effects of 

blended language learning in developing learner autonomy has been evidenced in many 
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studies (e.g. Hamilton, 2013; Kessler & Bikowski, 2010; Pinkman, 2005; Vickers & Ene, 

2006).  It has been shown that in a blended language learning environment, learners are able 

to set their learning goals, develop study plans and evaluate their learning process if their 

active engagement is encouraged. However, teaching and learning approaches can encourage 

or discourage students to take an active role in their learning process (V. Chan, 2003) and 

there is ―no guarantee of autonomy, especially if the range of roles and options provided to 

the learner is restricted‖ (Jones, 2001, p. 1). 

A number of recommendations have been made regarding the implementation of blended 

learning models. Garrison and Kanuka (2004) advocated that using blended learning is not 

just adding online activities to a traditional classroom format. Rather, using blended learning 

for fostering learner autonomy requires careful integration of online and traditional learning 

designs. Furthermore, the move to blended learning brings with it the need to adopt new roles, 

both for teachers and learners, and to change long-held beliefs about teaching and learning 

(Gerbic, 2011; Yuen, 2011). Lander and Kuramoto (2013, p. 165) indicated that ―there is a 

gap in the research involving the use and positive effects that technology can have in the 

foreign language classroom‖. Jones (1995, p. 228) claimed that ―most successful learning 

takes place outside the classroom‖, implying that the classroom alone is not adequate for 

students to learn a language, and that students should be taught how to learn by themselves. 

Other studies (e.g. Grgurović, 2011; Šafranj, 2013) have shown that language learning does 

not only happen inside the classroom but in a blended environment of ―a classroom, at home, 

outdoors, in a computer room, at a students‘ residence, at a bus stop and many more‖ 

(Neumeier, 2005, p. 175). Research on learner autonomy within and beyond the classroom 

contexts is reviewed in the next subsection. 

2.3.4. Learner autonomy within and beyond the classroom contexts 

Successful second language learning is determined both by in-class learning and out-of-class 

learning. Each learning setting consists of a unique configuration of activities, resources, and 

relationships. As indicated by Benson (2011a) and Reinders and Benson (2017), most 

language learners engage in both settings, and they learn best when they combine classroom 

learning with non-classroom learning. To maximise learning achievement, there is a need to 

integrate in-class learning with out-of-class learning since both support each other. 

Limitations of classroom-based learning in EFL contexts have been pointed out, including 

large class-size, time limitation, inadequate teaching materials, limited English proficiency of 
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teachers, and test-driven curriculum. Learning opportunities inside the classroom are also 

limited, consisting of a restricted range of discourse and literary practices (Richards, 2015). 

Out-of-class learning activities provide opportunities to address some of the limitations of 

classroom-based learning. Thus, it is essential for the students to develop the necessary skills 

to receive information that is accessible both inside and outside the classroom (Field, 2007).  

In terms of research interest in language education, a predominant concern was learning 

within the classroom, rather than learning beyond the classroom (Benson, 2011b). 

Researchers have concentrated on the more perceptible and controlled part of learning, which 

is formal teaching and learning inside the classroom (Mukundan, Khojasteh, & Pearson, 

2009). Both theoretical and practical research in language teaching and learning have 

generally focused on classroom-based elements, such as syllabus design, teaching methods, 

materials development, and teacher training. The reasons for this focus are either to support 

classroom-based learning across the curriculum or to prepare students for examinations 

(Richards, 2015).  

Research on learner autonomy within the classroom 

Studies on learner autonomy in language classroom contexts have been diversified in research 

focus and approaches. Many studies have looked at teacher beliefs and learner beliefs about 

learner autonomy (Balcikanli, 2010; Borg & Al-Busaidi, 2012a; V. Chan, 2003; T. N. 

Nguyen, 2014) for the reason that understanding about these beliefs sets up a basic foundation 

for successful teaching and learning. Other studies have investigated the readiness for 

autonomy, either from the student perspective or the teacher perspective, in different cultural 

contexts (Alrabai, 2017; V. Chan, 2001; Cotterall, 1995; Ming & Alias, 2007; Nakata, 2011; 

Tayjasanant & Suraratdecha, 2016; Yıldırım, 2008). Some researchers have been interested in 

measuring and assessing learner autonomy in language education (Murase, 2015; Tassinari, 

2012). Another focus relating to learner autonomy within the classroom has been on the 

relationship between learner autonomy and learning gains. Many studies (e.g. Dafei, 2007; 

Hashemian & Soureshjani, 2011; Lowe, 2009; Myartawan & Latief, 2013; Ng et al., 2011; 

Reinders & Loewen, 2013; Sakai & Takagi, 2009) have proved that there is a positive 

correlation between learner autonomy and language learning effectiveness (as already 

reviewed in subsection 2.2.1). Based on these findings, a large number of studies have aimed 

at enhancing learner autonomy in the classroom context.  
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The main approaches to enhancing autonomy in these studies have been categorised by 

Benson (2001) as resource-based, technology-based, classroom-based, curriculum-based, 

teacher-based, and learner-based approaches (as already reviewed in subsection 2.2.2). 

Specifically, some researchers paid attention to curriculum design and development 

(Cotterall, 2000; Hafner & Miller, 2011; Krashen, 2006; McCarthy, 2010; Sprenger & Wadt, 

2008; Trinh, 2005). Others focused on the development of learning resources and ways of 

exploiting materials to foster learner autonomy (Nunan, 1997; Wachob, 2006). Many 

researchers explored the possibility of promoting learner autonomy through technological use 

(Blin, 2005; Fisher et al., 2004; Hafner & Miller, 2011; Hamilton, 2013; Snodin, 2013; 

Yiamkhamnuan, 2016), pedagogical intervention (X. Q. Le, 2013), or innovation in teaching 

methods (Esch, 1996). Some researchers attempted to find ways to enhance learner autonomy 

through teacher support (Borg & Al-Busaidi, 2012a, 2012b; Bozack, Vega, McCaslin, & 

Good, 2008; Egel, 2009; Furtak & Kunter, 2012; Y.-M. Tsai, Kunter, Lüdtke, Trautwein, & 

Ryan, 2008). A large number of researchers selected ways to promote learner autonomy by 

exploring skills or attributes that learners need to develop in order to take more control of 

their learning (e.g. Murphy, 2011; Reinders, 2010; Reinders & Loewen, 2013; Sudhershan & 

Bruen, 2015; Tassinari, 2012; Ushioda, 2000). In exploring how teacher autonomy support 

shaped student motivation and confidence to take responsibility, some of these studies (e.g. 

Furtak & Kunter, 2012; Y.-M. Tsai et al., 2008) employed the framework proposed by 

Stefanou, Perencevich, DiCintio, and Turner (2004). In this framework, teacher support for 

autonomy development in the classroom was categorised into organisational autonomy 

support, procedural autonomy support, and cognitive autonomy support. According to their 

classification, all three types of support provide learners with choices, but in different ways. 

Organisational autonomy support (e.g. opportunities to choose group member, seating 

arrangement, or task deadlines) encourages learner ownership of the learning environment. 

Procedural autonomy support (e.g. opportunities to choose materials, ways of handling with 

materials, or ways of displaying work) encourages learner ownership of form and learning 

output. Cognitive autonomy support (e.g. opportunities to solve problems independently, to 

formulate personal goals, or to receive informational feedback) encourages learner ownership 

of ideas, thinking, and learning. This framework will be used in the current study as a 

guideline to explore how learners react to such support from their teachers. 
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Research on learner autonomy beyond the classroom 

The body of literature on out-of-class language learning is relatively small compared to the 

studies investigating classroom learning. However, the increased research interest in out-of-

class language learning during the past 20 years has enlarged our understanding of language 

learning in this setting.  

Research into learner autonomy beyond the language classroom has also been diversified in 

terms of topic and approach. Some researchers focused on affordances for out-of-class 

learning (Menezes, 2011), materials development (Reinders, 2011), or range of opportunities 

and resources available to support out-of-class learning (Kocatepe, 2017; Richards, 2015). 

Many others focused on self-directed learning practices (Doyle & Parrish, 2012; Hyland, 

2004; Mohammadi & Moini, 2015). A few others were interested in the roles of social 

interaction (Palfreyman, 2011), social context (Kalaja, Alanen, Palviainen, & Dufva, 2011), 

and popular culture (H. W. Chan, 2016) in developing learner autonomy. Some others were 

inspired to explore the nature and quality of out-of-class learning activities and their relation 

to learner autonomy (Lai, Hu, & Lyu, 2018; Lai, Zhu, & Gong, 2015). A popular focus of 

many studies was technology-mediated language learning practices beyond the classroom 

(Kuure, 2011; Lai, 2017; Sharma & Barrett, 2011; Stickler & Emke, 2011) 

Research on learner autonomy both within and beyond the classroom 

Lai (2015) pointed out that out-of-class learning needs to be viewed in relation to in-class 

learning and how learners traverse the two settings. Besides various research studies on in-

classroom learning and out-of-class learning alone, a few studies (e.g. Benson, 2007, 2017; 

Grau, 2009; Kashiwa & Benson, 2018; Lai, 2015; Lai et al., 2015; Ranta, 2010) have focused 

on both settings with a view to exploring the relationship between them. The three studies 

reviewed below were conducted in the Asian contexts, with the involvement of learners from 

CHCs like China, Hong Kong, and Vietnam.  

The first example concerns a study conducted by Lai (2015) on 11 undergraduate foreign 

language students in a Hong Kong university setting. The L2 learners in this study perceived 

in-class and out-of-class language learning contexts as affording different functions, therefore 

they acted on the affordances of the two contexts to create complementary and synergetic 

learning experiences across the two. Specifically, these students learned the basics of the L2 

in the classroom, while the out-of-class experiences brought them closer to the L2 culture and 
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supported positive L2 identities, learning efficacy, motivation, a sense of community, and a 

way to learn more. The relationship between in-class learning and out-of-class learning was 

also depicted in this research. For instance, the students actively bridged the in-class learning 

with their out-of-class learning experiences. In addition, the in-class learning shaped their out-

of-class learning experiences to some extent.  

Another example is a study by Lai et al. (2015) with 82 EFL students in their second year of 

junior high school in a large city in mainland China. Results from the study showed that out-

of-class learning comprised of diversified constituents for language learning needs. The 

research also revealed that learning beyond the classroom complemented learning in the 

classroom by striking a balance between focus on meaning and focus on form. Interestingly, 

parents and teachers were significant sources of influence on the quality of students‘ out-of-

class learning. 

The third example is a study by Kashiwa and Benson (2018) who adopted a contextual 

perspective in second language learning. The research investigated the transition among 10 

students who, having studied English in China and Vietnam for several years, travelled to 

Australia to take intensive English language courses for entry to a master‘s degree course. 

Particularly, it focused on learner awareness of changing relationships between in-class and 

out-of-class learning and their agency in acting on this awareness. One interesting finding 

from the research was the change noted in the participants‘ view about the two contexts. 

When studying in their homeland students viewed the two contexts to be separated, but when 

they came to study in Australia the two contexts seemed to be more integrated. 

The next section summarises the literature review and presents the research questions of this 

study. 
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2.4. Chapter summary and research questions 

Being a broad concept with multidimensional characteristics, learner autonomy has been a 

popular focus of discussions on language learning during the last four decades. Researchers 

have been exploring learner autonomy from various angles, such as perspectives of autonomy 

(Benson, 1997; Oxford, 2003), levels of control (Aoki & Smith, 1999; Benson, 2001; 

Littlewood, 1999; Nunan, 1997; Scharle & Szabo, 2000), or areas of control (Benson, 2001; 

Littlewood, 1996; Macaro, 1997). In exploring learner autonomy, many researchers 

emphasise learner control of their learning through critical reflection, ability, willingness, 

confidence and independence in decision making (Benson, 2009; Dam, 1995; Dickinson, 

1994; Little, 1991; Littlewood, 1996; Macaro, 1997; Wenden, 1991). 

Learner autonomy is considered an important goal in language education. The need to foster 

learner autonomy has been advocated in language education because autonomy is thought to 

contribute to both the learning process and learning outcomes. This has been proved both 

theoretically and empirically (Benson, 2001; Dafei, 2007; Littlewood, 1996; Myartawan & 

Latief, 2013; Reinders, 2010; Reinders & Loewen, 2013; Sakai & Takagi, 2009). Notably, 

many researchers share the view that understanding learners‘ readiness for autonomous 

learning is essential before implementing any autonomy-fostering plan (V. Chan, 2001; 

Cotterall, 1995, 1999; Ming & Alias, 2007; Spratt et al., 2002). There are various approaches 

to fostering learner autonomy, with resource-based, technology-based, classroom-based, 

curriculum-based, teacher-based, and learner-based approaches being the main ones (Benson, 

2001).  

Regarding contexts of application, the concept of learner autonomy was first introduced in the 

West and for a long time was considered a learning attribute of Western learners. However, 

research has shown that Eastern learners can also develop learner autonomy if appropriately 

supported (Dardowidjojo, 2001; Sert, 2006; Trinh, 2005). Researchers have recently been 

paying greater attention to learner autonomy in particular contexts, such as learner autonomy 

in the blended learning environment (Hamilton, 2013; Kessler & Bikowski, 2010; Pinkman, 

2005; Vickers & Ene, 2006) or learner autonomy within and beyond the classroom contexts 

(Benson, 2007; Grau, 2009; Kashiwa & Benson, 2018; Lai, 2015; Lai et al., 2015; Ranta, 

2010).  
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From the literature reviewed, it is possible to distil some specific ideas to guide the research 

on learner autonomy in the Vietnamese context that is reported in this study. In fact, previous 

studies on language learner autonomy, especially those conducted in East Asian contexts, 

have formed a solid foundation for the current research and how it has taken shape in terms of 

approach to exploring autonomy, theoretical use for research, and potential for new 

knowledge contribution. 

This research takes a learner-based approach which places emphasis on the direct production 

of behavioural and psychological changes in the learner (as already presented in 2.2.2.6). The 

primary goal of these changes is to enable learners to take more control of their learning by 

developing necessary autonomous learning skills. Following that track, the research uses the 

framework proposed by Reinders (2010) (as already reviewed in 2.2.2.6) as a guide in 

exploring the development of autonomous skills that help learners take more responsibilities 

in the learning process, especially in the classroom context. The skills involved in the cyclical 

autonomous learning process are: identifying learning need, setting goals, planning, selecting 

resources, selecting strategies, practice, monitoring progress, assessing and revising learning. 

All of these skills play an important role in helping learners become autonomous. 

In addition, this research adopts a number of theoretical frameworks and adapts some 

instruments used in previous research to study learner autonomy in language education in 

Vietnam. Specifically, both the psychological perspective and socio-cultural perspective of 

learner autonomy (as already presented in 2.1.3.1) have been used as a guide in exploring 

autonomy. From a psychological perspective, the research looks for the characteristics or 

attributes of the learners that make it possible for them to take control of the learning process, 

and also for psychological changes in the learners. From a socio-cultural perspective, the 

research looks for a factor that contributes to cognitive and language development: self-

regulation gained through social interaction with more capable people (Oxford, 2003). 

Acknowledging that learner autonomy is a matter of degree, with developmental stages (as 

already discussed in 2.1.3.2), this research takes the stance of Littlewood (1999), who views 

autonomy as a self-regulation process with two levels: reactive autonomy (learners regulate 

their learning once direction has been provided) and proactive autonomy (learners set the 

direction of learning, regulate the activities, and self-evaluate progresses independently). This 

classification of autonomy is used as a guide when exploring the extent to which Vietnamese 

learners are autonomous in their learning. Specifically, the study will investigate whether 
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learners set direction for their learning, and if so, to see whether this process is of a proactive 

or reactive nature. Instruments used in other studies that explored learner readiness for 

autonomy in the East Asian contexts (V. Chan, 2001; Cotterall, 1995, 1999; Ming & Alias, 

2007; Murase, 2015; Sakai et al., 2010; Spratt et al., 2002) are also adapted and used as a 

conceptual basis for the current research. 

In terms of context and its potential in knowledge contribution, the current research is 

conducted in Vietnam where learner autonomy has been a matter of research interest for 

nearly 20 years. Researchers in Vietnam have been exploring learner autonomy from a 

number of angles, such as teacher beliefs and practices, learner perception of autonomy, 

pedagogical intervention, or curriculum innovation (T. T. Dang, 2010; X. Q. Le, 2013; C. T. 

Nguyen, 2011; T. C. L. Nguyen, 2008; T. N. Nguyen, 2014; T. V. Nguyen, 2011; Trinh, 

2005). Other aspects have been under-explored and require more research, for example 

learner beliefs about the distribution of responsibility between teachers and students, learner 

readiness for autonomous learning, or learner practice of autonomous learning. There has not 

yet been any research on these aspects of learner autonomy in a blended language learning 

environment in Vietnam, especially within and beyond the classroom. Therefore, the current 

research is expected to contribute new insights into learner autonomy in these contexts.  

Aiming at a better understanding about learner beliefs and practices, the study set out to 

investigate: (1) the beliefs of Vietnamese tertiary EFL students about the responsibility of 

learners and teachers in the language learning process; (2) learner readiness for autonomous 

learning; (3) learner experience with autonomous learning; and (4) how learners take 

responsibility in a blended language learning environment, both within and beyond the 

classroom. To achieve this aim, the study addressed seven research questions in two phases.  

Focusing on learner beliefs about responsibility, readiness for, and experience with 

autonomous learning, Phase One was guided by the five following questions: 

1. What are Vietnamese undergraduate EFL students‘ beliefs about their responsibilities and 

their teachers‘ responsibilities relating to autonomous learning? 

2. To what extent are EFL students ready to take responsibility for their language learning?  

     a. To what extent are they willing to learn autonomously? 

     b. To what extent are they confident in their ability to learn autonomously? 
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3. What are their autonomous learning experiences?  

     a. To what extent do they take responsibility for their learning? 

     b. Do they use ICT/CALL to support their learning?  

4. Are there any differences in learner beliefs and practices in terms of gender, geographic 

location, length of learning English, and frequency of learning with ICT/CALL? 

5. Are there any relationships between beliefs about responsibility, readiness for autonomous 

learning, and practice of autonomous learning? 

Focusing on how students take responsibility for their learning, Phase Two was guided by the 

two following questions: 

6. In what ways do learners engage in in-class learning while they are in a blended learning 

environment? 

7. In what ways do learners engage in out-of-class learning while they are in a blended 

learning environment? 

The next chapter presents the methodology of the current research.  
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Chapter 3 - METHODOLOGY 

This chapter starts with a discussion of the pragmatic research worldview (3.1). Then the 

research design section (3.2) sets out the rationale for adopting a mixed methods sequential 

explanatory design and outlines the steps used in conducting the study. The two sequential 

phases developed for this research are presented in sections 3.3 (Phase One) and 3.4 (Phase 

Two). Each section provides a detailed description of the participants, objectives, instrument 

design, data collection procedures, data management and analysis. The chapter then continues 

with a discussion of the issues of reliability, dependability, validity, and trustworthiness (3.5), 

ethical considerations (3.6) before ending with the conclusion (3.7).  

3.1. Research approach: Pragmatic worldview 

Across, and even within, disciplines there are varying views of what research is and how this 

relates to the kind of knowledge being developed. Paradigms guide how researchers make 

decisions and carry out research. As a basic set of beliefs that guide action, a paradigm is 

based on three key assumptions: an ontological assumption guiding our views on the nature of 

reality, an epistemological assumption guiding our views on the nature of knowledge and how 

it can be acquired, and a methodological assumption guiding the approach used to investigate 

reality (Guba & Lincoln, 2005). In the literature of research methods, four major research 

paradigms are usually mentioned: (1) positivist/post-positivist that is frequently (but not 

exclusively) associated with quantitative research, (2) constructivist/interpretivist that is 

frequently (but not exclusively) associated with qualitative research, (3) transformative that is 

associated with participatory and emancipatory  research, and (4) pragmatic that is (but not 

exclusively) associated with mixed methods research and involves a multidimensional view 

of real world practices (Creswell, 2014; Phakiti & Paltridge, 2015; Tashakkori & Teddlie, 

2010; Venkatesh, Brown, & Bala, 2013).  

The philosophical worldview or paradigm adopted in this research is that of pragmatism. 

Ontologically, pragmatism focuses on the need to use a variety of methods from various 

research paradigms to advance knowledge about the research problem under investigation. 

Epistemologically, pragmatism acknowledges that research takes place in a social setting and 

to be objective or subjective depends on what is socially accepted. Methodologically, 

pragmatism looks for various approaches and methods to address a real-world research 
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problem. The advantages of pragmatism have been summarised by Phakiti & Paltridge (2015, 

p. 17) as given below:  

 Pragmatism is a pluralistic approach to research that stresses the importance of 

problem solving over the adoption of a particular approach to research methods. 

 Pragmatism is not a paradigm in the traditional sense. This research approach adopts 

methods (quantitative and/or qualitative) that work best to address a particular 

research problem, rather than committing to a particular research philosophy which 

may have a specific view of what constitutes reality.  

 Pragmatism seeks an application of multiple methods, types of data and data analyses 

that can fully provide answers to research questions.  

A pragmatic approach to this project offered many advantages for my research. Firstly, it 

enabled me to be flexible in my investigative methods, techniques, and procedures and 

allowed me to address a range of research questions. Secondly, with both the qualitative and 

qualitative data sets, I had a bifocal lens that enabled me to zoom in on microscopic details or 

zoom out to the macro scope. In other words, I had the opportunity to combine the macro and 

micro levels in researching the issue. Thirdly, by employing both qualitative and quantitative 

techniques, I was in a good position to use the quantitative portion of the study to inform the 

qualitative one, and vice versa. For instance, the inclusion of qualitative data helped explain 

relationships discovered by the quantitative data, while the inclusion of quantitative data 

helped compensate for the fact that the qualitative data typically could not be generalised. 

Lastly, quantitative research is typically motivated by the researcher‘s concerns, while 

qualitative research is often driven by a desire to capture the participant‘s voice 

(Onwuegbuzie & Leech, 2005). Adopting the pragmatic approach, I was able to merge these 

two emphases into a single investigation. In short, the adoption of pragmatism in the current 

research opened the door to multiple methods, different worldviews, and different 

assumptions, as well as different forms of data collection and analysis.  

The next section describes the mixed methods design for the current study. 
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3.2. Research design: Mixed methods explanatory sequential design 

This section presents the research design used for the current project. The discussion includes 

the rationale for adopting a mixed methods approach (3.2.1), the typology of mixed methods 

designs (3.2.2), a description of the mixed methods explanatory sequential design that was 

adopted in the current study (3.2.3), and the rationale for choosing this design (3.2.4). 

3.2.1. Rationale for mixed methods approach 

A mixed methods approach was employed because it best fitted and was underpinned by 

pragmatism (Tashakkori & Teddlie, 2010). Along with the qualitative and the quantitative 

approaches, the mixed methods approach is recognised as a third major research approach in 

use today and it has become an increasingly popular approach in the field of education 

(Bryman, 2012; Johnson & Onwuegbuzie, 2004; Venkatesh et al., 2013).  

Mixed methods research has been defined in a number of ways but, in general, it involves 

quantitative and qualitative research techniques, methods and approaches in a single study. 

For example, Johnson and Onwuegbuzie (2004, p. 17) define mixed methods research as ―the 

class of research where the researcher mixes or combines quantitative and qualitative research 

techniques, methods, approaches, concepts or language into a single study‖. The current 

research used the definition by Tashakkori and Creswell (2007, p. 4) who broadly describe 

mixed methods as ―research in which the investigator collects and analyses data, integrates 

the findings, and draws inferences using both qualitative and quantitative approaches or 

methods in a single study or a program of inquiry‖.  

Mixed methods research is used to achieve a number of purposes like complementarity, 

completeness, initiation, development, expansion, triangulation, confirmation, compensation, 

and diversity (Greene, Caracelli, & Graham, 1989; Venkatesh et al., 2013). Understanding 

these purposes facilitates sound decision making with respect to the appropriateness and value 

of a mixed methods approach for a specific type of research inquiry (Venkatesh et al., 2013). 

The rationale for selecting a mixed methods approach for this study included its combination 

of strengths, its compensation for weaknesses, as well as the usefulness and richness of the 

data obtained.  

The fundamental rationale behind a mixed methods approach is that it helps learn more about 

the research topic if the strengths of a qualitative approach are combined with the strengths of 
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a quantitative approach while at the same time compensating for the weaknesses of each 

method. This has been called the ―fundamental principle of mixed research‖ by Johnson and 

Onwuegbuzie (2004, p. 18). On the one hand, as pointed out by Punch (2013), quantitative 

research brings the strengths of conceptualising variables, profiling dimensions, tracing trends 

and relationships, formalising comparisons and using large and perhaps representative 

samples. On the other hand, qualitative research brings the strengths of sensitivity to meaning 

and to context, local grounded-ness, the in-depth study of small samples, and great 

methodological flexibility which enhances the ability to study process and change. Such 

considerations suggest that qualitative methods can be strong in those areas where 

quantitative methods are weak, and that quantitative methods can be strong in those areas 

where qualitative methods are weak. Combining the two methods therefore offers the 

possibility of combining the two strengths and compensating for the weaknesses.  

Another rationale for using a mixed methods approach is that  it can produce useful and rich 

data, two characteristics which are of great importance in research (Johnson & Onwuegbuzie, 

2004). A mixed methods design can provide richer data than a single method design because 

with this design ―words, pictures, and narrative can be used to add meaning to numbers‖ 

(Johnson & Onwuegbuzie, 2004, p. 21). This view is echoed by Creswell and Clark (2011) 

who hold that the use of quantitative and qualitative approaches in combination may provide 

more evidence and a better understanding of research problems and complex phenomena than 

either approach alone. In addition, mixed methods research provides a bridge across 

quantitative and qualitative researchers by dealing with questions that cannot be answered by 

quantitative or qualitative approaches alone. In this study, a combination of different data sets, 

collected at sequential stages during the research project, helped capture more details of the 

situation being investigated (Creswell & Clark, 2011).  

3.2.2. Typology of mixed methods design 

A typology of six major mixed methods designs is provided here to show why the design 

selected in the current study was considered the appropriate one to use. Regarding the 

research procedure, the six most common mixed methods designs for educational research 

proposed by Creswell (2012) that were taken into consideration are as follows:  

 Convergent parallel design: The researcher simultaneously collects quantitative and 

qualitative data, analyses both data sets separately, compares the results from the 
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analysis of both data sets, and makes an interpretation as to whether the results support 

or contradict each other. 

 Explanatory sequential design: The researcher first collects quantitative data and then 

collects qualitative data to help explain or elaborate on the quantitative results. The 

rationale for this approach is that the quantitative data and results provide a general 

picture of the research problem. More analysis through qualitative data collection 

helps to extend or explain the general picture. 

 Exploratory sequential design: The researcher first gathers qualitative data to explore a 

phenomenon, and then collects quantitative data to explain relationships found in the 

qualitative data. 

 Embedded design: The researcher collects quantitative and qualitative data 

simultaneously or sequentially. However, one form of data plays a supportive role to 

the other form of data. 

 Transformative design: The researcher uses one of the four above-mentioned designs, 

but to encase the design within a transformative framework or lens. This framework 

provides an orienting lens for the mixed methods design. 

 Multiphase design: The researcher examines a problem or topic through a series of 

phases or separate studies. The purpose of the design is to address a set of incremental 

research questions that all advance one programmatic research objective. 

After thorough consideration, a mixed methods explanatory sequential design was selected for 

the current research. A detailed description of this design is presented in the next subsection. 

3.2.3. The mixed methods explanatory sequential design used in the current research 

The current research project employed an explanatory sequential design, characterised by the 

collection and interpretation of both quantitative and qualitative data (Tashakkori & Teddlie, 

2010). This design consisted of two phases, and different participant groups from the same 

population were employed to provide data: 



66 

 

 Phase One investigated the beliefs of Vietnamese tertiary EFL students about learner 

responsibility and teacher responsibility, readiness for learner autonomy, and 

experience of autonomous learning. Quantitative data were collected from a survey 

questionnaire administered online via SurveyMonkey. The quantitative data were 

analysed using both descriptive and inferential statistics to answer the research 

questions that guided this phase, and to facilitate the selection of participants for the 

second phase. A detailed description of this phase can be found in section 3.3. 

 Phase Two explored learner practice of autonomous learning in a blended learning 

environment and the factors mediating this process. In this phase, qualitative data 

were collected from classroom observations, student learning diaries, and semi-

structured interviews with students. A thematic analysis of the qualitative data 

obtained was conducted to answer the two research questions that guided this phase. A 

detailed description of this phase can be found in section 3.4. 

 The two phases were linked together through the selection of participants for the 

second phase and the development of qualitative data collection protocols. In addition, 

quantitative and qualitative results were integrated into the discussion to provide an 

insightful profile of learner autonomy in the investigated context and enable 

implications to be drawn (Creswell & Clark, 2011; Ivankova, Creswell, & Stick, 

2006).  

Figure 3.1 below visually presents procedures of the mixed methods sequential explanatory 

design employed in the current study. The rationale for adopting this design is presented in 

subsection 3.2.4. 
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Steps Procedure Products 

PHASE ONE: Quantitative phase  

Selection of 

institutions 

Seeking approval from institutions In-principle approval from 9 institutions 

Quantitative 

data collection 

(N = 1,258) 

Online cross-sectional questionnaire survey 

via SurveyMonkey  

Numeric data 

Quantitative 

data analysis 

SPSS 

Descriptive statistics 

Inferential statistics 

Key findings for RQs 1-5 

 

 

Connecting quantitative and qualitative phases 

Selection of 

participants and 

preparation of 

instruments 

Purposively selecting institution and participants 

Revising and completing data instruments 

Selection of institution 

Selection of participants: 4 students 

Instruments: interview protocol, 

observation note template, learner diary 

template  

 

 

PHASE TWO: Qualitative phase 

Qualitative data 

collection   

(N = 4) 

Daily learner diary entries (42 days/student) 

Classroom observations (4 times/student) 

Semi-structured interviews (7 times/student)  

168 diary entries 

16 observation notes and memos  

28 interviews  

Qualitative data 

analysis 

Thematic analysis Categories and themes  

Key findings for RQs 6-7 

 

 

Integration of results from quantitative and qualitative data 

Integration of 

quantitative and 

qualitative 

results 

Interpretation and discussion of quantitative and 

qualitative results 

Discussion  

Implications  

Figure 3.1: Diagram of the sequential mixed methods design employed in the project 
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3.2.4. Rationale for explanatory sequential design 

The explanatory sequential design was chosen in line with the research purposes and research 

questions (as recommended by Benz & Newman, 2008; Creswell & Clark, 2011; Hesse-

Biber, 2010; Tashakkori & Teddlie, 2010).  

In this study, one purpose was to investigate the general beliefs of Vietnamese EFL tertiary 

students about learner responsibilities and teacher responsibilities in the learning process, 

learner readiness for autonomous learning, and their practical experience with autonomous 

learning. Another purpose was to reach a deeper understanding of how students take 

responsibility for their learning in a blended language learning context. Based on these 

purposes, implementation of either a quantitative or qualitative method alone would not have 

been effective. Using only a quantitative approach would not provide the depth of insight into 

learner beliefs. Likewise, using a qualitative approach alone would have provided insight into 

learner autonomy of only a very small number of students, and the data obtained would have 

been impossible to use for making valid generalisation and investigating further correlations 

between factors. Therefore, combining both methods in a mix was essential: this approach 

was expected to provide a richer and more complete understanding of the research problems.  

The adoption of this particular research design was also guided by the research questions (as 

recommended by Johnson & Onwuegbuzie, 2004). The differences in the questions asked in 

the current study required different types of data and hence the need for a mixed methods 

approach (Punch, 2013). The first five research questions were viewed as requiring 

quantitative data while the two last research questions suggested the need for in-depth, 

qualitative description. Therefore, quantitative data were collected first through a survey 

questionnaire to explore how learners describe their beliefs about learner autonomy. Then, in 

order to gain an in-depth understanding of the relationships between their beliefs about 

learner autonomy and their practices in a blended learning environment, which has been the 

recent trend in ELT in Vietnam, qualitative data were collected in the next phase through a 

case study approach. Qualitative research was best suited to the second phase because it 

explored and developed a detailed understanding of a central phenomenon (Creswell, 2012).  

Besides the aims of each part of the study and the availability of resources, especially time 

and funding, other factors were also taken into account in the decision to adopt the mixed 

method design for this research. These factors included the weight given to each data set, the 
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sequence of data collection, the way of analysing the data, and the stage at which data would 

be mixed (Creswell, 2012).  The weighting focus of the data interpretation was equally 

distributed among the data sets because each data set aimed to answer its respective research 

questions. In the mix, the quantitative data helped to identify students‘ beliefs about learner 

autonomy patterns, and the qualitative data elicited specific aspects of the local learning 

situation that were thought to contribute to the shaping of these patterns. Because the research 

questions were logically interrelated these data sets were collected in a sequential order. 

Quantitative and qualitative data were complementary to each other, and supported the project 

by allowing for the extraction of a more insightful understanding of the research problem 

(Johnson, Onwuegbuzie, & Turner, 2007; Tashakkori & Teddlie, 2010). 

In short, the selection of a mixed methods design in the current research project was primarily 

based on the purposes of the research and research questions. The mixing of both quantitative 

and qualitative approaches was expected to help answer all the ―what‖, ―how‖, and ―why‖ 

questions by combining the macro and micro levels of the research issue into a single picture. 

In this way, a more complete understanding of the research problem was obtained than if 

qualitative or quantitative methods were used alone. A sequential explanatory mixed methods 

design was chosen to address the research questions because it provided both immensity and 

depth for the study. It was thought that such mixing of the quantitative and qualitative 

methods would result in a higher quality of inferences (Tashakkori & Teddlie, 2010) given 

the elaborating purpose of the mixed-methods sequential explanatory design.  

Detailed descriptions of each phase of this research design are presented in sections 3.3 and 

3.4 below.  

3.3. Phase One: Quantitative survey 

This section presents Phase One in detail. The description includes objectives, participants 

and the recruitment process, the instrument development, data collection procedure, data 

management, and data analysis.  

3.3.1. Objectives  

Phase One investigated tertiary EFL learners‘ beliefs about: (1) student responsibility and 

teacher responsibility in language learning, (2) learner readiness to take responsibility for 

their learning, and (3) learner practical experience with autonomous learning.  This phase also 
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aimed to check whether variables such as gender, geographic area, and English learning 

experience affected such beliefs.  

3.3.2. Recruitment process and description of participants 

The target population of the study was Vietnamese tertiary undergraduate students who were 

enrolled in an English major program doing courses such as linguistics and cultures of 

English speaking countries, teaching English to speakers of other languages, and English 

translation and interpretation. The choice of university undergraduate English majors for the 

study was made based on several considerations: (1) Regarding the NFL2020 policy of 

applying blended learning to promote learner autonomy, universities were chosen because of 

their better ICT/CALL facilities; (2) In the overall centralised management system in 

Vietnam, universities have more freedom and flexibility than the lower levels of education 

when it comes to the implementation of the curriculum. Therefore, there is more room at 

university level to apply Western teaching approaches, such as the learner-centred approach, 

in English teaching than at lower levels. The expectation here is that this investigation of 

university students might help depict a clearer picture of the relationship between blended 

learning and learner autonomy. Participants were selected in two stages, namely at the 

institutional level and the individual level.  

To obtain institutional participation, initial contacts were made via email with potential 

universities in a list obtained from NFL2020. As already presented in subsection 1.1.4, this 

project is being run by MOET with its main mission being to enhance the quality of language 

training in Vietnam during the period 2008 to 2020. Invitations (see Appendix 1 for sample 

letter requesting institutional agreement and support) were sent to 17 universities that 

incorporated a technology-enhanced component in their training programs. The letter of 

invitation requested their in-principle agreement to participate in the study and the nomination 

of a contact person to support the process of distributing the questionnaire. Nine universities 

agreed to participate in the study. The universities were located across the country with five in 

the North, two in the Centre, and two in the South of Vietnam. 

In the next stage, individual participants who were EFL major students of the nine 

participating universities were approached and invited to participate in the survey. The 

contact persons in these universities helped forward the online survey invitation to their 
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students (Appendix 2) and also the SurveyMonkey link. In total, 1258 students participated in 

the study.  

There were more females (82.5 %) than males (17.5 %) in the sample, reflecting the female 

dominance in the EFL context in Vietnam. In terms of geographic location, there were more 

participants from the North (35.7%) and Central Vietnam (35.5%) than from the South 

(28.8%). In general, the participants were experienced learners of English. A large proportion 

of the students (58.7%) had spent six to ten years learning the language, 32.7% of them had 

studied English for more than 10 years, while only 8.6% of the respondents had studied 

English for less than five years. About two thirds of the participants were first-year and 

second-year students (34.7% and 33.4% respectively). The number of participants who often 

(37.3%) and always (30%) used ICT/CALL for their language learning accounted for about 

two thirds of the sample. Table 3.1 presents a summarised description of the participants.  

Table 3.1: Demographic information of Phase One participants 

Total 

participants 
Variable Division Number Percentage 

1,258 

Gender 
Females 1,038 82.5% 

Males 220 17.5% 

Geographic area 

Northern Vietnam 449 35.7% 

Central Vietnam 447 35.5% 

Southern Vietnam 362 28.8% 

Length of studying English 

More than 10 years 412 32.7% 

From 6 to 10 years 738 58.7% 

Less than 5 years 108 8.6% 

Years of university study 

1
st
 year 436 34.7% 

2
nd 

year 420 33.4% 

3
rd

 year 286 22.7% 

4
th

 year 116 9.2% 

Frequency of using ICT/CALL 

Never 16 1.3% 

Rarely 81 6.4% 

Sometimes 315 25% 

Often 469 37.3% 

Always 377 30% 
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3.3.3. Instrument and rationale for using the instrument 

This section presents the rationale for choosing the questionnaire as the instrument for data 

collection. The questionnaire development process and the related pilot testing are also 

discussed. 

3.3.3.1. Rationale for choosing an online survey questionnaire  

A survey questionnaire was chosen for a number of reasons. First, a questionnaire was 

considered an appropriate instrument for research that sought information about learners‘ 

characteristics, perceptions, beliefs, feelings, attitudes, opinions, values, or habits (Creswell, 

2012, 2014; Fink, 2017; Wagner, 2015). The questionnaire in this study was specifically used 

to investigate learner beliefs about responsibility, opinions about readiness for autonomous 

learning, and learning habits. Second, by using a questionnaire it was possible to collect 

information directly from the participants in a short period of time. Third, a questionnaire 

enables the collection of information from a large population so it was thought it would help 

provide a general description of the participants‘ beliefs and generalisation about the 

population could be claimed (Dörnyei & Taguchi, 2010). Lastly, a questionnaire allows 

respondents to remain anonymous while sharing opinions about the responsibilities of 

learners and teachers, and so more likely to provide honest responses. It was anticipated that 

the statistical data obtained about their beliefs would be as truthful as one could expect. 

The choice of English as the language of the questionnaire was made based on several 

reasons. First, the participants were all undergraduate English majors: their English 

proficiency levels were at B1 and B2 of the CEFR so the assumption was that there should be 

no difficulty for them to understand and answer the survey in English. In practice, this 

assumption was proven correct. Second, the questionnaire was adapted from other 

questionnaires, and the original questionnaire items were all in English. The option of using 

previously validated and published questionnaire items was more practical than the option of 

adapting and translating these items into Vietnamese. In practice, the questionnaire was 

carefully piloted (see section 3.3.3.3), and there was no problem with the participants in 

understanding and completing the questionnaire in English. 

The choice of SurveyMonkey as the data collection tool was based on the benefits of this 

online survey service. Except for the disadvantage of a low response rate, SurveyMonkey was 

able to provide many benefits, such as fast distribution, low cost of data processing, automatic 
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compilation of data, avoidance of data entry and data coding errors, and a means of reaching 

participants who lived in widely dispersed locations (Varela et al., 2016).  

3.3.3.2. Questionnaire development  

The questionnaire (see Appendix 3) was developed to investigate: (1) learner beliefs about 

student responsibility and teacher responsibility, (2) learner readiness for autonomous 

learning, and (3) learner experience with autonomous learning. 

The questionnaire consisted of four parts with 59 items in total. In the first three parts of the 

survey (52 items), the participants were asked to indicate their degree of agreement with the 

statements, using a five-point Likert scale format. The last part (7 items) collected 

demographic information about the participants: two items were in an open-ended format and 

five items in a close-ended format.  

The items in each scale and subscale were selected on the basis of their relevance to the eight 

stages in the development of learner autonomy by Reinders (2010): identifying needs, setting 

goals, planning learning, selecting resources, selecting learning strategies, practice, 

monitoring progress, assessment and revision. For example, Item 1 ―identify your 

weaknesses and strengths in learning English‖ attempted to identify needs; Item 5 ―to choose 

the way to deal with the tasks when learning English‖ referred to a participant‘s selection of 

learning strategies. The items were adapted to suit EFL learners learning in the context of 

Vietnam. An overview of the questionnaire is provided in Table 3.2 below, and a detailed 

description of each part follows. The full list of scales and items as adapted for the current 

project is presented in Appendix 4.  
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Table 3.2: Overview of the survey questionnaire  

Part Aim of investigating 
Number 

of items 
Source adapted Note 

1 

Learner beliefs about student 

responsibility and teacher 

responsibility 
8 

4 Spratt et al. (2002) 

All 52 items in the 

three main parts 

followed the format 

of a five-point Likert 

scale. 

 

Items were selected 

and arranged on the 

basis of relevance to 

the eight stages in 

the framework of 

learner autonomy 

development by 

Reinders (2010). 

2 Cotterall (1999)  

2 Sakai et al. (2010) 

2 

Learner 

readiness for 

autonomous 

learning 

Willingness to take 

responsibility  
8 

3 Spratt et al. (2002) 

3 Cotterall (1999)  

2 Self-developed items 

Confidence in ability 

to take responsibility  
8 

3 Spratt et al. (2002) 

3 Cotterall (1999)  

2 Self-developed items 

3 
Learner experience with  

autonomous learning 
28 

17 Murase (2015) 

5 Sakai et al. (2010) 

3 Ming and Alias (2007) 

2 Spratt et al. (2002) 

1 Self-developed item 

4 Demographic information 7 7 Self-developed items 

Two items followed 

an open-ended 

format; the other five 

items followed a 

close-ended format. 

 

Total 59   

 

Part 1: As shown in Table 3.2, Part 1 of the questionnaire included eight items about learner 

beliefs about responsibility. This factor was investigated based on the claim that a learner‘s 

readiness to be autonomous is reflected in how they perceive their own roles and what they 

expect from the teacher (V. Chan, 2001; Cotterall, 1995, 1999; Ming & Alias, 2007; Sakai et 

al., 2010; Spratt et al., 2002). The items were adapted from the survey sections about beliefs 

about responsibilities set out in Cotterall (1999), Spratt et al. (2002), and Sakai et al. (2010). 

According to V. Chan et al. (2002), autonomous learners are expected to develop their ability 

to take charge of every stage of their learning process. All eight stages in the learning process 

were covered by these eight items which were arranged in order according to the framework 

of autonomy development process proposed by Reinders (2010). For each item, the response 

choices ranged from not at all (one point), a little (two points), some (three points), mainly 

(four points), to completely (five points). 
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Part 2: The 16 items in Part 2 were used to explore learner readiness for autonomous 

learning. Among the 16 items, eight measured a learner‘s willingness to take responsibility 

and the other eight measured a learner‘s level of confidence in their ability to take charge of 

their learning. Twelve items in this part were adapted from Cotterall (1999) and Spratt et al. 

(2002). Notably, items about ―selecting learning strategies‖ and ―choosing assessment and 

revision‖ were not  incorporated  into the surveys by Cotterall (1999) and Spratt et al. (2002). 

Therefore, four items that followed the question format employed for the other items were 

added in order to cover all eight stages in the learner autonomy development framework of  

Reinders (2010). Specifically, Items 17 and 18 were added to cover ―selecting learning 

strategies‖ and Items 23 and 24 were added to cover ―assessment and revision‖. The overall 

arrangement was that a consecutive pair of items covered a stage in the learning process. For 

example, Items 11 and 12 were concerned with setting goals. Item 11 asked about willingness 

and Item 12 asked about the level of confidence in setting goals. Hence, Items 9, 11, 13, 15, 

17, 19, 21, 23 belonged to a cluster that investigated a leaners‘ willingness to take 

responsibility in the learning process while Items 10, 12, 14, 16, 18, 20, 22, 24 belonged to 

another cluster that investigated a learner‘s confidence in their ability to learn independently. 

The arrangement kept together all items of a single type, of a single response format, and on a 

given topic (Brown, 2001). For the 16 items in Part 2, the response choices ranged from 

strongly disagree (one point), disagree (two points), neutral (three points), agree (four points) 

to strongly agree (five points). 

Part 3: Part 3 included 28 statements about a learner‘s practical experience of autonomous 

learning. In this part, 17 items were adapted from the Measuring Instrument for Language 

Learner Autonomy (MILLA) designed by Murase (2015). Five items (42, 43, 44, 45, and 50)  

were adapted from Sakai et al. (2010) and two items (51 and 52) were adapted from Spratt et 

al. (2002) about students taking various types of learning responsibility inside and outside 

class. Three items (33, 36, and 46) adapted from Ming and Alias (2007) and one self-

developed item (41) were also incorporated in order to explore learners‘ use of digital 

technology in the autonomous learning process. Similar to Part 1 and Part 2, 28 items in Part 

3 were selected and arranged in accordance with their relevance to each stage of the learning 

process in terms of the framework of Reinders (2010). For all items in Part 3, the response 

choices ranged from strongly disagree (one point), disagree (two points), neutral (three 

points), agree (four points) to strongly agree (five points). 



76 

 

Part 4: Part 4 included seven items and had the aim of collecting demographic information 

about the participants. There were two primary reasons to include demographic questions in 

the survey: (a) demographic data would help answer the research questions 4 and 5, and (b) 

demographic data would help describe the sample. In Part 3, Items 53 (gender), 56 (year of 

university study), and 57 (institution location) required respondents to choose one of the 

given alternatives. Items 54 (age) and 55 (number of years of studying English) required 

respondents to fill in a box with appropriate information. Item 58 asked the respondents about 

their frequency of participating in the two components of blended learning, namely face-to-

face learning and ICT/CALL learning. Item 59 asked about their frequency of using 

ICT/CALL in daily life. The response choices for Items 58 and 59 ranged from never (one 

point), rarely (two points), sometimes (three points), often (four points), to always (five 

points).   

3.3.3.3. Piloting the questionnaire  

It has been suggested that there is a need for a pilot study as part of questionnaire data 

collection because a pilot can reveal deficiencies in the instruments and procedures and, if so, 

they can be refined and adjusted prior to spending time and resources on the real, larger 

studies (L. Cohen, Manion, & Morrison, 2007). Therefore, before sending the questionnaire 

to participants, a pilot trial of the questionnaire was conducted. The pilot was carried out in 

two steps: each had different aims. Pilot Step One was intended to ensure the clarity of the 

instructions and question items, while Pilot Step Two was intended to check the reliability 

and validity of the items. 

Questionnaire Pilot Step One 

The questionnaire Pilot Step One involved two former Vietnamese EFL teachers who were 

doing PhD studies at the University of Canberra. I asked them to read and give comments 

about the items I intended to use. Their comments and suggestions helped me improve the 

expression and allowed me to ensure all items in the draft were understandable and suitable 

for the Vietnamese learning context. After that the full draft of the questionnaire was 

completed, ready for obtaining comments from four Vietnamese tertiary EFL students in 

regard to clarity, length and formatting. The respondents were one first-year student, one 

second-year student, one third-year student, and one fourth-year student from the English 

Department at one university in Vietnam. A paper-based survey questionnaire and a 

questionnaire comment form (see Appendix 5) were sent to these students via email. They 
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were asked to indicate any problems and give out suggestions for changes. They were also 

asked to fill out the comment form in terms of clarity, length and formatting of the 

questionnaires before emailing them back to me.  

Pilot Step One showed that the participants did not have any problem understanding and 

responding to the questionnaire. After receiving the feedback from the selected students, I 

made some minor changes to the questionnaire in accordance with their suggestions. Table 

3.3 below summarises what I did in response to their suggestions. 

Table 3.3: Changes to questionnaire after Pilot Step One 

 Feedback/suggestion Action Reason 

1 
Add the word ―university‖ to item 

56 to make it clearer in meaning 

I changed item 56 from ―Which 

year of study are you in?‖ to 

“Which year of university study are 

you in?” 

To clarify respondent‘s 

level of learning  

2 

Delete Part 4 of the survey 

because it is not very relevant to 

the other parts 

I kept Part 4  

To collect needed 

demographic information of 

the sample 

3 
Delete example at the beginning 

of each part 
I kept the examples 

To help respondents see 

how to deal with each item 

4 
Change the title of Part 3 to ―How 

are you learning?‖ 

I kept the title ―How you are 

learning English‖ as in the draft 

The expression was 

acceptable 

5 
Increase font size to make it 

easier to read I checked and adjusted the online 

version   

To make sure the online 

version was appropriately 

displayed in PC, tablet, and 

mobile 6 Page break after each part 

The refined questionnaire draft was then completed and added to SurveyMonkey for Pilot 

Step Two. 

Questionnaire Pilot Step Two 

In Pilot Step Two, 34 Vietnamese EFL undergraduate students were requested to complete 

the questionnaire. The major aim of this step was to check internal consistency reliability of 

the items using Cronbach‘s α coefficient. This type of analysis would help with gauging the 

extent to which the items within a construct actually measured what they were supposed to 

measure. Furthermore, I also wanted to measure how long it took, on average, to complete the 

survey so that I could update the survey invitation. It took the pilot respondents about 15 
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minutes to complete the questionnaire. Table 3.4 below presents the results for checking the 

internal consistency of the questionnaire.  

Table 3.4: Results for checking internal consistency of the questionnaire 

Latent constructs Indicators 

Pilot data set (N = 34) 

Cronbach’s 

Alpha 
Acceptability 

Learner belief about student responsibility 8 0.78 Acceptable 

Learner belief about teacher responsibility 8 0.84 Good 

Learner willingness to take responsibility 8 0.70 Acceptable 

Learner confidence in ability for autonomous learning 8 0.86 Good 

Learner readiness for autonomous learning 16 0.76 Acceptable 

Learner experience with autonomous learning 28 0.87 Good 

As shown in Table 3.4, Cronbach‘s α values of all constructs in the questionnaire were either 

acceptable or good. Therefore, all items were kept for the final questionnaire.  

3.3.4. Quantitative data collection procedure 

The final version of the questionnaire was created on SurveyMonkey. Access to the 

questionnaire was then created and sent to the contact person in each participating university 

via email. The email requested that the contact person introduce the research project and send 

the survey link to the EFL major students in their university. Each university was provided 

with a unique link to the questionnaire.  

After clicking on the survey link, student participants were asked to read the participant 

information section and give electronic consent (see Appendix 6). Only participants who 

agreed were able to proceed to the questionnaire to answer it. Answers to the questionnaire 

were recorded directly on SurveyMonkey. Data were then exported to SPSS and went through 

the processes of management (3.3.5) and analysis (3.3.6). Table 3.5 below outlines the 

specific procedures adopted in the data collection in Phase One of the project.  
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Table 3.5: Quantitative data collection procedures 

Procedure Task Outcome Time conducted 

1 Made initial contact with 

institutions and sent letters 

of invitation 

In-principle support granted November 2015 

2 Adapted questionnaire for 

current Vietnamese context 

Questionnaire December 2015 

3 Piloted questionnaire  Clarified item wording and 

rehearsed administration 

January 2016 

4 Administered questionnaire 

at participating institutions 

Data February 2016 

5 Exported data into SPSS Organised data March 2016 

6 Began analysing data using 

SPSS 

Quantitative results March 2016 

7 Interpreted results Results of the quantitative phase 

and the discussion of results 

April- December 2016 

3.3.5. Quantitative data management 

The data management process followed a series of steps proposed by Dörnyei and Taguchi 

(2010) in order to effectively process and manage the data obtained from a questionnaire that 

employed closed-ended items. These steps included data check, data cleaning, data 

manipulation, reducing the number of variables, and examining the reliability and validity of 

the data. 

First, a data check was carried out automatically with the support of the tools in the 

SurveyMonkey website. This was done to make sure that respondents would submit their 

answers in the right format. All items in the questionnaire, except Items 54 and 55, were 

closed-ended in a multiple-choice format so that respondents had to just select the one option 

that best aligned with their view. Item 54 (age) and Item 55 (number of years of studying 

English) used the opened-ended format requiring respondents to complete the item with the 

appropriate number. An automatic validation was configured to ensure the responses to all 

questions, including the responses to the two open-ended questions, were in the right format. 

By using this setting, it was possible to make sure that students completed both the main part 

and the demographic information part of the questionnaire.  

The second step, data cleaning, was done to identify and disqualify questionnaires that had 

invalid entries of data. In general, the participants who completed and submitted the entire 

questionnaire did not miss any questions. The disqualified questionnaires were from students 

who obviously did not have interest in participating and decided not to complete the 
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questionnaire. This was made clear by the fact that there were no more responses provided 

after the first few questions. Some others decided to exit right away by choosing ―I disagree‖ 

at the outset of the survey. In SurveyMonkey, such respondents belonged to the group with 

the status ―disqualified‖. There were 127 such respondents in the group and they were 

removed. There was no means to contact participants again once they had finished their 

questionnaire survey, be it completed or not. More importantly, participation in the survey 

was entirely voluntary and pressuring students to participate and complete would have been a 

violation of this. Data cleaning also involved the detection and removal of responses with 

errors in the data set due to inaccurate entry of the data. While checking the data, another case 

was removed from the data set. The respondent in this case reported the number of years of 

studying English as being higher than his age. The data cleaning step finished with 1,258 

completed and valid respondents. These questionnaires were then exported to SPSS 23, ready 

for the next step: data manipulation.  

The third step, data manipulation, involved the transferring of the participant responses to a 

data sheet in SPSS, and this was done automatically by SurveyMonkey. The automatic 

process involved the conversion of respondents‘ actual answers to numerical scores. For 

example, gender data were converted to a column labelled ―gender‖. There were two 

numerical values: 1 for male and 2 for female. Each response in the three main parts of the 

questionnaire was coded with a number from 1 to 5. Reverse coding was used for negatively 

worded items. This reverse coding was carried out with Items 26, 42, 45, and 50. The data 

sheet set up in SPSS also included the demographic information for each participant. Once the 

data had been transferred into the SPSS sheet, each column represented one questionnaire 

item and the corresponding participant responses. 

The fourth step was to calculate multi-item scale scores to reduce the data to a manageable 

number of variables. According to Dörnyei and Taguchi (2010), a well-designed 

questionnaire should contain several items focused on each content area, and then the parallel 

items need to be summed up or averaged in a multi-item scale for the purpose of analysis. 

This questionnaire focused on six multi-item scales: learner belief about student 

responsibility, learner belief about teacher responsibility, learner willingness to take 

responsibility, learner confidence in ability for autonomous learning, learner readiness for 

autonomous learning, and learner experience with autonomous learning. The scale scores for 

these six constructs were created by calculating averages of related items, with the data from 
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each item being equally weighted. These composite scores could then be used in subsequent 

analyses. Also, the age when students started learning English was calculated by subtracting 

the number of years of studying English from their current age, and then students were 

categorised into groups according to the number of years they had been learning English.  

The fifth step was to examine data reliability and validity. As pointed out by Dörnyei and 

Taguchi (2010), it is not always feasible to provide indices of every aspect of validity and 

reliability for instruments that we develop for our specific research purpose. In their opinion, 

even when there are no resources and opportunities for elaborate validation exercises, at least 

the aspect of internal consistency should be striven for. A check should be made to see if each 

item on a scale correlates with the other items and with the total scale score. The multi-item 

questionnaire is effective when the items measure the same target area (Dörnyei, 2007; 

Phakiti & Paltridge, 2015). To ensure internal consistency reliability, the questionnaire in this 

study used multi-item scales instead of single items and all items on a scale correlated with 

other items and with the total scale score. This condition has been referred to as Likert‘s 

criterion of internal consistency (Anderson & Bourke, 2000). To check how well the items on 

the scale measure the same construct, a Cronbach Alpha coefficient was computed because it 

was the most commonly accepted internal consistency reliability measure in questionnaire 

research (Brown, 2001).  

There is a substantial amount of literature on how Cronbach‘s alpha results can be interpreted, 

so for the current study the guidelines proposed by George and Mallery (2003) were used. 

These guidelines state that a Cronbach‘s alpha value of > .9 is excellent, > .8 is good, > .7 is 

acceptable, > .6 is questionable, > .5 is poor, and < .5 is unacceptable‖. Ranging from .77 to 

.86, the values of Cronbach Alpha coefficient for the six latent constructs were all within 

acceptable and good levels (George & Mallery, 2003).  

These results are shown in Table 3.6 below. 
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Table 3.6: Construct reliabilities of the six latent constructs (in descending order) 

Latent constructs 

(N = 1,258) 

Indicators Cronbach’s 

Alpha 

Acceptability 

Learner readiness for autonomous learning 16 0.86 Good 

Learner experience with autonomous learning 28 0.85 Good 

Learner confidence in ability for autonomous learning 8 0.84 Good 

Learner belief about teacher responsibility 8 0.82 Good 

Learner willingness to take responsibility 8 0.78 Acceptable 

Learner belief about student responsibility 8 0.77 Acceptable 

3.3.6. Quantitative analysis 

The primary purpose of the quantitative data analysis was to develop answers to the first five 

research questions (refer to section 2.4 for the questions). The quantitative data came from the 

survey instrument outlined in subsection 3.3.3.  

Descriptive analysis 

In the first stage, a descriptive analysis was undertaken to gain an overall picture of the data 

pattern before proceeding to further analysis. The descriptive analysis at this stage aimed to 

answer RQ1, RQ2, and RQ3 (see the findings in sections 4.1, 4.2, and 4.3 respectively). 

Specifically, the sample was described by frequency and percentage, mean, standard 

deviation, and the range of values. In addition, the descriptive analysis also focused on the 

demographic characteristics of gender, age, location, frequencies of learning face-to-face with 

teacher and learning with ICT/CALL. 

A number of assumptions relating to normality, linearity, homoscedasticity required by many 

statistical tests were also tested at this stage. Normality was tested using a histogram and 

calculating the absolute values of skewness and kurtosis. The tests indicated that a normal 

distribution for the total sample of items was reasonably achieved. The guidelines for 

evaluating skewness and kurtosis of the data in this study were based on the views of Kline 

(2015), who states that absolute skewness values over 3.0 can indicate extreme skewness, 

while kurtosis absolute values are considered extreme if over 8.0. In this study, the kurtosis 

and skewness of the distributions of the continuous variables were well within the stated 

acceptable limits. The most negative value of skewness was -1.003 for Item 8 (responsibility 

of teacher in selecting options for assessment) while the highest absolute value of kurtosis 

was 1.1 for Item 36 (I use the Internet to search for materials for learning English). All other 
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items had absolute values of skewness and kurtosis lower than 1. The evaluation indicated 

that a normal distribution for the total sample of items was reasonably achieved. Therefore, all 

items were included in the inferential analysis. Linearity was checked by inspecting the 

scatter plot between pairs of variable and no violation to this assumption was found. 

Homogeneity was checked when necessary by inspecting with Levene‘s test of equality of 

variance.    

Inferential analysis 

In the second stage, appropriate techniques for inferential analysis were chosen. A number of 

statistical tests were used for different purposes. Independent-sample t-tests and one-way 

between-groups analysis of variance (ANOVA) were used to compare means of different 

participant groups. These tests aimed at exploring the effect of demographic variables (RQ4) 

(i.e. gender, location, length of learning English, frequencies of learning with ICT/CALL) on 

students‘ beliefs about responsibility, readiness for autonomous learning, and practical 

experience with autonomous learning (see findings in section 4.4). Bivariate 

correlation analysis, measuring the strengths of association between two variables, was also 

conducted. In the current research, correlation analysis was used to examine whether there 

was any connection between beliefs about responsibility, willingness to take responsibility, 

confidence in ability for autonomous learning, readiness for autonomous learning, and 

practical experience with autonomous learning (RQ5) (see findings in section 4.5).  

3.4. Phase Two: Qualitative case study 

This section presents Phase Two in detail, describing objectives, rationale for adopting a case 

study approach, recruitment process and participants, instrument development, data collection 

procedure, data management, and data analysis.  

3.4.1. Objectives 

Phase Two was aimed at obtaining qualitative data through a case study that would reveal 

how a group of high achievers take responsibility for their learning in a blended environment. 

Specifically, the second phase of the study was carried out to explore how learners take 

responsibility for their learning in the classroom and outside the classroom. This phase also 

aims to understand how different components of the blend (such as ICT/CALL learning, face-

to-face learning, in-class learning, out-of-class learning) help contribute to the development of 
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learner autonomy. The results would help explain how internal and external factors contribute 

to the beliefs about and practice of autonomy found in Phase One. 

3.4.2. Rationale for adopting case study  

The case study is among the most widely used approaches in educational research in general, 

and in applied linguistics in particular (Duff, 2008; Hood, 2009). The purpose of most case 

studies is to enhance understanding of a phenomenon, process, person or group: it is not to 

experiment and generalise to other populations in the tradition of larger-scale survey research 

(Casanave, 2015). In this particular research, selecting a case study for the second phase was 

appropriate because it exactly suits the situation in which ―(1) the main research questions are 

‗how‘ or ‗why‘ questions; (2) a researcher has little or no control over behavioural events; and 

(3) the focus of the study is a contemporary (as opposed to entirely historical) phenomenon‖ 

(Yin, 2013, p. 2).  

In applied linguistics research, the case study approach has a number of strengths, though it 

has also been criticised as being subjective, ungeneralisable, or too practical (Casanave, 

2015). The most outstanding strength is considered to be its in-depth portrayal and analysis of 

phenomena associated with a particular people or site in real life contexts (Casanave, 2015; 

Duff, 2008). The case study in the second phase was expected to generate new understandings 

about the nature of two different settings of a learning environment: in-class learning and out-

of-class learning. Also, it was anticipated that case study research would help provide 

developmental evidence of autonomy in a particular context. 

Phase Two aimed to depict four individual learners in their particular learning contexts, that is 

in a blended EFL learning environment and in interaction with their teachers and other 

students. This phase involved four focal participants to increase the sense of 

representativeness of, and variation among, cases (Duff, 2008). In this embedded multiple or 

collective case study (Stake, 2005), the four individual participants helped me understand 

more of the role of the blended learning approach in developing learner autonomy in the local 

context. As pointed out by Stake (2005), even in the larger collective case studies, the sample 

size usually is much too small to warrant random selection and the cases are opportunities to 

study a given phenomenon intensively. Therefore, purposive sampling was employed to build 

in variety and take advantage of the opportunities for intensive study. 
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3.4.3. Recruitment process and description of participants 

This subsection provides more details of the institution, the recruitment process, and the four 

student participants involved in Phase Two.  

3.4.3.1. Selection of institution and recruitment procedure 

Selection of institution 

The case study in Phase Two was conducted at one of the universities that currently uses 

blended language learning for their training program. The aim was to provide in-depth insight 

into a blended learning environment and how students practise their autonomous ability in 

this context.  

The University, as already described in subsection 1.1.4, was a public university founded in 

1959 in Hanoi, Vietnam. The choice of this university was based on the assumption that it 

represented an interesting case due to its active and innovative use of ICT in teaching foreign 

languages in general and English in particular (Ta & Winter, 2010). The University has been 

a well-known institution for foreign language training in Vietnam, providing undergraduate 

and graduate courses in English, French, Chinese, German, Korean, Japanese, Russian, 

Spanish, and Italian languages. These languages have been used as the language of instruction 

in most undergraduate and post-graduate courses in languages, business administration, 

tourism, international studies, computer science, and finance and banking at the University. 

The University also provides Vietnamese studies at the undergraduate level for non-

Vietnamese learners (X. V. Nguyen, 2007; Ta & Winter, 2010).  

With regard to training, Moodle has been used as the common Learning Management System 

(LMS) for all students since 2005 but many other additional LMSs have been used to support 

the training activities of over twenty faculties and departments. In English education, the 

University used several platforms to support its teaching and learning activities. English 

Discoveries Online (EDO), a blended language learning solution provided by Edusoft, was 

used from 2005 to 2015 to combine face-to-face learning with online learning. Another 

locally-developed platform has been used since 2015 as a replacement for EDO.  It includes 

five comprehensive English courses for EFL learners, namely A1, A2, B1, B2, and C1 

corresponding to the first five levels in the Common European Framework of Reference for 

Languages (CEFR). Each course provides learning contents in speaking, listening, reading, 
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writing, culture, grammar and vocabulary. The blended environment is employed with a view 

to strengthening the connection between in-class learning and out-of-class learning. The 

online platform, accessible both on-campus and off-campus, serves as one of the 

communication channels between the teachers and students. 

Recruitment procedure 

In this phase, purposive case sampling was employed. Purposive sampling was appropriate 

because it enabled me to identify participants from whom I could learn the most. This was 

particularly relevant because I was interested in understanding the beliefs as well as the 

learning practices within a given context, rather than applying a generalisation of the findings 

to a population (Alexander & Winne, 2006). 

For the first step, a letter of invitation was sent to the English Department of the University 

and approval for conducting the research at the university was granted (see Appendix 7). 

Through the introduction and the support of the English Department, potential participants 

from this university received the Case Study Student Participant Invitation Letter and the 

Case Study Participant Information Sheet (Appendix 8). Students interested were asked to 

contact the researcher via email indicating their interest in participating in the research.  

For the second step, I contacted potential participants by email or telephone and asked them 

for a face-to-face meeting. The meeting was held at a café on campus, a location that would 

encourage rapport with the potential participants and would enable me to inform them more 

of the project as well as clarify any enquiry from the students. Eleven potential participants 

expressed their interest but only nine of them turned up at the meeting: all of them were first-

year or second-year students. According to the educational program at the University, 

students must spend the first two years for general English learning and the last two years for 

their professional training. Four students, two in their first year and two in their second year, 

were selected as formal participants in Phase Two based on two criteria. First, the participants 

reported engaging both in classroom learning and outside classroom learning. This criterion 

was selected to ensure the possibility of exploring their learning behaviours in both settings. 

Second, the participants all received either distinction or high distinction levels in two exams: 

the university entrance exam and the end-of-semester exams. This criterion reflected their 

good performance in the language skills and learning outcomes. This selection aimed to serve 

the purpose of this phase, which was to understand more about how proficient students take 



87 

 

responsibility for their English learning inside and outside the classroom context. I requested 

the other students to participate in the pilot to help test the instruments, and they all happily 

agreed to this.  

For the last step, the four participants were asked to sign a Case Study Participant Consent 

Form (see Appendix 9). They also participated in another briefing session to clarify what they 

were going to do during the data collection process. The next sub-section provides more 

details of the participants. 

3.4.3.2. Student participants  

Participants in the case study in Phase Two were four students from the University. Their 

pseudonyms were David, Henry, Patricia, and Tracy. Below are detailed descriptions of these 

participants. 

Table 3.7: The case study participants 

Pseudonyms Gender Age Year of study Number of years of studying English 

Tracy Female 19 1
st
 year 8 

Henry Male 18 1
st
 year 10 

Patricia Female 20 2
nd

 year 11 

David Male 22 2
nd

 year 11 

 

Tracy was a charismatic and extrovert first-year student. She was living in a western suburb 

of Hanoi with her family. She went to a local high school near her house and did not pay 

much attention to English during that time. Studying English language at university was not 

really her choice but her parents‘ choice. She had a great love for media and communication 

studies but finally accepted her parents‘ choice because the pressure from them was so strong. 

Tracy was not happy with her university life because it was not full of fun and freedom as she 

had expected it would be. In her opinion, the learning program and ways of teaching were 

different from what she had imagined. She had a strong desire to go abroad to study, even if 

she had to quit her current study. Therefore, she was very seriously practising for IELTS test 

achievement and looking for scholarship opportunities.  

Henry was a modest and diligent first-year student. He was the class captain in high school 

and he was again the class captain at university. Living in Hanoi with his family, Henry went 

to one of the top high schools in the city. At high school, he was in a history-oriented class in 

which he did not learn English much. Although he started learning English at the age of eight, 
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he mainly focused on the subject just one year before the university entrance exams. During 

that time, he revised his English grammar knowledge by himself and did many exercises just 

to prepare for the test. His desire was to become a teacher of English or a translator. The 

choice to study at university was his own choice and his parents supported his decision.   

Patricia was a cheerful and sociable second-year student. She came from a province to the 

south of Hanoi. Both her parents were in the army and they had a great impact on her. She 

was constantly reminded by her parents that, being a girl, she needed a stable job and should 

get married at the age of 25 or 26. Patricia was not really interested in formal learning and the 

academic life. Being extrovert and young, Patricia liked social activities which, in her 

opinion, were more interesting and helpful for developing herself than an academic program 

at university. In her opinion, there were many things universities could not teach students.  

David was a sensible and industrious second-year student. He lived in Hanoi with his family. 

Going to a reputable grammar high school in Hanoi, David was in a physics-oriented class. 

He chose to study English language at university because he wanted to master the language, 

which he believed was an important means by which to connect to the world and learn other 

knowledge. His choice to study English at university was fully supported by his parents. His 

plan after graduation was to go abroad to further his study.    

3.4.4. Instruments and rationale for using instruments 

This section describes the three instruments used to collect qualitative data. It describes the 

rationale and instrumental development process, sub-sections 3.4.4.1, 3.4.4.2, and 3.4.4.3 

respectively present observation, diary, and interview. Sub-section 3.4.4.4 reports the pilot 

and adjustments made to these instruments.  

3.4.4.1. Observations 

Rationale for using observation 

Observation was used to gather live data about classroom learning, a naturally occurring 

social situation. It had the ―potential to yield more valid or authentic data than would 

otherwise be the case with mediated or inferential methods‖ (L. Cohen et al., 2007, p. 396). 

My observations enabled me to see things that might otherwise be missed such as the physical 

classroom arrangement, teacher classroom management, the amount of teacher and student 

talk, or the amount of group collaborative work. They also helped me elicit information that 
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might not have been available through diary and/or interview data such as the friendliness of 

the teacher and how teaching strategies facilitated students to exercise their autonomous 

learning.  

The main aim of observation is to gain an understanding of the implementation of learner 

autonomy in the natural setting of the case (Yin, 2013). In regard to classroom observation, 

Reeve (2006) highlights the importance of the supportive quality of the classroom climate, 

stating that a teacher can present a highly structured learning environment in an autonomy-

supportive way by providing students with clarity about what to do along with a freedom of 

choice, voice and initiative. When students are provided with such an environment, they tend 

to show a healthy profile in terms of their motivation, engagement and learning. Specifically, 

during the classroom observations undertaken in this research I was looking for evidence that 

might contribute to a picture of how autonomy was supported in a classroom and how student 

participants reacted to such support. 

Observation template  

The framework of Stefanou et al. (2004) was used to develop the observation template. This 

framework proposes that autonomy support can be exhibited in the classroom in at least three 

distinct ways:  

 Organisational autonomy support encourages student ownership of the learning 

environment (such as choosing group members or seating arrangements, setting rules 

or evaluation procedures). 

 Procedural autonomy support encourages student ownership of form and presentation 

and may include strategies (such as choosing materials to use in class; choosing the 

way competence is demonstrated). 

 Cognitive autonomy support, which is arguably the most important and meaningful, 

involves methods that enable students to think for themselves, explore ideas, and 

become self-sufficient learners (such as discussing multiple approaches, strategies, 

and solutions to problems; debating ideas freely; allowing for questions; justifying 

solutions and providing rationales; correcting mistakes). 

Based on this framework, an observation field-note template was developed (Appendix 10), 

consisting of four main sections:  
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 Part A – General information: This part recorded the participant‘s pseudonym, date 

and time of observation, skills observed and the code of the observation. 

 Part B – Descriptive notes: This part recorded a description of the events, activities, 

and people (Creswell, 2012) with a focus on class organisation, teaching procedure, 

and cognitive learning activities. Three columns were used to record: events when 

students had opportunities to take responsibility, a detailed description of the events, 

and how the participants reacted to these opportunities. 

 Part C – Reflective notes: This part recorded the researcher‘s personal opinion about 

what was happening that emerged during the observation (Creswell, 2012). 

 Part D – Memorandum after observation: This part recorded comments which might 

be related to the classroom, students and the teacher‘s pedagogy. This section could be 

recorded on the scene or later after the observation.  

According to some researchers (e.g. Morris, Leung, Ames, & Lickel, 1999; Zhu & Bargiela-

Chiappini, 2013), the real strength of qualitative research can be obtained by integrating an 

insider‘s perspectives (emic) with an outsider‘s perspective (etic). Some degree of insider 

knowledge may be needed to understand the situation, culture, and how people perceive, act, 

or experience a product or service in the world around them (Peterson & Pike, 2002). As a 

result, many ―qualitative researchers start collecting data from the emic or insider‘s 

perspective and then try to make sense of what they have collected in terms of both native‘s 

view and scientific analysis‖ (Fetterman, 2008, p. 249). The reflective notes and 

memorandum sections in the observation template enabled me to include the insider‘s 

perspectives on the participating cases and their actions. My insider knowledge about the 

research context (as stated earlier in section 1.3) was helpful for writing comments and 

reflections after the observation.  

3.4.4.2. Diaries 

Rationale for using diaries 

Learner diaries or journals are popular in second language learning and are one useful method 

to use in qualitative research (Borg, 2001). As highlighted by Howell-Richardson and 

Parkinson (1987), diaries can help investigate language learner behaviour, especially outside 

of class, examine student feelings and conceptualisations, and explore how these factors relate 

to learning. They also stress, though, that using the diary for qualitative research requires 
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special considerations, including diary layout, frequency of entries, assignment 

administration, and language use in entries. In addition, for effective use of the learner diary, 

researchers should give sufficient guidance to students in terms of content and they should 

decide the extent to which entries are a required activity, and specify diary uses.  

According to L. Cohen et al. (2007), despite their drawbacks, diaries are useful for showing 

what is significant to learners, especially since much of the data collected through diaries may 

not be assessable through other research instruments. Some drawbacks have been pointed out 

such as the overwhelming volume of produced data or potentially biased and selective nature 

of entries. Diary studies rely much on the willingness of diarists to make regular entry in a 

candid manner. If the diarist does not have frequent entries, the data collected may not be 

sufficient for analysis. The data may also be contaminated because the diarist does not want 

their thoughts or feelings to be published or possibly they may simply make up their entries to 

cater to the researcher‘s needs.  

Diary template 

To minimise the drawbacks of the diary for this study, the participants were given a learning 

diary template (see section diary template of Appendix 11) with set-spacing and headings so 

they would cover specific topics. In terms of language use, the students could choose either 

English or Vietnamese, depending on their preference.  

In terms of frequency, the participants were expected to write a daily diary. The diary 

template had seven rows, with each row corresponding to a day, so that students could write 

about their English learning activities every day during a week. Each row was also sub-

divided into in-class learning and out-of-class learning so that students could write separately 

about their learning in each of the settings.  

As a means of organising the content, the template contained three columns, each with a 

specific question at the top. The participants were to provide their responses to each question 

in the relevant column. This arrangement was used in an effort to prevent random or 

irrelevant entries, while the restricted space in each section would reduce an excessive volume 

of data.  

https://en.wikipedia.org/wiki/Researcher
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 Column A – What English learning activities have you done this week? Participants 

were requested to write about their daily English learning activities during the week. 

There were two separate sections for in-class learning and out-of-class learning.  

 Column B – How did you do each of the activities?  The students were requested to 

describe how they learned during each activity. 

 Column C – In your opinion, how do the activities help you learn English? Students 

were requested to give remarks or reflection on the activities.  

To maintain focus on the research questions, the students were requested to write about 

activities they had done throughout the week which were intended only for their learning 

English. To help the students visualise how a diary entry might look, a diary sample was 

given (see section diary sample of Appendix 11). During the briefing session, the students had 

an opportunity to look at the diary sample thoroughly and ask any questions until all were 

satisfied they understood the task.  

3.4.4.3. Interviews 

Rationale for using interviews 

Regarding the choice of the interview, this instrument is one of the key sources of data when 

doing a case study (Yin, 2013). According to Seidman (2013), if the researcher is interested in 

what it is like for students to be in the classroom, what their overall learning experience is, 

and what meaning they make out of that experience then interviewing is likely to be the best 

avenue of inquiry. Moreover, interviews enable the participants to discuss their experience 

from their own perspectives and clarify or discuss aspects in detail if they want to (L. Cohen 

et al., 2007).  

Semi-structured interviews were employed for collecting data in this research. The rationale 

behind my choice of the semi-structured interview was that it provided reliable, comparable 

qualitative data. In addition, this type of interview could provide a balance between the two 

extremes of the interview continuum. Compared to the structured interview, the semi-

structured interview would make better use of the knowledge-producing potential of the 

interview dialogue by allowing leeway for follow up on what was deemed important by the 

interviewee. Also, compared to the unstructured interview, the interviewer had some control 



93 

 

over the conversation so the focus could be maintained on issues deemed important to the 

research project (Brinkmann, 2014). 

Interview protocol 

An interview protocol (see Appendix 12) was developed and employed in this phase, as 

suggested by Jacob and Furgerson (2012). I prepared a list of guiding questions in outline 

form; and these questions were then addressed in each participant interview. The protocol 

consisted of four main sections and had 30 questions overall:  

 Section A – General information: In this part, the information obtained included the 

participant‘s pseudonym, the place, date and time of the interview, the name of the 

interviewer, and the interview session code.  

 Section B – Rapport establishment: This part aimed at enabling the interviewer to 

establish a close rapport with the interviewee. The part included an explanation of the 

aim of the interview, a reminder of the interview topic, and some general questions 

about diary writing and/or the classroom lesson observed earlier.  

 Section C – Core information extraction: This part aimed at exploring how learner 

autonomy was practised by the participant in their learning context. It focused on any 

evidence of autonomous learning found in the participant‘s diary entries and also on 

relevant evidence from my classroom observations. Questions in this section were 

prepared on the assumption that learners had different choices for their learning 

process, that they could see the differences among the options and were able to 

explain why they had made the choices. The section was divided into two subsections, 

with subsection C1 asking about the classroom observation and subsection C2 asking 

about the learner diary.   

 Section D – Interview closing: This part closed the interview by thanking the 

interviewee and asking if the participant had any further information they wished to 

share before leaving.  

3.4.4.4. Piloting the instruments 

The next step was to test the instruments to be used for data collection. Two students who had 

expressed their interest but not been selected as formal participants, participated in the pilot 
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testing. To test the observation template, I had two observation sessions in the classroom of 

these students, one in a traditional class and one in a computer laboratory. To test the diary 

template and the interview protocol, the two students were requested to write a diary in one 

week and each took part in an interview.  

Piloting the diary template 

The aim of piloting the diary template was to check whether it was appropriate for learners to 

use to record their learning activities, and also their personal opinions about how they learned 

from the activities. The two students wrote the diary for a period of one week. Their diaries, 

together with the feedback and recommendations, were used to improve the original template. 

Results from the pilot showed that there should be a dedicated section for each day of the 

week so that the diarists could easily fill in the information without having to worry about the 

order of the activities. Dividing the diary into seven sections for seven days of a week would 

make it easier for the participants to write about repeated activities.  

Piloting the observation template 

The observation template was piloted to check whether it worked well in both a computer 

laboratory and traditional classroom environment. Two pilot observations were conducted, 

one in a computer laboratory and the other one in a traditional classroom, and I used the 

observation template as a guide. Furthermore, the piloted observations also helped me get 

experience with the multi-task of observing, analysing, and taking notes at the same time. The 

results from the pilot testing showed that the observation template worked well in both types 

of class, and, generally, I found the structure of the observational protocol helpful.  

Piloting the interview protocol 

The interview protocol was piloted to check whether it helped clarify the information 

obtained from the observation and the diary, to determine whether the questions might cause 

any difficulty for the interviewees, and to estimate the length of time needed for each 

interview. The pilot also allowed me to get used to the nature of the interview. The results 

from the pilot showed that some of the questions were difficult for students because they did 

not understand some of the terms used. Three questions that were confusing were 

subsequently paraphrased and simplified. Practising with the pilot interview process helped 

me understand that the interviewer should be flexible when asking the questions and let 

interviewees express their views freely without interruption.  



95 

 

3.4.5. Qualitative data collection procedure 

The overall data collection procedure is outlined in subsection 3.4.5.1, and a more detailed 

description of the data collection activities is provided in subsection 3.4.5.2. 

3.4.5.1. Data collection procedure 

Details of the procedures adopted in the collection of the qualitative data are outlined in Table 

3.8 below: 

Table 3.8: Qualitative data collection procedures 

Procedure Task Outcome Time conducted 

1 Make initial contact with 

institution 

In-principle support granted November 2015 

2 - First visit to institution: 

project explained 

- Invitation letter and project 

information sheet sent to 

students 

Interest expressed by students February 2016 

3 Select students Participants confirmed February 2016 

4 Develop data collection 

instruments 

Observation template 

Diary template 

Interview protocol 

March 2016 

5 Pilot instruments  Final instruments March 2016 

6 Conduct data collection Learner diaries 

Observation notes & memos 

Interview recordings 

March – May 2016 

7 Transcribe interview 

Organise diaries and 

observation notes 

Data: interview transcriptions,  

diaries, and observation notes & 

memos  

May 2016 

8 Analyse data Results of the qualitative phase June – December 2016 

3.4.5.2. Data collection activities 

This subsection provides further explanation of the data collection activities (step 6 in Table 

3.8 above) which involved the learner diary, classroom observation, and interview.  

In the first week, participants took part in a general interview which explored their view of 

English learning. The four participants started writing their diaries and continue to do so to 

the end of the sixth week. Besides the diary template and a sample given, the participants 

were also provided a training session, which explained the purpose and helped them 

familiarise with the task. Participants were requested to write their diary with Microsoft Word 
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using the template and send their diary entries to me via email every week on Sunday 

evening. Also in this week, I prepared for the observation with several meetings with the four 

participants, their classroom teachers, and classmates. First, the date, time, and venue for the 

observations were discussed with both the participants and their teachers. Then I accompanied 

the teacher to each participant‘s class. Following a brief greeting and introduction about my 

research, the teacher informed the students of my schedule to observe their class. I was there 

to answer any question about the observation. After the introduction and briefing session, I 

left the class so that the teacher could ask the students whether they would be comfortable 

having me in their class or not. Fortunately, no student in any of the four classes rejected my 

presence, so I commenced the observation from the second week. Such an introduction and 

preparation helped reduce the students‘ curiosity about having me in their class later. 

Classroom observations and interviews were conducted from the second week to the seventh 

week. The timing was based on what was suitable for the participants and their classroom 

timetable. Table 3.9 below summarises the timeline for the data collection activities: 
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Table 3.9: Timeline for qualitative data collection activities 

Week Instruments David Patricia Henry Tracy 

1 Diary Diary 1 Diary 1 Diary 1 Diary 1 

Observation     

Interview Interview 1 Interview 1 Interview 1 Interview 1 

2 Diary Diary 2 Diary2 Diary2 Diary2 

Observation Observation 1 Observation 1  Observation 1 

Interview Interview 2 Interview 2 Interview 2 Interview 2 

3 Diary Diary 3 Diary 3 Diary 3 Diary 3 

Observation Observation 2  Observation 1 Observation 2 

Interview Interview 3 Interview 3 Interview 3 Interview 3 

4 Diary Diary 4 Diary 4 Diary 4 Diary 4 

Observation Observation 3  Observation 2 Observation 3 

Interview Interview 4 Interview 4 Interview 4 Interview 4 

5 Diary Diary 5 Diary 5 Diary 5 Diary 5 

Observation Observation 4 Observation 2 Observation 3 Observation 4 

Interview Interview 5 Interview 5 Interview 5 Interview 5 

6 Diary Diary 6 Diary 6 Diary 6 Diary 6 

Observation  Observation 3 Observation 4  

Interview Interview 6 Interview 6 Interview 6 Interview 6 

7 Diary     

Observation  Observation 4   

Interview Interview 7 Interview 7 Interview 7 Interview 7 

 

Notes: 

 Diary 1 - 6: daily diary writing in one week; submitted on Sunday 

 Observation 1 - 4: classroom observation sessions in selected times from week 2 to week 7 

 Interview 1: first interview exploring participants’ overview of English learning 

 Interview 2 - 7: interviews clarifying diary and/or observation  

Each participant was observed four times in their class, with approximately two hours per 

observation. A two-hour observation gave me sufficient time to obtain a holistic picture of the 

participant‘s situations, experience and behaviours (Martella, Nelson, Morgan, & Marchand-

Martella, 2013). During the classroom observations, I played the role of a non-participant 

observer, watching and making notes without being involved in the participants‘ activities 

(Creswell, 2014).  

After the observation session, I conducted an interview with the participant. I chose to 

interview right after the observation while the participant‘s memories and impressions about 
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the lesson were still fresh.  The interviews helped clarify information from the diary written in 

the previous week and/or the observation in the current week.  

The interviews were audio recorded, so they were all conducted in a computer laboratory with 

all the recording equipment available for me to use. The participants were offered the option 

of having the interview either in English, or in Vietnamese if they were not comfortable 

speaking English. All chose English so that 28 interviews were conducted in English, 

following the interview protocol.  

As part of the data collection process, each of the participants wrote a learning diary for a 

period of six weeks, were observed four times and interviewed seven times. In total, the 

qualitative data included 168 daily diary entries (4 students x 7 days/week x 6 weeks), 16 sets 

of observational field notes (4 students x 4 times), and 28 interview recordings (4 students x 7 

times). The data were saved and carefully stored for the next steps: data management (3.4.6) 

and data analysis (3.4.7). 

3.4.6. Qualitative data management 

The process of qualitative data management involved two major stages: preparing the data 

and organising the data.  

Preparing data 

In the first stage, all data were changed into textual form and checked for accuracy. This 

meant that all interview audio recordings were transcribed using a verbatim approach (see 

Appendix 13 for interview transcription conventions and Appendix 14 for a sample of an 

interview transcript). The transcripts were rechecked several times to ensure that there were 

no mistakes. All observational notes were also typed into computer Word documents and 

checked. The learner diary entries were already in textual form and digital format so there was 

no need to do anything additional with them. By the end of this stage, all qualitative data were 

recorded as Microsoft Word files.  
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Organising data 

In the second stage, pseudonyms were allocated to maintain the anonymity of the participants. 

The pseudonyms given to the four participants were David, Patricia, Henry, and Tracy. All 

information in files, folders, interview transcriptions, diary entries, and observation notes 

were appropriately labelled with the pseudonyms, pseudonym initials, numbers, and dates.  

For systematic storage and retrieval, a folder containing four individual folders was created, 

one for each participant. The individual folders contained smaller folders for the diary entries, 

interview transcripts, and the observation field notes of each participant. The data were saved 

with a password for security and was backed up regularly to avoid possible risk of loss and 

corruption. The image below, capturing the individual folder for David, is an example.  

 

The document files in these folders were named using participant pseudonym, type of 

documents, number of documents, and date. A sample file name is ―David Interview 06-

19042016‖, which refers to the transcription of the sixth interview with David on 19
th

 April 

2016.    

For managing documents, a combination of participant pseudonym initials, type of document 

and document number were used in the coding of these documents. For example, the code 

PA-D03 represents Patricia‘s diary written in week three. The code H-I04 represents the 

fourth interview with Henry. The code T-O02 represents the second observation notes made 

during Tracy‘s class. For reporting the results in the data analysis stage, a specific piece of 

information in these documents could be referred to by adding a supplementary code for that 
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piece. With the interview data, the transcripts were numbered by speaking turn in ascending 

order.  That is, the supplementary information was in form of a turn number. For example, the 

code H-I04/20 refers to: Henry, interview in week 4, turn 20. In the observational notes, 

learner opportunities to take charge or make decision were numbered from 1 to 21. Therefore, 

the supplementary information was identified in form of a number referring to a specific 

charge-taking or decision-making opportunity in the list. For example, the code T-O02/5 

refers to: Tracy, observation notes number 2, opportunity number 5: it was an opportunity to 

set an evaluation procedure. In the learner diaries, daily entries were sub-divided into two 

sections for the two settings: in-class learning and out-of-class learning. Therefore, the 

supplementary information included days of the week and setting type. For example, the code 

PA-D03/M/O refers to: Patricia, diary entry in week three, Monday, out-of-class learning. 

Also at the data organising stage, I located the different parts of the data set that would help 

answer the two research questions. To explore how learners took responsibility for in-class 

learning, the analysis focused on the interview sections about classroom observation, the 

diary sections about in-class learning, and the classroom observational notes. To explore how 

learners took responsibility for out-of-class learning, the analysis focused on the diary 

sections about out-of-class learning and the interview sections about diary. Table 3.10 below 

summarises the use of different parts of the data set to answer each research question in Phase 

Two. 

Table 3.10: Data set parts used to answer each research question in Phase Two 

Research questions Targeted information Data source 

In what ways do learners 

engage in in-class learning 

while they are in a blended 

learning environment? (RQ6) 

Evidence about learners taking responsibility 

for in-class learning: e.g. opinions, 

viewpoints, behaviours, reaction to autonomy 

support from teachers, interaction with others 

- Observation 

- Diary 

- Interview 

In what ways do learners 

engage in out-of-class learning 

while they are in a blended 

learning environment? (RQ7) 

Evidence about learners taking responsibility 

for out-of-class learning: e.g. activities and 

routines, habits, opinions, viewpoints, 

behaviours, interaction with others 

- Diary 

- Interview 
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3.4.7. Qualitative data analysis  

This subsection presents the qualitative data analysis process with a detailed description of the 

thematic analysis approach, coding process, and steps in the analysis procedures.  

Selection of data analysis approach  

There is a large amount of literature on qualitative data analysis and researchers use different 

approaches, such as ethnographic analysis, narrative analysis, phenomenological analysis, 

grounded theory analysis, discourse analysis, content analysis, thematic analysis, constant 

comparative approach, and cross-cultural analysis (Bernard, 2012; Braun & Clarke, 2006; 

Merriam, 1998). Thematic analysis, which involves coding and categorising, was adopted 

here to make sense of the qualitative data obtained in the current research (Braun & Clarke, 

2006; Creswell, 2012).  

Being one of the qualitative systematic approaches, thematic analysis is described as ―a 

method for identifying, analysing and reporting patterns (themes) within data‖ (Braun & 

Clarke, 2006, p. 79). Being an independent qualitative descriptive approach, thematic analysis 

was considered suitable for describing structures and processes in routines and practices, as 

well as for discovering the subjective experiences of a group of learners. This approach was 

selected for the current research because Phase Two aimed at describing how four learners 

took responsibility for their learning both in and outside the classroom. The flexibility of the 

thematic approach allowed the analysis to focus on individual cases, their special features and 

the links between them. The analysis could also compare cases by focusing on what these 

learners had in common or on the differences between them (Flick, 2013).  

Selection of coding approach 

In thematic analysis, there are two fundamental approaches to the coding process: the 

deductive or concept-driven approach and the inductive or data-driven approach (Braun & 

Clarke, 2006; Gibbs, 2007). The deductive approach uses a predetermined theoretical 

framework or structure to analyse data. Essentially, the researcher imposes their own structure 

or theories on the data and then uses these to analyse the data. Conversely, the inductive 

approach uses no predetermined theoretical framework or structure when analysing the data. 

In this approach, the researcher uses the raw data and interpretations from the data to develop 

the structure of analysis. The inductive approach is comprehensive and most suitable where 

little or nothing is known about the phenomenon under study (Thomas, 2006). Both deductive 
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and inductive approaches were adopted in this project. The deductive approach was employed 

for coding observational notes, and the inductive approach was employed for coding 

interviews and learner diaries.  

The deductive coding approach for the classroom observational notes was guided by a 

theoretical framework proposed by Stephanou (2004) for classroom autonomy support. This 

framework categorised classroom autonomy support into three types: organisational 

autonomy support, procedural autonomy support, and cognitive autonomy support. The use of 

this framework for coding and analysing the observational notes helped highlight the reaction 

of the participants to the three types of autonomy support provided by teachers in the 

classroom context.   

The inductive approach was employed for coding learner diaries and interviews. The primary 

purpose for using the inductive approach was to allow research findings to emerge from an in-

depth exploration of the data. The dominant or significant themes inherent in the raw data, 

without the restraints imposed by structured methodologies, would reveal precisely how 

learners took responsibility for their learning. These data-derived themes helped accurately 

depict learner autonomous experiences and the process of taking charge for their learning.    

Analysis procedures 

According to Yin (2013), prior to data analysis researchers need to define the bounding of the 

case and decide an appropriate unit of analysis. In this research, the case could be defined as a 

group of proficient students that had four individual participants. Therefore, the unit of 

analysis was the group of students. In other words, these four students were included in a 

single analysis for the whole group, and no comparison was made between them. The analysis 

procedures followed six steps proposed by Braun and Clarke (2006). A summary of these 

steps is presented in Table 3.11, and then a more detailed description of each step is given.  
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Table 3.11: Summary of the analysis procedures 

Steps Description of the process Result 

Familiarisation with the data 
Transcribing data, reading and rereading 

data, noting down initial ideas 

Preliminary codes and detailed 

notes 

Generation of initial codes 

Coding interesting features of the data 

systematically across the entire data set, 

collating data relevant to each code, making 

inferences about meanings of codes. 

Comprehensive codes of how 

data answers research 

question(s) 

Searching for themes 

Collating codes into potential themes, 

gathering all data relevant to each potential 

theme 

List of candidate themes for 

further analysis 

Reviewing themes 

Checking if the themes make sense and 

account for all the coded extracts and the 

entire data set, generating a thematic map 

Coherent recognition of how 

themes are patterned to tell an 

accurate story about the data 

Defining and naming themes 

Ongoing analysis for refining the specifics of 

each theme and the overall story that the 

analysis tells, generating clear definitions 

and names for each theme 

A comprehensive analysis of 

what the themes contribute to 

understanding the data 

Producing final report 

Selection of vivid, compelling extract 

examples, final analysis of selected extracts, 

relating back to the research question and 

literature, producing a report of the analysis 

Description of the findings 

 

Familiarising with the data: In the first step, I familiarised myself with all the data, including 

the interview transcriptions, observational notes, and diaries. To do this, I transcribed the 

interviews, typed the observational field notes into computer files, organised the diaries, read 

the entire data sets, and took notes. Hearing the audio files, transcribing, typing, and reading 

through the texts several times helped me immerse myself in the content and become very 

familiar with the data. These activities also helped me identify many similarities and 

differences among the three data sets. While reading the data I usually noted down the initial 

ideas or highlighted interesting points in the margins of the printed versions of the documents.  

Generating initial codes: In the second step, I developed initial codes. This was done 

systematically throughout the data sets by referring to all basic segments of information that 

could be assessed in a meaningful way. The codes included both semantic or explicit level 

(verbally expressed meanings) and latent or interpretative level (underlying meanings). Table 

3.12 below presents an example of my initial codebook. At this step, I also identified and 

noted interesting aspects in the data items that could possibly form the basis of themes. 
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Table 3.12: Example of initial codebook 

Data extracts Description Initial codes 

In the evening, I read the textbooks that I got from the 

beginning of the term again. Amazingly, I came to 

realize that I should work on them more because I 

could benefit a lot from them.  

Besides, I did a full IELTS listening test that I had 

gotten from YouTube. I practiced listening by doing 

an IELTS test because I am studying up for the final 

exam. Also, I wanted to test my listening 

comprehension skills, so I wanted to accustom myself 

to question types and the features of each section in 

the test. This time I put the earphones on and listened 

to the recording. After doing the test, I checked my 

work with the keys. (H-D04/M/O) 

Using my computer, I went on the Internet to find 

some written materials relating to learning because the 

topic of my writing assignment was comparing the 

differences between conventional learning and e-

learning. Next, I downloaded them into my computer 

and scanned through them. Besides, I watched some 

video clips about learning to gain some ideas about 

the topic. (H-D06/W/O) 

The participant scanned the 

textbooks and made assessment 

 

 

The participant did an IELTS 

listening practice test on 

YouTube. 

 

 

 

 

The participant used computer to 

find learning materials on the 

Internet. 

 

The participant updated his 

knowledge by watching some 

video clips 

(1) Evaluating 

materials 

 

 

(2) Preparing for 

exam 

 

(3) Using online 

materials 

 

 

(4) Using ICT to 

find materials 

 

 

(5) Using ICT to 

practise 

 

 

 

Searching for themes: In the third step, I collated codes into potential themes. This was done 

after all the initial data coding and a long list of codes had been identified across the data set. 

When searching for themes, I gathered similar codes into groups. The collation was done 

manually but with the support of Microsoft Excel. This software was used to help update, 

combine, sort, move, or change codes. Each individual code was reviewed and assigned to a 

temporary thematic group. If a comment fell under two potential themes, the comment was 

duplicated and assigned to both temporary thematic groups to ensure everything was 

recorded. Combining and reorganising codes in these groups helped me develop a sense of the 

significance of individual themes. This step ended with a collection of candidate themes and 

sub-themes, as well as all the data extracts that had been coded in relation to them.  

Reviewing themes: In the fourth step, I reviewed the identified themes by combining, 

separating, and refining them. It became evident that some potential themes, for example 

―trying new ways of learning‖ or ―creating comfortable environment to learn‖, were not really 

themes because there was not enough data to support them. Other themes like ―using 

computer and electronic devices to practise‖ and ―using online resources to practise‖ might be 

combined to form one theme ―using ICT to practise‖. On the other hand, a major theme like 

―typical East Asian learning style‖ had to be broken into separate themes: ―teacher-centred 
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learning‖ and ―test-oriented learning‖. The reviewing was done both with the coded data and 

with the identified themes. At the level of coded data, I re-read all data extracts that were put 

into each theme to check if any data extracts did not fit the theme. At the level of the themes, I 

considered each theme in relation to the whole data corpus by checking whether the 

relationships between themes reflected the meaning of the data as a whole. At the end of this 

step, a satisfactory thematic map of the data corpus was achieved. An example of this map is 

presented in Table 3.13 below: 

Table 3.13: Sample thematic map for in-class learning of the participants 

Face-to-face learning in the classroom with teacher 

Teacher-centred learning practice 

Reluctance in asking question or voicing opinion to teacher  

Obedience to teacher  

Preference of teacher-led learning and evaluation  

Test-oriented learning practice  

Highly valuing test scores 

Active test preparation activities  

Using test papers as learning materials  

Critical attitude in evaluation and judgement   

Critical self-evaluation  

Critical peer evaluation  

Critically evaluating the teacher  

The use of ICT as supporting tools for in-class learning 

Learner active use of ICT for their learning needs 

Scaffolded and purposeful use of ICT as a teaching assistant  

Learner reaction to supports for learner autonomy development from teacher  

Reserved reaction to organisational autonomy support from teacher  

Positive reaction to procedural autonomy support from teacher  

  Positive reaction to cognitive autonomy support from teacher 

As shown in Table 3.13, three different textual patterns were used to represent different 

labels. ‗Bold‘ was used for categories, ‗bold italics‘ for themes, and ‗italics‘ for sub-themes. 

In this project, there were two categories: ―Face-to-face learning in the classroom with 

teacher‖ and ―Out-of-class learning without teacher‖. The former category, shown as an 

example in Table 3.13 above, consisted of five themes: teacher-centred learning practice, test-

oriented learning practice, critical attitude in evaluation and judgement, the use of ICT as 

supporting tools for in-class learning, and learner reaction to learner autonomy support from 

teachers. Each theme consisted of two or three sub-themes.  
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Defining and naming themes: In the fifth step, I defined and further refined the themes. 

Defining themes was done by identifying the essence of what each theme was about and 

determining what aspect of the data each theme captured. Refining themes was done by going 

back to collated data extracts for each theme and organising them into a coherent and 

internally consistent account. As part of the refinement, I also checked whether the themes 

contained any sub-themes. Sub-themes were developed to give a clear structure for large and 

complex themes and to demonstrate the hierarchy of meaning within the data. At the end of 

this step, the themes were given concise labels and were ready for the final analysis.  

Producing the report: In the last step, I conducted the final analysis and produced the report. 

In writing the report, sufficient evidence was provided to demonstrate the prevalence of the 

themes. In each theme, extracts were embedded within an analytic narrative description of the 

data. These extracts helped illustrate the answers to the research questions. The report with a 

detailed description of themes and sub-themes is presented in Chapter Five.  

3.5. Issues of reliability and dependability, validity and trustworthiness   

The meanings of reliability and validity (trustworthiness) within a research design have been 

interpreted in different ways. For example, the term reliability in quantitative research refers 

to the consistency in measuring something of interest and is often associated with research 

instruments. An alternative term employed in qualitative research is dependability, which 

closely corresponds to the notion of reliability in quantitative research (Phakiti & Paltridge, 

2015). This concept refers to the consistency between the research findings and the raw data 

over time and over conditions. The term validity in quantitative research or trustworthiness in 

qualitative research are related to ―the extent to which we can trust the research findings; that 

is what the researcher claim as knowledge and understandings of a research problem‖ (Phakiti 

& Paltridge, 2015, p. 20).  

It was vital to make sure the findings of the mixed method research would be 

reliable/dependable and valid/trustworthy. In order to draw meaningful and accurate 

conclusions from both quantitative and qualitative sets of data, the issues of reliability and 

validity should be covered appropriately. To ensure the reliability and validity of the findings 

in this study, the research followed strictly recognised quantitative and qualitative procedures. 

Each phase of the study was addressed separately.  
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To ensure reliability and validity in the quantitative phase, the following measures were 

taken:  

 The survey questionnaire was adapted from questionnaires used in previous studies in 

similar contexts (East Asian cultures).  

 Regarding content validity, both language experts and statistician experts were 

consulted to ensure that the questionnaire was appropriately adapted to measure 

learner beliefs about learner autonomy in the Vietnamese context. Two Vietnamese 

PhD students in Australia, my academic supervisors, and a statistician were requested 

to give comments and feedback on the appropriateness and coverage of the content of 

the instrument.  

 Regarding external validity, the two-stage random sampling process and the large 

sample size (N = 1258) in Phase One helped increase the generalisability (the degree 

to which a sample represents the population) of the research.  

 Several language devices were employed in the questionnaire to minimise problems 

with response sets or robotic responses. For instance, the questionnaire items were 

arranged alternately rather than clustered in groups. Both negative and positive forms 

were used across the questionnaires to help identify invalid responses. These measures 

were aimed at increasing the number of carefully considered and honest responses.  

 The questionnaire was piloted twice before being administered (as already presented 

in subsections 3.3.3.3). Cronbach‘s α coefficient was used to test the internal 

consistency reliability of the measuring instrument. Cronbach‘s α coefficient for the 

scales and sub-scales ranged from 0.77 and 0.86, showing acceptable and good 

internal consistency and therefore reliability.  

 In analysing the questionnaire data, I consulted the statisticians from the University of 

Canberra to check the accuracy of data entry and results. 

To ensure dependability and trustworthiness in the qualitative phase, the following measures 

were taken:  
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 In terms of instruments, the diary template, the observational template and the 

interview protocol were developed and piloted carefully. Feedback, both from the 

pilot and from my academic supervisors, was used to improve the instruments.   

 Different tactics were used to help ensure honesty among informants as they were 

contributing data. All participants in the research were given opportunities to refuse 

to participate in an attempt to ensure that the data collection sessions involved only 

those who were genuinely willing to take part and prepared to offer information 

freely. Participants were encouraged to ‗be themselves‘ during the observation 

sessions and be frank in interviews and diary writing. Rapport with the participants 

was deliberately established, and clear indications were given that there were no right 

answers to the questions asked in the interviews. The independent status of the 

researcher was emphasised, and the participants were encouraged to contribute their 

ideas and talk about their experiences without fear of losing credibility in the eyes of 

their peers and teachers.  

 The use of different data sources and approaches can strengthen the validity of the 

findings (L. Cohen, Manion, & Morrison, 2011). Triangulation of the data from three 

sources (diary, observation, and interview) was conducted to provide a more 

complete and accurate account than either one could alone (Maxwell, 2012). The 

triangulation of data sources within and across each data source helped compare and 

cross check the consistency of information derived by different means. All the 

information gathered from the observation field-notes, learner diaries, and semi-

structured interviews was combined and synthesised to produce a true profile of 

learner autonomy in the study context. 

 Preliminary results were sent to my two academic supervisors and shared at 

conferences as means of obtaining feedback in relation to the fairness of the 

description and justifications, the accuracy of the interpretations, the relevance of 

themes and claims, the use of language and the like.   

In addition, several procedures and strategies to further strengthen trustworthiness and also 

ensure authenticity (Onwuegbuzie, Leech, & Collins, 2010; Shenton, 2004) were applied in 

this research: 
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 Research methods that were well established in social sciences were adopted. 

 Previous research findings were examined to assess the degree to which the project‘s 

results are congruent with those of past studies.  

 In-depth methodological description was provided to allow the study to be repeated 

and the integrity of the research results to be scrutinised. 

 An audit trail was maintained by keeping a record of research activities including raw 

data, details of coding and data analysis. This strategy allows any observer to trace the 

course of the research step-by-step via the decisions made and procedures described. 

3.6. Ethical considerations 

Research ethics focuses on the specific contexts of planning, conducting, communicating, and 

following up research. Codes of ethical practice prompt researchers to be concerned about 

ethical issues like avoiding harm, informed consent, protection of privacy, confidentiality and 

anonymity of the participants who provide data. Conventional ethical issues also require 

researchers to ensure voluntary participation and avoid deceiving the participants (Punch & 

Oancea, 2014). 

Fully aware of the ethical issues, I strictly followed the ethical principles and procedures set 

by the University of Canberra Human Research Ethics Committee. The research project, 

coded 15-277, was approved by the Human Research Ethics Committee in December 2015. 

In the quantitative phase, consent was obtained both from the leaders of the institutions 

participating in the research and from the individual participants themselves. When opening 

the survey by clicking on the link, forwarded to them by their institutions, potential 

participants were requested to read the participant information and consent form. This form 

explained how the information they provided would be used, and it asked them to give 

electronic consent if they wished to participate. Only the participants who agreed were able to 

proceed to answer the questionnaire. The survey questionnaire was completed anonymously. 

While some demographic data were obtained, determining the identity of individuals was 

impossible.  
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In the qualitative phase, the case study student participant invitation letter and the case study 

participant information sheet were sent to the University after this institution had agreed to 

participate. The University then forwarded these documents to their students, asking for 

volunteer participants. Those who voluntarily expressed their interest in participating were 

approached directly by me through email or telephone. Consent forms were subsequently 

signed by those who agreed to participate: participation was entirely voluntary. During this 

process, I explained and answered all the questions raised by participants very carefully and 

in detail. Also, all the rights of participants in the participant information sheet and elements 

in the consent forms were explained carefully. For example, I made it clear that there was 

neither harm nor risk in participating (or not participating) in the research. I also explained to 

the participants their right to withdraw themselves from participating or withdraw the 

information they had provided, and also the guarantee of confidentiality. 

To guarantee participants‘ anonymity and confidentiality, the four participants in Phase Two 

were assigned with pseudonyms for the entire research process. This meant that the responses 

of the participants were untraceable. No information was disclosed to third parties (Dawson, 

2009).   

Participants were also given the contact address of the Human Research Ethics Committee, 

University of Canberra, in case there was unsatisfactory settlement of any complaint. There 

was no complaint from the participants.  

The interview sessions took place in a comfortable environment and in a friendly manner. 

During the interviews, I avoided questions which might cause irritation for the participants, 

for example recalling awkward experiences (Flick, 2007). This was to show respect to the 

participants and to protect them from losing face. Questions were asked in different ways to 

help participants express themselves clearly. Disruption was minimised; any possible 

embarrassment was avoided; and no further questions were asked about any issues 

participants did not want to talk about.   

The safe storage of data was ensured. All hard-copy data (e.g. raw observational notes) have 

been kept in a safely locked drawer in my office at the University of Canberra. The soft-copy 

data (e.g. audio files, interview transcripts, learner diaries, data entry into SPSS) are password 

protected in the computer at my office. All the data will be safely kept for five years after 

which they will be destroyed.  
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3.7. Chapter summary 

Chapter Three discussed the methodology of the study, starting with the choice of pragmatism 

as the appropriate research paradigm. Then, the sequential explanatory mixed methods design 

was explained and the rationale for this methodological choice presented. With this 

foundation, the chapter continued giving a detailed description of the two phases of the 

research, including the participants, instruments, data collection procedures, data management 

and analysis. The two phases in the research complemented each other and so provided rich 

insight, both at the macro and micro levels, into learner beliefs about and practices of 

autonomous learning in the Vietnamese university context. The rest of the chapter discussed 

the issues of reliability and dependability, validity and trustworthiness, as well as ethical 

considerations relating to this research. Chapters Four and Five that follow will present the 

findings that emerged from the data analyses. 
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Chapter 4 - RESULTS OF THE QUANTITATIVE DATA ANALYSIS 

This chapter reports on the findings from the quantitative data obtained in Phase One for the 

purpose of answering the first five research questions raised in the current study. These 

questions are concerned with learner beliefs about student responsibility and teacher 

responsibility (4.1), learner readiness for autonomous learning (4.2), learner experiences with 

autonomous learning (4.3), the effects of demographic factors on beliefs and practices of 

autonomy (4.4), and the correlation between different factors related to learner autonomy 

(4.5). The chapter closes with a summary of the main points (4.6). 

4.1. Learner beliefs about student responsibility and teacher responsibility (RQ1) 

RQ1: What are Vietnamese undergraduate EFL students’ beliefs about their responsibilities 

and their teachers’ responsibilities relating to autonomous learning? 

In the first part of the survey, respondents were asked to rate student responsibility and 

teacher responsibility in different activities in the learning process. The scale scores for these 

two constructs were calculated (see 3.3.5) and used for interpreting meanings. The following 

interpretation of means (Ketsing, 1995; Srisaad & Nilkaew, 1992) was used to guide the 

analysis: 1.00 – 1.50 = Very low; 1.51 – 2.50 = Low; 2.51 – 3.50 = Moderate; 3.51 – 4.50 = 

High; and 4.51 – 5.00 = Very high. 

The results indicate that the respondents believed they should share the responsibility equally 

with the teacher for their English learning. Figure 4.1 and Table 4.1 present the same 

information: Figure 4.1 is the visual demonstration of the data presented in Table 4.1. As 

presented in Table 4.1, the average mean scores for student responsibility and teacher 

responsibility are 3.55 and 3.45 respectively, with the range being from 1 to 5. Both are close 

to the high level and not much different. These scores indicate a belief that learners and 

teachers should take similar levels of responsibility in order for students to experience a 

successful learning process. Figure 4.1 provides a visual comparison of what the respondents 

thought the student responsibility and the teacher responsibility should be. 
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Table 4.1: Overall mean scores for beliefs about student responsibility and teacher responsibility (N = 1258) 

Whose responsibility Mean Std. Deviation 

Student 3.55 0.607 

Teacher 3.45 0.746 

 

 

Figure 4.1: Percentage of student responsibility and teacher responsibility by overall mean scores 

The mean values assigned by respondents to student responsibility and teacher responsibility 

vary slightly in different learning activities. Teachers are expected to take the highest 

responsibility in selecting options for assessment and the lowest responsibility in identifying 

students‘ strengths and weaknesses. Students are expected to take the highest responsibility in 

deciding learning goals and the lowest responsibility in selecting options for assessment. 

Detailed results are shown in Table 4.2 below. 
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Table 4.2: Learner beliefs about student responsibility and teacher responsibility for different learning aspects (N = 1258) 
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different learning aspects 

(N = 1258) 
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1. identify your weaknesses and 

strengths in learning English 

S 2.31% 7.39% 26.71% 48.81% 14.78% 3.66 0.898 

T 10.81% 20.91% 33.54% 25.44% 9.30% 3.02 1.126 

2. decide the learning goals of your 

English course 

S 1.51% 6.99% 18.92% 44.04% 28.54% 3.91 0.940 

T 10.10% 14.94% 25.04% 30.76% 19.16% 3.34 1.230 

3. plan your learning (including choosing 

content and the ways you learn) 

S 1.67% 8.35% 26.23% 44.43% 19.32% 3.71 0.926 

T 8.51% 15.58% 28.14% 32.43% 15.34% 3.31 1.158 

4. choose what materials and resources 

to use to learn English 

S 3.18% 11.92% 33.15% 39.91% 11.84% 3.45 0.956 

T 4.13% 7.63% 23.61% 40.62% 24.01% 3.73 1.039 

5. choose learning strategies (the way 

you deal with tasks of learning English) 

S 2.15% 9.94% 31.32% 43.0% 13.59% 3.56 0.920 

T 6.68% 13.99% 33.31% 32.43% 13.59% 3.32 1.083 

6. create opportunities to practise English 

(in class, at home, in real life) 

S 1.19% 11.21% 28.30% 38.31% 20.99% 3.67 0.969 

T 4.61% 13.75% 31.24% 31.88% 18.52% 3.46 1.082 

7. check and see how much progress you 

are making during lessons 

S 3.90% 13.59% 34.89% 36.41% 11.21% 3.37 0.982 

T 6.04% 11.69% 27.19% 36.48% 18.60% 3.50 1.104 

8. select options for assessment (such as 

attendance, test, assignment) 

S 14.79% 16.93% 29.41% 27.98% 10.89% 3.03 1.215 

T 4.45% 5.41% 17.73% 41.25% 31.16% 3.89 1.046 

 

As shown in Table 4.2, the mean scores for all the eight aspects are at moderate and high 

levels (ranging from 3.03 to 3.91 for student responsibility, and ranging from 3.02 to 3.89 for 

teacher responsibility). This shows a belief that both students and teachers should play active 

and important roles in the English learning process. The standard deviations of the eight items 

range from 0.898 to 1.230 indicating participants are fairly different in their beliefs about 

teacher responsibility and student responsibility. 

However, either the teacher or the student could have a slightly more important role than the 

other at certain activities in the learning process. The higher mean scores for teacher 

responsibility at Item 4 (choose what materials and resources to use to learn English), Item 7 

(check and see how much progress you are making during lessons), and Item 8 (select options 

for assessment) show students‘ belief that they should be informed of what materials to use in 

their study and how their performance will be assessed. The higher mean scores for student 

responsibility at the other five items show that the respondents believe they should play a 

greater role than teachers in identifying learning needs, setting up learning objectives, and 

deciding how they will learn to reach these objectives.  
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This belief pattern is also seen in the frequency of ratings for these items. For example, over 

72% of the respondents (41.25% mainly and 31.16% completely) believe that the teacher 

should take the major responsibility for choosing the assessment options, and nearly 65% of 

the respondents (40.62% mainly and 24.01% completely) believe the teacher should have the 

major responsibility for choosing materials and resources for study (Item 4). Likewise, over 

72% of the respondents (44.04% mainly and 28.54% completely) believe that students should 

play the major role in deciding the learning goals (Item 2). The beliefs about student 

responsibility and teacher responsibility for different aspects of the learning process are 

visually presented below in Figure 4.2 (by mean scores) and Figure 4.3 (by percentage).   

 

Figure 4.2: Learner beliefs about student responsibility and teacher responsibility by mean scores 
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Figure 4.3: Learner beliefs about student responsibility and teacher responsibility by percentage 

4.2. Learner readiness for autonomous learning (RQ2) 

RQ2: To what extent are EFL students ready to take responsibility for their language 

learning?  

         a. To what extent are they willing to learn autonomously? 

         b. To what extent are they confident in their ability to learn autonomously? 

Part 2 of the questionnaire was designed to investigate learner readiness for autonomous 

learning in their English study. This part sought to explore, particularly, learner willingness to 

take responsibility for their learning and the level of confidence in their ability to do so at 

different stages of the learning process. The overall mean value for learner readiness to take 

responsibility is 3.63, which shows that the respondents believe they are ready for 

autonomous learning at a moderate level. The average mean value for the subscale about 

willingness to take responsibility (8 items) is 3.90 while the average mean value for the 

subscale about level of confidence (8 items) is 3.36. Details are presented in Table 4.3 below. 

Table 4.3: Mean values for willingness, confidence, and readiness for autonomy (N = 1258) 

Constructs Mean Std. Deviation Interpretation 

Willingness to take responsibility 3.90 0.451 High 

Confidence in ability to take responsibility 3.36 0.549 Moderate 

Overall readiness for autonomous learning 3.63 0.439 High 
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In addition to the means of each subscale, it is worthwhile exploring the mean of each 

statement under each subscale to further understand students‘ attitudes towards the different 

aspects of the learning process (see Table 4.4 for detailed mean scores). The standard 

deviations of the 16 items range from 0.643 to 0.823 indicating participants are slightly 

different in their readiness for autonomous learning. Interestingly, at all stages of the learning 

process, the level of willingness to take charge is higher than the level of confidence. Possible 

explanations for the higher level of willingness than the level of confidence are given in 

section 6.2.2. This is evident both from the mean values and from the percentage levels of 

agreement. For example, the mean value for willingness to identify strengths and weaknesses 

(Item 9) is 4.22 while the confidence level for this is just 3.43. In terms of percentage, 89.98% 

of the respondents agree (32.75% strongly agree and 57.23% agree) that they are willing to 

identify their strengths and weaknesses but only 44.91% of them agree (8.03% strongly agree 

and 36.88% agree) that they are confident they can identify their strengths and weaknesses. 

Similarly, the mean value for willingness to plan learning is 3.94 while the confidence level 

for this aspect is just 3.38. In terms of percentage, 77.9% of the respondents (19.24% strongly 

agree and 58.66% agree) are willing to plan their learning (Item 13) but only 43.33% show 

confidence (6.68% strongly agree and 36.65% agree) in their ability to do so (Item 14).  It is 

necessary to remind the reader here that learner readiness for autonomous learning is reflected 

in their willingness to take responsibility and confidence in their ability to do so. The top four 

aspects of the learning process where students are most ready to take responsibility are: 

identifying strengths and weaknesses (Items 9 and 10), setting the learning goals (Items 11 

and 12), planning learning (Items 13 and 14), and finding ways of practising English (Items 

19 and 20). The aspect in which students are least ready to take responsibility is measuring 

learning progress (Items 21 and 22). 

Of concern across these items, however, is the high number of respondents who chose 

‗Neutral‘ in the evaluation of their abilities to take responsibility for the various aspects of 

language learning. For example, 49.37% are uncertain about their ability to measure their 

English learning progress (Item 22); 46.90% are not sure about their own ability to assess 

their own work (Item 24); and 46.98% are not very confident about their ability to choose 

learning strategies (Item 18). The results suggest that students hold positive beliefs about their 

abilities to be autonomous learners, although these beliefs are not very strong.  
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Table 4.4: Learner willingness to take responsibility and the level of confidence for each learning aspect (N = 1258) 

Willingness & Confidence 

(N = 1258) 
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9. I am willing to identify my 

strengths and 

weaknesses  

32.75% 57.23% 9.30% 0.48% 0.24% 4.22 0.643 

10. I am confident I can 8.03% 36.88% 46.10% 8.27% 0.72% 3.43 0.784 

11. I am willing to set the learning 

goals  

20.98% 58.35% 19.08% 1.51% 0.08% 3.99 0.684 

12. I am confident I can 8.19% 37.99% 42.77% 10.49% 0.56% 3.43 0.808 

13. I am willing to 
plan my learning  

19.24% 58.66% 19.00% 2.78% 0.32% 3.94 0.720 

14. I am confident I can 6.68% 36.65% 44.83% 11.29% 0.55% 3.38 0.792 

15. I am willing to choose materials 

and resources  

16.77% 54.85% 22.74% 5.56% 0.08% 3.83 0.772 

16. I am confident I can 6.12% 32.83% 44.67% 15.74% 0.64% 3.28 0.823 

17. I am willing to choose learning 

strategies  

11.21% 57.79% 25.12% 5.64% 0.24% 3.74 0.737 

18. I am confident I can 5.64% 33.55% 46.98% 13.04% 0.79% 3.30 0.795 

19. I am willing to find ways of 

practising English  

19.56% 55.48% 20.51% 4.37% 0.08% 3.90 0.757 

20. I am confident I can 9.77% 39.67% 41.02% 8.51% 1.03% 3.49 0.823 

21. I am willing to measure my 

English learning 

progress 

13.35% 54.45% 27.03% 4.61% 0.56% 3.75 0.761 

22. I am confident I can 4.77% 30.68% 49.37% 14.31% 0.87% 3.24 0.786 

23. I am willing to assess my own 

work 

12.48% 60.25% 23.45% 3.58% 0.24% 3.81 0.699 

24. I am confident I can 5.25% 36.81% 46.90% 10.25% 0.79% 3.35 0.766 



120 

 

Table 4.5: Overall percentage of willingness and confidence to take responsibility (N = 1258) 
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Average percentage of agreement 

to willingness to take responsibility 18.29% 57.13% 20.78% 3.57% 0.23% 

Overall percentage of willingness 
75.42% 20.78% 3.80% 

Positive Neutral Negative 

Average percentage of agreement 

to confidence in ability to take responsibility 6.81% 35.63% 45.33% 11.49% 0.74% 

Overall percentage of confidence 
42.44% 45.33% 12.23% 

Positive Neutral Negative 

 

Table 4.5 above presents the overall percentage of willingness to take responsibility for their 

learning and confidence in ability to do so. Figures 4.4 and 4.5 below provide visual 

comparisons between the respondents‘ willingness to take responsibility for their learning and 

the level of confidence they have in their ability to take charge (based on the data presented in 

Table 4.4 and Table 4.5). 
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Figure 4.4: Learner willingness to take responsibility and the level of confidence for each learning aspect 

 

 

Figure 4.5: Overall percentage of willingness to take responsibility and level of confidence to do so  
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4.3. Learner experiences with autonomous learning (RQ3) 

RQ3: What are their autonomous learning experiences?  

The third part of the questionnaire explored the overarching question about learner 

experiences with autonomous learning. Two specific questions were asked, one about the 

extent to which the learners took responsibility for their learning (4.3.1) and the second about 

the extent to which the learners used ICT/CALL to support their English learning (4.3.2). 

4.3.1. The extent to which learners take responsibility for their learning (RQ3a) 

RQ3a: To what extent do they take responsibility for their learning? 

The data show that the respondents‘ ratings for each of the 28 autonomous learning 

behaviours identified in this part covered the full range of possible responses, from ―strongly 

disagree‖ to ―strongly agree,‖ represented by values 1 and 5, respectively, and all ratings in 

between.  

The mean value for autonomy practice is 3.46 with a standard deviation of 0.37. The mean 

values for each of the 28 autonomous learning behaviours range from 2.55 to 4.24. The 

standard deviations of the 28 items range from 0.698 to 0.990 indicating participants are not 

widely different in their practice of autonomy. The findings indicate that the participants have 

opportunities to exercise their autonomy in many areas of the learning process like identifying 

their needs (Item 25), using materials for learning English from other sources in addition to 

materials provided by the teacher (Item 35), or using the Internet and computer in learning 

English (Items 33, 36, 41, 46). Interestingly, among the top five items (the items with the 

highest mean values) three relate to using the Internet and computer for learning. Specifically, 

participants reported that they use the Internet to search for learning materials (Item 36, M = 

4.24, SD = 0.706), use the computer and other electronic devices to seek solutions for 

learning problems (Item 41, M = 4.03, SD = 0.709), and learn English via a computer and 

other devices (Item 46, M = 3.95, SD = 0.766). However, in other areas the opportunities for 

them to make choices and take responsibility are still limited. For example, there is a scarcity 

in opportunities for choosing favourite topics to learn in class (Item 42, M = 2.63, SD = 

0.967), deciding the amount and type of homework (Item 45, M = 2.55, SD = 0.935), and 

deciding forms of assessment (Item 50, M = 2.68, SD = 0.914). These three items with the 

lowest mean scores are directly related to the learner opportunity to make choice and decision 
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within the learning process so the results suggest that making decisions about language 

practice and assessment are areas in which Vietnamese students are given little opportunity to 

work on their own. 

Detailed analyses of the participants‘ practice of learner autonomy are presented in Table 4.6 

and Figure 4.6.  
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Table 4.6: Respondents’ self-reported practice of autonomous learning (N = 1258) 
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25. know what to study to improve English 19.95% 55.48% 19.95% 3.82% 0.79% 3.90 0.783 

26. be aware of strength when learning English 5.17% 33.47% 29.01% 28.38% 3.97% 3.07 0.990 

27. set long term goals in learning 9.70% 49.84% 30.05% 9.46% 0.95% 3.58 0.827 

28. be aware of the goals of the English course 8.74% 59.86% 24.80% 5.88% 0.72% 3.70 0.739 

29. set learning goals everyday 5.48% 29.25% 39.43% 23.13% 2.70% 3.12 0.916 

30. make realistic plans for long-term learning  6.76% 43.0% 38.16% 11.29% 0.79% 3.44 0.809 

31. make study plan everyday 5.33% 34.42% 38.79% 19.71% 1.75% 3.22 0.882 

32. decide order things need to be done in study 12.48% 54.92% 23.85% 8.19% 0.56% 3.71 0.809 

33. include online learning in study plan 17.33% 53.26% 20.11% 8.27% 1.03% 3.78 0.865 

34. choose suitable materials for learning goals 11.84% 58.67% 25.91% 3.34% 0.24% 3.79 0.698 

35. use materials for learning English from other 

sources besides materials given by the teacher 
23.53% 53.97% 18.20% 3.74% 0.56% 3.96 0.785 

36. use Internet to search for learning materials 37.44% 51.11% 9.62% 1.59% 0.24% 4.24 0.706 

37. know the best way to learn English skills 9.14% 32.19% 39.98% 16.30% 2.39% 3.29 0.927 

38. create opportunities to use English outside the 

classroom 
12.72% 44.44% 32.11% 9.46% 1.27% 3.58 0.874 

39. arrange schedule to have enough time to study 8.03% 45.55% 37.20% 8.35% 0.87% 3.52 0.794 

40. know how to get help solve learning problems 6.92% 44.67% 36.33% 10.73% 1.35% 3.45 0.826 

41. use computer and electronic devices to seek 

solutions for learning problems  
23.93% 57.47% 16.14% 2.38% 0.08% 4.03 0.709 

42. have opportunity to choose favourite topics to 

learn in class 
2.31% 17.33% 32.19% 37.36% 10.81% 2.63 0.967 

43. have opportunity to choose learning style 7.39% 44.83% 32.75% 13.20% 1.83% 3.43 0.876 

44. choose ways of participating in classroom 

activities  
8.66% 42.45% 27.90% 17.65% 3.34% 3.35 0.978 

45. have opportunity to decide the amount and 

type of homework 
1.67% 15.42% 29.81% 42.21% 10.89% 2.55 0.935 

46. learn English via computer and other devices 20.99% 58.19% 16.06% 4.21% 0.56% 3.95 0.766 

47. have daily review of learning performance  4.13% 38.63% 39.27% 16.46% 1.51% 3.27 0.838 

48. assess achievement of goals 4.53% 41.81% 41.42% 11.05% 1.19% 3.37 0.786 

49. keep records of what went well and what did 

not go well 
4.77% 41.97% 36.81% 15.26% 1.19% 3.34 0.835 

50. have opportunity to negotiate with teachers 

about forms of assessment 
1.67% 17.81% 35.21% 37.28% 8.03% 2.68 0.914 

51. have opportunity for self-evaluation 4.13% 48.25% 39.03% 7.87% 0.72% 3.47 0.730 

52. have opportunity to evaluate the course 5.72% 45.87% 38.16% 9.06% 1.19% 3.46 0.785 
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Figure 4.6: Mean values of learner autonomy practice  

In terms of percentage, 53.7% of the respondents reported that were behaving autonomously 

during their learning process while only 16% of them said they did not have such behaviours. 

Details of percentages and attitudes to 28 autonomous learning behaviours are shown in Table 

4.7 below. 

Table 4.7: Learners’ overall claims of autonomous learning practice (N= 1258) 
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4.3.2. Learner use of ICT/CALL to support language learning (RQ3b) 

RQ3b: Do they use ICT/CALL to support their learning? 

Table 4.8 shows the frequency with which the participants said they learned with the two 

learning modes: face-to-face with a teacher and with ICT/CALL devices.  

Table 4.8: Reported frequency of learning English in face-to-face and ICT/CALL modes (N = 1258) 
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face-to-face in a traditional 

classroom with a teacher  
0.64% 3.90% 16.53% 46.02% 32.91% 4.07 0.839 

with ICT/CALL devices 1.03% 6.76% 28.86% 41.65% 21.70% 3.76 0.902 

 

The mean scores for these two learning modes are both at high level (M Face-to-face = 3.76, SD = 

0.902) and M ICT/CALL = 4.07, SD = 0.839). The difference between them is not large, showing 

that learning with ICT/CALL has become an important part of the participants‘ learning 

process. A percentage comparison of the two modes of learning is shown in Figure 4.7 below. 

 

Figure 4.7: Comparing the frequency of face-to-face learning and ICT/CALL learning by percentage 

 

Looking more deeply into the frequency with which participants use ICT/CALL devices for 

their learning in general, it is evident that the off-campus score (M = 3.88, SD = 0.953) is 

52% 48% 

Face-to-face learning with a teacher in a traditional classroom

Learning with ICT/CALL devices
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higher than the on-campus score (M = 3.11, SD = 0.957). In terms of number, 67.25% of the 

respondents (37.28% often and 29.97% always) frequently use ICT/CALL devices off-

campus while 31.79% (23.69% often and 8.10% always) frequently use ICT/CALL devices 

on-campus. Comparisons of the frequency for on-campus and off-campus use of ICT/CALL 

devices are displayed in Table 4.9 and Figures 4.8 and 4.9 below. 

 

Table 4.9: Reported frequency of using ICT/CALL devices off-campus and on-campus (N = 1258)  
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Off-campus 1.27% 6.44% 25.04% 37.28% 29.97% 3.88 0.953 

On-campus 3.90% 21.07% 43.24% 23.69% 8.10% 3.11 0.957 

 

 

 

Figure 4.8: Frequency of using ICT/CALL devices off-campus and on-campus  
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Figure 4.9: Comparing the frequency of using ICT/CALL devices on-campus and off-campus by percentage 

4.4. Effects of demographic factors on beliefs and practices of autonomy (RQ4) 

RQ4: Are there any differences in learner beliefs and practices in terms of gender, 

geographic location, length of learning English, and frequency of learning with ICT/CALL? 

The possible relation and effects of the demographic characteristics (gender, geographic 

location, length of time learning English, and frequency of learning with ICT/CALL) were 

examined by observing the mean scores of the several learner autonomy constructs for which 

data were obtained. These constructs include: belief about student responsibility, belief about 

teacher responsibility, willingness to take responsibility, confidence in ability for autonomous 

learning, readiness for autonomous learning, and practice of autonomous learning. 

Independent-samples t-test, one-way ANOVA, and post-hoc tests were performed to compare 

means and to detect the significant differences.  

In case there were statistically significant differences either between or within the groups, the 

effect size was calculated using eta squared values. Effect sizes indicate the amount of 

variance explained by each factor. For interpreting the effect size, in this research the 

guidelines proposed by J. W. Cohen (1988) were used: values between .01 and .059 are 

considered small effects, values between .059 and .138 are considered medium effects, and 

values above .138 are considered large effects. 

 

44% 

56% 
On campus

Off campus



129 

 

Table 4.10 summarises the testing conducted to examine the effect of the different variables 

on constructs of learner autonomy. 

Table 4.10: Summary of statistical tests conducted to compare means 

Variables 

Gender Location 

Length of 

learning 

English 

Frequency of 

learning with 

ICT/CALL 

 

Female North over 10 years always 

male Centre 6-10 years often 

 South 1-5 years sometimes 

   rarely 

   never 

Belief about student responsibility 
t-test 

one-way 

ANOVA 

one-way 

ANOVA 

one-way 

ANOVA 

Belief about teacher responsibility 
t-test 

one-way 

ANOVA 

one-way 

ANOVA 

one-way 

ANOVA 

Willingness to take responsibility 
t-test 

one-way 

ANOVA 

one-way 

ANOVA 

one-way 

ANOVA 

Confidence in ability to take responsibility 
t-test 

one-way 

ANOVA 

one-way 

ANOVA 

one-way 

ANOVA 

Readiness for autonomous learning 
t-test 

one-way 

ANOVA 

one-way 

ANOVA 

one-way 

ANOVA 

Practice of autonomous learning 
t-test 

one-way 

ANOVA 

one-way 

ANOVA 

one-way 

ANOVA 

 

4.4.1. Effect of gender  

Looking first at gender, independent-samples t-tests were conducted to compare the male 

group and the female group in their beliefs about learner autonomy and their practice of it. 

Descriptive statistics comparing the mean scores of these two groups in regard to this variable 

are presented in Table 4.11. 
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Table 4.11: Descriptive statistics of participants by gender (N = 1258) 

Latent constructs Gender Mean Std. Deviation N 

Belief about student responsibility 
Male 3.48 0.632 220 

Female 3.56 0.601 1038 

Belief about teacher responsibility 
Male 3.54 0.752 220 

Female 3.42 0.744 1038 

Willingness to take responsibility 
Male 3.90 0.493 220 

Female 3.90 0.441 1038 

Confidence in ability to take responsibility 
Male 3.48 0.590 220 

Female 3.34 0.538 1038 

Readiness for autonomous learning 
Male 3.69 0.482 220 

Female 3.62 0.428 1038 

Practice of autonomous learning 
Male 3.49 0.382 220 

Female 3.45 0.371 1038 

 

Results from independent-samples t-tests show that the male group are significantly different 

from the female group in three constructs: belief about teacher responsibility, confidence in 

their ability for autonomous learning, and readiness for autonomous learning.  

Regarding belief about teacher responsibility, there is a statistically significant difference in 

the mean scores for male (M = 3.54, SD = 0.752) and female (M = 3.42, SD = 0.744); t 

(1256) = 2.11, p = .035, two-tailed. Despite reaching statistical significance, the actual 

difference in the mean scores between the two groups is very small (mean difference = 0.12, 

95% CI: 0.008 to 0.225). The effect size, calculated using eta squared, is very small at just 

.004. This means only .4% of the variance in the belief about teacher responsibility can be 

explained by gender. This result indicates that there is almost no variation between male and 

female in their belief about teacher responsibility. 

Regarding learner confidence in their ability for autonomous learning, there is a statistically 

significant difference in the mean scores for male (M = 3.48, SD = 0.590) and female (M = 

3.34, SD = 0.538); t (1256) = 3.40, p = .001, two-tailed. The magnitude of the differences in 

the means (mean difference = 0.14, 95% CI: 0.059 to 0.217) is small (eta squared= .011). 

Expressed as a percentage, only 1.1% of the variance in learner confidence in their ability for 

autonomous learning can be explained by gender.  

In terms of readiness for autonomous learning, there is a statistically significant effect coming 

from gender, t (1256) = 2.06, p = .040, two-tailed, with the male score (M = 3.69, SD = 
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0.482) being higher than the female score (M = 3.62, SD = 0.428). However, again, the 

magnitude of the differences in the means (mean difference = 0.07, 95% CI: 0.003 to 0.141) 

is very small. The effect size, calculated using eta squared, is .004. This indicates that only 

0.4% of the variance in readiness for autonomous learning can be explained by gender.  

The results show no significant difference between male and female participants in three other 

constructs: belief about student responsibility, willingness to take responsibility, and practice 

of autonomous learning.  These results suggest that gender does not have any effect on these 

constructs. A summary of these t-test results is reported in Table 4.12. 

Table 4.12: Results of t-test comparing learner beliefs by gender  

Variables 

Levene's 

test 
t-test Statistically 

significant 

difference 

eta 

squared 

F p t p 

Belief about student responsibility 0.016 .899 -1.843 .066 No  

Belief about teacher responsibility 0.729 .393 2.111 .035 Yes .004 

Willingness to take responsibility 2.662 .103 0.193 .847 No  

Confidence in ability to take responsibility 3.108 .078 3.403 .001 Yes .011 

Readiness for autonomous learning 4.634 .032 2.060 .040 Yes .004 

Practice of autonomous learning 0.353 .553 1.357 .175 No  
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4.4.2. Effect of geographic location  

A one-way analysis of variance (ANOVA) test was used to determine whether there were any 

significant differences between the mean scores of three independent groups of students based 

on their geographic location. The participants were divided into three groups according to the 

location of their university (Northern Vietnam, Central Vietnam, and Southern Vietnam). The 

descriptive statistics of the three groups are shown in Table 4.13. 

Table 4.13: Descriptive statistics of participants by location (N = 1258) 

Constructs Location N Mean Std. Deviation 

Belief about student responsibility 

Northern Vietnam 449 3.52 0.599 

Central Vietnam 447 3.52 0.609 

Southern Vietnam 362 3.61 0.613 

Total 1258 3.55 0.607 

Belief about teacher responsibility 

Northern Vietnam 449 3.53 0.737 

Central Vietnam 447 3.24 0.785 

Southern Vietnam 362 3.60 0.646 

Total 1258 3.45 0.746 

Willingness to take responsibility 

Northern Vietnam 449 3.87 0.459 

Central Vietnam 447 3.87 0.443 

Southern Vietnam 362 3.96 0.444 

Total 1258 3.90 0.451 

Confidence in ability to take responsibility 

Northern Vietnam 449 3.36 0.558 

Central Vietnam 447 3.35 0.520 

Southern Vietnam 362 3.38 0.574 

Total 1258 3.36 0.550 

Readiness for autonomous learning 

Northern Vietnam 449 3.62 0.441 

Central Vietnam 447 3.61 0.424 

Southern Vietnam 362 3.67 0.452 

Total 1258 3.63 0.439 

Practice of autonomous learning 

Northern Vietnam 449 3.45 0.370 

Central Vietnam 447 3.46 0.351 

Southern Vietnam 362 3.48 0.403 

Total 1258 3.46 0.373 

 

The ANOVA results show that there are statistically significant differences among the three 

groups in two of the constructs: belief about teacher responsibility and willingness to take 

responsibility. For belief about teacher responsibility, the assumption of homogeneity of 
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variance is violated; therefore, the Welch F-ratio is reported. There is evidently a significant 

effect of location on learner belief about teacher responsibility, F (2, 831.665) = 28.375, p < 

.001. Regarding willingness to take responsibility, there is also a significant effect of location 

found with F (2, 1255) = 5.488, p = .004. However, despite reaching statistical significance, 

the actual differences between the groups are small according to the conventions proposed by 

J. W. Cohen (1988). The effect sizes, calculated using eta squared, are .045 for belief about 

teacher responsibility and .009 for willingness to take responsibility. The ANOVA results are 

reported in Table 4.14. 

Table 4.14: Results of one-way ANOVA comparing learner beliefs by location 

Constructs 
Sum of 

Squares 
df 

Mean 

Square 
F Sig. 

Statistically 

significant 

difference 

Eta 

squared 

Belief about student 

responsibility 

Between Groups 2.086 2 1.043 2.835 .059 No  

Within Groups 461.678 1255 .368     

Total 463.764 1257      

Belief about teacher 

responsibility 

Between Groups 31.158 2 15.579 29.240 .000 Yes .045 

Within Groups 668.651 1255 .533     

Total 699.809 1257      

Willingness to take 

responsibility 

Between Groups 2.212 2 1.106 5.488 .004 Yes .009 

Within Groups 252.916 1255 .202     

Total 255.128 1257      

Confidence in ability to 

take responsibility 

Between Groups .210 2 .105 .347 .707 No  

Within Groups 379.224 1255 .302     

Total 379.434 1257      

Readiness for 

autonomous learning 

Between Groups .917 2 .458 2.389 .092 No  

Within Groups 240.824 1255 .192     

Total 241.740 1257      

Practice of autonomous 

learning 

Between Groups .171 2 .086 .616 .540 No  

Within Groups 174.719 1255 .139     

Total 174.890 1257      

 

To determine which mean scores differ from the others, post-hoc analyses using Tukey‘s 

HSD were conducted to compare every mean score with every other mean score. The post-

hoc test for belief about teacher responsibility indicates that the mean score for Central 

Vietnam (M = 3.24, SD = 0.785) is significantly different from Northern Vietnam (M = 3.53, 

SD = 0.737) and Southern Vietnam (M = 3.60, SD = 0.646) at the .05 level of significance. 

http://www.statisticshowto.com/mean
http://www.statisticshowto.com/mean
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However, there is no significant difference between Northern Vietnam and Southern Vietnam. 

Taken together, these results suggest that the participants from Central Vietnam have lower 

expectation of the teacher responsibility than those from the North and the South of Vietnam.  

The post-hoc test for willingness to take responsibility reveals that the mean score for 

Southern Vietnam (M = 3.96, SD = 0.444) is significantly different from Northern Vietnam           

(M = 3.87, SD = 0.459) and Central Vietnam (M = 3.87, SD = 0.443) at the .05 level of 

significance. However, there is no significant difference between Northern Vietnam and 

Central Vietnam. Generally, these results specify that participants from the South are more 

willing to take responsibility than participants from either the Northern or Central regions.  

The results also show that there is no significant difference between the three groups in terms 

of belief about student responsibility, confidence in ability to take responsibility, readiness for 

autonomous learning, and practice of autonomous learning. Post-hoc Tukey's HSD results for 

belief about teacher responsibility and willingness to take responsibility by location are 

reported in Table 4.15 below.  

Table 4.15: Post-hoc comparisons for belief about teacher responsibility and willingness to take responsibility by location 

Dependent Variables University location University location 

Mean 

Difference 

(I-J) 

Std. 

Error 
Sig. 

Belief about teacher responsibility 

Northern Vietnam 
Central Vietnam .29

*
 .049 .000 

Southern Vietnam -.07 .052 .359 

Central Vietnam 
Northern Vietnam -.29

*
 .049 .000 

Southern Vietnam -.36
*
 .052 .000 

Southern Vietnam 
Northern Vietnam .07 .052 .359 

Central Vietnam .36
*
 .052 .000 

Willingness to take responsibility 

Northern Vietnam 
Central Vietnam .00 .030 .960 

Southern Vietnam -.09
*
 .032 .015 

Central Vietnam 
Northern Vietnam .00 .030 .960 

Southern Vietnam -.09
*
 .032 .007 

Southern Vietnam 
Northern Vietnam .09

*
 .032 .015 

Central Vietnam .09
*
 .032 .007 

*. The mean difference is significant at the 0.05 level. 
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4.4.3. Effect of length of learning English  

A one-way ANOVA test was used to determine whether there were any significant 

differences between the means of the three independent groups of participants based on the 

length of time they had spent studying English. Participants were divided into three groups: 

from 1-5 years, from 6-10 years, and more than 10 years. Descriptive statistics of the three 

groups of students are presented in Table 4.16. 

Table 4.16: Descriptive statistics of participants by length of time learning English (N = 1258) 

Constructs 
Length of time 

studying English 
N Mean 

Std. 

Deviation 

Belief about student responsibility 

From 1-5 years 108 3.63 0.623 

From 6-10 years 738 3.54 0.591 

More than 10 years 412 3.54 0.631 

Total 1258 3.55 0.607 

Belief about teacher responsibility 

From 1-5 years 108 3.37 0.788 

From 6-10 years 738 3.42 0.744 

More than 10 years 412 3.51 0.736 

Total 1258 3.45 0.746 

Willingness to take responsibility 

From 1-5 years 108 3.92 0.444 

From 6-10 years 738 3.90 0.437 

More than 10 years 412 3.90 0.475 

Total 1258 3.90 0.451 

Confidence in ability to take responsibility 

From 1-5 years 108 3.32 0.572 

From 6-10 years 738 3.37 0.540 

More than 10 years 412 3.37 0.560 

Total 1258 3.36 0.549 

Readiness for autonomous learning 

From 1-5 years 108 3.62 0.419 

From 6-10 years 738 3.63 0.429 

More than 10 years 412 3.63 0.461 

Total 1258 3.63 0.439 

Practice of autonomous learning 

From 1-5 years 108 3.50 0.380 

From 6-10 years 738 3.46 0.367 

More than 10 years 412 3.45 0.382 

Total 1258 3.46 0.373 

The ANOVA results indicate that there is no statistically significant difference between the 

three groups in terms of belief about student responsibility, belief about teacher responsibility, 
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willingness to take responsibility, confidence in ability to take responsibility, readiness for 

autonomous learning, and practice of autonomous learning (all the p values > .05). A 

marginal trend toward significance occurs with the belief about teacher responsibility                    

F (2, 1255) = 2.901, p = .055. This means that the length of time studying English has no 

significant effect on any of the six constructs. In other words, students with different 

experiences of learning English could be viewed as having similar learner autonomy 

perceptions and also performance. Detailed ANOVA results are presented in Table 4.17 

below. 

Table 4.17: Results of one-way ANOVA comparing learner beliefs by length of time learning English 

Constructs 
Sum of 

Squares 
df 

Mean 

Square 
F Sig. 

Statistically 

significant 

difference 

Belief about student 

responsibility 

Between Groups .912 2 .456 1.237 .291 No 

Within Groups 462.852 1255 .369    

Total 463.764 1257     

Belief about teacher 

responsibility 

Between Groups 3.221 2 1.610 2.901 .055 No 

Within Groups 696.589 1255 .555    

Total 699.809 1257     

Willingness to take responsibility 

Between Groups .054 2 .027 0.133 .875 No 

Within Groups 255.073 1255 .203    

Total 255.128 1257     

Confidence in ability to take 

responsibility 

Between Groups .199 2 .099 0.329 .720 No 

Within Groups 379.235 1255 .302    

Total 379.434 1257     

Readiness for autonomous 

learning 

Between Groups .012 2 .006 0.031 .969 No 

Within Groups 241.728 1255 .193    

Total 241.740 1257     

Practice of autonomous learning 

Between Groups .151 2 .076 0.543 .581 No 

Within Groups 174.739 1255 .139    

Total 174.890 1257     

As the ANOVA results were not significant, indicating that no difference existing between 

the groups, no further post-hoc test was conducted. 

4.4.4. Effect of frequency of learning with ICT/CALL  

To investigate whether the frequency of learning with ICT/CALL had any impact on the 

beliefs about responsibility and practice of learner autonomy, one-way ANOVA tests were 
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carried out. Students were divided into 5 groups according to their self-reported frequency of 

learning with ICT/CALL: never, rarely, sometimes, often, and always. The descriptive 

statistics relating to these five groups of students is presented in Table 4.18. 

Table 4.18: Descriptive statistics of students by frequency of learning with ICT/CALL (N = 1258) 

Construct 
Frequency of learning with 

ICT/CALL 
N Mean 

Std. 

Deviation 

Belief about student responsibility 

 

Never 13 3.63 1.055 

Rarely 85 3.31 0.697 

Sometimes 363 3.43 0.591 

Often 524 3.56 0.564 

Always 273 3.75 0.594 

Total 1258 3.55 0.607 

Belief about teacher responsibility 

Never 13 3.08 1.093 

Rarely 85 3.38 0.815 

Sometimes 363 3.38 0.754 

Often 524 3.45 0.703 

Always 273 3.56 0.762 

Total 1258 3.45 0.746 

Willingness to take responsibility 

Never 13 3.83 0.844 

Rarely 85 3.73 0.463 

Sometimes 363 3.81 0.437 

Often 524 3.91 0.433 

Always 273 4.05 0.427 

Total 1258 3.90 0.451 

Confidence in ability to take 

responsibility 

Never 13 3.18 1.050 

Rarely 85 3.19 0.571 

Sometimes 363 3.26 0.523 

Often 524 3.39 0.506 

Always 273 3.51 0.586 

Total 1258 3.36 0.549 

Readiness for autonomous learning 

Never 13 3.50 0.893 

Rarely 85 3.46 0.442 

Sometimes 363 3.54 0.422 

Often 524 3.65 0.409 

Always 273 3.78 0.438 

Total 1258 3.63 0.439 

Practice of autonomous learning 

Never 13 3.16 0.519 

Rarely 85 3.23 0.390 

Sometimes 363 3.34 0.362 

Often 524 3.50 0.327 

Always 273 3.64 0.359 

Total 1258 3.46 0.373 

 

The ANOVA test is statistically significant for all the six constructs at the .05 level of 

significance. The results indicate that the frequency of learning with ICT/CALL has an effect 

on learner beliefs about responsibility as well as on their readiness for, and practice of 

autonomous learning. Among the six constructs, the biggest effect size, calculated using eta 

squared, is .116 for practice of autonomous learning. According to J. W. Cohen (1988), this 

could be considered as medium effect. From this effect size, we can attribute 11.6% of the 
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variability in learner practice of autonomous learning to the frequency of learning with 

ICT/CALL. Ranging from .010 to .049, the effect that frequency of learning with ICT/CALL 

has on the five other constructs could be considered as small sizes. The detailed ANOVA 

results and effect sizes are presented in Table 4.19 below: 

Table 4.19: Results of one-way ANOVA comparing learner beliefs by frequency of learning with ICT/CALL 

Constructs 
Sum of 

Squares 
df 

Mean 

Square 
F Sig. 

Statistically 

significant 

difference 

Eta 

squared 

Belief about student 

responsibility 

 

Between Groups 20.573 4 5.143 14.541 .000 Yes .044 

Within Groups 443.192 1253 .354     

Total 463.764 1257      

Belief about teacher 

responsibility 

Between Groups 7.072 4 1.768 3.198 .013 Yes .010 

Within Groups 692.737 1253 .553     

Total 699.809 1257      

Willingness to take 

responsibility 

Between Groups 11.499 4 2.875 14.785 .000 Yes .045 

Within Groups 243.629 1253 .194     

Total 255.128 1257      

Confidence in ability to 

take responsibility 

Between Groups 12.333 4 3.083 10.524 .000 Yes .033 

Within Groups 367.101 1253 .293     

Total 379.434 1257      

Readiness for autonomous 

learning 

Between Groups 11.851 4 2.963 16.149 .000 Yes .049 

Within Groups 229.889 1253 .183     

Total 241.740 1257      

Practice of autonomous 

learning 

Between Groups 20.277 4 5.069 41.081 .000 Yes .116 

Within Groups 154.613 1253 .123     

Total 174.890 1257      

Tukey‘s HSD post-hoc analysis, which compared every mean with every other mean, were 

conducted to figure out where the differences existed among the groups. Detailed results are 

presented in Table 4.20, Table 4.21, and Table 4.22. 

  

http://www.statisticshowto.com/mean
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Table 4.20: Post-hoc comparisons for beliefs about student responsibility and teacher responsibility by frequency of learning 
with ICT/CALL 

Dependent Variable 

(I) Frequency 

of learning 

with 

ICT/CALL 

(J) Frequency 

of learning 

with 

ICT/CALL 

Mean 

Difference 

(I-J) 

Std. 

Error 
Sig. 

Belief about student responsibility 
 

Never 

Rarely .32 .177 .366 

Sometimes .20 .168 .743 

Often .07 .167 .991 

Always -.12 .169 .964 

Rarely 

Never -.32 .177 .366 

Sometimes -.12 .072 .472 

Often -.25
*
 .070 .004 

Always -.44
*
 .074 .000 

Sometimes 

Never -.20 .168 .743 

Rarely .12 .072 .472 

Often -.13
*
 .041 .014 

Always -.32
*
 .048 .000 

Often 

Never -.07 .167 .991 

Rarely .25
*
 .070 .004 

Sometimes .13
*
 .041 .014 

Always -.19
*
 .044 .000 

Always 

Never .12 .169 .964 

Rarely .44
*
 .074 .000 

Sometimes .32
*
 .048 .000 

Often .19
*
 .044 .000 

Belief about teacher responsibility 

Never 

Rarely -.30 .221 .645 

Sometimes -.30 .210 .602 

Often -.37 .209 .374 

Always -.48 .211 .156 

Rarely 

Never .30 .221 .645 

Sometimes .00 .090 1.000 

Often -.07 .087 .922 

Always -.18 .092 .321 

Sometimes 

Never .30 .210 .602 

Rarely .00 .090 1.000 

Often -.07 .051 .595 

Always -.18
*
 .060 .025 

Often 

Never .37 .209 .374 

Rarely .07 .087 .922 

Sometimes .07 .051 .595 

Always -.11 .056 .341 

Always 

Never .48 .211 .156 

Rarely .18 .092 .321 

Sometimes .18
*
 .060 .025 

Often .11 .056 .341 

*. The mean difference is significant at the 0.05 level. 

Regarding belief about student responsibility, those who always learn with ICT/CALL (M = 

3.75, SD = 0.594) have significantly higher mean score than participants in each of the three 

other groups: often learn (M = 3.56, SD = 0.564), sometimes learn (M = 3.43, SD = 0.591), 

and rarely learn (M = 3.31, SD = 0.697) with ICT/CALL. There are also significant 

differences between the group who often learn with ICT/CALL and the three other groups 

whose members rarely, sometimes, and always learn with ICT/CALL. Interestingly, the mean 
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scores for belief about student responsibility are positively correlated with the frequency of 

learning with ICT/CALL. A visual display of these mean scores in relation to frequency of 

learning with ICT/CALL is shown in Figure 4.10 below. 

 

Figure 4.10: Positive correlation between frequency of ICT/CALL learning and belief about student responsibility 

Regarding belief about teacher responsibility, a significant difference in the mean scores is 

found between students who always learn with ICT/CALL (M = 3.56, SD = 0.762) and 

students who sometimes learn with ICT/CALL (M = 3.38, SD = 0.754). No statistically 

significant difference is found between the other groups.  
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Table 4.21: Post-hoc comparisons for willingness, confidence, and readiness for autonomous learning by frequency of 
learning with ICT/CALL 

Dependent Variable 

(I) Frequency 
of learning 

with 
ICT/CALL 

(J) Frequency 
of learning 

with 
ICT/CALL 

Mean 
Difference 

(I-J) 

Std. 
Error Sig. 

Willingness to take responsibility 

Never 

Rarely .10 .131 .952 
Sometimes .02 .124 1.000 
Often -.08 .124 .963 
Always -.22 .125 .400 

Rarely 

Never -.10 .131 .952 
Sometimes -.08 .053 .623 
Often -.18

*
 .052 .005 

Always -.32
*
 .055 .000 

Sometimes 

Never -.02 .124 1.000 
Rarely .08 .053 .623 
Often -.10

*
 .030 .006 

Always -.24
*
 .035 .000 

Often 

Never .08 .124 .963 
Rarely .18

*
 .052 .005 

Sometimes .10
*
 .030 .006 

Always -.14
*
 .033 .000 

Always 

Never .22 .125 .400 
Rarely .32

*
 .055 .000 

Sometimes .24
*
 .035 .000 

Often .14
*
 .033 .000 

Confidence in ability to take responsibility 

Never 

Rarely -.01 .161 1.000 
Sometimes -.08 .153 .983 
Often -.21 .152 .664 
Always -.33 .154 .215 

Rarely 

Never .01 .161 1.000 
Sometimes -.07 .065 .815 
Often -.20

*
 .063 .020 

Always -.32
*
 .067 .000 

Sometimes 

Never .08 .153 .983 
Rarely .07 .065 .815 
Often -.13

*
 .037 .009 

Always -.25
*
 .043 .000 

Often 

Never .21 .152 .664 
Rarely .20

*
 .063 .020 

Sometimes .13
*
 .037 .009 

Always -.12
*
 .040 .024 

Always 

Never .33 .154 .215 
Rarely .32

*
 .067 .000 

Sometimes .25
*
 .043 .000 

Often .12
*
 .040 .024 

Readiness for autonomous learning 

Never 

Rarely .04 .128 .998 
Sometimes -.04 .121 .999 
Often -.15 .120 .756 
Always -.28 .122 .166 

Rarely 

Never -.04 .128 .998 
Sometimes -.08 .052 .622 
Often -.19

*
 .050 .002 

Always -.32
*
 .053 .000 

Sometimes 

Never .04 .120 .999 
Rarely .08 .051 .622 
Often -.11

*
 .029 .001 

Always -.24
*
 .034 .000 

Often 

Never .15 .120 .756 
Rarely .19

*
 .050 .002 

Sometimes .11
*
 .029 .001 

Always -.13
*
 .032 .001 

Always 

Never .28 .122 .166 
Rarely .32

*
 .053 .000 

Sometimes .24
*
 .034 .000 

Often .13
*
 .032 .001 

*. The mean difference is significant at the 0.05 level. 
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The post-hoc test results in Table 4.21 indicate that the higher willingness to take 

responsibility of the group who always learn with ICT/CALL (M = 4.05, SD = 0.427) is 

statistically significant in comparison to those groups who often (M = 3.91, SD = 0.433), 

sometimes (M = 3.81, SD = 0.437), and rarely (M = 3.73, SD = 0.463) learn with ICT/CALL. 

The same significant differences are also found between the group who often learn with 

ICT/CALL and the three other groups. These differences also suggest that the frequency of 

learning with ICT/CALL have a positive correlation with willingness to take responsibility. 

Figure 4.11 provides a visual display of this positive correlation. 

 

Figure 4.11: Positive correlation between frequency of ICT/CALL learning and willingness to take responsibility 

Results of the post-hoc tests also reveal that the higher confidence level in autonomous 

learning ability of the group who always learn with ICT/CALL (M = 3.51, SD = 0.586) is 

significant in comparison to those groups who often (M = 3.39, SD = 0.506), sometimes (M = 

3.26, SD = 0.523), and rarely (M = 3.19, SD = 0.571) learn with ICT/CALL. The differences 

between the group who often learn with ICT/CALL and the three other groups are also 

significant. Once again, these differences show that the frequency of learning with ICT/CALL 

have a positive correlation with learner confidence in their ability for autonomous learning. 

This positive correlation is displayed in Figure 4.12 below. 
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Figure 4.12: Positive correlation between frequency of ICT/CALL learning and confidence in ability to take responsibility 

Post-hoc comparisons also show that the higher scores for the groups who always (M = 3.78, 

SD = 0.438) and often (M= 3.65, SD = 0.409) learn with ICT/CALL are significantly 

different from sometimes (M = 3.54, SD = 0.422) and rarely (M = 3.46, SD = 0.442) at p < 

.05. This indicates a positive correlation between frequency of learning with ICT/CALL and 

readiness for autonomous learning. A visual display of these scores is provided in Figure 

4.13. 

 

Figure 4.13: Positive correlation between frequency of ICT/CALL learning and readiness for autonomous learning 
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Table 4.22: Post-hoc comparisons for practice of autonomous learning by frequency of learning with ICT/CALL 

Dependent Variable 

(I) Frequency of 

learning with 

ICT/CALL 

(J) Frequency of 

learning with 

ICT/CALL 

Mean 

Difference 

(I-J) 

Std. 

Error 
Sig. 

Practice of autonomous learning 

Never 

Rarely -.07 .105 .967 

Sometimes -.18 .099 .372 

Often -.34
*
 .099 .006 

Always -.48
*
 .010 .000 

Rarely 

Never .07 .105 .967 

Sometimes -.11 .042 .066 

Often -.27
*
 .041 .000 

Always -.41
*
 .044 .000 

Sometimes 

Never .18 .099 .372 

Rarely .11 .042 .066 

Often -.16
*
 .024 .000 

Always -.30
*
 .028 .000 

Often 

Never .34
*
 .099 .006 

Rarely .27
*
 .041 .000 

Sometimes .16
*
 .024 .000 

Always -.14
*
 .026 .000 

Always 

Never .48
*
 .010 .000 

Rarely .41
*
 .044 .000 

Sometimes .30
*
 .028 .000 

Often .14
*
 .026 .000 

Table 4.22 displays the post-hoc comparisons regarding the frequency of learning with 

ICT/CALL and the respondents‘ practice of autonomous learning. As shown in the table, the 

higher mean scores of the two groups who always (M = 3.64, SD = 0.359) and often (M = 

3.50, SD = 0.327) learn with ICT/CALL are statistically significant in relation to the mean 

scores of other groups. This suggests a positive connection between the frequency of learning 

with ICT/CALL and practice of autonomous learning. Figure 4.14 provides a visual display of 

this positive correlation. 
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Figure 4.14: Positive correlation between frequency of ICT/CALL learning and practice of autonomous learning 

4.5. Correlation between different factors related to learner autonomy (RQ5) 

RQ5: Are there any relationships between beliefs about responsibility, readiness for 

autonomous learning, and practice of autonomous learning? 

Bivariate Pearson correlation analyses were conducted to investigate the possible relationship 

between the sets of variables. The bivariate Pearson correlation analysis is for the purpose of 

examining whether two measurement variables co-vary, and quantifying the strength of the 

relationship between the variables. In other words, it evaluates whether there is statistical 

evidence for a linear relationship among the same pairs of variables in the population. The 

reason for using the correlation analysis in this research is to see whether there was any 

connection between belief about responsibility, willingness to take responsibility, confidence 

in ability for autonomous learning, readiness for autonomous learning, and practice of 

autonomous learning. In the case there is a correlation between any of two variables, the 

strength of the relationship is interpreted using the Pearson correlation (r value), a number 

that can take a range of values from -1 to +1. To determine the size of the correlation, here the 

guidelines proposed by J. W. Cohen (1988) are followed. That is the absolute r values 

between .10 to .29 are considered small sizes, between .30 and .49 are considered medium 

sizes, and value from .50 to 1.0 are considered large sizes.  

It is evident that most of the variables have a significant correlation with one another. The 
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and confidence in ability for autonomous learning. All correlation values are greater than 0, 

indicating a positive association. This means that high scores on one are associated with high 

scores on the other variable, and that low scores on one are associated with low scores on the 

other variable. Detailed results of the Pearson correlation test are presented in Table 4.23 

below. 

Table 4.23: Results of Pearson correlation analyses (N = 1258) 

Variables 
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Belief about student 

responsibility 

Pearson  1      

Sig. (2-tailed)       

Size       

Belief about teacher 

responsibility 

Pearson .154
**

 1     

Sig. (2-tailed) .000      

Size small      

Willingness to take 

responsibility 

Pearson .304
**

 .085
**

 1    

Sig. (2-tailed) .000 .003     

Size medium small     

Confidence in ability 

to take responsibility 

Pearson .231
**

 .042 .534
**

 1   

Sig. (2-tailed) .000 .136 .000    

Size small  large    

Readiness for 

autonomous learning 

Pearson .301
**

 .070
*
 .848

**
 .901

**
 1  

Sig. (2-tailed) .000 .013 .000 .000   

Size medium small large large   

Practice of 

autonomous learning 

Pearson .315
**

 .126
**

 .495
**

 .570
**

 .611
**

 1 

Sig. (2-tailed) .000 .000 .000 .000 .000  

Size medium small large large large  

**. Correlation is significant at the 0.01 level (2-tailed). 

*. Correlation is significant at the 0.05 level (2-tailed). 
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4.6. Chapter summary 

This chapter has presented the results of the quantitative phase of the study in a systematic 

manner. The purposes of the quantitative phase were to investigate Vietnamese EFL 

undergraduate students‘ beliefs about and practices of learner autonomy. Specifically, the 

chapter described learner beliefs about student responsibility and teacher responsibility, their 

readiness for learner autonomy, and their practice of autonomous learning. Below is a 

summary of the important results of this chapter: 

 The participants showed that they wanted to share responsibility with their teachers in 

an equal manner in most stages of the learning process. However, they maintained the 

belief that teachers should take more responsibility in some aspects of learning, such 

as choosing materials and deciding assessment forms.  

 The participants were highly willing to take responsibility for their language learning, 

but they were not completely confident about their ability to do so. Basically, these 

Vietnamese EFL learners are ready to take charge of their own learning.  

 The participants showed that they had a moderate level of engagement with 

autonomous learning. 

 The participants showed a clear tendency of using ICT/CALL for their language 

learning. ICT/CALL had a positive correlation with their beliefs about and practice of 

learner autonomy. 

 There was a large-sized positive correlation between readiness for and practice of 

learner autonomy.  

This chapter provides the foundation for the presentation of the qualitative results, which are 

reported in Chapter 5, and the in-depth discussion of all results in Chapter 6.   
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Chapter 5 - RESULTS OF THE QUALITATIVE DATA ANALYSIS 

The previous chapter presented results of the quantitative data in Phase One of the project (N 

= 1258). This chapter reports the results of the qualitative data analysis conducted in Phase 

Two (N = 4). The results help to answer the two research questions raised in this phase. The 

two questions are concerned with learner engagement in in-class learning (5.1) and learner 

engagement in out-of-class learning (5.2). The chapter closes with a summary of the main 

points (5.3). 

5.1. Learner engagement in in-class learning (RQ6) 

RQ6: In what ways do learners engage in in-class learning while they are in a blended 

learning environment? 

The following section analyses the data collected from the participants regarding their face-to-

face classroom learning with teachers. The themes that emerged from the data are presented 

and illustrated, namely teacher-centred learning practices (5.1.1), test-oriented learning 

practices (5.1.2), using ICT to support learning in class (5.1.3), being critical in judgement 

(5.1.4), and diverse reactions to autonomous learning opportunities (5.1.5). 

5.1.1. Teacher-centred learning practices 

In Vietnam, the traditional language teaching approaches have resulted in a number of typical 

learning styles: teacher-centred learning is one of them (as already presented in 1.1.2.1). The 

data obtained in the current study reveal that teacher-centred learning continues to influence 

EFL student learning behaviours. The data show some dominating study habits related to 

teacher-centred learning habits. The following subsections report the three outstanding habits 

still evident: reluctance to ask questions or voice opinions to teachers, obedience to teacher, 

and preference for teacher-led learning and teacher evaluation.  

5.1.1.1. Reluctance to ask questions or voice opinions to teachers 

This subsection addresses students‘ reluctance to voice opinion or ask questions in class. 

Specifically, it focuses on why students feel uncomfortable asking questions or voicing their 

opinions to the teacher. The reasons belong to two categories: pedagogical factors and socio-

cultural factors. 
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Pedagogical reasons  

A typical reason for students not raising questions or voicing their opinion concerns teaching 

pedagogy. The ways the teacher leads or coordinates the activities in the class can inhibit 

students, so they fail to express their opinions. Some teachers limit opportunities for students 

to express their views by letting them do it only at the end of each activity. Also, some just 

invite questions from students in a formal way, using the invitation simply as a signpost to 

turn to another activity. Some do not receive students‘ opinion with good will or in a 

welcoming manner.  

Henry, for example, saw limited opportunities to offer his opinion during a lesson with his 

teacher. When asked if he had a chance to ask the teacher to clarify something he did not 

really understand, Henry said he did not, because activities came one after another very 

quickly and there was no time for enquiries and questions. This reality was repeated a number 

of times during the interviews with Henry:   

I haven‘t had the chance to do that. (H-I04/64) 

I think that up to now I haven‘t had the chance to do so. (H-I05/22) 

Yesterday I did not have any chance to discuss with the teacher. (H-I05/50) 

Henry was not the only student who did not have the chance to express his opinion to his 

teachers. When asked whether the teachers made most of the decisions regarding activities in 

their class, Tracy and David confirmed, stating that they also had little chance to voice their 

opinion. Their choice, as was Henry‘s, was to keep silent and follow the teacher‘s instruction 

to save time and avoid trouble. 

I think that I didn‘t have a chance to discuss with the teacher what I want to learn. (D-

I03/64) The teacher never asks us that do you want to change or do you think it is fair. The 

teacher never says that. (D-I01/114) 

Yes, that‘s why I don't like to go to class, just listen . . . and write down everything the 

teachers say to us. (T-I01/149) When I am not sure about my answer I will wait for the 

teacher‘s calling. Even when you can be sure that you know the answer, you still don‘t 

raise your hand because you know that the teacher will call you. I mean that you are 

familiar with this so you will not raise your hand. (T-I03/60 & 62) 

Tracy‘s explanation about her silence implies that students have the habit of waiting until the 

teacher nominates someone to answer or ask whether they have any question.  
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In terms of pedagogy, a teacher‘s unwelcoming attitude in receiving students‘ opinion was 

another reason inhibiting students from raising opinions. Tracy recalled how she failed to 

have her opinion accepted: 

Because last term I raised my voice to my reading teacher that I would like her to lead the 

lesson faster but she . . . she didn‘t agree and said that you had to think about other 

members‘ level. (T-I02/78) 

Both Henry and David did not dare to voice their opinion for a similar reason. Their teachers 

were so strict that they believed their opinion, if ever raised, would be ignored: 

I am not brave enough because my teacher is always serious . . . always strict. I think I will 

be the loser. I just mean that it‘s just for teachers who are very strict and serious and 

conservative. They always think that their method and technique of studying is the best. (H-

I01/51, 53 & 55) Some teachers are not very welcome. (H-I01/120) 

I think following her rules saved much time. I don‘t want to waste time on [in] changing 

the rules because it might not be effective. (D-I02/26) 

Tracy believed that often her opinion would not be valued. To save her time and to prevent 

herself from disappointment, she chose not to voice her opinion unless she knew it would be 

accepted: 

I know that the teacher will not agree with my opinion so I didn‘t raise my voice. I don‘t 

think that my opinion will be agreed. (T-I05/86 & 88) Why? Very simple, just raise your 

hand and say ―Oh, I know it already teacher, you can skip that‖. Because if I say that, 

maybe she will say that ―OK, you know but other students may not know and I have to care 

about other also‖. (T-I06/82) 

I also don‘t want to make argument with the teacher so I think that other students have the 

same idea with me . . . keep their own opinions for themselves. (T-I05/100) Yes, they just 

dare to raise their voice when they have the same opinion with the teacher but when they 

have different opinion with the teacher, they will not raise their voice. (T-I05/102) 

When her teacher did not give time for students to speak out, a common scenario might be 

students ignoring what was going on in class and focusing on their own interest. Tracy 

unveiled her secret solution for the situation when the teacher kept talking about something 

they all already knew: 

Just read the materials that the teacher gave us and ignore what she is saying. If I find 

something is useless and time wasting, I will do another thing. (T-I06/72 & 74) 

Socio-cultural reasons 

Another obstacle to students voicing their opinions and asking questions is found in the socio-

cultural aspect. This obstacle stemmed from the hierarchy in the teacher-learner relationship 
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in a CHC. The notion that teachers have the power to do everything they want was another 

factor that prevented these students from voicing opinions. In their belief, asking a question or 

voicing an opinion is similar to challenging the power of the teacher. And in this culture, 

challenging the teacher is not acceptable behaviour.  

Tracy, for example, believed her teacher had the right to decide everything in the classroom. 

In her view, voicing opinion, especially saying something different from what the teacher 

expected or what the teacher had set, needed bravery: 

Because teacher is the person who controls the whole class, controls the technique of 

studying in class so . . . so I think she should be the person that takes the main role in 

selecting option for assessment. I am not brave enough to raise my voice because I think 

that the teacher is the person who has all right to do. Sometimes I feel that my examination 

results are not fair, but I am not brave enough and I am scared to make a mess with teacher 

so I didn‘t raise my voice. (T-I01/43 & 47) 

Patricia‘s reason for not expressing her opinion was also related to the teacher-learner 

relationship but from a different angle. Patricia did not dare to raise her voice with a request 

to her teacher because it may make the teacher ‗lose face‘ or even hurt the teacher. The 

following excerpts reflect the belief that students should accept everything the teacher sets for 

the class because students are inferior to teachers:  

I: I see. In your diary, you had a statement that sometimes the teacher shared a lot so there 

was little time for you to study. Have you ever tried to tell her that she should spare more 

time for you to study? 

P: I haven‘t.  

I: Why? 

P: I don‘t know. Because [giggling] . . . I think we‘re just students. I know that we have 

right to tell her to do that but I‘m afraid of making her sad. (PA-I02/114) 

I: Have you ever tried to tell her that you do not want to listen to tips? 

P: Actually, I haven‘t [giggling] because I think if I do that I will hurt her [laughing]. And 

you know that I always think that there might be some gaps between teacher and students 

and it‘s really hard for me to express my thoughts to them. I have to be honest. (PA-I06/96) 

Other students thought voicing their opinion to the teacher was like making trouble, and such 

awkward situations between themselves and the teacher should be avoided. Tracy, for 

example, managed to avoid a conflict with the teacher by not voicing her opinion. Also, 

Henry hinted at the desire for ‗stability‘ and ‗harmony‘ in the CHC socio-cultural context of 

Vietnam. 
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I don‘t want to have any conflict with the teacher. (T-I06/84) 

When everyone follows someone‘s decision and you contradict to them, they . . . no one . . .  

no one maybe listen to you. (H-I03/38) I think that in Vietnam, changing something . . . 

that is existed for a long time is not good and it‘s not accepted. (H-I01/138) 

Many students felt uncomfortable about raising questions with their teacher or voicing their 

opinion in the classroom because it was perceived to be inappropriate.  A case in point is 

Henry, who shared that he had a reluctance to raise questions during class time, often stating 

that voicing opinions or raising a question was not normal. This view was evident repeatedly 

in my interviews with Henry:  

I think that raising questions is not common in Vietnam, in class. And it‘s kind of strange. 

(H-I03/74 &76) 

I don‘t know whether other students were like me or not but I think that raising questions, 

as I said to you previously, is not common.  (H-I05/79) 

It‘s not very common to ask the teacher because most students feel unwilling to ask 

questions. They may hesitate to raise their opinions on the problem that they are not sure. 

(H-I06/84) 

As a result of this thinking, Henry seldom raised questions or voiced his opinion if the teacher 

did not specifically ask him. He just acted like most other students in his class by following 

the teacher‘s instruction without asking questions or giving personal opinions about how they 

would like the activity to be. Talking further with him I found that Henry thought asking a 

question or voicing an opinion should be done in person and outside the lesson. If a student 

offered an opinion or asked too many questions during a lesson, it was a kind of showing off, 

or trying to stand out from the others. This is reflected in the following exerts: 

When I raise my voice in the class . . . some people may think that I‘m trying to show off 

myself for example. (H-I03/78) . . . you know the attitude towards someone who stands out 

from the crowd is not treated fairly in Vietnam. (H-I03/82)  

If I ask questions, other may think that I‘m a little bit strange and they may think that I 

would want to show off what I have. (H-I06/90) 

I think that if the student has some problems with his or her learning in [a] particular 

subject, he or she may meet the teacher in person after the class and have the direct talk to 

the teacher . . . (H-I04/98) 

From these examples of student thinking it is clear that the effects of the teacher-centred 

approach are still very strong in the EFL classroom teaching-learning practices in such a CHC 

as Vietnam. The reasons why these students are often reluctant to ask questions are mainly 

connected to perceptions of the teacher‘s and student‘s roles. The students think they should 
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not ask the teachers questions and they are used to this classroom atmosphere. In their belief, 

power and responsibility are held by the teachers who play the role of the decision maker. If a 

question is needed, students expect the teacher to nominate who should ask the question. 

Learning in this way means students want the teacher to decide what they should and should 

not know.  

5.1.1.2. Obedience to teacher 

This next subsection focuses on the second of teacher-centred learning habits of the students 

evident in the data: obedience to teacher. The data show that students‘ absolute obedience to 

their teacher is driven by two main factors: (1) their long-time habit and (2) pressure from the 

teacher through rules or disciplinary mechanisms. 

Obedience – a long time habit 

The following extracts show a popular and long held belief that students should follow a 

teacher‘s requests without condition. For students, accepting what the teacher set for them 

was a habit. They found it natural to follow exactly what the teacher told them in class. The 

responses from interview participants show that they considered obedience to the teacher a 

genuine necessity in classroom learning. 

Actually, I have never thought about this problem before. I think that in the class, we need 

to follow our teacher. (T-I02/46) I think students always have to listen to teachers. (T-

I04/30) 

We always think that‘s what the teacher says and we need to follow what they say. (PA-

I01/134)  

Yes, it is a way to show my attitude towards teachers. (D-I02/64) I need to follow her 

instructions. It‘s the matter of politeness. (D-I03/44) 

Such belief drove the behaviours of these students strongly. In practice, they always tried to 

follow what the teacher set for their learning.  

I always tried to finish all the tasks when the teacher told us to stop. (PA-I05/38) I think it‘s 

just our habit. When the teacher said something [or] tell us to do something we just 

followed her rules. (PA-I06/60 &62)  

I always obeyed what she said. (H-I06/50) I agree with the way she controls the class but I 

think it‘s not my favourite. (H-I06/14) 

I followed what the teacher said. I mean if the teacher said that we should stop, I think I 

should follow. It‘s something like discipline of the class. (D-I04/26) 
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It is interesting to note that these students indicated they were not always happy with the 

arrangements made by the teachers. However, not following what the teacher set for their 

learning meant they were challenging the power of the teacher. Henry, for example, always 

obediently followed a teacher‘s decision even though he was not completely happy with it. 

For example, when he was assigned to practise pronunciation with a poor-quality audio clip, 

he accepted the instruction without daring to ask for a better clip. Henry also waited for the 

teacher to form the groups, and then worked with the partner he was assigned to. He was so 

obedient that even when he was not comfortable or when something went wrong, he did not 

raise his voice at all. Henry shared his opinions in the following way: 

I: When the sound was not good, did you ask the teacher to have something different or 

have something better? Can you suggest the teacher to change?  

H: Yes. I could but I didn‘t. (H-I07/34) 

. . . putting them in pairs is a proper way to practise and the teacher does not make a lot of 

effort at controlling everyone. (H-I03/18) I think that it is fair when the teacher chooses 

because there are some students [who] do not want to work with some certain students. 

Then that is not good. I think that it is the good way to decide the group. (H-I05/87) 

 

It was not only Henry who always accepted the teacher‘s instruction without requesting any 

change. Tracy and Patricia had similar feelings and behaviours. Assigned by the teacher to 

work in a rigid way, Tracy was actually not happy at all. Her unhappiness is evident in her 

desire to work in a more flexible way rather than sitting in line and discussing with the nearby 

students. Patricia also accepted the arrangement of the teacher without complaint. 

But actually, I would like to stand up and have discussion when we have activities, not just 

sit down. It‘s very inactive. It makes us more active and makes the lesson more interesting. 

I think so. (T-I02/22, 24) 

Sometimes we can raise our voices to suggest them but just a little. I think mostly because 

we think that their way to set our classroom is appropriate and that is better. (PA-I01/120) 

Obedience – pressure from teachers 

The second factor that kept these students obeying teachers is pressure from the teachers 

themselves. To make sure that their arrangements are respected, teachers put pressure on 

students by introducing rules and disciplinary procedures. They enforce discipline by 

constantly reminding students of the need to pay attention to the lesson. Students reported 

they could feel the pressure and they accepted learning under this pressure, even though 

sometimes they were not happy with what was done. Violating the teacher‘s rules was not 
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seen as a good choice by these students: they had no other option than to obey their teachers. 

This can be illustrated by the case of Tracy, who was not happy with the inflexible 

arrangement set by her teacher for their group work. I later asked her why she did not suggest 

a more active way of practicing. Tracy said that the teacher did not allow students to suggest 

any change and she wanted everyone to work according to her arrangements: it seems the 

teacher thought it would be easier for her to control the activity.  

Because our teacher doesn‘t allow us to do that. If we do that, it means breaking the 

discipline of the teacher. (T-I02/26) Yes, we always have to . . . always pay attention to her 

lesson and her speaking. If there is someone [who] doesn‘t look at her or listen to her 

attentively, she will remind immediately. (T-I02/32) 

Students all accepted this as a matter of course: they simply accepted that the teacher was 

superior in the classroom and that students should pay attention to the teacher all the time. 

This was confirmed by David and Patricia, too. 

I think it‘s the way we stay focused to the lesson. (D-I02/60) I think that it‘s reasonable 

because she is the one in charge. So she has the priority to decide the rules. I think so. (D-

I05/26) 

She just set the rules by herself. She just asked us ―OK?‖ and we said ―Ok‖ and we . . . kind 

of . . . made a compromise. (PA-I06/46 & 48) 

Clearly, Tracy did not like learning in this way. For her it was too rigid a way to learn because 

she wanted to discuss things and not only listen to the teacher: 

Because sometimes we also want to discuss or speak to my partner . . . what they think 

about the lesson, not just always listening to the teacher. (T-I02/34) Actually sometimes I 

feel not comfortable enough but because my teacher . . . she‘s a kind of . . . always wants 

her students [to] follow her procedure and listen to her. So I just . . . sometimes I just 

pretend that I am . . . I am paying attention . . . actually not . . . because not every lesson of 

her is interesting enough to me. (T-I02/46 & 48) 

However, Tracy always followed the instructions of the teacher because the activities in class 

moved ahead quickly. If she neglected attention for a moment, she had difficulty in catching 

up with the lesson. Explaining why she always stopped working whenever the teacher asked, 

even if she was halfway through something, Tracy said: 

If not, I cannot catch up with the speed of [the] teacher.  I cannot listen to her explanation 

about the lessons. (T-I04/40) 

David also explained why students needed to follow the instruction of the teacher: 

Because normally my speaking class has many activities. And I think if we prolong one 

activity time, it could lead to . . . to something like over time of the class. So, it‘s not good 
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at all. If we just beg for some minutes to do at a single task. I mean we need to think about 

the consequences. We might be late to finish the class. I think it shouldn‘t be. (D-I05/30) 

5.1.1.3. Preference for teacher-led learning and evaluation 

This part focuses on the last feature of a teacher-centred learning practice: students‘ 

preference for teacher-led learning and teacher evaluation. Although a number of student-

hosted activities and peer evaluations have been integrated into classroom learning, students 

show a preference for learning from their teachers and being evaluated by their teachers.  

Preference for teacher-led learning 

The students highly valued learning activities hosted by teachers. In their opinion, they gained 

more benefit when participating in a teacher-led learning activity than a student-hosted 

activity. David and Henry, for example, explicitly stated they had preference for learning 

wholly from their teachers: 

I think learning with teacher is better. (D-I01/16) I think I‘d prefer the teacher hosting 

activities. (D-I06/144) 

I think that it‘s much better when we learn in the computer lab room with the teacher. (H-

I02/108) 

Henry and David later explained the benefits of learning from their teachers. Some benefits 

mentioned were the meticulous explanation of rules and principles, immediate comments and 

correction, instant answers to problems, and better interaction between students and teachers.  

Because . . . the teacher makes correct [makes correction] immediately. He or she can 

choose someone to speak at a short period of time and the whole class will listen to her or 

him and the teacher will check immediately. (H-I02/110) I think I found it useful because 

yesterday she spent a lot of time explaining the rules and the principles to the students and 

she also mentioned a lot of problems that some students made during their lesson. (H-

I05/77) 

Because it is all about the interaction. I think the best way to remember or to study 

thoroughly is through interaction so yeah . . . teacher plays an important role in our 

learning. (D-I01/16) 

Another benefit of teacher-led learning, pointed out by David, is the coordinating role of the 

teacher. In his opinion, because teachers were more experienced in organisational skills, 

students could focus better on the objectives of the activity. By keeping students on track, 

teachers helped minimise disagreements among the students.  
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And when we work in a group, we have different opinions. I mean when we work with the 

teacher, we have sometimes a consensus . . . two to three opinions only. It is very limited in 

comparison to working with partners. (D-I02/40) 

Preference for teacher-led evaluation 

The students also preferred teacher-led evaluations and feedback for two main reasons: high 

reliability and abundant benefits.  

Teacher-led evaluation was considered more reliable than peer evaluation or self-evaluation, 

both of which are done by students. When there was both peer evaluation and teacher 

evaluation, students always used the latter, considering it to be more reliable.  

Yes, because they‘re reliable.  (PA-I02/80) In case that I have to check from my friends, I 

also want to be checked by the teacher to make sure that the result is reliable. I mean that 

because the teacher has much more experience so the teacher can assess the result more 

correctly. (PA-I05/56 & 58) I believe in my teacher. I think that the teachers are much more 

reliable because they have much more experience. (PA-I05/96 & 98) 

Yes, if peers, I mean friends give the feedback on the ideas or on the creativity of ideas, it‘s 

good. But when they correct some mistakes or about the clarity of the paragraph, they can‘t 

do so because they are not totally good at it. (H-I06/210) 

I mean it is necessary for teacher to evaluate my work because sometimes some students 

may . . . going [go] the wrong way . . . not in the right way. (D-I02/38) 

The second reason for preferring teacher evaluation is the number of benefits students thought 

they gained from it. For these students, evaluation and comments from their teachers served 

as guidelines for improving performance, criteria for checking progress, and motivation for 

learning effort. 

We need comments from teacher that will help us to figure out what we need to improve. 

(PA-I02/78) 

And just the teacher is the person who can see the progress that they [students] make. (H-

I03/22) . . . the teacher will be marking and giving them some comments that will help the 

students improve. (H-I03/54) I think that her comments give me a clear way for me to look 

into it. When the teacher gives me the comments, I can know what I should learn more, 

what I should work on it to practice more. And I think that her comments may boost my 

motivation. (H-I04/84) I may think about the comments that the teacher made and I may 

avoid it [the mistake] in my next product. (H-I07/50)  

Yes, if the teacher has [a] positive comment, it will encourage us to continue and try to 

study. (T-I04/94) 

5.1.1.4. Theme synopsis 

Subsection 5.1.1 presented the first theme for in-class learning: teacher-centred practices. 

Students are reluctant to voice opinions and obedient to teachers. Both pedagogical and socio-
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cultural factors are attributed to students‘ reluctance to voice opinions or ask questions in 

class. The participants remain very obedient to their teachers due to a long-time habit, and 

also because of the pressure from the teachers themselves through disciplinary procedures. In 

addition, these students prefer teacher-led learning and teacher-led evaluation, and this 

preference is driven by a belief that learning from the teachers and being evaluated by the 

teachers are more reliable and beneficial.  

The second theme found from the data is presented in the next subsection.  

5.1.2. Test-oriented learning practices 

The second major theme on in-class learning is reported in this subsection: test-oriented 

learning practices. The test-oriented English learning practices are evident in three features: 

(1) highly valuing test scores, (2) vigorous test preparation learning activities, and (3) popular 

use of test papers as learning materials. 

5.1.2.1. Highly valuing test scores 

Students attach great importance to the test scores. Data obtained from the interviews and the 

diaries show that test scores were significant to students in three ways: a goal in learning, a 

tool to evaluate the learning ability of students, and a chance for self-reflection.   

Test scores – a goal in learning 

First, high test scores are an ultimate and common goal in the learning process.  If students 

gained high test scores, they would feel rewarded and encouraged to continue their study with 

the same or stronger enthusiasm. This was commonly seen through the interviews and diaries 

of David, Patricia, Tracy and Henry. These students all showed a strong desire to obtain high 

scores in their tests.  

For me and many other students, getting the highest scores at every English test is a very 

important goal. (D-D05/W/I) 

I always want to get the highest scores at every English test. It is a matter of honour so I 

must try my best to get the top scores. (PA-D02/TH/I) 

I extremely want to get high scores at the final test. It is one of the targets for me this term. 

I must reach that target, although I know it is not easy at all. (H-D03/M/I) 

Yes, I want to get the highest score. Because I practise it every day and I take a lot of time 

to practise so I want to . . . to make it perfect. I deserve to it. (T-I07/56 & 58) 
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Test scores – a criterion for evaluation of learning ability 

These students also believed that test scores were valid criteria for evaluating their ability: the 

higher the score, the better learning ability of the students. The concept of ‗learning ability‘ 

used by these students seemed to be cognitive skills, or mental skills used in the process of 

acquiring knowledge. These students believed that cognitive skills could be best measured by 

and reflected in test scores. The following extracts from the interviews with Patricia, Henry 

and Tracy illustrate their beliefs: 

Yes, I think the result is kind of criteria to assess the students‘ ability. (PA-I06/156) 

Like many other students, I think the results of the test would reflect exactly our ability to 

use English. Today I tried my best to prove that I have good ability to learn English. (H-

D05/M/I) 

In [To] some extent, they are quite important because they somehow reflect your ability in 

English. (T-I03/114) As for me, scores or marks in the examination somehow can 

demonstrate my English ability in class. (T-I05/210) 

Test scores – a tool for self-reflection 

Test scores were seen as being helpful for self-reflection. A typical example of this view was 

Henry, who regularly talked about the importance of test scores and the relationship between 

test scores and many other factors in the learning process. In his opinion, the test sores could 

help identify strengths and weaknesses, evaluate the effectiveness of learning strategies, 

assess language performance, and measure learning progress. 

I think that it is kind of important for me because by the test I can see the progress that I 

made and I can see that whether the way that I practised myself is effective or not. (H-

I04/126) If I did the test at that time well, I may see that the way I practise is suitable and I 

will continue with that. But when I sat an exam and I cannot answer or I cannot finish the 

test or my performance of the test was poor, I would change my way. (H-I04/128) 

I could figure out what the weaknesses and the strengths that I have. First, it‘s . . . for the 

teacher to know exactly your level. And another advantage is that you can notice the good 

points and the bad points that you have. (H-I07/90 & 92) 

5.1.2.2. Vigorous test preparation activities 

Students paid special attention to test preparation. Test preparation was recognised by both 

the students and the teachers as a central aim in EFL education. Preparing for tests accounted 

for a big proportion of classroom learning; and test preparation was vigorous. Under the 

regular guidance of the teachers, students managed to familiarise themselves with the test 

format, update test taking strategies, and improve test taking skills. Three major test 
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preparation activities were identified from the data: (1) familiarising with the test format and 

question types, (2) regular practice of test-taking skills, and (3) early focus on content and 

language skills to be tested.   

Familiarising with test format  

Students generally worked with a large number of IELTS practice tests and samples to 

become familiar with the test format, as well as with the question types. The reason was that 

the University adopts IELTS as the format for their mid-term and end-of-term English tests. 

The participants all explained that these practice tests assisted them in preparing for the tests 

administered by their university.   

The first thing is that I will be tested in the mid-term test and the final-term test in the 

IELTS format. (H-I03/104) 

The university test is based on the IELTS test format. So I think doing the IELTS tests will 

prepare for the test. (D-I06/92) 

Because all the semesters, from the first semester to the fourth semester, all the tests are 

designed like the IELTS format. (PA-I06/170) 

So it will come with us [for] four years. So we have to practise it every day. (T-I06/10) 

Participants strongly believed that their performance in the semester tests would be better if 

they were familiar with the test structure and the question types. Therefore, there was a high 

demand for practising with the test format, as well as with the question types to be tested.  For 

example, Tracy wished to be given extra exercises in the test format. She said she spent most 

of her practice time on cause and effect essay writing, which had been announced as the type 

of essay to be used in the end-of term test. Henry and Patricia also practised with test samples 

to familiarise themselves with the format.  

I think the teacher should give us more extra exercises that help us get familiar with the 

examination form. (T-I02/80) I think it is effective to practise with the test form in order to 

get high scores. (T-D05/M/I) Until the last day of May we just learned cause and effect. So 

that means we take a lot of time to practise just one type of essay for the test. (T-I07/80)  

I prepare for the test everyday by doing exercise relating to the form of the test. (H-

I04/108) Recently, I‘ve [only] practised the test format of IELTS. (H-I05/95) 

When I did a lot of mock tests for IELTS, I think I can learn a lot of things . . . not just the 

format of IELTS. (PA-I06/180) 
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Improvement of test-taking strategies and skills 

Participants noted that they used mock tests or test-taking tips to improve their test-taking 

skills. They did so in an effort to replicate the test situation of IELTS. In doing the mock tests, 

students tried to master multiple-choice strategy and exam note-taking techniques, and learn 

to pace themselves by monitoring their time on a section or a task. This is evident in the 

following excerpts from Henry. 

The way that we are practising focuses more on practice test-taking skills. (H-I06/98) 

I: On Sunday, in the morning you did an IELTS listening practice test. But you listened to 

the recording only once. Can you explain why only once?  

H: Because I want to get used to the real situation when I‘m taking the test. (H-I06/252) 

Participants made an effort to update their skills through test-taking tips shared on the Internet 

and revised the test taking strategies that they had known before.  

In the evening, I watched a video on YouTube. The video recorded the TV program called 

―TAM IELTS‖, which has been on air recently. The program, in general, is supposed to 

provide its viewers tips for the IELTS. In each program, there is a guest speaker who talks 

about how he/she studied up for the exam. Besides, the program also brings the direct talk 

of examiners to the audience.  I find this program so useful to study up for the IELTS and 

learn English as well. The reason for my watching it is that I will be taking the IELTS in 

one year. Needless to say, my preparation really needs such types of program. (H-

D05/W/O) 

I revised all the knowledge and technique of doing IELTS test. I also knew how to avoid 

some common mistakes and get high mark for the test. (T-D01/M/O) 

Early preparation for test content and language skills 

Participants prepared for the tests early. As a norm, test preparation was included as an 

indispensable part of their daily learning and the students started almost immediately after the 

beginning of the semester. Several weeks before the tests, they had an intensive period, during 

which they increased the time spent practising test samples. This intensive period was 

perceived as a ‗revision period‘. It was more than a week for Patricia, two to three weeks for 

Tracy, and more than a month for Henry.  

I prepare for exam I practise daily. When the exam is coming, I just focus more on 

practising the skills I have to test at the exam. I usually practise every day and every week 

as much as I can. But when the exam is coming, for about one week, or more than one 

week before the exam I will pay more attention to practise more. (PA-I03/38 &40) 

I think two or three weeks before the exam I will spend more time to practise. I just learn 

the kinds of essay that the teacher teaches us in the class. (T-I06/60) 
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I think that at the beginning of the semester, I just did some of them [test samples] and 

when it comes to the last point, I will do more. I think that maybe it‘s more than a month. 

Because I think that this is the time for me to speed up my learning for the test and this is 

the time when I revise what I have learnt.  (H-I04/112, 116 & 120) 

Notably, the teachers played an important role in the test preparation activities. They designed 

activities and prepared materials that helped students familiarise themselves with the tests in 

all aspects: test format, question types, and test-taking techniques. This is illustrated in the 

following excerpts from an interview with Patricia: 

And she prepares this activity [sample test practice] for us. She reminds us that in the final 

term test, there will be the test about this about that. And yeah . . . so this activity is set by 

the teacher every week. (PA-I06/80) 

Yes, you know in the past I used to learn TOEFL. I learned by myself. And when I entered 

university, I had to change my material to learn IETLS. (PA-I06/200) 

5.1.2.3. Using practice test papers as learning materials 

Participants used a lot of practice test papers as materials for in-class learning. Three 

interesting facts were found from the data: (1) practice test papers accounted for a large 

proportion of the learning materials; (2) the choice of practice test paper as learning material 

was mostly decided by the teachers; and (3) students were so used to practising with test 

papers that they took it as a necessary way of learning and preparing for the tests.   

Practice test papers accounting for a large proportion of the learning materials 

Practice test papers accounted for a large proportion of the learning materials. There were two 

types of materials used in class: textbooks and extra materials. The choices for supporting 

materials were abundant, including skills development, vocabulary, pronunciation, grammar 

materials; however, a very popular selection of extra materials of the day was practice tests. 

The use of practice test papers was mentioned in almost all daily diary entries of Tracy, 

David, Patricia, and Henry as well as in the interviews with them. It seemed that practice test 

papers were used as learning materials almost every day. The following excerpts show how 

and how much practice test papers were used.  

We had a listening lesson today as usual. The lesson contained two parts: practising 

dictation and practising listening. We listened to a passage from the teacher‘s laptop and 

did the dictation in 15 minutes. After that, she showed the passage on the screen so that we 

could check our work. Then we moved on to an IELTS listening practice test provided by 

the teacher. The teacher distributed the handouts and checked the sound to make sure we 

could hear clearly before we started. We finished the four sections in the listening test after 

about 30 minutes. Then the teacher played the audio again and we checked the results 

together.  (T-D04/W/I) 
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The class listened to an IELTS test from the teacher‘s laptop and answered open-ended and 

multiple-choice questions in a paper. This prepared us for the coming test. The activity was 

deemed to enhance listening skills, though I felt it a bit extravagant for me. (D-D05/W/I) 

. . . they [the teachers] prepared the extra materials for us to do. For example, the sample of 

IELTS tests for us to do. Yeah it‘s kind of that material. (PA-I06/168) 

Practice tests sometimes were used even more than the textbooks. The two extracts from 

Henry‘s diaries in two consecutive weeks revealed that practice tests were used excessively in 

his class. In a diary entry in Week 3, Henry described his listening/reading lesson with 

practice tests in use in both sessions.  

I had a listening and reading lesson in the afternoon. In the lesson, we learned with practice 

tests for both listening and reading. We did not use the textbooks today. The teacher gave 

us an IELTS listening test. The recordings were played and we did the practice test. After 

each section, she stopped the recordings, corrected mistakes and instructed us how to do 

better in the test. After all, she explained listening strategies to us and noticed us of the trap 

which often occurred in the listening test. After doing the listening practice test, we began 

to revise and work on the reading test that we had received last week as our homework. The 

teacher asked us to find the piece of information in the text that helped answer each 

question. She told us the appropriate approaches to a reading passage such as how to scan 

the information or how to manage the time. When it came to difficult questions, she pointed 

out key words reflecting the same meaning of information. (H-D03/M/I) 

In another diary entry in Week 4, Henry‘s description of the lesson confirmed that practice 

test papers were used as the main materials in his class. Among the three main activities, two 

required students to work with test papers and only one activity used other material. 

There were three different activities in the lesson today. The first one is the main lesson of 

reading. Our teacher gave us handouts containing three passages from a book for the IELTS 

preparation. In this activity, we were given 20 minutes for each passage. After we had done 

one, the teacher would call each student to answer the given questions and she would 

correct answers. What she cared most of our learning reading is to find the key words in the 

passage that were relevant to the information mentioned. After the main lesson of reading, 

we had a game for about 15 minutes. The last activity of our lesson today is doing an 

IELTS listening practice test. The teacher gave us the handout of the practice test then she 

played the recordings. After listening to them at the first time, she, together with us, 

checked the answers. The questions given offered us many types of questions to test our 

ability to listen and understand the given contexts. For example, we had to pay attention to 

the pictures to make predictions on what we were going to listen. (H-D04/M/I) 

Selection of practice test paper as learning materials mostly made by the teachers 

The selection of practice test papers as learning materials was made by the teachers with a 

view to preparing the students for the tests. A series of extracts from the diary entries of 

Henry, Tracy, Patricia, and David show that it was their teachers who chose to use practice 

test papers as learning materials for the lesson. 
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The first one is the main lesson of reading. Our teacher gave us handouts containing three 

passages from a book for the IELTS preparation.  . . . The last activity of our lesson today is 

doing an IELTS listening practice test. The teacher gave us the handout of the practice test 

then she played the recordings.  (H-D04/M/I) 

Then we moved on to an IELTS listening practice test provided by the teacher. (T-

D04/W/I) 

One of the main activities today was doing a mock test to prepare for the mid-term test as 

usual. The test was from an IELTS booklet that the teacher prepared for us. (PA-D02/TH/I) 

In the listening class, we listened to 2 lectures prepared by the teacher. The passages were 

from an IELTS listening test. (PA-D05/M/I) 

The class listened to an IELTS test from the teacher‘s laptop and answered open-ended and 

multiple-choice questions in a paper. (D-D05/W/I) 

Seeing learning with practice test papers as a necessary way of preparing for test 

Practising with test papers was so common that students saw this as a necessary way of 

learning. Patricia, for example, had the idea of ‗learning IELTS‘ in her mind rather than 

learning English. This reflected the fact that she was very familiar with using IELTS practice 

tests as materials for learning English. The participants accepted practising with sample test 

papers as a shortcut to passing the test, although it was not necessarily their favourite way of 

learning. 

Students need to be well prepared for the test so it [practising with test papers] is fine for 

me. (D-D05/W/I) I think that I can learn a lot of things from the tests. If I read the IELTS 

tests or I do IELTS tests a lot, I can improve my skimming and scanning skills and to extent 

my background knowledge because the articles from IELTS tests are diverse. (D-I06/98 & 

100) 

I was used to learning by doing test like this. I learned a lot from the tricks and from my 

mistakes. The teacher also gave some tips of how to avoid mistakes. (T-D04/W/I) There 

were some common types of questions so I found the exercise a little bit boring. However, I 

think it is effective to practise with the test form in order to get high scores. (T-D05/M/I) 

It has been more than a week that I have not done any test so the teacher has given such a 

good chance for me to practice. The test also reminded me of preparing for the next mid- 

term test. I must not forget that an important test is coming. (PA-D02/TH/I) This activity is 

the preparation for the final term test. I really appreciate our teacher‘s effort to help us to 

get the high mark at the test. (PA-D05/M/I) 

5.1.2.4. Theme synopsis 

Subsection 5.1.2 presented the second major theme on in-class learning: test-oriented learning 

practices. Because of the high value placed on test scores, participants see high test scores as a 

learning goal, a tool for evaluating their learning ability, and an opportunity for self-

reflection. Paying special attention to test preparation, participants manage to familiarise 

themselves with the test format and question types, practise test-taking skills, and focus on the 
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content and language skills expected to be tested. Students rely heavily on practice test papers 

as materials for in-class learning, and they consider practising with test papers a necessary 

way of learning and preparing for the exams.   

The third major theme, namely the use of ICT to support classroom learning, is presented in 

the next subsection.  

5.1.3. The use of ICT as supporting tools for classroom learning 

Participants frequently used ICT facilities to support their learning in class. It seemed that the 

use of ICT was no longer an option but a norm for classroom learning. This subsection 

focuses on the purposes of using ICT in the classroom, and also the scaffolded use of ICT 

facilities for skill and knowledge development.  

5.1.3.1. Purposes of using ICT in the classroom 

Regarding purpose, the data show that students used ICT facilities for seeking help, finding 

and creating materials, and practising. First, participants used ICT facilities to seek help and 

check information because they found them more convenient and helpful than paper-based 

sources. Patricia, for example, had two electronic devices with her most of the time in class: a 

smartphone and a laptop. She preferred to use her mobile phone for most activities and only 

used the laptop when she needed a special application or a bigger screen. Patricia explained 

why she often used her mobile phone to check the pronunciation or meaning of words in the 

activity hosted by her classmates: 

I regularly do that in my class. But sometimes even the organisers of the activities 

sometimes they make mistakes in pronouncing some words. So I want to check whether 

they‘re right or wrong. It will help me not to make mistakes like them. And sometimes they 

don‘t explain so clearly so I wanted to check by myself. (PA-I02/82) 

For Patricia, the mobile phone was not only convenient but also more helpful than a paper 

dictionary. At the same time, the applications on her mobile phone could show her the 

pronunciation, suggest synonyms and antonyms, and even translate the words into her mother 

tongue.  

I often look up the new words . . . for the pronunciation and for the meaning. I also look up 

for the synonyms for me to write the research. Sometimes about several difficult terms, I 

also look up on Google Translate to translate into Vietnamese for me easier to get the 

meaning. (PA-I03/22) 
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Patricia was not the only student who favoured ICT facilities to seek help. Tracy and David 

had the same idea about the convenience and flexibility of mobile devices for seeking help. 

They said that they rarely used a paper dictionary. For these students, the top choice was 

using their mobile phones as a dictionary and looking for other types of help on the Internet. 

Oh because mobile phone is so convenient and flexible. You can bring it with you to 

anywhere anyway. If you just . . . in some cases, you forget the meaning or the ways of 

using this word, you can check immediately on mobile phone [cross talk] . . . it‘s flexible. 

(T-I02/108) 

I looked up the definitions of few new words in English on Oxford dictionary application. I 

quickly noted some phonemes and stressed syllables that might be falsely pronounced. I 

spoke out every new word once. (D-D01/M/I) In class, I use mobile phone. Looking up 

dictionary on mobile phones is a way faster than paper dictionary. (D-I02/ 134 & 138) I 

corrected a dozen of different questionnaires, in terms of grammar, vocabulary, and 

presentation. I left some comments and suggestions for improvement on the papers. During 

the time, I also used the dictionary on my phone to reinforce my suggestions. (D-D02/T/I) 

Second, participants used ICT facilities to find learning materials or for creating learning 

content. Patricia, for example, often used her mobile phone to find materials. However, when 

she needed to find a large number of materials she used her laptop because it was faster and 

more powerful.  

The teacher gave us about ten topics for the debate class. I just searched from the Internet 

about the articles for the topics and I collected the ideas from those to support my 

performance in the debate class. I used my laptop to search information from the Internet 

from Google. (PA-I04/70 & 72) 

Patricia also used her laptop and mobile phone for creating content to demonstrate her 

learning, such as making a video clip or designing an electronic magazine. These activities 

were part of her class projects and the use of technological devices was necessary. It is 

notable that in order to complete the magazine, Patricia taught herself how to use a special 

application for magazine design. The following extract elaborates the four projects she was 

required to complete in the second semester.  

The first one is we had to make a film. We also formed a group of five. We had to 

participate in the film. We had to be the characters in this film. We have finished this 

project before. We also had one period to show our products. The second is the magazine 

design. We had to write many articles to put it in and design the magazine. The third is we 

form a pair to read English book and in week 15 we will have to introduce our books to our 

friends. The last one is the weekly activity that you have seen today. It is the pair that 

prepared the tasks for the class to finish in the class. (PA-I02/48) 

Third, participants used ICT facilities to practise English skills, something commonly seen in 

a technology-enriched language class. In describing a typical listening lesson, David 
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mentioned the use of laptop, projector, and speaker with the exercises designed and controlled 

by his teacher.  

We watched a video of TED talk about mindfulness programme. The whole class elicited 

information from the TED talk to address the teacher‘s prior questions. This was shown on 

the projector connected to the teacher‘s laptop. This was a drill of listening to get the main 

points. I have learned the concept of mindfulness to refrain from bad habits. (D-D02/M/I) 

We watched and listened to the video clip and filled answers in a paper given by teachers. 

We had to write a summary at the end of the activity. (D-D05/M/I) 

Unlike the guided practice under the supervision of the teacher in David‘s class, Patricia 

practised speaking on her own with her mobile phone and via a website when she had free 

time in class. She attempted to learn how to use vocabulary in spoken language by imitating 

the language use of native speakers in a forum. Notably, Patricia had her own desire to do so, 

and she made her own decision regarding how to use ICT for this activity.   

Quora is a website for everyone coming to ask whatever they want, and other people will 

answer the questions. I read some newest questions and the answers and noted down some 

phrases and new words. I imitated the way of using these words and phrases in spoken 

language. I spoke out loud and recorded my speech by my mobile phone. Then I listened to 

my recordings to see whether I used the phrases naturally or not. I could see the way 

foreign people discuss and give opinions, which was quite different to ours. Ours was 

somehow not natural, mainly using simple and kind of academic words and grammar. 

Therefore, I jumped to the conclusion that I should spend more time learning from daily 

conversation to become more like native speaker. (PA-D02/T/I) 

5.1.3.2. Scaffolded use of ICT to develop knowledge and learning skills 

The availability of ICT facilities in the classroom seems to have brought about a positive 

change in the approach to teaching and learning. With this new element, students not only 

learned from and with their teacher, but also from and with technological devices. As reported 

by the participants, they found the use of ICT facilities during a lesson a matter of course and 

they tried to get the most benefits of it. The data also show that there was a scaffolding role of 

the teachers behind the student engagement with ICT, and learners successfully took 

advantage of this scaffolding to develop their learning skills. 

ICT – a recognised helpful teaching assistant  

Students used ICT as a teaching assistant and a source of reference in the classroom. This can 

be seen in the two classes of Patricia and Henry. Instead of telling the students about the 

greenhouse effects, the teacher in Patricia‘s class showed her students how to seek for the 

answer to this common question by using a web search engine. The teacher did so by giving 

her students a follow-up task after searching the Internet for the information.  
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When some students asked about the cause of the greenhouse effect, the teacher did not 

explain but said ―Let‘s ask Mr. Google for a good answer‖. Then the students were 

requested to use the Internet to search for information and work out a diagram of the layers 

within Earth's atmosphere. (PA-O01/17) 

Similarly, the teacher in Henry‘s class did not risk having to decide the pronunciation and 

stresses of difficult words herself. For an accurate and safe answer, she resorted to an 

available assistant in the classroom: the online Oxford dictionary. Again, students learned 

how to complete the task and solve the problem successfully using an ICT tool.  

Two students argued about how to read two difficult words ―onomatopoeia‖ and 

―otolaryngology‖ in the exercise. The teacher said she was not sure either. She said to 

ensure correct pronunciation and stress we should check together from the online Oxford 

dictionary. We checked the pronunciation and stress and practised reading the words 

several times. I couldn‘t read them correctly until I heard it from the dictionary the 4th 

time. (H-D06/W/I) 

Both the teachers and students found that using ICT in such situations was a reasonable 

choice, and they both acknowledged the existence of ICT and its potential for classroom 

learning. 

The scaffolded use of ICT to develop learning skills  

Participants used ICT facilities to develop their learning skills with the support of the 

teachers. They used ICT in a variety of ways, such as searching for information, checking 

results, presenting projects, publishing products, and also practising, collaborating, and 

communicating. The activities illustrated in the extracts below describe the guided use of ICT 

for problem-solving, searching, or self-practising as the students sought to develop their 

learning skills.  

Scaffolded use of ICT to develop problem-solving skills: The use of ICT facilities in Tracy‘s 

class is a good example of this. Tracy and her classmates, guided by the teacher, learned to 

solve problems with some online tools. In particular, the aim of this scaffolded activity was 

not solving a particular problem, but showing the students how to solve a problem.  

We learned how to check our work online. The teacher showed us how to check our 

spelling and grammar online. She asked us to practise checking our own essay about food 

in 15 minutes. We all used our laptops and mobile phones to try the tools. She also showed 

us how to check pronunciation and dictation with other online tools and websites.  I had 

never worked with such helpful tools and websites before so for me it was a good 

experience. Through the teacher‘s demonstration, I had better ideas about how to use so 

many available tools online. I would use them later when I need to check my own work 

without having to ask other people. (T-D04/T/I)   
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Scaffolded use of ICT to develop searching skills: The use of ICT facilities in David‘s class is 

a good example of this. As shown in the following extracts, students developed the skill of 

finding materials from a variety of choices with an appropriate scaffolded use of ICT.  

The teacher gave us a task to work in pairs: using either our mobile phone or laptop or 

tablet to search the site TEDEd for presentations about what we could do to preserve the 

environment. We had 15 minutes to search and synthesise arguments from the talks in the 

site.  The list was very long. The teacher then asked us to nominate two clips with good 

viewpoints. We liked this way of learning. I knew how to gather information and ideas 

from different talks and organise them into argumentative viewpoints. The ideas we had 

were very diverse and convincing. I will use this at home for other topics. (D-D03/M/I) 

Summarising and presenting the possible effects of tsunamis and how to survive in 

tsunamis: The teacher asked us to use our smartphone or laptop or anything to search the 

Internet to collect information. We had 10 minutes to surf the net and complete the list of 

effects and 5 minutes to present the survival tips. After that, the teacher shared with us 

several websites showing how to synthesise information from different sources for 

speaking or writing activities. I learned how to take advantage of the Internet for our 

learning. It was more effective and quicker. (D-D02/W/I) 

Scaffolded use of ICT to develop self-practising skills: The use of ICT facilities in Henry‘s 

class provides a good example of this. The students learned how to practise with a software 

application, but they were able to save time because the teacher introduced and illustrated the 

features of this application. In Henry‘s words: 

At the beginning of the lesson on the computer lab, the teacher and our class revised the 

lesson about intonation for certain questions and statements together. Particularly, she 

introduced to us an app called ―PRAAT‖, a tool that can reflect the voice to see whether the 

tone was rising or not. Our class spent about 10 minutes on recording our voice and testing 

with that app. It helped us see whether we pronounced correct, which makes it easier for us 

to improve the way of practice. (H-D03/W/I)  

5.1.3.3. Theme synopsis 

Subsection 5.1.3 presented the third major theme on in-class learning: using ICT as 

supporting tools for classroom learning. The students use ICT for seeking help, finding or 

creating materials, and practising. They also take opportunities to develop their learning 

skills, such as seeking, problem-solving, or self-practising. Interestingly, the students manage 

to use ICT facilities as if they were teaching assistants, while the use of ICT for this purpose 

is scaffolded by the teachers. 

5.1.4. Critical attitude in evaluation and judgement 

The fourth major theme identified in the data on in-class learning was that participants were 

critical when evaluating themselves, their peers, and their teachers. Specifically, the students 

demonstrated that they had strong ability to objectively analyse facts and form critical 
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evaluations. The evaluations were mostly about the performance and interaction of the people 

involved in the teaching and learning process inside the classroom. Evidence of the ability to 

evaluate critically is provided in the three subsections below. 

5.1.4.1. Critical self-evaluation 

Participants showed their critical thinking skills when undertaking self-evaluation: they 

critically reflected on and evaluated their own learning in terms of both shortcomings and 

strengths. 

Regarding their shortcomings, the participants did not simply state the problem, but rather 

they stated it and assessed it for clarity. Henry, for example, could see that his writing was not 

clear to understand, even for himself. Through self-reflection, he knew he was not very skilful 

at using words and collocations in his writing.  

I think that I still have the difficulty in writing. I think that I have problems with using 

words in a natural way, using the collocations and the words, how to use the complex 

words in writing context. When I wrote, it seemed to me that it was not clear enough for 

people to understand. (H-I05/161, 163 & 165) 

For my writing, the strength is I can manage the time well but my weakness is that I find it 

difficult to develop the supporting ideas for the statement. I may prepare not enough the 

vocabulary for the test so I couldn‘t apply the words, the proper words to the topic of the 

writing test. (H-I07/86 & 88) 

Henry was not the only one who showed an ability to identify his inadequacies. Patricia also 

recognised a need to improve her background knowledge, and she noticed this while 

practising reading. Similarly, Tracy identified her deficiency when she reflected on her 

pronunciation.  

I know that I had some silly mistakes. But I think in overall, I did pretty well. I think that I 

need to spend more time reading more. I think my background knowledge is somehow . . . 

kind of insufficient and I need to improve it.  (PA-I04/122 & 124) 

I think I had a good preparation for my presentation but overall I think it‘s not kind of 

perfect as the teacher said. In comparison with other students, I do a better job. But for 

myself, I self-evaluate that I also have some mistakes in pronunciation and pronunciation in 

overall. But the teacher tried to encourage me and tried to avoid mention[ing] to small 

mistakes in my speech. (T-I06/26 & 28) 

Interestingly, the students not only remarked on their shortcomings, they also saw their 

strengths or improvements in comparison to their past performance. Henry, for example, 

showed his confidence in speaking and believed that his speaking skills were better than other 

members in the team he was working with. Patricia, in reviewing her study plan, compared 
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her current performance to her earlier performance and realised that she had made some 

improvement. Reflecting on her reading activities, Tracy noticed that her reading skills had 

improved. She even ranked herself among the top 5% of the class.  

When it comes to speaking, I may be a little bit better than . . . than the ones who were in 

my team so I think I may help them with some advice for their preparation of the speech. 

(H-I07/110) 

I can stay focused much more. And my performance is also better. (PA-I04/48) 

After a long time I read English books, I realised that my reading skills have a progress, big 

progress. (T-I02/130) I think I can be at the top 5% in my class, just in my class. But in 

other classes, I am not sure. (T-I05/170) 

5.1.4.2. Critical peer evaluation 

Participants showed their critical thinking in peer evaluation, but, it is noticeable that they 

also often worked out their own strategies for improvement. 

First, they paid special attention to the performance of their peers in specific learning 

activities, such as individual presentation, pair discussion, or group debate. Through 

observing the performance of other students, the participants demonstrated their ability to 

reflect on what was presented and identify areas that needed improvement. All four 

participants could identify the shortcomings in their peers‘ performances and were very 

straight with their feedback, using such phrases as ―not so impressive‖, ―not good‖, ―not 

successful‖, or ―not flexible and active‖. 

In my opinion, his performance is so-so, it‘s not so good or impressive, I think. I think that 

he should listen carefully. He should have listened carefully and he should practise more 

because . . .  I can see that he stumbled a little bit because he tried to copy the way that the 

speaker say but the speaker said . . . kind of quick and it‘s so hard to imitate. The girl who 

performed first did the best. And the boy who performed after the Korean boy did quite a 

good job. (H-I04/76, 78 & 82) 

Obviously their performance was not good and the preparation was the same, not good at 

all. I think so. They had so many mistakes in the reading test and the questionnaires were 

kind of not as good as I expected. (PA-I05/106) 

Both their performance and their cooperation were not good enough. Their debate was not 

convincing as they missed many important points. (D-D04/M/I) . . . we need to give our 

classmates time to improve their skills. I mean the organisational skills. We can see about 

that. (D-I06/144) 

I think that this way is not flexible and active. You can see that they didn‘t have a good 

preparation for the dictation. (T-I02/52) 
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It was an encouraging sign that the participants seemed to be objective in their evaluation: 

they also recognised the positive aspects in their peers‘ performances. Tracy and David 

pointed out good features in their classmates‘ performance.  

I think the lesson today is very interesting, both the teacher and the couple, especially the 

couple of my friends today. They had a well-prepared dictation and their performance is so 

unique [and] so friendly to the audience. (T-I03/64) 

The first thing, she has competent English skills. I mean she has a very good English 

proficiency and when working with her I can discuss . . . I mean I had more chance to 

discuss, to express ideas, and to listen to her opinions better than others. (D-I02/16) 

Second, the participants paid special attention to the learning attitude of their classmates. 

They either implicitly or explicitly expressed their dislike of working with students who had a 

low learning mindset. In their view, cooperation and proactive learning attitude were to be 

appreciated. Patricia was not happy when she worked with her debate team who were very 

quiet: ―my partners somehow didn‘t cooperate so much. In the debate, they were so quiet‖ 

(PA-I04/90). Cooperation, in her opinion, was very important for a successful team. Tracy 

had the same idea about cooperation, and said she appreciated creativity and activeness in 

sharing ideas among her team. Henry expected his team-mate to show more interest and 

activeness in the lesson. These participants all showed a common expectation of their peers: a 

positive and active learning attitude. 

I tried to change to other groups, but they seem not suitable for me.  I mean that we don‘t 

have many common points with [each] other. Maybe they are not active enough for me to 

practise speaking and listening with them. I don‘t mean that they have to be really good at 

speaking and listening but they have to be brave and creative . . . [and] dare to raise their 

voice and express their ideas to contribute to our group‘s work. (T-I03/10) 

Maybe they are not interested in the lesson. And another reason is that they just want to 

finish the tasks that the teacher gave. (H-I03/48) 

5.1.4.3. Critically evaluating the teacher 

Participants were objective in evaluating their teachers. The critical evaluation was mostly 

about ways of interacting with students and teaching effectiveness. The participants showed 

close attention to the effectiveness of learning activities: they immediately noticed when the 

teacher did something irrelevant to the lesson or something that was not as they expected. 

However, the participants, as the other students in class, did not dare to raise the issue with 

the teacher (already presented in 5.1.1.1).  
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One example concerns the teacher talk time in class. The participants reported that they did 

not like it when their teachers spent too much time talking about how to learn. They wanted 

instead to spend more time practising. Patricia, for example, repeatedly told me how 

disappointed she felt when her teacher kept talking about how to learn and get good results at 

the exams. Similarly, Tracy and David had clear views and expectations regarding the teacher 

talk time. In their opinion, teacher talk should be reduced to make more time for student 

practice.  

My lecturer shared a lot with us about what we should do in this term. I do appreciate what 

she said to us, however, I would rather she allowed us more time to practice English skills 

like listening or reading, or introduced to us vocabulary or background knowledge about 

social issues and told us to do exercises relating to them. Beside a few new words I came 

across in the text, I hardly learned anything new. Sometimes I feel she shared a lot, so there 

was little time for us to study. (PA-D01/M/I) I also highly appreciate her sharing. But 

sometimes I think that it‘s too much. And sometimes I think the quality of the lessons is not 

good enough for me to study. (PA-I02/118)  

Because in every lesson, the teacher always gave us a lot of comments . . . a lot of feedback 

and comments . . . so sometimes it makes me confused. Yeah, comments from the teacher 

is [are] helpful for us but sometimes I want to self-study and self-reflect my . . . my 

improvement . . .  my studying in class. It‘s not necessary for the teacher to give comments 

all the times. (T-I05/110) 

This is just a personal idea. I think Ms XXX is a very talkative person. I think she should 

reduce the amount of time of speaking and let that work on the students‘ shoulder. Because 

it is a speaking class not a listening class.  We are supposed to speak out . . . to articulate 

our idea. That is the aim of the speaking class. (D-I02/82 & 84) 

Another example of the students‘ ability to undertake critical evaluation is the participants‘ 

attention to the effectiveness of teaching activities. Patricia, Tracy and Henry all noticed the 

imperfections in the activities conducted by their teachers. Furthermore, they all pointed out 

what the teacher should have done to make the activities more relevant and effective. 

Excerpts from their diary entries and interviews show evidence of this ability. 

I want her to tell us about the purpose of this activity after we finished this activity. This 

activity was interesting. But I don‘t think everyone knows the main purpose of this activity 

is for practising English skills and also for critical thinking or negotiation skills. (PA-

I07/42) I think that this kind of activity can be learnt at home, like a kind of self-study. I 

really expect to learn things that help me to broaden my background knowledge and 

vocabulary in different fields as well. Perhaps I am not getting used to her way of teaching. 

(PA-D05/M/I) 

I think it‘s not necessary for her to . . . to pointing exactly what will be the answer. It takes 

us more time to do that and I want to save our time as much as possible to do other tasks. 

(T-I02/90) 

The teacher should put us in pairs or in groups. In pairs or in groups, the spirit will be 

raised by the teamwork. And I think that will be much better. (H-I03/40) I agree with the 

way that she controls the class but I think that it‘s not my favourite. I think that she or other 
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teachers should let students submit their materials or partly prepare for the lesson that the 

students are going to have. (H-I06/14&16)  

Also, when the learning activity was effective or as they expected it would be, the participants 

were willing to show their satisfaction and appreciation. In an interview, Henry told me that 

he was very excited with the new format for the speaking lesson provided by a new teacher. 

He explicitly said that it was more effective and it was his favourite way of learning. 

. . . it was [a] very impressive activity that I‘ve ever had because we usually give a formal 

presentation. And it was somehow boring. And I think . . . when the teacher and the lesson 

were changed, it was an opportunity for students to make change and to learn in another 

way. I just want to say that the learners . . .  if they sit in a conventional room or class, they 

may feel boring but when they try different ways of learning, they may find [it] interesting. 

It makes [is] easier for learners and teachers to collaborate with each other, which results in 

better performance and better results. (H-I04/160 & 164) 

5.1.4.4. Theme synopsis 

Subsection 5.1.4 presented the fourth major theme on in-class learning: critical attitude in 

evaluation and judgement. The participants are able to critically evaluate themselves, their 

peers, and their teachers. The evaluations are on student shortcomings and strengths, on the 

performance of their own and their peers, learning attitudes, teacher interaction with students 

and teaching effectiveness. 

The last major theme concerning in-class learning, namely diverse reaction to autonomous 

learning opportunities in the classroom, is presented next.  

5.1.5. Learner reaction to autonomous learning opportunities in the classroom  

Data from the classroom observations done for this research show that students had 

opportunities for autonomous learning in organisational, procedural, and cognitive 

perspectives. However, they had different reactions to these opportunities. While they 

remained reserved in regard to organisational autonomy support, they were more active when 

it came to procedural autonomy support and cognitive autonomy support. The following 

subsections provide detailed reactions of the participants to the support provided by their 

teachers. 

5.1.5.1. Reserved reaction to organisational autonomy support of teachers 

Students did not respond actively to organisational autonomy support of their teachers. The 

data show that students were encouraged to make choices relating to organisational activities 
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in several ways: choosing group members, choosing evaluation procedures, choosing due 

dates for tasks and assignments, creating rules, and choosing seating arrangements. They 

showed their reserve and a lack of confidence when the teachers encouraged them to make 

such choices and take ownership of the learning environment. 

The most active response to organisational autonomy support observed was when the 

participants were offered the opportunity to choose group members. They tended to form a 

group consisting of classmates seated nearby. When talking to the participants later I learned 

that close friends often sat together, therefore, when given the opportunity to choose partners 

the participants tended to work with the students they knew they could get on with. This 

preference in choosing partners may come from the fact that typical friend groups create their 

own learning groups. I also found that the tendency to choose their close friends for a group 

was to avoid working with other students they did not like, or they thought would be 

uncooperative students. The following are from field notes on my classroom observations: 

The teacher decides members of each pair by counting 1 and 2. She also checks whether the 

students know which pair they belong to and which role they will play. However, she also 

says that if the students want to change, just feel free to do so. Patricia is assigned into a 

pair working with the girl on her left but she decides to change and works with the girl on 

her right. (PA-O02/2) 

For the outdoor debating activity, the teacher asks the students to form two lines and then 

she assigns tasks for each line. David stands in one line and asks a boy he often works with 

to join his line so that they can work together. For the speaking activities in the classroom 

the teacher asks her students to form 8 groups. David comes to a corner and asks two girls 

to join him to form a group of three. (D-O04/2) 

In other situations, these students tended to follow a previous decision, made either by their 

peers or their teacher. In the two following extracts, Patricia and Tracy show their tendency to 

accept a decision made by their peers. The compromising attitude seems to come from a 

reasoning that once a decision has been made it is not a good idea to change it. Therefore, 

Patricia accepted ways of organising an activity set by her classmates without having any 

other opinion. In the same manner, Tracy‘s acceptance of the evaluation procedure set by her 

peers also reflects this compromising attitude. In Tracy‘s case, her comment shows that she 

respects the decision of her classmates. However, there is a hint in her comment that suggests 

she realised she might have had other options but chose not to speak out.  

Two students are asked to host a crossword activity that they have prepared. They are 

allowed to set rules for this activity. They inform the whole class of the intended rules for 

the activity. They also ask whether anyone wants to add any idea for the rules before they 
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begin. Patricia listens and follows the instructions and accepts the rules without voicing any 

opinion. (PA-O01/3) 

For the dictation activity hosted by two students, they have the chance to decide how to 

evaluate the work. The students introduce their planned evaluation procedure. According to 

the plan, one student writes the dictation on the board while others doing it at their seats. 

After doing the dictation, the whole class will check and correct together, sentence by 

sentence. The corrected version written on the board will be used as the answer keys. Based 

on that, each student will make a self-assessment by giving a score to their own work. The 

two students also want to know if the teacher and other students agree with that procedure. 

Both the teacher and other students agree to follow that procedure. Tracy agrees with the 

procedure suggested by her classmates with a comment that they are the host of the activity 

so they can set the rules. (T-O01/5) 

For Henry, the decision of the teacher was always one to respect. He was given the 

opportunity to decide the due time for a task but did not take it. Instead, he chose to follow the 

teacher‘s decision by regulating or shortening his time for practice.  

The teacher sets the time but she often asks whether the students need more time or not. For 

example, the quiz is set to be in 20 mins but when the teacher checks and sees that many 

students have not finished, she gives them 5 more minutes to complete. Henry follows the 

teacher‘s decision. He does not request for more time even when he is on half way 

practising. When the teacher tells the students to stop and check he stops immediately. (H-

O04/4) 

If there was no pre-determined option to follow, the participants showed hesitation in making 

a decision. David and Tracy, for example, showed hesitation when they managed to pass the 

responsibility back to the teacher. The teacher in David‘s class wanted her students to decide 

an appropriate seating arrangement for the activity, with a view to letting them work in the 

most comfortable way. However, David and many other students passed the decision back to 

the teacher: they believed that the teacher could make the better choice and that by following 

the teacher‘s decision they could save time and it would be more effective.  

Before the lesson, the teacher asks how students want to seat. Two students say they do not 

know. The class captain finally says it is up to the teacher. Three or four other students, 

including David, say it is a good idea to follow the teacher‘s decision. The teacher decides 

to have a U-shape layout for her speaking class. Then the students rearrange the desk to this 

shape. After the rearrangement, he sits in the front row, facing the door. All students tend to 

sit with their own group. (D-O02/1) 

David was not the only student who attempted to pass the responsibility back to his teacher. 

Tracy also showed the belief that the teacher could make a better decision, and she seemed 

not confident in making a decision relating to organising learning activities. When asked by 

her classmates about ways of evaluating, Tracy, instead of giving some ideas, suggested that 

they follow the decision of the teacher.  
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Two students have one chance to set the evaluation procedure for dictation activity they 

host. However, they are not sure about how to check the work and give assessment so they 

ask the teacher and their classmate for ideas. When the students get stuck with how to 

check the work and ask for help, Tracy suggests that they should listen to the teacher‘s idea 

to save time. To help them, the teacher divides the dictation into 8 parts and asks 8 students 

take turn to come to the board to complete one part of the dictation. The whole class check 

each part together before moving to another part.  (T-O02/5) 

5.1.5.2. Positive reaction to procedural autonomy support from teacher 

The participants actively responded to procedural autonomy support of the teachers. The data 

obtained from the observations show that students in the participants‘ classes were given 

opportunities to make decisions regarding several aspects of their language learning: materials 

for learning in class, ways of demonstrating competence, displaying work in individual 

manner, discussing their wants, and ways of handling materials. When they were encouraged 

to make a choice regarding forms or procedure, it seems that the participants were eager to 

make the decision and they could do it confidently. 

For example, when Tracy was given the opportunity to decide which material to use for a 

class activity, she was able to make the decision without any difficulty or hesitation. She 

made the selection, and also was able to point out the rationale for her choice: audio visual 

materials, such as a video clip, motivate the students better than a paper-based material.  

For extra practice, the teacher offers students three different resources for learning idioms: 

An extract from the book ―Spoken idioms in action through pictures‖, a YouTube talk 

about English idioms and phrases with meanings, and an audio podcast about 10 interesting 

English idioms. As they have just 15 minutes left the teacher asks Tracy‘s group to have a 

look and decide which one to use. Tracy and her friends look at the materials and quickly 

make their decision. They decide to use the YouTube clip because there are both sound and 

pictures. (T-O03/6) 

Tracy was also among the students who confidently displayed their work in an individual 

manner. On a number of occasions, she not only actively displayed her individual work but 

also moderated her participation in a sensible way so that other students could also take 

advantage of the opportunity. Her sensitivity was evident in the way she moderated herself: 

Tracy stopped to listen when someone wanted to speak; she talked when other students were 

hesitating, and took notes while other students were sharing opinions. David, in similar 

situations, also managed to moderate his behaviour when the teacher created opportunities for 

individual argument. David was very involved when presenting his argumentative views, 

supported others while they talked, and took notes while listening to other students.  

For the dictation activity, each student goes to the board to write one sentence. Tracy 

volunteers to go to the boards twice to complete two sentences out of eleven sentences. For 
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the debate, the teacher gives four to five chances for students to present their argumentative 

views, to explain their agreement or disagreement with a statement, or to voice other 

opinions.  When the teacher asks for volunteer, Tracy often looks around to see if anyone 

wants to raise opinion. If other students are still hesitating, she often volunteers to speak 

first. If someone wants to speak first Tracy often joins to share her opinions later. When 

other students explain or share ideas, Tracy takes note. (T-O03/8) 

The teacher asks students to practice presenting personal opinions. For example, she asks 

students to describe their experience with YouTube and tell the class about positive and 

negative impacts of YouTube. David is very active in this activity. He not only shares his 

positive experience with YouTube but also checks whether other students agree with him or 

have similar experience. He often shows his support to other students when they speak. He 

often takes notes and sometimes raises questions to clarify his comprehension. (D-O03/8) 

The participants also reacted positively and showed their confidence in other situations, such 

as in discussing what they wanted or handling learning materials. David and Henry are two 

good examples of the fact that, when students were given the opportunity to decide what and 

how to learn, they could do it well.   

At the beginning of the lesson, the teacher allows the students to have a free talk in groups 

of four. They have three minutes to discuss what they want to learn regarding debating 

skills. David and three other students talk about special techniques to win a debate. David 

notes down a list while they discuss. He seems to be the leader of the group as he often 

moderates the talk. All students in the group are interested in the discussion and they talk 

noisily and enthusiastically. (D-O01/9) 

The students are put to work in self-practice mode so they can record the individual 

sentences or practice a dialogue in their own way. For the pair work dialogue, Henry 

practises with a girl. While other pairs often stop after one practice, Henry does that three 

times in different ways.  After one turn, he suggests that they change role and act again and 

his partner agrees. After that, he practises alone, playing both roles in the dialogue. (H-

O01/10) 

The participants generally were not very confident when they had to decide on learning 

procedures. For example, Patricia was given the opportunity to choose ways of demonstrating 

competence, but she failed to make a choice. It is interesting to note here that she wanted her 

decision to match the preference of the teacher, and her indecisiveness stemmed from this.  

The teacher gives the students handouts with two reading passages. She asks the student to 

read the passages and summarise each of them in 100 words, either in spoken or written 

form. Patricia and some students ask the teacher whether she prefers them to present or 

write down the summaries. The teacher says it is up to the students to choose but the 

students are still indecisive. Later, to make it easier for the students, the teacher suggests 

that one summary be in written form, the other in spoken form. (PA-O03/7) 

5.1.5.3. Positive reaction to cognitive autonomy support of teacher 

The participants responded positively to the cognitive autonomy support provided by the 

teachers. The data show that students were given opportunities to develop their ownership of 

the learning process in a variety of ways: discussing multiple approaches, finding multiple 
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solutions to problems, justifying solutions, taking ample time for decision making, being an 

independent problem solver with scaffolding, re-evaluating errors, receiving informational 

feedback, formulating personal goals or realigning task to correspond with interest, having 

less teacher talk time, and asking questions. When provided with such cognitive autonomy 

support, the participants reacted positively, showing that they could take advantage of these 

opportunities. 

In a pronunciation lesson, when given the opportunity to talk about different approaches 

regarding intonation patterns, Henry and his partner were very excited and active in their 

discussion. Henry showed his good understanding of the role of intonation patterns, contexts, 

and meanings, and seemed to enjoy this activity.  

The teacher gives students two chances, 5 minutes each, to discuss the proper intonation 

patterns of some sentences. Henry discusses with the girl at computer 24 about the 

differences in sentence meanings if different intonation patterns are applied. Both students 

are interested in this. They talk a lot about the approaches of using intonation for certain 

attitudinal function like showing boredom, interest, surprise, anger, appreciation, happiness, 

and so on. They also talk about the grammatical function of intonation with wh-questions.  

In the end, Henry and the girl even work out some strategies to improve intonation like 

imitating people in movies or recording for self-adjustment. (H-O02/11) 

This suggests that, if given opportunities, students can adopt proper ways of learning and 

develop their cognitive skills autonomously.  

Tracy was another participant who actively responded to such opportunities. Assigned a task 

of discussing different strategies to conclude a presentation, Tracy and her group successfully 

worked out a list of strategies that can be used to wrap up a presentation.  

One part of the lesson is about giving a presentation. In this part the teacher raises a 

question about how to conclude a presentation impressively and students have 10 minutes 

to discuss. Tracy and other students are all excited with this task. They discuss a lot about 

the strategies of how to conclude a presentation. Tracy lists out several ways to conclude a 

presentation. During the discussion, Tracy supports her argument by sharing her feelings 

when she listened to the presentation by a professor at the American Centre. (T-O04/11) 

David and Patricia also had positive reactions to cognitive autonomy support related to 

opportunities to find multiple solutions and provide rationales. When given the opportunity, 

these two participants could successfully work out a number of solutions. Furthermore, they 

critically compared different recommended solutions and provided their own judgement.   

The students have the opportunities to work out their solutions for a series of troubles 

between employers and employees. When they do that, they have to point out as many 
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reasons to support their choices as possible. David joins the activity with lots of ideas and 

reasons. He also debates the choices of other students. (D-O01/12) 

Students have the opportunity to complete an open-ended story. Their task is to make up 

different endings for a story. Students are expected to work out a lesson learned from each 

ending. Patricia seems to be excited with the activity. She contributes ideas for two 

endings. She also shows her interest to the endings made up by other students. (PA-

O03/12) 

In addition, when the teacher asked the class to justify their solutions, the participants were 

able to explain their ideas and provide a link between the solution and the rationale. Henry‘s 

reaction in his pronunciation lesson and Patricia‘s reaction in her reading lesson illustrate this. 

Both Henry and Patricia were proficient at referring back to the theory or the clues to justify 

their choices as is evident in the two excerpts below. Patricia even helped other students to 

find the answer by providing clues and suggestions. 

The students have to explain why they choose the intonation pattern by referring back to 

the theory of raising and falling tones in conversation. Henry joins the class in giving 

opinion and justification. He can explain his choices very well by referring back to the 

theory of intonation. (H-O01/13) 

The reading activity and the crossword activity allow students to discuss whether the 

answers are correct or not by referring back to the reading text or to the hints. For the 

reading activity, the teacher asks students to indicate the clues for each answer before the 

whole class indicate they agree or not. This helps show the students where to find the 

information if they failed to give an answer. Patricia is really good at explaining the reason 

for her choices. She can point out all the clues for her answers. When her peers fail to work 

out the answer from the hints, she often helps with some suggestions. (PA-O01/13) 

The data also show when teachers spent less time talking students were more likely to be 

engaged during their lesson. If given time and opportunity to work independently, the 

participants could initiate action and exert intense concentration in the implementation of 

learning tasks. Patricia, for example, showed her active engagement when her teacher talked 

less and she had more time to practise. Henry, in another way, initiated action and managed 

his time so well that he not only finished the task but also reviewed it together with his 

classmates before time was up.  

The teacher tries to speak less so that students have more chances to host the class 

activities. The teacher just plays the function of the advisor or the judge when there is 

something difficult for the students. Patricia is very active. She takes initiative steps in most 

pair-work and group-work activities and she knows well how to moderate work with other 

students. When one student asks the teacher how to change F degree to C degree, Patricia 

says she knows it and volunteers to answer for the teacher. (PA-O01/20) 

The teacher sets the time limits for the matching and the multiple-choice exercises. 

However, she always reminds students of the remaining time and checks whether students 

need more time. Thanks to the frequent reminders, most students adjust their work and 

finish the task within the time allowed. Some students even finish earlier.  Henry often 
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takes half of the time allowed to finish the task and then he reviews his work. He also turns 

to the nearby student to compare their answers while waiting for other students. (H-

O02/14) 

Initiative was also observed when the participants were given the opportunity to formulate 

their personal goals for learning. In a self-practice pronunciation activity, Henry realigned the 

task to correspond with his interest, and he showed his enthusiasm when taking this 

opportunity. This suggests that leaving a space for student self-management seems to be a 

good approach to getting them engaged in their learning.   

The teacher puts her students into self-practice mode. Students are asked to practise the 

proper intonation patterns in two dialogues. Henry practises alone for two minutes. After 

that, he presses the call button to connect to the girl in computer number 24. He asks her to 

join him and act one role in the conversation so that they can practise together. They 

practise the two dialogues together twice with full emotional intonations. Besides 

practising, they also take turn giving comments to each other. When the girl stops, saying 

that is enough, he practises alone again, acting both roles. (H-O02/18) 

The participants also responded actively when they had opportunities to re-evaluate errors or 

received informational feedback from teachers. They showed that they could identify the 

problem and work out how to fix it if there was appropriate guidance from the teacher. After 

hearing the teacher‘s feedback, David made a list of mistakes found in the debate in his 

speaking class, and also clarified with his teacher ways of avoiding these mistakes. Teacher 

feedback also helped Tracy build a list of ‗dos and don‘ts‘ in a presentation with the aim of 

improving her speaking skills. Furthermore, when re-evaluating errors, she was able to point 

out the cause of the errors and ways to eliminate them. It is clear from the extracts below that 

these participants were motivated to participate in such activities and wanted to get the most 

benefit of them. 

The teacher often comments on whether the performances of the students are good or not. 

When giving comments, she always points out the shortcomings of her students like 

cultural inappropriateness, unclear pronunciation, or unsuitable word choice. She also 

points out the strengths of the students and encourages them to use these strengths for other 

debates. David takes note while the teacher is giving feedback. In receiving feedback about 

his performance, he asks several questions to clarify how he can improve. He even makes a 

list of common problems to avoid in a debate. (D-O01/17) 

The teacher gives comments after the presentation of each student. She points out what is 

good and what needs to be improved. Tracy listens to the feedback from the teacher 

attentively. She takes notes in two lists: Dos and Don'ts in a presentation. (T-O03/17) 

The teacher asks the students to use dictionaries on their mobile phone or their laptop to 

check the spelling and pronunciation of several words then points out why the students had 

the wrong words in their dictation. Tracy uses the Oxford dictionary on her mobile phone 

to check the spelling and pronunciation of several words. Later Tracy tells the class the 

reason why one of her classmates got the wrong words: his wrong pronunciation of the 
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words prevents him from recognising the words as they are pronounced differently from 

what he believes they should be. (T-O01/16) 

Teacher guidance and cognitive support for student autonomy were also met with enthusiasm 

by the participants when they were attempting to develop new skills. It seems that if 

scaffolded appropriately, the participants could develop their new skills quickly and solve 

problems independently. David and Patricia are two good examples of how students take 

advantage of teacher support. The teachers in their classes scaffolded their students learning 

by providing verbal and visual cues, simplifying the task by breaking it into smaller parts, and 

modelling the thought process. It was observed that both David and Patricia responded 

positively with such scaffolding. In addition, they cooperated very well with their peers for 

problem solving and skill development. 

Students work in groups of three. Three students work together to build complete 

arguments from three separate papers containing opinions, reasons, and supporting ideas 

provided by the teacher. One student raises the opinion from his/her list, another one looks 

for reasons from his/her list, and the last one finds the supporting ideas. After that each of 

them has to use the same format to write a complete argument about the topic working part-

time. David joins two other students to complete the activity. His group can work out all 

the arguments on time. His group can also work out 3 arguments to support working part-

time while studying at university. (D-O02/15) 

To help students develop the narrative story, the teacher writes the structure of a narration 

on the board. Different parts in the narrative story like orientation, evaluation, 

complication, resolution, reorientation with suggested facts and events make it easier for 

students to complete their task. Patricia takes full advantage of the suggestions. She looks 

back and forth at the suggested narrative structure on the board during her work to make 

sure she follows the right order. (PA-O03/15) 

The only cautious response to cognitive autonomy support observed in the participants‘ 

classes was in regard to asking questions. When invited to ask questions by the teachers, the 

participants and other students did not show a strong desire to do so. Patricia, Henry, and 

Tracy were all hesitant to raise questions, even when they are directly encouraged to do so by 

their teachers.  

Students can ask directly by raising their hands or via the computer with the ―call teacher‖ 

function. The ―call teacher‖ function on the computer is convenient. Students just press the 

button then type the question. The teacher can explain privately or bring the question to the 

monitor of every computer and answer it so that the whole class can see. Henry does not 

have any question, even when verbally asked by the teacher whether students have any 

question. (H-O02/21) 

Students can ask questions at any time. After each activity, the teacher often asks whether 

students have any question. Patricia does not ask any question. Today the teacher even asks 

Patricia whether she is totally satisfied with the explanation. Patricia says she does not but 

she will clarify the information later. (PA-O02/21) 
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The teacher asks at least 3 times if the students have any questions for the dictation activity. 

Students also can ask questions when they check the answers for each sentence or after the 

whole activity. Tracy does not ask the teacher any question. However, she asks her 

classmates twice about the spelling of two words in the dictation. (T-O01/21) 

In my initial talks with these participants I had the impression that they all understood there 

were benefits in asking questions, benefits such as deepening comprehension and taking 

greater ownership of their learning. However, their responses to this opportunity were not as 

positive as to other cognitive support elements. Talking further with these participants in the 

interviews, I found that their reluctance to ask questions could be attributed to pedagogical 

and sociocultural factors (as already presented in subsection 5.2.1.1 of this chapter).  

5.1.5.4. Theme synopsis 

Subsection 5.1.5 presented the fifth major theme evident in the data on in-class learning: 

learner reactions to autonomy support of the teachers. The participants receive teacher support 

from many organisational, procedural, and cognitive aspects. They show a reserved and 

cautious attitude when there are opportunities to make choices related to the organisational 

aspect of classroom learning. Their responses are more active to procedural and cognitive 

autonomy support of the teachers.  

The next subsection summarises all findings about learner engagement in classroom learning. 

5.1.6. Summary of learner engagement in in-class learning 

The following features were found from the data obtained regarding in-class learning: 

First, the data show that teacher-centred learning habits are still strongly followed. This is 

evident in some student behavioural characteristics, namely reluctance to ask questions or 

voice opinions, obedience to teachers, and preference for teacher-led learning and evaluation.  

Second, the influence of test-oriented learning practices remains strong in the EFL learning 

process. Test-oriented English learning pedagogy is evident in three student characteristics: 

highly valuing test scores, vigorous test preparation, and popular use of practice test papers as 

learning materials. 

Third, use of the Internet, websites and software applications for English teaching and 

learning has become a norm. The students use ICT facilities actively for three main purposes: 
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practising, seeking help or checking information, and finding materials and creating learning 

content.  

Fourth, the students show their strong critical thinking in judging themselves, their peers, and 

their teachers. The critical reflection and judgement are about: the performance and learning 

attitude of students, the effectiveness of teaching activities, and interactions inside the 

classroom. 

Fifth, the students have different reactions to autonomous learning opportunities. While they 

remain reserved and cautious with organisational opportunities, they are more open and active 

with procedural and cognitive opportunities.  

The next section presents results on student engagement in out-of-class learning.  

5.2. Learner engagement in out-of-class learning (RQ7) 

RQ7:  In what ways do learners engage in out-of-class learning while they are in a blended 

learning environment? 

The following section analyses the data collected from the participants regarding their out-of-

class learning. The themes emerging from the data are presented and illustrated; they are 

specifically active creation of opportunities for practising English (5.2.1), critical reflection on 

learning (5.2.2), and maximising the benefits of ICT (5.2.3).  

5.2.1. Active creation of opportunities for practising English 

The data show that students actively create opportunities for practising English outside the 

classroom via their part-time jobs, social activities, as well as personal hobbies and interests. 

How the participants use these opportunities to improve their English is elaborated in 

subsections 5.2.1.1, 5.2.1.2, and 5.2.1.3 below. 

5.2.1.1. Active creation of opportunities for practising English via part-time jobs 

Generally, the participants consider doing part-time jobs a perfect way to improve their 

English and gain valuable work experience. Interestingly, the four student participants in 

Phase Two of this research all had part-time jobs, and the jobs all provided opportunities to 

practise English. Guided by this aim, the participants selected jobs that required them to use 



186 

 

English at work. Their choices were diverse: private tutor of English, teaching assistant to 

native English teachers at schools, intern at an international organisation, or administrator of a 

community fanpage.   

Patricia, for example, had two part-time jobs to increase her opportunities to practise English 

at work. She, at the same time, worked as a teaching assistant at a high school and also as an 

intern for an international organisation. During my interview with Patricia, she explicitly said 

that her target was not earning money when doing these jobs but to have opportunities to 

communicate with foreigners, especially with some teachers from native English-speaking 

countries. Because these foreigners could not speak Vietnamese, clearly, Patricia actively put 

herself in situations that required her to communicate in English.   

I work as a teaching assistant at a school. I do not care about money. What I aim at is the 

chance to practice speaking with foreign teachers there. (PA-D01/T/O) 

I really want to meet and to communicate with native speakers. They are the foreign 

teachers at the centre so I just want to try my best to finish duty and also I can gain 

something, for example, to have more time to practise English skills. There are many 

advantages. Yes, because I can have chance to interact with the native speakers, I can 

improve my English skills. And because they cannot speak Vietnamese, so I have to try my 

best to express everything in English and understand them. (PA-I02/124 &130) 

Patricia, like many other students in Vietnam, usually had a monthly subsidy from her 

parents. Therefore, her main purpose when looking for a part-time job was not extra earnings. 

What she really valued was the opportunity to use English in real life situations and improve 

her work skills. In addition to the teaching assistant job, Patricia also worked as an intern at 

an international organisation which provided her with an English-speaking environment. Her 

opportunity to use English in this job was ensured because the organisation required their 

staff to use English at work, even when communicating with other Vietnamese people. 

As I mentioned in the diary, AIESEC [International Association of Students in Economic 

and Commercial Sciences] is an international organisation. When I applied for the vacancy 

as the member of AIESEC, I really wanted to learn some kind of soft skills or even the 

skills that are useful for my future career from the talented people. I also wanted to improve 

. . . to practise my English through the time working there because AIESEC required all the 

tasks all the activities in English. (PA-I03/166) Because everyone uses it to communicate 

and because our organisation is an international organisation so English is very important. I 

just use this chance to practise and improve my English skills. (PA-I05/186) 

Patricia was not the only participant who had more than one part-time job. David also did two 

jobs and managed to take every opportunity to practise English at work. Working as a 

teaching assistant at a school, David had opportunities to practise English and also to access 
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support from the native English teachers there when he had learning problems. Working as an 

administrator of a community fanpage at his university, David had opportunities to write and 

edit posts in English before publishing them.     

I‘m doing a teacher [teaching] assistant job. I have many chances to talk with native 

speakers and I love that. (D-I01/80 & 92) I assisted the kids in listening comprehension and 

helped them prepare an outline for the upcoming speaking test next week. This was a 

revision activity for the kids and me. Teaching them was a way for me to revise and 

reinforce my knowledge. (D-D04/F/O) I talked in English with the English teacher and 

[the] kids. I consulted English teachers about a confusing word and its synonyms. Studying 

new words with a native speaker was very effective because of a lot insights he gave me 

were out of dictionary‘s capacity. (D-D01/T/O) 

I work for a project [named] English Professional Pathway. It is a Facebook fanpage. Every 

week this page needs to publish two pieces of news about occupation opportunities and 

something related. I am the one who is in charge of the correction. I correct other writing 

before it can be published on the fanpage. (D-I02/114) 

The two other participants, Henry and Tracy, also sought opportunities to improve their 

English in part-time jobs. Their choice was to work as private tutors to children. Interestingly, 

both Henry and Tracy also stressed that their top targets were not earning money but the 

opportunities to practise English. To them, teaching other people was an effective way to 

revise their knowledge and improve their communication skills.  

I have had this tutor job for nearly a year. I teach English grammar and pronunciation to 

two primary students. They are very nice and hardworking. My purpose when doing this 

part-time job is to seek an opportunity to practise English and improve my communication 

skills. I believe that the best way to understand grammar is to explain it to someone else.  

For pronunciation, when I teach these students, I also learn pronunciation again in a 

systematic way. (H-D02/S/O) 

I come to his house twice a week. It is not because I need money. In fact, I don‘t care much 

about money because my parents still give me pocket money every month. I teach him but 

also learn by myself at the same time. I think if I want to teach someone I have to know 

English well. I myself can remember and memorise all the knowledge that I have learned 

before. (T-D01/T/O) 

All the participants in this case study had a clear priority for practising English when doing a 

part-time job, and they managed to take full advantage of their opportunities. Notably, all of 

them showed their passion and indicated that they were happy with their work, and that their 

part-time jobs were helpful for the development of English knowledge and skills. The two 

excerpts below convey this clearly. 

We had to use English all the time to interact with each other. I loved this rule of the 

organisation. (PA-D03/S/O) I was excited when my leader told me that I did a good job. 

The amount of time speaking in English during the interview at my workplace was more 

than the amount of time I practice speaking during a day at the university. (PA-D05/M/O) 
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When I have chance to work with the foreign teachers I aspire to study about their 

pronunciation, their teaching approach and I mean I also want to know how they deliver the 

English knowledge into the kids‘ mind. (D-I07/32) When I worked with them I had a 

chance to observe their teaching about pronunciation, I learned something new, something 

that I have never expected before. I feel that the way the English teacher teach[es] 

pronunciation is very compelling. It came into my mind, it engraves more easily than the 

way I study at school. (D-I04/92) 

5.2.1.2. Active creation of opportunities to practise English via social activities 

The participants also saw social activities as the opportunities to practise English as well as 

develop social relations. They actively participated in events where English was spoken, 

worked as volunteer tour guides, spent time with foreigners practising English, and chatted 

with friends in English. 

Participating in social events 

The participants were particularly interested in social events that required them to speak 

English. Patricia, for example, saw such events as ideal occasions to improve her 

communication skills. Her diary entries and interviews show that she took almost all 

opportunities to participate in these events. The following extract reflects what she thought 

about activities outside the classroom in general:  

 I spend most of my time in extra-curricular activity, both in and outside my university. 

Anytime I think that I have chance to take part in any activity that helps my English skills 

or helps my skills for the future career I just join in. (PA-I04/ 106& 108) 

A common event that the four participants all regularly participated in was the English-

speaking club of the student association. They indicated that they got many benefits by 

joining the club, either as a guest or a hosting staff. Specifically, Patricia and Tracy 

participated in the club as staff members while David and Henry just participated as guests. 

Explaining this in the interviews, both Tracy and Patricia said they wanted to participate as 

members because it gave them opportunities to develop speaking skills and organisational 

skills. The following extracts from the interviews with Patricia and Tracy describe their 

motives.  

Because I want to work with my friends and I want to learn the experience the skills of 

organising the meetings and even bigger is organising the contests. I also want to join an 

environment that uses English that will helps me and my English skills better. (PA-I03/74 

& 76)  

I am not just a member but a staff that I will organise the content and the theme . . . I think 

that if I can become a staff I can practise more and improve my English. (T-I03/88 & 92) 
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Talking further about their experience at the club, Patricia and Tracy were very excited and 

positive about the benefits they gained there. Some of the benefits they mentioned were the 

improvement of pronunciation and intonation, better debate and persuasion techniques, 

development of background knowledge, and enhancement of managerial and organisational 

skills.  

I also improve my skills during the time being at the English club. I have chance to 

communicate with them [other members] in English, which helps me to improve my 

English skills. (PA-I01/96& 100) Our English Club was asked to organise ―Ring the 

Golden Bell‖. It was a good chance for us to practise English because we would need to 

prepare and organise the event in English. Because I am the leader of the team organising 

this contest, I listed several things that need to be done and assigned everyone their tasks. 

(PA-D03/W/O) 

I participated in the English-speaking club in my university to practise speaking with other 

members, especially with Daniel who is [a] foreigner. I registered to be a staff in the 

English-speaking club so that I would have more chance to improve my speaking skill. 

Speaking on a selected topic and particular skills helps me with ideas for writing. I can also 

correct my pronunciation and improve my intonation. (T-D02/T/O) 

The participants all recognised the benefits of events that required them to use English outside 

the classroom contexts. They usually searched and found the events on the Internet and 

registered for the event if it was suitable. Tracy, Patricia and David indicated that they 

benefited substantially from regular participation. They had the opportunities to practise 

speaking English, and also made other improvements in debating and moderating skills for 

example. 

I follow, yeah you can see that I follow some organisations holding events on Facebook. So 

if there are some events [that] will be taking place in a month they will send me an email 

about the details of these workshops. And then if I find it‘s interesting, I will register to 

attend. Because they speak in English so I have to speak in English as well. (T-I03/132 & 

136) 

I was really glad to meet every member in our club and share our feeling and opinions 

about the topic. When talking with friends, I was so comfortable and could say anything I 

want. This activity was so relaxing but helpful for all of us. (PA-D02/T/O) 

I participated as an audience in a debate meeting held in American Centre at the US 

Embassy. I talked in English with new friends and we discussed the topic together: 

―Library is a better source of information than the Internet‖. I played the role of the 

moderator in the discussion. They announced the debate topic on the website and the 

comers must do research at home to prepare arguments to join the debate. (D-D4/TH/O, D-

I05/106 & 110) 

Participating in volunteer projects 

The four students in this case study participated in volunteer projects with a view to practising 

English in real life. They put a priority on choices such as teaching English to poor children in 
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rural areas, volunteering at international exhibitions, and free tour guiding for international 

visitors.  

Patricia was a member of City Free Bike Tour, a tour group of those people who liked to ride 

around the city on bicycle. Joining this group, her task was to help international tourists 

discover the beauty of the city by riding with them through different places and introducing 

the history of these places. Riding their bicycles together and talking on the way was a very 

good opportunity for Patricia to practise English. Patricia was very excited with this 

opportunity to improve her speaking skills but also to update her historical knowledge of the 

city at the same time.    

I am also a volunteer in City Free Bike Tour. We have many foreigners to come to Vietnam 

and they want to discover Vietnam in the early morning. We wake up in the early morning 

to ride a bike together. When we go through different places that we set before . . . many 

famous places such as the Sword Lake, Long Bien Bridge or the West Lake. Every time we 

go across the famous place we have to introduce to the foreigners about the place, about 

history or anything special about the places.  (PA-I01/110 & 116)  

Tracy chose to join some foreign volunteers to teach English to children in the countryside. 

Her chance to practise English was doubled by talking to foreign volunteers and by teaching 

English to the children.   

I, you know, take part in social activities that related to English. For example, now I'm 

taking part in a project that teach[es] English for children in the countryside. I know that 

there will be many foreigners [who] will also take part in this activity so I register for 

attending that. When they come to a strange country, they have to speak in English because 

it‘s international language.  (T-I01/105 & T-I07/148, 150) 

While I was preparing English lesson plan for the volunteer class, I came across a blog 

telling about how to inspire children to learn English more effectively. So, I watched and 

found out some significant suggestions for my learning also (T-D02/S/O) 

Today is weekend so I find an outdoor activity related to English practice. With a group of 

foreigners who are interested in doing volunteer work, we organised a small program for 

children in a suburb of Hanoi. During the program, I discussed and talked with foreigners 

in English, which I found really interesting. When you talk with someone who has the same 

interest with you, there will be a lot of thing you can talk and share with them. This is also 

a good way to practise English, I think. You can learn how to express your ideas and get 

familiar with many kinds accent so that you can be confident whenever you speak. (T-

D06/S/O) 

Like Tracy, Henry also had the goal of practising English when volunteering at an education 

exhibition. He saw the event as a valuable chance to use English in a real-life situation: to 

help interpret questions and answers about educational programs. Henry indicated that the 
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event made him more confident in communicating with foreigners, and he learned new skills 

from his volunteer work. 

I spend the whole day for a volunteer work. There is an international education and career 

exhibition in downtown Hanoi. Many of the attendees do not speak English so the organiser 

need student volunteers like me to help with the communication. I help the representatives 

of a British university to explain their programs to those attendees who could not 

understand or speak English well. My task is to help translate the basic information. Many 

people do not know how to ask for the information they need so I also help them. 

Volunteering in an event like this help me feel more confident when I communicate with 

foreigners. I also learn how to explain things in English. I get a volunteer certificate and a 

souvenir after the exhibition. (H-D05/F/O)      

Spending time with foreigners 

The participants spent as much time interacting with foreigners as possible. Their aim was to 

create reasons to communicate in English. Tracy, for example, made friends with foreigners 

to increase the chance to use English in real-life communication. Being a friendly and social 

girl, it was easy for Tracy to develop friendships with foreigners, both online and offline. To 

strengthen the relationship, Tracy even invited them to her house during special occasions and 

introduced the Vietnamese culture to her foreign friends.    

A teacher said to me that if you want to be master in English you have to communicate 

with foreigners not just with Vietnamese friends so I try to find out anyway to contact with 

foreigners. Sometimes I go on Facebook and add friend some foreigners and have a 

meeting with them to practise English and they are always willing to help me. Face to face 

if they have time I can have a real meeting, yeah or we can have meeting through Skype. I 

also invited them to our house and then make some dinner. And in Tet holiday, I invited a 

French . . . a French friend to my home, you know, to stay at my home and cook Chung 

cake. And [I] introduce them about our traditional in Tet holiday. They [were] very excited 

and if I had any problems in expressing my ideas they can help me in correcting my 

pronunciation. (T-I01/26, 28, 34 & 111) 

Doing social activities to broaden relationships so you can ask your friends for introducing 

a friend who is a foreigner so you can communicate with them . . . and also make friend 

with them. (T-I01/109) 

I had a meeting with my foreigner friends to chat and study English. We talked about our 

daily life while eating. They gave me advice in learning English and how to avoid troubles. 

Nothing is better than talking with foreigners to study English. I know my strengths and 

weaknesses. I can also relax after a whole hard-working week and take time with my 

friends. (T-D01/S/O) 

David also managed to communicate with foreigners whenever he had the opportunity. In one 

interview, he explicitly admitted that he loved doing so. It came as no surprise that he created 

opportunities to practise English by strengthening the relationship with his foreign friends. 

Working together for the same English centre, the initial relation between David and a foreign 

teacher was just between two workmates at first. However, by offering the friend regular rides 
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to and from work, David purposefully diversified their communication contexts and improved 

the friendship between them. David was able to learn a lot from talking with his foreign friend 

because they frequently talked to each other and about various topics.  

I always seek opportunities to talk with native speakers and I love [it] a lot. (D-I01/80) 

I intentionally offered to come and pick him so that we can talk during the ride. I wanted to 

do this because it was an opportunity for me to practise unconventional speech in English 

with a native person. (D-D04/W/O) 

Spending as much time as possible with foreigners is a good strategy; however, it is not 

always easy to do. Foreigners are not always available to talk; some others may feel annoyed 

being chased by a local student who wants to talk to them simply to practise English. These 

difficulties were pointed out by Henry and Tracy in their talks about difficulties in creating 

opportunities to practise English with foreigners.  

You know, foreigners, they also have their own life. They cannot take any time take time 

for you so sometimes I have to speak to Vietnamese friends. (T-I01/40) 

When you create your own opportunities to use English outside the classroom, you have to 

be confident. For example, you want to practice your English with the foreigners but 

sometimes they may not feel okay. (H-I01/94) 

Communicating in English with Vietnamese friends 

The participants managed to have conversations in English with their Vietnamese friends 

through webchat or in person if the latter were also eager to do so. Being an active person, 

David often initiated a conversation in English with his friends when he could, although not 

all of them wanted to talk in English for the purpose of practice.  

Every time I go socialising with friends I try . . . to communicate with them in English at 

least if they won‘t refuse me. (D-I01/80) 

The talk was more natural if both sides agreed to use English and aimed at the common target 

of practising English. This is illustrated well by Patricia and Tracy in the following extracts. 

When they made it clear that the purpose of the talk was to practise English, their friends 

would be more cooperative, and the talk would be more productive. 

I chatted and talked with my close friend in English via Zalo. As both of us want to 

improve our English, we set a rule to chat and talk in English only. After that I met him and 

we used English again to communicate. (PA-D01/TH/O) 

I practised speaking with my friend. She is going to attend an English competition about 

the East Sea. Therefore, we had a meeting to talk about this issue to prepare a good spirit 
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for her before the competition. Through this talk, I realise that English language is so large. 

When we talk about an international issue, we need to know a lot of words related 

economic and political issues. What I know at the moment is just a small part of English. 

Thus, I should pay attention to other fields relevant to my career and try to be master in 

these fields. (T-D05/F/O) 

5.2.1.3. Active creation of opportunities to practise English via hobbies and interests 

The participants spoke of how their hobbies made a great contribution to the enjoyment of 

their language learning journey. Despite different choices for relaxation and recreation, the 

hobbies these students took up were popular and typical for young people: watching movies, 

reading, playing games, and listening to music. 

Practising with movies in English 

First, the participants created learning opportunities via their interest in movies. Patricia and 

Tracy, for example, loved watching movies, especially Western movies with English 

subtitles. They noticed that turning on either the voice or the subtitle or both when watching a 

movie could be a good opportunity to practise English. Patricia explained that she loved 

learning English from movies for several reasons: real life English rather than English from 

textbook, words and phrases in contexts, and hearing while watching the same content. By 

watching the same movie several times and switching between subtitles on and off, she 

relaxed and, at the same time, involved herself in a practice task: watching a movie with 

subtitle to practise skimming, while watching one without subtitle to practise listening. The 

following extract from an interview with Patricia illustrates how she managed to practise 

listening and reading by repeatedly watching the same movie but in different ways: 

Because I want to practise and improve my listening skills. For this kind of film, I watched 

Harry Potter. I have watched Harry Potter for many times all the series. I have watched in 

Vietnamese subtitles, English subtitles and now I try to watch without subtitle. For the first 

time I‘ve watched with Vietnamese subtitle, I can understand the context and what the 

film‘s about. This kind of activity can help me improve my listening skills.  Yes, 

sometimes the characters had some kind of very interesting sentences in the film. So every 

time I just stopped and read after them and I repeated them many times.  (PA-I02/136, 138, 

140) 

Patricia and Tracy used movies as a learning resource for their own purposes and interest. 

They adopted their own ways of watching movies and paid attention to certain features like 

vocabulary, sentence pattern, accents, dialect, or intonation. For example, Patricia said movies 

helped her practise listening and reading and get acquainted to different accents and dialects. 

She particularly paid attention to accents, typical pronunciation and expressions in the 
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movies, as shown in the extracts below. Her aim was to copy and imitate these in her 

speaking and writing later.  

I watched Harry Potter – The Philosopher‘s Stone with no subtitle, just to relax and also to 

practice listening skill. Watching film without subtitle helped me to improve my listening 

skills and also my speaking skills, especially my pronunciation. I just repeated over and 

over. I love this kind of learning English because not only it‘s relaxing but it also helped 

me to practice British accent more easily and naturally. (PA-D01/W/O) 

I spent a few hours watching films: The Danish Girl with English subtitle and Harry Potter 

and The Prisoner of Azkaban with no subtitle because I had watched this film in both 

Vietnamese and English subtitle before. In both, [the] characters speak British accent which 

attracted me a lot. I repeated over and over. Learning listening and speaking skills through 

movies helps me a lot, partially because they are interesting and I was relaxed when 

watching movies. I can learn several new words and some expressions used in daily life 

from them. (PA-D01/TH/O) 

Similarly, Tracy liked movies because they were authentic and closer to real life than EFL 

textbooks. For this reason, Tracy saw movies as potential sources to learn vocabulary for 

conversations and to consolidate grammatical structures. While watching a movie, Tracy paid 

particular attention to words or phrases that people used to talk to each other. Also, her plan 

was to incorporate these expressions into her daily use of English.  

By watching a movie, you can be immersed into authentic and varied language, the visual 

context and new expressions that you may not find in textbooks. Another reason I prefer 

watching movies for practising listening is that it helps me get more structures of grammar 

and vocabulary in a relaxing way. They naturally come to my mind and the brain 

automatically memorise these new things. Combining entertaining and studying always 

encourages English learners to have a positive and willing attitude when learning. (T-

D06/SA/O) 

I watch movies and shows a lot. Whenever I have time, I will watch.  . . . kind of three 

times a week. (T-I07/130) In the first time of watching, I watch without subtitles to try to 

catch up with the speed and of actors and actress and guess. And of course, there will be a 

lot of new words I don‘t know so I try to get the pronunciation. For the second time, I 

watch with the subtitles. I have to watch on the Internet. But I use my mobile phone for 

convenience. (T-I07/136 & 138) 

Yeah from the beginning, I wanted to listen without English subtitles because I want to 

catch up with the speed of the actor and actress. But actually, I am not as good you know as 

that so I had to add the English subtitles. (T-I02/126) The Internet is so convenient. I can 

find whatever I want for my learning. Watching films not only helps me improve my 

English listening skill but also helps me relax and enrich my spirit. (T-D01/TH/O) 

Practising by reading books and magazines in English 

Second, the participants created learning opportunities via their interest in reading. Tracy, for 

instance, liked reading and knew well how to create learning activities from her reading habit. 

Data from the interviews and diary entries show that her reading focus outside the classroom 

was on pleasure, information and general understanding, rather than practising reading 



195 

 

exercises. Because Tracy, by herself, selected what to read from a wide variety of text types 

and topics, the reading texts were always engaging and compelling to her. The habit of 

reading large quantities of English texts everyday naturally involved her in the extensive 

reading approach. Notably, Tracy recognised the benefits of her reading habit: reading in 

English helped develop her general knowledge, consolidate her vocabulary growth, and 

sustain her motivation to read more. 

I read different kinds of English books and magazines before going to bed. I choose some 

from the English magazines and novels I bought last week to read before sleeping. For the 

past two years, I only read in English before going to bed. Instead of doing reading 

exercises, I read these books or magazine about issues that I am interested in.  Reading 

books and magazine or newspaper is one of the best ways to practise reading, I think. It not 

only widens my knowledge about the society but also helps me know more about life and 

ways to overcome difficulties. The good thing is that all the contents are of my interest so I 

do not feel bored at all, even I read for an hour. It would be very boring if I do the reading 

exercise for half an hour. (T-D01/F/O) 

Interestingly, Tracy did not consider reading a merely individual and private activity. As an 

extrovert and sociable girl, she enjoyed talking to, and being with other people. It was really 

impressive to see how this girl combined her hobby of reading with speaking and writing, 

depending on whom she was going to interact with. Having a close friend who also loved 

reading, Tracy and the other girl agreed to create a meaningful way to practise English by 

discussing what they had read. Every one or two weeks, after they had finished a book, the 

two girls met and talked about the book in English. The two extracts below illustrate how 

Tracy combined her hobby of reading with practising English. 

I and my friends all love reading so we think about combine reading and speaking together 

to have more chances to talk about our interest, our hobby and also [to] practise speaking 

skill. (T-I05/194) 

I had conversation about books, combining reading and speaking in a talk. My friend and I 

chose an English book to read and then we discussed about our favourite characters in the 

book and the best parts of the book. We took time to respond to such questions as ―What do 

you think will happen next?", "Tell me your opinion about . . ." to make our conversation 

more effective. To make it easier, we listed helpful English words before talking. This type 

of conversation is meaningful and good to practise English. We share our personal ideas, 

what we like, what we dislike, express our feelings. It‘s no more stressful so it fosters our 

language use naturally. (T-D04/TH/O) 

By joining a group of pen pals who shared the same hobby of reading, Tracy was able to 

combine her hobby with practising writing skills. This group of pen pals was formed from 

some members of a literature forum in which Tracy participated, and they were from different 

countries. As they could not meet face-to-face, the group exchanged opinions in writing 

between members after reading a novel, mostly about their likes, dislikes and reading 
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experience. In terms of language practice, Tracy gained many benefits when joining this 

group of book lovers and interacting with other members. The activities she did with this 

group helped Tracy transfer part of the information in the books into her active English 

vocabulary which she used when communicating with other pen pals.  

If I spend one hour for writing a day, I will take 30 minutes for academic writing and the 

other 30 minutes for informal writing of my own. (T-I05/218) I wrote to my pen pals about 

a novel in the afternoon. We have a group of five friends in other countries who also like 

reading. We write to the group every week after reading something interesting or when we 

want to discuss about a book. Having pen pals who share the same hobby is great because 

we can talk about the same topic. We often spend one or two weeks to read a novel or 

something and then discuss. My reading and writing skills improve much. Since with this 

group I am better at expressing my thoughts. It is more interesting than doing writing 

exercises because I write for a real purpose and a real audience. (T-D04/F/O) 

By integrating English speaking and writing activities into her hobby of reading, Tracy 

learned to use English naturally, comfortably, and meaningfully. A clear benefit when 

involving English in her hobby seems to be the development of spoken and written English 

skills in conjunction with developing her interest.  

Practising with computer games and video entertainment in English 

Third, the participants created learning opportunities via their full immersion into the world of 

English through computer games and video entertainment. A case in point was David, who 

believed immersing himself into an English environment brought about many benefits.  

I did it intentionally for recreation, but I believed that the act of continuously being 

immersed in English-speaking environment attributed to my credentials in speaking 

English. (D-D04/T/O) Because the first thing the English-speaking environment can 

provide us [was] more chance to have practical communication. (D-I05/84) 

For immersion into the world of English, David managed to connect his interest in computer 

games with English practice via YouTube game streaming and entertainment channels. 

Listening to active and authentic spoken English in game commentaries was David‘s way of 

practising. He aimed to expose himself to spoken English as much as possible while relaxing: 

he listened to a variety of English accents and content, and this helped him develop his 

listening comprehension naturally. Also, David was successful in turning his hobby of 

computer games into a daily learning opportunity.  

I subscribed to some game-streaming channels on YouTube. Newest videos are always on 

news feed. I watched some in my leisure time. It is a good to learn English subconsciously 

via the games I like. (D-D01/T/O) The commentators had bright voices, passionate 

eloquences and attractive accents. Those were marked models for me to copy. Listening to 

them boosted my morale. I like this, learning while relaxing. (D-D02/M/O) 
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I want[ed] to find some leisure activities and I watched the commentary to boost my moral. 

The second purpose is that listening to a game commentary is one way that I can study 

English subconsciously. I think that the marked skill that I gained is listening. However, I 

think that by watching TV game commentary, I believe that the motivation for speaking 

was enhanced after I watched the game commentary.  (D-I03/94 & 96) 

In addition to computer games, David exposed himself to real-life English by watching 

entertainment clips on YouTube. This exposure was reportedly helpful for the development of 

his vocabulary and listening skills.  

I watch commercial from 9Gag. Mostly the commercials on 9Gag are in English. I think I 

gained the listening comprehension most. Because very often the commercials on YouTube 

and 9Gag are ordinary talks. So when listening to them, I can feel that I am part of the 

society and I get familiar with many phrases. It is not academic words but it‘s in reality. (D-

I05/120 & 124) 

Practising with songs in English 

Fourth, the participants created learning opportunities via their interest in music. Henry was 

one of the students who practised English through songs. Explaining this choice, Henry said 

that songs contained authentic language and provided useful vocabulary with rich cultural 

aspects. For Henry, songs were enjoyable listening and pronunciation practice. Surprisingly, 

he liked practising a language skill, such as reading, while listening to music, and he was not 

distracted by the music. 

I practiced reading aloud five given passages while listening to music. For me, listening to 

light music when practicing reading aloud really works. It makes me focus more on what I 

am reading. (H-D02/W/O) 

When using songs for English practice, Henry paid special attention to the vocabulary in the 

lyrics and how the words in the songs were pronounced. This comes as no surprise to me 

because during my data collection I noticed that he had a special interest in English 

pronunciation. Regarding vocabulary, Henry usually learned by heart beautiful expressions in 

a song and used them later in his speaking and writing. In terms of pronunciation, he often 

imitated the ways of pronouncing words in the lyrics, sometimes by singing along.    

I listened to some American pop songs in the list Pop Songs - Year-End 2015 by Billboard. 

Music is one of my hobbies so it was quite relaxing to learn English through songs. When 

listening to music I often try to understand the lyrics and sing along to practise 

pronunciation. Understanding the lyrics help me enjoy the song more. Today I paid more 

attention to collocations in the lyrics of these songs. They were beautiful expressions. Such 

combinations of words sounded natural to native speakers. However, I did not see much 

logic to them so I tried to learn by heart some useful expressions. I think the best way is to 

hear over and over again and incorporate them into my own speaking or writing later. As I 

learned to sing these songs I was also practising pronunciation, imitating native speakers. 

http://www.billboard.com/charts/year-end/2015/pop-songs
https://reallifeglobal.com/improve-pronunciation-rap-music/
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Singing along several times, I found that the rhythm naturally led me to better 

pronunciation and intonation.  (H-D04/TH/O) 

Chatting with me after one interview, Henry explained why songs were his favourite way to 

practise pronunciation: lyrics in songs fit the music with memorable rhythms so it helps him 

recognise stress and syllable in words. In addition, songs contain many contracted word forms 

so he could learn how words are used in spoken English.  

5.2.1.4. Theme synopsis 

Subsection 5.2.1 presented the first major theme evident in the data on out-of-class learning: 

active creation of opportunities for practising English. The participants actively create 

opportunities to practise English outside the classroom via their part-time jobs, social 

activities, as well as personal hobbies and interests. In terms of part-time jobs, they work as 

private tutor, teaching assistant, administrator of a community fanpage, and intern in an 

international organisation. Regarding social activities, the participants attend events where 

English is spoken, volunteer in community projects, make friends with foreigners and spend 

time with them, and chat with Vietnamese friends in English. In relation to hobbies and 

interests, the participants create learning opportunities from movies, books and magazines, 

computer games, video entertainment, and music. The participants show a strong desire for 

real-life authentic communication in English. Interestingly, they manage to combine learning 

and their leisure interests in a relaxing way. 

The second major theme found from the data on out-of-class learning, namely critical 

reflection on learning, is presented next.  

5.2.2. Critical reflection on learning 

The participants frequently and constructively reflected on their learning outside the 

classroom. Reflections helped these students better understand their strengths and 

weaknesses, identify possible areas for improvement, identify ways to solve their problems, 

select appropriate learning strategies, and monitor their learning progress. The three 

subsections 5.2.2.1, 5.2.2.2, and 5.2.2.3 below elaborate what, when, and how these 

reflections took place during the learning process of these participants. 

https://reallifeglobal.com/music-is-a-language/
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5.2.2.1. What did the participants reflect on? 

This subsection presents the three major areas critically reflected on by these students: their 

performance, their learning progress, and their learning strategies.  

Reflection on performance 

First, the participants monitored their language proficiency and reflected on 

their performance. If their performance was not as good as they expected, they tended to work 

out ideas for improvement. This tendency is best illustrated by the following extract from 

Henry‘s diary in which he pointed out both good and bad aspects of his writing, then 

described a plan he had worked out to improve it.  

When I wrote, it seemed to me that it was not clear enough for people to understand. My 

arguments were not bad but the expressions were not clear. I think I should use simple 

phrases and structures to make my expression easier to understand. I also need to split a 

long sentence into several short sentences and check for mistakes more carefully. (H-

I05/164 & H-D04/W/O) 

A similar critically reflective process was undertaken by David on his performance in 

academic writing. In making judgment about his writing ability, David claimed he had a 

strength in organising ideas logically while also acknowledging that he was neither good at 

adopting a formal tone for his writing nor using appropriate words.  

For academic writing, I was very good at organising the ideas in a logical way. But my 

writing was not academic enough. It was too informal and the word choice was not able to 

express exactly what I wanted to say. (D-D02/S/O) 

These participants seemed to understand themselves and they all accepted that they were not 

good at everything. Therefore, they usually identified the aspects in their performance that 

needed improvement and focused particularly on these aspects. For example, Patricia and 

Tracy acknowledged several inadequacies after mentioning a proficient feature in their 

performance, and they both indicated that they wanted to see improvement.  

My voice was loud enough and my pronunciation was also good enough for them to 

understand and to respond to my questions. I think that they‘re my strengths. For the 

weaknesses, I think that sometimes I lost my control so I was so worried. Yes, I made some 

mistakes . . . I listened to it later and I can see my performance was not good. (PA-I05/174 

& 176)  

The good thing is that I am confident and emotional when I speak so people will like my 

way of speaking. But there are some areas I need to improve. I think I should lower my 

voice a little to be more expressive. I speak with a strong voice all the time. And I do not 

transition smoothly between thoughts. Sometimes I come back to the previous points so my 

audience might lose their interest. I am emotional so when they do not show interest my 
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excitement disappears and other problems start. (T-D05/F/O) I can say that I have ability in 

imitating native accent and I easily copy their intonation after several times of practicing. 

But when I communicate with others, the thought comes to my mind and I can't keep the 

accent like a native as I do when practicing at home. It will be worse if I try to speak fast as 

I have no idea about what I am going to say. (T-D05/SA/O) 

Reflection on learning progress 

Second, the participants monitored their achievements and reflected on various aspects of 

progress in their learning journey. For instance, Tracy compared her reading performance 

with her performance level one year earlier and pointed out the many improvements she had 

made: richer vocabulary, better capability of guessing word meaning, and faster reading 

speed. Henry could see his improvement in speaking through a self-reflection that compared 

his current performance with that in the previous semester. Henry indicated positive changes 

in his performance, such as clearer intonation and stress, better speaking manner, and 

reasonable speed. Patricia also identified her progress by considering the differences in her 

writing between two terms. In comparison to the previous term, the richer vocabulary meant 

her word use and expressions had become more diversified.  

My vocabulary has improved a lot in comparison to the last year. I do not have to use 

dictionary frequently and I develop the ability to guess the meaning in context. Just reading 

a lot about some familiar topics and I will remember the vocabulary without checking the 

dictionary. My richer vocabulary also makes my comprehension better. Now I can scan a 

text quickly and catch the idea. (T-D06/TH/O) 

I am confident with my presentation ability now. After seven months learning 

pronunciation and speaking seriously, my pronunciation is quite different now. I feel that 

others like my clear and smooth way of pronouncing the words. It is a big change. Now I 

speak slowly with full intonation and stresses. It is good for my thinking too because I can 

speak and think. But I need to avoid repeating words in a funny way. (H-D05/W/O) 

I made the comparison between this term and last term. In this term, I think it‘s becoming 

easier to write and express my ideas when I write . . . yeah when I do the writing. I also use 

different ways . . . it‘s like I don‘t use the one way or one structure to write. I used many 

ways to write and my vocabulary I think has improved . . . better than the previous term. 

(PA-I03/60) 

It is notable that the participants also identified areas in which they made little progress. 

David, for example, noticed that his research skills had not improved much. His critical 

thinking helped him understand that it would take time to see results because research was a 

difficult area.  

I collected information for research. Though, the shortage of background knowledge in this 

field challenged my perception ability. It was a difficult area and the development of my 

knowledge and skills in the field was very slow. Research was too different from learning 

language. (D-D04/W/O) 
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Reflection on the effectiveness of learning strategies 

Third, the participants monitored their learning strategies and reflected on the effectiveness 

of learning activities. They usually judged whether a learning strategy was effective or not by 

comparing their performance before and after using it. The diary entries from Henry and 

Patricia illustrate this tendency. In Henry‘s reflection, maximum exposure to authentic 

English seemed to work well: he claimed an improvement both in his listening 

comprehension and the ability to keep up with speech after applying this strategy.  

I found out that exposing to many authentic types of English was important to develop my 

listening skills. What seemed normal speed to a native speaker was fast to a foreign 

language learner like me so I tried to listen to real daily English as much as possible. It 

worked well for my comprehension because I learned more about how native speakers 

spoke with various topics and ways of speaking. I could catch up what they spoke and 

understood better, even the slang and jokes.   (H-D06/F/O) 

Maximum exposure to English also seemed to work well for Patricia who indicated positive 

results after spending two days at an international camp. Participating in this two-day camp 

required her to communicate only in English with people from different countries. According 

to her reflection, the immersion in English helped improve her speaking and listening skills 

dramatically.   

After 2 days being exposed to English, I feel that my speaking and listening skills is better. 

Using English in two days, I even think that I can express myself better in English than in 

Vietnamese. It is amazing. I believe such practice is much more effective than learning 

with books and audio file. (PA-D06/SA/O) 

Patricia also had a positive judgement about a change in her study habits: to go to bed early 

and get up early to study. The rescheduled timetable seemed to suit Patricia and she decided 

to spend more time studying in the early morning than late at night.  

I used to stay up very late and I couldn‘t wake up early in the morning. I think it‘s bad for 

my health and bad for my memory so I just tried to change my schedule and to go to bed 

early and wake up early in the next morning to spend more time on studying. I feel better 

because I feel healthier. I think that I can stay focused much more. And my performance is 

also better. (PA-I04/44 & 48) 

One strategy may work for one person but not for the other. This fact shows through the 

reflections of David and Tracy on the strategy of taking notes. David recognised that the 

strategy was helpful for revising and connecting different learning contents. In practice, this 

strategy was one of his habits and he seemed to benefit greatly from it. Tracy, on the other 

hand, noticed that note-taking did not work well for her, at least with her level of listening 
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skills. From her reflection, note-taking distracted her from the flow of information and 

negatively affected her comprehension.  

I took note a lot, not only in class but anywhere because it was my habit to record what I 

wanted to learn. I often kept a notebook and a pen to hand so I could easily write things 

down. I think my habit of taking note were very helpful because of it benefits. When study, 

taking note helps engage my mind to think about what I was writing. After study, it helped 

me recall the important or impressive points and connect to other topics. (D-D03/S/O) 

I have tried to take note while listening, but it does not work for me. When I manage to 

write some words down I miss the information.  Keeping listening and remembering is 

better for me. (T-D05/T/O) 

Ideally, reflection should be about both the effective and ineffective strategies. However, the 

participants in this research focused more on successful strategies.  

5.2.2.2. When did the participants reflect on their learning? 

This subsection attempts to address when the reflection took place: both regular reflections 

and reflections at the occurrence of an event were observed in this research.  

Regular reflection 

The participants seemed to understand the benefits of reflection. This was shown through the 

fact that all of them regularly reflected on their learning.  Patricia and Henry had the habit of 

spending some time on Sunday reviewing how they had learned during the week. The weekly 

reflection helped Patricia and Henry evaluate their performance in the previous week and 

make plans for the coming week. It seems that the reflections were closely associated with 

learning efficiency and a learning plan in the short term. 

I spent five minutes on my checklists, one of last week and the new one for next week.  It is 

the thing I force myself to do every Sunday to review what I have done well and not well 

and what I need to do next week. I don‘t learn anything new from the checklist but I know 

what is left and what I should add to my plan. (H-D02/S/O) 

What I have done in this week, and what I should do in the next week. For example, if I 

think that this week I haven‘t done anything special and useful for my study, I will remind 

myself and I will set that next week I will do something more effectively [effective]. (PA-

I01/67 & 68) 

David and Tracy even undertook daily reflections: reflections were simply included in some 

part of their daily diary or notes. In one instance, Tracy‘s daily diary recorded everything for 

herself, from a new resolution, a reminder, to personal feelings and emotions. A part in her 

daily diary was for reflecting her performance during the day. Writing the diary and reading it 

later was a way to help her recall and analyse what had happened, and to make judgments if 
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possible. In another instance, David had the habit of taking note and he usually included some 

thoughts in his notes about his language learning. David indicated that the reflection took 

place twice: at the time of taking notes and at the time when he read the notes again. 

Interestingly, the reflection on inadequacies guided his choice of solutions while the reflection 

on good performance motivated him. 

I have new notes everyday just for myself. I write not only about learning content but also 

about my performance, my thinking and achievement or failure. When I have free time, I 

just read what I noted before and remember what I did not do well and think about how to 

improve. But I like reading about my good performance. (D-D03/S/O) 

Reflection at the occurrence of an event  

The participants also undertook reflections at the occurrence of an event or a change in their 

study. The occurrence of an event was an opportunity for the participants to step back and 

reflect on their learning. 

For example, Patricia usually reviewed her performance when she received test results. It was 

a time that she thought seriously, particularly about what was not working well and solutions 

for improvement. In another situation, Patricia talked to some native speakers but, 

unfortunately, the communication did not go well. Noticing her poor performance in the talk, 

Patricia reminded herself to spend more time practising speaking and listening. Similarly, 

when Patricia failed to understand the conversation in a movie she was watching, she thought 

about her listening skills and set a resolution to practise more. In all three cases, Patricia 

reflected on her poor performance, sought the cause of the problem, and worked out a strategy 

to improve.  

I just review my work at the time I don‘t feel good. (PA-I01/52) For example, when I 

receive my result in class, I think it‘s not good enough so I think need to improve my skills. 

Or for example I have chance to communicate with native speakers but I feel that I am not 

good enough so I think that I need to spend more time studying more to improve them. It is 

how I assess my study. (PA-I01/126) 

When I watched them, I suddenly realised that my listening skills was [were] poor and I 

reminded myself to practice more. Perhaps because I did not practice every day, I couldn‘t 

understand what the characters said at the beginning of the films. (PA-D03/SA/O) 

Henry and Tracy similarly undertook self-reflection when their shortcomings were exposed. 

Receiving a peer evaluation for his essay, which was not as good as he had expected, Henry 

treated the remarks with a positive and constructive attitude, and he thought about how he 

could make his writing better.  
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I reviewed my essay writing to think about solution. We exchanged essay this morning to 

have comments from other students. My partner liked my writing but she did not 

understand many expressions. She said they were too complicated and long and many 

words she had never seen before. Her rating to my essay was not as I [had] expected. I 

don‘t quite agree with her. I think about what to do to make my essay better. Perhaps shorts 

sentences and familiar expressions could make my essay easier to understand. (H-

D01/TH/O) 

Also, it was not pleasant for Tracy to talk to some foreigners without understanding what they 

were saying. However, such an unpleasant occurrence provided her with a good reason to 

reflect on her learning.  

When I go out and you know talk to others I realise that there are so many words in daily 

life that I don‘t know. (T-I04/176) 

5.2.2.3. How did the participants capture their reflective thinking?  

This subsection describes the tools that students used to record their reflections and how they 

used the reflections for their learning. The four participants in the current research all 

recorded their thinking in written forms: blog, paper notes, and checklist.  

Writing reflective blog 

Patricia used WordPress to record her reflections. Free blogging websites like WordPress, 

LiveJournal, and Blogger allow users to record their journal in text, video or audio. Patricia 

chose text blogging as it was the simplest and most convenient form. Online blogging 

websites allowed Patricia to set content visibility to control who could see her posts. Patricia 

always set private visibility for her learning reflection posts so only she could read them. 

Alternatively, when she did not have much time, Patricia simply posted a private message 

status on Facebook to record her thoughts and emotions.  

As usual, when I don‘t have anything special on Sunday, I will write a long diary . . . to 

review what I have done in this week. Or if I am too lazy I can write a kind of status on 

social network but I set only me can see it. (PA-I01/66) 

Keeping a reflective paper note 

Tracy and David used paper notes to keep their reflections. Tracy had the habit of writing a 

daily diary in her diary notebook. Being a very emotional and critical girl, Tracy had a lot of 

entries in her diary, and many of them were her reflections on English learning.  

I write about everything, from my household‘s chore to my decision in working and 

studying. It is a kind of daily diary. I tell about my emotions, feeling or even just simply 

like a list-to-do off tasks. I look everything from my point of view. It is totally personal 

thinking, not any kind of academic writing at all. (T-D03/S/O)  
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When asked in an interview whether her self-reflection was done in any other way, Tracy said 

that diary writing was the only way she kept her thoughts and judgements.  

I: You also mention that writing about your emotions provides you opportunities to express 

yourself. I can see that writing diary is one way of self-reflection. Do you have any other 

ways of self-reflection? 

T: No. Because I don‘t have habit to share my emotions to [with] my friends. I rarely 

believe in someone so I just rely on my own so write everything by myself for myself to 

read. (T-I04/179 & 180) 

Similarly, David had the habit of writing his thinking in a paper notebook. As mentioned 

above, his note-taking contents were about everything, including his own reflections on 

learning English.  

I used the notebook to help me focus on my learning. It was my habit since high school. I 

just wrote everything on the notebook, including what I liked how I felt about my learning 

and what I needed to do. Because I use the notebook all the time so it is easy to read what I 

wrote. It is a kind of reminder. (D-D03/S/O) 

Making a checklist  

To Henry, a checklist was a useful tool for recording the must-do tasks and monitoring the 

accomplishments of the tasks. Checklists assisted him to systematically reflect on his learning 

and avoid missing anything that was important. In addition, the checklists helped Henry 

connect three elements in a weekly cycle: learning plan, implementation, and review. Henry 

usually reviewed the list of tasks every Sunday and then made a new one for the coming 

week. This was a good opportunity for him to reflect on his learning during the week. The 

following quotations from his diary entries show how Henry used a checklist to assist his 

reflection process.  

Before going to bed, I run through the checklist I have made during the week. It is a habit 

to sum up what I have done and what I need to do next week. If not busy I usually spend 

some minutes at weekend to tick my checklist and make new checklist.  With some bullet 

points that only I can understand the meaning but I need this checklist to make plan for next 

week. (H-D01/S/O) 

I spent five minutes on my checklists, one of last week and the new one for next week.  It is 

the thing I force myself to do every Sunday to review what I have done well and not well 

and what I need to do next week. I don‘t learn anything new from the checklist but I know 

what is left and what I should add to my plan. (H-D02/S/O) 

5.2.2.4. Theme synopsis 

Subsection 5.2.2 presented the second major theme evident in the data on out-of-class 

learning: critical reflection on learning. The participants reflect on their learning actively and 
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constructively, focusing on their performance, effectiveness of learning strategies, and 

learning progress. They deliberately reflect on their learning regularly, almost daily or 

weekly, or at the occurrence of an event. The participants recorded their reflections in written 

forms, such as blog, diary, notes, and checklist. 

The next subsection presents the third major theme on out-of-class learning: maximising the 

benefits of ICT. 

5.2.3. Maximising the benefits of ICT  

The participants used ICT outside the classroom for three main purposes: finding learning 

materials and resources, seeking help, and practising. How students used and maximised the 

benefits of ICT for their language learning is elaborated in subsections 5.2.3.1, 5.2.3.2, and 

5.2.3.3 below. 

5.2.3.1. Using ICT to find materials and resources 

The participants were usually able to search for and retrieve appropriate web resources and 

materials for their learning needs. In addition, they critically assessed the quality of these 

materials before deciding how to use them.  

Finding materials for general English practice 

The four case study participants indicated they usually used Internet browsers and open web 

search engines either on their computers or smart phones to find materials for general English 

practice. As these tools are free and popular, they provided quick access to free digital 

learning resources that specifically served their purposes. Most materials found were for their 

personal practice of English skills. For example, Tracy managed to find suitable resources and 

materials for her practice of speaking, listening, reading, and writing. 

I searched the Internet to find materials for my skills practice. I wanted to find something 

suitable for each skill. I knew there were a variety of ESL resources online. The problem 

was how to find the suitable ones. To save my time and narrow the results, I used the key 

words ―online ESL resources‖ in quotation marks. I learned this trick from a training 

session at the library earlier this year. Wow? I found many websites with endless lists of 

resource that I can use. I just had a quick look and started choosing. It took some time to 

decide whether the materials were suitable for me or not. I bookmarked some websites so 

that I could use them later. After that I downloaded all downloadable files into different 

folders for speaking, listening, reading, writing so I will not need to find them again. (T-

D01/TH/O) 
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What Tracy did can be summarised as three steps: looking for materials on the Internet, 

having a quick look and making an initial evaluation, and downloading usable files into her 

computer for future use. This was also exactly what Henry did to find materials for his writing 

assignment: 

Using my computer, I went on the Internet to find some written materials relating to 

learning because the topic of my writing assignment was comparing the differences 

between conventional learning and e-learning. Next I downloaded them into my computer 

and scanned through them. (H-D05/T/O) 

Interestingly, the participants indicated that a large amount of material was shared among 

users of social networks, such as YouTube and Facebook. It seems that social networks have 

become popular ICT tools for students looking for learning materials today.  

I came to YouTube and search for resources because I want to check my ability in catching 

up with the speed of native speakers. (T-I02/124) 

I surfed Facebook and came across a post of my friend about 15 books in English that 

worth reading. I clicked in the link and read it, and realized that I knew some of them. I 

downloaded some books into a folder on my computer for later use. I think they are suitable 

for practice reading. (PA-D02/SA/O) 

The materials to learn English now is [are] very available. Yes and the teachers on 

Facebook or some social networks are willing to share them. (H-I01/88) 

Finding materials for research purposes 

To find materials for research purposes, the participants turned to online libraries and 

databases. Having been provided access by their university, these students took full advantage 

of the university databases for their research activities. For instance, Patricia understood that 

searching with the free open search engine like Google would not return good results when 

she needed materials for her research paper. Therefore, she used Google Scholar and the 

access links through her university library subscriptions for accessing journal articles relevant 

to her research topic. David made a similar choice when looking for documents for his 

research project. Instead of using open search engines, he decided to access EBSCO and 

Science Direct using the accounts provided by his university. Clearly, Patricia and David 

understood that using online databases was the better choice when searching for research 

materials.  

I took them from the Internet, especially some reliable sources like Google Scholar. I 

downloaded all of them and I printed for me to easier to get information. (PA-I03/16) 

Because I stayed at home and I worked on that, I had time to go to the digital library like 

EBSCO and Science Direct and I searched the information to cover up my insufficient 
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knowledge. (D-I05/136) I searched on the site Science Direct on the Internet to find some 

reference. I read the reference on laptop and noted some key terms in the articles. (D-

D03/TH/O) I accessed to the library from home by my computer. I use it very frequently. I 

mean every time I had to do science research, I visited that site. (D-I05/104) 

 

5.2.3.2. Using ICT to seek help 

The participants used ICT to overcome their learning difficulties. ICT was helpful for them in 

a number of ways, such as solving a problem, constructing new perceptions, brainstorming 

ideas, getting samples, finding meaning and equivalent of words in English and Vietnamese, 

choosing proper English words and phrases for their speaking and writing, checking 

pronunciation and spelling. Some are illustrated below. 

The participants used ICT tools to construct new perceptions and develop new understandings 

for themselves. Henry, for example, was not clear about the proper structure of a persuasive 

essay. He understood that this type of essay aimed at convincing the audience of an idea or 

argument. However, he became stuck on how to organise different parts of the essay. The 

Internet was Henry‘s first choice to help him understand more about this type of essay: he 

sought samples and tips about writing from the Internet. What he found there was support 

such as writing tips and essay samples, in both text and audio-visual forms. 

I was not really clear about how to write so I went to the Internet to look for some help. 

Going through some forum, many people had the same problem like me and many tips 

were given. I was lucky to find some video clips. I watched the clips, paying attention to 

the examples given. Then I noted down their advice on writing this type of essay. Many 

examples and the tips help me understand more about the kind of essay I‘m working on. 

(H-D03/F/O) 

In a very similar way, Tracy built her understanding about essay writing by finding help from 

the Internet. The free and abundant samples, and also writing tips, helped her understand 

quickly the type of essay she needed to write as well as how she should write. 

I searched the Internet for topic as well as samples of writing. There were also many clips 

and presentation about how to write effectively. I just search exactly the kind of essay I 

want to write and there are helps from dozens of people. Their writing guides and samples 

were extremely helpful. I found it much easier to do the writing with such online resources.  

(T/D01/W/O) 

In addition, the participants indicated they usually used ICT tools to solve their problems in 

an interactive way, for example getting help from Q&A forums and social networks. Patricia, 

for example, was very active in solving her problems this way. She not only sought solutions 
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from tutorials in Google or YouTube but also posted her questions into a Q&A forum named 

Quora.com, where users interact by posting questions and answering each other‘s queries. 

Patricia recognised that her chance of getting helpful and relevant answers would be higher 

because the members in such a forum often answered questions directly and specifically. 

Notably, her eagerness to ask questions here differs from her unwillingness to raise questions 

to her teachers in the classroom (as already reported in subsection 5.1.1.1).  

I also posted two questions to ask how to use the software InDesign for our English 

magazine project and how to solve missing sound of the video clip about our presentation. 

Quora is a website for everyone coming to ask whatever they want, and other people will 

answer the questions. (PA-D02/T/I) This website is a kind of social network. And in this 

website, everyone can ask any question. There are a lot of people out there from different 

countries. When they access to this website, they can give you the answer, and I read it.  

There are so many topics that they discussed. I can learn a lot from them, and I also can see 

the way that native speakers use spoken language when they chat with each other on social 

networks. (PA-I03/40) 

I continued doing my Magazine Design Project by using InDesign. Sometimes, when I had 

problems I looked for guiding information and instructions on Google and YouTube. I 

found many answers from forums and InDesign tutorials from YouTube. Solving problem 

this way was so quick because many people had the same problem. I purposefully used 

guiding sources in English to practice reading skills at the same time. (PA-D02/W/O) 

The participants also used ICT tools in seeking help for other learning activities, such as 

gathering information, brainstorming, choosing words and collocations to use in writing or 

speaking, or checking spelling and pronunciation.  David, for example, used several ICT tools 

for help with word choice: online Oxford dictionary, online grammar checker Grammarly, or 

Thesaurus plug-in in Microsoft Word.  

I accessed the website http://oxforddictionary.so8848.com/ and sought for collocation of 

desired words for my writing. The dictionary had good suggestions and they helped me a 

lot in choosing words and phrases for my writing. Without this online resource, it could 

have taken me hours to find out the proper words to use. Words are not randomly 

combined, but structured in some specific patterns. The Internet is a perfect place to check 

and know how words come together. I can even find explanation and example of errors. 

(D/D01/TH/O)  

I searched the Internet for information and drew an outline of 3 main points on the 

computer. I first collected a heap of ideas from different sites on the Internet, and then 

categorized them into 3 main points before finding evidence to support. I used Thesaurus 

plug-in in Word to help me select word choice for paraphrasing purpose. (D-D02/S/O) 

David also used the technique of asking and answering for brainstorming. The only difference 

was that he interacted with Internet resources rather than with other people. Each time he 

asked himself a question, he wrote into a web search engine and then read and selected ideas 

from the online documents that he found. This brainstorming with the aid of a computer 

http://oxforddictionary.so8848.com/
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worked fairly well for David. It helped him break out of stale thinking patterns and work out a 

list of arguments quickly.  

I searched and collected information from the Internet then outlined a debate topic abortion 

should be abolished. Google search and YouTube are so helpful for brainstorming. By 

asking any question in a search tool like Google, I could have many answers. It was like I 

was talking with many other people. Reading these answers helped me devise ideas and 

build up a list of arguments quickly. (D-D05/S/O) 

5.2.3.3. Using ICT to practise English  

The participants engaged in ICT with the clear aim of practising English. ICT can be very 

helpful, both for developing language skills and updating metacognitive knowledge. The data 

from interviews and diary entries show that these students creatively utilised ICT to practise 

language skills and to update their knowledge about how to learn English. Particularly, the 

participants practised listening, speaking, reading, writing, pronunciation, and vocabulary and 

they also learned how to learn English with the help of ICT tools.   

Using ICT for practising listening skills in combination with other skills  

The participants‘ favourite sources for listening comprehension were the listening materials 

designed from daily news and interactive exercises provided by several broadcasting 

corporations. Listening skills were chosen the most often because of the availability of 

resources and convenience for practice. The students could practise listening in combination 

with other skills simply with a smartphone or a laptop. The online resources for listening were 

available free to download so it was easy for these students to make a collection of audio and 

video files. BBC, CNN, and VOA were among the preferred sites for these participants whose 

common aim was to improve their listening skills while staying up to date on the news. The 

following extract shared by Tracy illustrates how she used news stories for practising 

listening and pronunciation: 

I listened to some international news channels such as VOA news, BBC news, and CNN 

news. First, I listened to VOA special English in which the TV presenter read with slow 

speech, clear pronunciation and academic contents related to my major. Then, I move to 

BBC news and watched from daily life stories to economic or financial issues with a faster 

speech of speakers. Finally, I listened to CNN news with the fastest speech. In this way, I 

raise up gradually levels of listening. I listen from easy news to difficult ones in order to 

practice saying right pronunciations and then catching up with the fastest speech of native 

speaker to understand any kind of speaking. These news programs help me distinguish 

between British accent and American one. VOA and CNN are like my American teacher 

while BBC is my British teacher. By listening to these channels regularly, I think I can 

minimise the combination of British accent with American accent when I speak. (T-

D03/F/O) 
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In addition to the direct access to the English learning websites provided by some 

broadcasting corporations, the participants chose a variety of English language podcasts with 

huge collections of news, talk-shows, documentaries, tutorials, storytelling, and public 

lectures, most with scripts or subtitles. They could combine listening to the clip and reading 

the transcripts at the same time. The technique of combining one skill with another was also 

used by these students when they watched movies (already presented in 5.2.1.3).  

In the morning, I listened to BBC Learning English Channel for 30 minutes. At first, I 

listened to it inactively while having breakfast. After that, I listened again and read the 

script to check out words or phrases I could not hear clearly. In the evening, I prepared for 

my ―Internet Speech‖. (H-D01/T/O) I went on YouTube and the video about ―Artificial 

Intelligence‖ seemed to appeal me. Therefore, I listened to it at the first time without 

looking at the subtitles on the screen. At the second time, I checked my understanding by 

looking at the script then wrote new words down on my notebook. (H-D02/M/O) 

While practising listening, the participants paid special attention to certain characteristics of 

spoken English, such as patterns, accent, pitch, speed, rhythm and pause, and they tried to 

improve their own use. Their popular method of practising speaking skills while listening was 

to imitate what they heard in terms of accent, way of pronouncing, stress, and intonation. 

Henry, for example, was especially interested in practising speaking and pronunciation with 

the aid of ICT tools. He learned how to use appropriate structures in a conversation in the way 

native speakers often used them.  He also spent a large amount of his time listening to and 

imitating the accent of the speaker performing a speech or talk. 

In the evening, I learnt about ―How to agree and disagree?‖ in spoken English. After that, I 

watched two videos about ―How to disagree?‖ in BBC Learning English programs three 

times. There are follow up exercises after each clip. I practise to give opinions by agreeing 

and disagreeing with each situation. It is easy to give opinion but it is much harder to do it 

politely and properly. It takes me over half an hour to complete the task. These documents 

and clips provide me with useful language to use when I want to agree or disagree with 

someone. As a result, I am now aware of how to disagree politely and firmly, how to 

respond to somebody‘s opinions and avoid rude strong disagreements. (H-D01/S/O) 

Watching a clip called ―2016 New Year Message from the Prime Minister David 

Cameron‖, I marked the pauses, drew arrows showing intonation, highlighted content 

words in the script. Next, I practiced reading aloud and tried to copy the way he sounded. 

(H-D01/T/O) 

I went on YouTube and watched two video clips about ―pronouncing h-deletion‖ and 

―pronouncing contractions in English‖. During the videos, I imitated the speaker and 

practiced some given examples. (H-D03/T/O) 

I put my earphones on and listened to stories, which was downloaded to my phone from 

YouTube. Sometimes, I imitated what I heard.  The way the stories were read is quite 

different from news or other listening practice. They are told quite slowly and clearly. 

Particularly, the story teller often gives emphasis to some important points so that listeners 

including me could keep up with the stories. Listening and imitating telling stories is a 

good way to practice intonation in English.  (H-D05/M/O) 
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The participants also managed to improve their vocabulary through listening activities. While 

listening to a recorded text, these learners encountered new words and they used their prior 

knowledge and the specific context to work out the meanings of these words. Besides 

understanding the meaning, they learned how to use the words in a specific context and in 

combination with surrounding words. Notably, it was common for these students to take notes 

while listening to a recorded text. According to David, this was a way to help him memorise 

spelling and prepare for active listening in real-life communications. 

I listened to an audio clip and transcribed the dialogue. I corrected some misused words and 

phrases. This was a drill of listening and dictation. It was not easy sometimes. (D-D01/T/O) 

For the first time, I listened to get the main idea of the video clip. After that, I looked at the 

script and paid attention to what I missed and did not hear clearly. I also wrote down some 

words because the video clips were in a series of 6 minutes vocabulary program. Besides 

words, I also jotted down the sentences that contained those words. Apart from listening to 

BBC, I also watched some news, especially scientific news from DNews on YouTube. The 

activity may help me learn vocabulary and practice listening at the same time. That may 

help me remember the words longer. Besides, writing down the sentences containing new 

words is a good way to learn new words in contexts to see how those words can be used. 

I‘m really into watching and listening to scientific news because it may widen my 

knowledge or give me answers to the questions I always ask myself. More importantly, I 

can practice listening to news and monologue, which use many academic words and 

expressions. (H-D04/T/O) 

Using ICT for practising reading  

The participants spent time practising reading with online news stories and magazine articles. 

BBC, ABC, The Guardian, CNN, TIME, Vogue, People, and Forbes were names of some of 

their favourite sources. News stories and articles were chosen as their preferred genre because 

for several reasons. In terms of topics, these online sources featured stories on international 

affairs, business, entertainment, celebrities, sport, science and more. These topics were 

attractive to the participants because learning about them enriched their background 

knowledge while they were also entertained. Regarding ways of writing, news articles were 

clearly and formally written and presented in a professional tone which made them suitable 

for language learning.  

The participants also indicated that reading news from a variety of sources helped them 

improve their vocabulary, their understandings of grammar and syntax, as well as providing a 

good sense of using the language in different ways. Henry, for example, often noted down 

words or phrases that impressed him with the intention of using them later in his writing. By 

reading different sources he was able to recognise different writing styles, knowledge he saw 

as useful for his writing skills. 
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In the afternoon, I read some news on ―BBC Future‖ on my computer. They were all about 

scientific facts and new research into human beings‘ life. For some short news, I noted 

down some new words, useful expressions and sentences containing them as well. As I 

mentioned above, learning words in context is of importance. Therefore, I want to enrich 

my vocabulary by writing down new words and expressions. When I revise them, I can use 

them for writing and speaking English. (H-D05/SA/O) 

In the afternoon, while surfing the Internet, I read some news and prepared some materials 

for cause and effect writing. First, I read some news on the magazine Vogue about some 

stories of foreign stars. I found it by new feeds on Facebook. Reading that kind of news, I 

noticed the difference between this type of news and the BBC news that I usually read.  

Reading different types of news helps practice my reading. In addition, I am aware of the 

differences among types of news such as how different they are organised or what writer 

usually adds when writing certain types of news. In my opinion, this kind of activity may 

help me learn something from writers‘ styles of writing, which is useful for my writing. (H-

D06/M/O) 

In the afternoon, I read some news on BBC Future. I believe that reading on regularly basis 

may well result in my better reading comprehension skills. Reading news about facts is 

necessary for my knowledge, which I can use when brainstorming and writing. Like my 

friends, I often read news on BBC, ABC, CNN, and Time to get used to all kinds of 

English. (H-D06/SA/O) 

It seems that reading news regularly helped the participants improve their reading skills, such 

as skimming, scanning, or speed reading. For Patricia, news articles provided exposure to 

authentic language input and chance for extensive reading. From what she offered in the two 

following extracts, it is evident that there is an element of enjoyment in her reading activity. 

Inspired by good writing styles, Patricia involved herself in extensive reading in a natural 

way. Her love of good writing styles obviously encouraged her to engage in extensive reading 

and gave her wide exposure to authentic English. 

I was reading my articles in my blogs and suddenly came across another article by an 

American writer that I followed. Her writing was beautiful and inspired me a lot. Reading 

such a good writing piece make me feel reading skill not so boring. I also scanned through 

other magazines like People, Time, and Forbes to see if there was anything interesting. 

Articles in these magazines were formal and professional so I had more sense about writing 

styles. (PA-D02/F/O) 

When I learn English I want to be exposed to the sources that use English. I also download 

the app for the Guardian. I just use it in my free time to read English articles. When I have 

free time I just use it as the way that makes use of time. (PA-I03/26 & 32) 

Using ICT for practising writing 

The participants used various technological tools and methods to make the process of learning 

writing easier and more fun. They utilised ICT to practise their writing skills in a number of 

ways: collaboration projects, blog writings, or writing to pen pals. While participating in such 

activities, these students actively engaged in written communication with both native and 
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non-native English speakers via messaging applications such as Skype or Facebook 

Messenger. 

ICT makes it easier for students to collaborate on such as writing projects and so assist their 

learning. In the current research, free iCloud services like Google Drive or Dropbox allow the 

participants to work together on a writing project or to give feedback to each other. For 

instance, David and his partner took advantage of these ICT tools and made collaborative 

writing easy, productive, and fun. 

As it rained, my partners and I wrote the research paper at home instead of meeting at the 

cafe. We communicated by Skype and Facebook Messenger. We wrote the literature 

review part and assisted one another in paraphrasing. We used laptops to write and shared 

the documents with others via Dropbox. Facebook messenger and Skype were so 

convenient for exchanging ideas. The shared Dropbox folder was so helpful to keep our 

product. (D-D04/S/O) 

Patricia, in a different way, loved to share her writing through a blog that was prepared for a 

wider audience. Writing a blog was probably much more motivating than writing an essay to 

submit to a teacher. Her blog writing was first started just for fun with the objective of giving 

herself a creative outlet and a place to express her feelings. Later, Patricia found inspiration in 

her writing and decided to open her blog to the public. Having an audience to read her blog 

posts also led her into the habit of writing and reviewing more carefully. Patricia is an 

example of the fact that the habit of writing may come from a genuine need. Patricia‘s story 

also suggests that ICT could be very helpful in developing writing skills, and that knowing 

how to write using digital media could also be an important skill for students. 

At first I used my blog to write my kind of diary and experience that I wanted to remember. 

Then when I read a lot of English articles I just thought that I was an English learners so 

why don‘t [didn‘t] I try one time to write an English article. I just tried it for the first time. 

And then I just did it several times. Actually I just write about my feelings or one of the 

most memorable moments that I want to remember. I also write about my reading challenge 

this year or kind of review a book. (PA-I03-148 &152) 

To Tracy, writing practice stemmed from her hobby of reading and discussing with pen pals 

(mentioned in subsection 5.2.1.3). Tracy‘s pen pal relationship was maintained electronically 

and her writing communication to other members of the group was done through ICT 

facilities. According to Tracy, shortened response time and a more relaxed style of writing 

were among the advantages of having electronic pen pals. Her strongest motivation to practise 

writing this way was the feeling that she was using real English to communicate with friends 

rather than the artificial English in textbooks. Obviously, a meaningful writing activity 
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without any assessment boosted Tracy‘ confidence to write more, thus she developed her 

writing skills and improved her literacy. 

I wrote to my pen pals about a novel in the afternoon. We often spend one or two weeks to 

read a novel or something and then discuss. My reading and writing skills improve much. 

Since with this group I am better at expressing my thoughts. It is more interesting than 

doing writing exercises because I write for a real purpose and a real audience. Writing to 

pen pals through the Internet is much quicker and more relaxing. I can edit my writing 

easily and send my writing to many pals by one click. Responses from others are also quick 

so communication does not break. (T-D04/F/O) 

Using ICT for learning how to learn 

The participants paid attention to the effectiveness of their learning strategies. They managed 

to improve their knowledge about how to learn by looking for appropriate ways of learning 

language skills. The use of ICT played a big part in this process of improving knowledge, as it 

was found much more convenient and efficient than traditional methods. Thanks to Internet 

resources, these students easily found English language learning tips. Vocabulary, 

pronunciation, speaking, listening, reading, writing, oral presentation, and test-taking 

strategies were just a few of the aspects mentioned in their interviews and diary entries. 

Patricia, for example, followed a free course in a website that taught her how to learn English. 

She also subscribed to a TV program which focused on the IELTS test and test-taking 

strategies.   

I think if we do not know how to make full use of the online materials so we can not be 

successful in study. I use the online sources very much. Now I have mobile phone and my 

laptop. At school, for example at break I can read some English articles to improve my 

reading skills. Or this mobile phone can replace my dictionary. When I come back home, I 

use my laptop to learn from other sources online, for example YouTube, or learn a course 

in Coursera. Coursera is a website that gives you free courses in different areas. I am 

studying in a course named ―Learning how to learn‖. (PA-I01/70, 72, 74) 

I watched a clip on my phone when I was having dinner. The clip was from 8IELTS [a 

YouTube channel about IELTS test taking tips]. This channel is becoming more and more 

popular because of its content and special guests. I learned a lot from this channel and from 

the presenter. Listening to this talk show in English was a good way to practise my 

listening skills and update knowledge about how to learn English and how to deal with 

IELTS. (PA-D06/F/O) 

Tracy wanted to become familiar with different types of listening tasks and methods so she 

paid special attention to listening comprehension techniques and tried to apply them in order 

to improve her listening skills. 

When I have done a lot of listening exercises in the workbook I think it is time for me to 

practise in another way. I watch some video clips on YouTube and I came across a clip of a 

teacher recommending ―four ways to understand what you hear‖. I find his methods quite 

https://en.wikipedia.org/wiki/Literacy
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suitable for me because I have the same idea and process of practicing as he does. After 

watching his video clip, I continue with an action film at intermediate level. (T-D05/TH/O) 

5.2.3.4. Theme synopsis 

Subsection 5.2.3 presented the third major theme evident in the data on out-of-class learning: 

maximising the benefits of ICT. The participants actively use ICT facilities for different 

purposes, but especially to find learning resources, seek help, and practise. They use both 

open web search engines and university subscribed databases for finding materials for 

practice and research. The participants also use ICT facilities for other purposes, such as 

gaining new perceptions, developing new understandings, solving problems. In addition, 

these students use ICT for practising English skills such as listening, speaking, reading, 

writing, pronunciation, vocabulary, and for learning how to learn the language.  

5.2.4. Summary of learner engagement in out-of-class learning 

The following features were found from the data obtained regarding out-of-class learning: 

First, the participants actively create opportunities for practising English outside the 

classroom via part-time jobs, social activities, as well as personal hobbies and interests. 

Second, the participants frequently and constructively reflect on their learning outside the 

classroom, especially in terms of their performance, the effectiveness of learning strategies, 

and their learning progress. Third, the participants actively use ICT facilities for their 

learning, especially for finding learning resources, seeking help, and practising. Notably, the 

participants show a strong desire for real-life communication in English, and they combine 

English practice with their leisure activities in a natural, comfortable, and meaningful way. 
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5.3. Chapter summary 

This chapter has reported the results of the qualitative data analysis. The themes and 

subthemes presented in this chapter help depict the participants‘ engagement in their learning.  

Below is a summarised list of how these students are taking responsibility for their in-class 

learning (RQ6) and how they are taking responsibility for their out-of-class learning (RQ7).  

In-class learning 

 The participants showed that they remained dependent on the teacher. This was 

evidenced through the fact that their teacher-centred learning habits were still 

observed.  

 The learning process was strongly influenced by the exams at the university. Students 

all aimed at high test scores, hence a big proportion of in-class learning was exam-

driven. 

 The participants actively engaged in ICT/CALL and successfully deployed ICT/CALL 

to serve their learning purposes. The use of ICT/CALL facilities was encouraged and 

guided by the teachers in the classroom. 

 The participants developed their critical thinking and reflection skills by engaging in 

judging themselves, their peers, and their teachers.  Their critical judgements focused 

on learning performance, learning attitude, effectiveness of teaching activities, and 

interactions inside the classroom. 

 The participants reacted differently to autonomy support of their teacher. They 

remained cautious with organisational autonomy support but responded more 

vigorously with procedural autonomy support and cognitive autonomy support.  

Out-of-class learning 

 The participants actively created learning opportunities for themselves via their part-

time jobs, social activities, and personal interests.  

 The participants undertook constructive reflections on their learning and tended to 

focus their reflections on performance, effectiveness of learning strategies, and 

learning progress. They used written forms like blogs, diaries, notes, and checklists to 

record their reflections.  
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 The participants actively used ICT/CALL for their learning. They used ICT/CALL 

particularly for finding learning resources, seeking help, and practising English.  

 The participants show a strong desire for real-life communication in English. With a 

dual purpose of learning and relaxing, they integrate English practice into their leisure 

activities naturally, and this helps them learn the language comfortably. 

The next chapter integrates the findings of Phase One and Phase Two of this project. It also 

provides an in-depth discussion and elaboration of the answers to the research questions while 

also noting important links to previous research and theories in the field.  
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Chapter 6 - DISCUSSION 

This chapter provides a discussion of the key findings presented in Chapters 4 and 5. First, the 

integration of the results (6.1) summarises the key points identified from both phases of the 

research. Section 6.2 starts with a discussion focusing on learner beliefs about learner 

autonomy in the Vietnamese tertiary context (Phase One). Then section 6.3 continues the 

discussion with attention to learner engagement in autonomous learning within and beyond 

the classroom (Phase Two). Section 6.4 is a summary of the key points made in this chapter.  

6.1. Integration of the results  

The combined data produced by the qualitative and quantitative stages of the project 

confirmed and clarified several important points. This section reports some key findings from 

the integrated data. Discussions of these findings are incorporated in other sections of this 

chapter.  

Finding 1: Students applied ICT/CALL extensively for diversified learning purposes 

ICT/CALL was applied by students from all of the universities surveyed. The application of 

ICT/CALL was popular but it served diverse purposes. In Phase One, participants in the 

survey reported a high frequency of using ICT/CALL for their language learning activities. Of 

the five items with the highest mean values, three items were related to using ICT/CALL for 

learning. The top mean values of the ICT/CALL items reflect the fact that ICT/CALL was 

considered important and helpful to teaching and learning. Specifically, students used the 

Internet and ICT facilities to search for learning materials (Item 36, M = 4.24, SD = .706), 

seek solutions for learning problems (Item 41, M = 4.03, SD = .709), and practise English 

(Item 46, M = 3.95, SD = .766). These mean scores were all at high levels (Ketsing, 1995; 

Srisaad & Nilkaew, 1992). Clearly, ICT/CALL has become an indispensable component of 

the learning process.  

The findings were confirmed by the qualitative data obtained in Phase Two. The participants 

in the case study reported they frequently used ICT/CALL for their learning both in and 

outside the classroom. The data from interviews and diaries confirmed that the main purposes 

of using ICT/CALL were finding and creating learning materials, seeking help and checking 

information, and practising English. The case study provided more details about how students 
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used ICT/CALL on-campus and off-campus for these learning purposes. The results showed 

two differences in use: (1) a scaffolded and teacher-guided use of ICT/CALL on-campus was 

purely for learning purposes; and (2) a free and creative use of ICT/CALL off-campus was 

often associated with leisure interests. 

Use of ICT/CALL for in-class learning was under the supervision of the teachers, so it was 

organised and controlled. The research participants also reported on the scaffolding role of the 

teachers in ICT/CALL application. Most learning activities with ICT/CALL in the classroom 

were carefully designed and prepared, and were often directed by the teachers. In integrating 

ICT/CALL into classroom learning, the teachers used ICT/CALL to support their teaching but 

also purposefully scaffolded and guided students on how to use these facilities effectively. 

The students actively responded and made good use of the ICT/CALL facilities available. It 

was an important preparation step for the use of ICT/CALL off-campus for their own 

learning.   

Out-of-class learning activities were not always pre-designed. As a result, ICT/CALL was 

used in a freer and more creative way. Often, it was associated closely with entertainment or 

leisure interests. The qualitative data confirmed that ICT/CALL also served three major 

purposes outside the classroom: finding resources, seeking help, and practising. More 

creativity, flexibility, and diversity were reported in participants‘ off-campus use of 

ICT/CALL. As students, they used many ICT/CALL facilities for their learning, and some of 

the technology was not popularly used on-campus, such as social networks or chat 

messengers. For finding resources, students used web search engines, social media, and 

library databases provided by their university. They used these tools to find materials for their 

practice and research activities. For seeking help, students used samples and tips, Q&A 

forums, social networks, online dictionaries, online proof-readers, and thesaurus add-on. 

These online resources were used to construct new perceptions and develop new 

understandings, to solve a particular problem, or to support learning activities. For practice, 

students mostly used the Internet and applications installed on their computer, tablet, and 

smartphone, with their smartphone being the top preference. These devices and applications 

were used to practise listening, speaking, reading, writing, pronunciation, vocabulary and 

learn how to learn English. 
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Finding 2: ICT/CALL use was of high frequency and correlated with learner autonomy 

development 

The combined data confirmed: (1) a high frequency of ICT/CALL use for English learning in 

the blended environment, and (2) the positive role ICT/CALL played in developing learner 

autonomy.  

High frequency of ICT/CALL for English learning 

In the survey in Phase One, respondents claimed the frequency with which ICT/CALL was 

used in their learning to be nearly equal to the frequency of using face-to-face learning. The 

percentages were 52% for face-to-face learning and 48% for ICT/CALL learning. In addition, 

ICT/CALL was used both for on-campus learning and off-campus learning. Regarding the 

frequency of learning with ICT/CALL, when outside the classroom, about two-thirds of the 

respondents (67.25%) frequently learned with the assistance of computers and electronic 

devices (37.28% often and 29.97% always), whereas only 1.27% of them never learned 

English using these devices. Nearly a third (31.79%) of the participants reported that they 

frequently used ICT/CALL devices on-campus (23.69% often and 8.10% always).  

This was confirmed in the case study. All the four case study participants reported major off-

campus learning was done via ICT/CALL. The data from diary entries and interviews 

revealed that when away from campus these students spent most of their learning time with 

ICT/CALL (as already reported in 5.2.3).  

The important role of ICT/CALL in developing learner autonomy 

The frequency with which ICT/CALL was used for learning had a positive influence on the 

development of learner autonomy. The quantitative results show that the frequency of 

learning with ICT/CALL positively correlates with many constructs of learner autonomy: 

learner belief about their own responsibility, learner readiness for autonomous learning, and 

learner practice of autonomous learning. In other words, when the respondents frequently 

used ICT/CALL for their learning, they developed a greater sense of responsibility for their 

learning and became more confident about taking charge. The positive correlation between 

the frequency of using ICT/CALL and practice of autonomy suggests that ICT/CALL was 

one of the factors that encouraged the respondents to engage in autonomous learning 

behaviours.  
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These results were again confirmed and details elaborated by the participants in the case 

study. The application of ICT/CALL provided the participants with many important 

affordances in the blended environment which enabled learner autonomy to evolve. Effects of 

these affordances will be discussed in subsection 6.3.3. 

Finding 3: Students played contrasting roles in choosing learning resources for in-class 

learning and out-of-class learning 

Participants reported that, as students, they played different roles in choosing materials for in-

class learning and out-of-class learning. While they were dependent on the teacher for what to 

learn in the classroom, they enjoyed their freedom to choose what to learn outside the 

classroom.  

Students’ passive role in choosing materials for in-class learning 

In the survey in Phase One, respondents indicated they played only a weak role in the 

selection of materials and resources for in-class learning. This weak role appeared in both the 

beliefs about responsibility and their self-reported practice of learner autonomy. Regarding 

responsibility, the respondents believed their teachers should have greater responsibility in 

choosing learning materials (Item 4, M teacher = 3.73, M student = 3.45). In terms of practice, the 

respondents reported that they did not have the opportunity to choose favourite topics for in-

class learning (Item 42, M = 2.63). Remarkably, this was the second lowest mean score 

amongst the 28 items in the construct that measured learner autonomy practice. 

This low-level role in selecting materials for class use was echoed in the case study. The four 

participants in Phase Two showed a preference for teacher-led learning in class. As students, 

they tended to follow what the teacher set for their learning, including the selection of 

learning materials. The case study also shed light on the predominant role of the teachers in 

choosing test papers as classroom learning materials.  

 Students’ active role in choosing materials for out-of-class learning 

In the survey done in Phase One, participants thought they played a comparatively active role 

in choosing materials for their out-of-class learning. Particularly, students chose materials 

suitable for their learning goals (Item 34, M = 3.79), used diverse sources of materials (item 

35, M=3.96), and used the Internet to find their own materials (Item 36, M = 4.24). 

Noticeably, the item about using the Internet to find their own learning materials had the 
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highest mean score amongst the 28 items in the construct that measured learner autonomy 

practice.    

This active role in selecting materials was confirmed and clarified in the case study in Phase 

Two. Besides the common choices, the participants reported they searched and used materials 

for their own goals, which was either for language practice or research. In addition, they used 

diverse sources of materials for their learning.  Favourite resources for off-campus learning 

were movies, novels (e-books), music, games, entertainment video clips, and news in English. 

Most of these materials are Internet resources. 

Finding 4: Students played a passive role in selecting forms of assessment 

In the survey in Phase One, respondents showed a very weak and passive role in choosing 

forms of assessment. This finding was of no surprise, especially in such a CHC as Vietnam. 

This weak role was evident in both students‘ beliefs about responsibility and their self-

reported practice of learner autonomy. Regarding their beliefs, respondents thought that their 

teachers should have greater responsibility in selecting options for assessment (Item 8, M 

teacher = 3.89, M student = 3.03). In their self-reported practice of learner autonomy, students 

claimed that they had few opportunities to negotiate forms of assessment with the teacher 

(Item 50, M = 2.68). This was the third lowest mean score amongst the 28 items in the 

construct that measured learner autonomy practice. 

In the case study, the passive role of students was confirmed. The four participants all 

reported that they did not have any opportunity to negotiate with the teachers about forms of 

assessment. They believed that all they could do was follow the pre-decided plan of the 

teachers and their university. The plan related to many factors like components of assessment, 

and weight and format of each component. They said that as students they were informed of 

the plan, usually at the beginning of the semester, and followed it without having any 

opportunity to negotiate other options. It was noticeable that the test component was weighted 

heavily among all components. As a result, student learning focused on preparing for the 

tests, such as mid-term tests or end-of-term tests. In the case study, this test-oriented learning 

practice was elaborated with three features noted: (1) high valuing of test scores, (2) vigorous 

test preparation learning activities, and (3) popular use of practice test papers as learning 

materials. The two last features were decided mostly by the teachers who often integrated 

mock tests into daily learning activities and used sample test papers as materials for practice. 
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The aim was to prepare students for the types of tests they would have during the semester. 

The students, notably, played a passive role in such activities.  

The passive role of the students was also reflected in their preference for teacher-led 

evaluation in class. Peer evaluation and self-evaluation were introduced in the learning 

program, but the participants said they preferred to be evaluated by their teacher. This was 

closely related to student belief about the important role of the teacher in making evaluations.   

Finding 5: Students frequently reflected on their learning  

In the survey, the respondents reported they often reflected on their learning. The reflections 

were about identifying strengths (Item 25, M = 3.9), identifying weaknesses (Item 26, M = 

3.07), having a daily review of learning performance (Item 47, M = 3.27), evaluating 

achievement (Item 48, M = 3.37), and keeping record of what went well and not so well (Item 

49, M = 3.34). The scores for these activities were all at moderate levels or higher, showing 

that reflection had been adopted by the participants as a necessary step in their learning 

process. 

This finding was confirmed in the case study and more details were given about how the 

participants worked on this aspect of their learning process. They engaged in analysing and 

making judgments about what had happened during their learning both in and outside the 

classroom. The reflection process helped the students better understand their strengths and 

weaknesses, find ways to solve their problems, choose proper learning strategies, and monitor 

their learning progress. Details were provided about what, when, and how they reflected on 

their learning. Regarding in-class learning, they critically evaluated their performance, 

focusing on their proficiencies and inadequacies. Regarding out-of-class learning, the focus of 

learner reflection was not only on performance but also on learning progress and the 

effectiveness of different learning strategies. The reflections were done on a regular basis, 

mostly daily and weekly.  Students captured their reflections in written forms like blog, diary, 

notes, and checklist.  

Summary of integrated results 

In summary, the integration of both data sets showed some particularly interesting findings. 

Specifically, students used ICT/CALL with a high frequency and for various learning 

purposes. The use of ICT/CALL correlated with the development of responsibility and 
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autonomy in these learners. Moreover, students played different roles in some aspects of the 

learning process, such as selection of learning materials or assessment forms. The role played 

was affected by the presence or absence of the teacher in a learning setting. In addition, 

students frequently reflected on their learning, especially on learning strategies and 

performance. The next sections (6.2 and 6.3) provide a more detailed discussion of the results 

found in Phase One and Phase Two. 

6.2. Learner beliefs about learner autonomy in the Vietnamese tertiary context 

This section discusses the findings from the survey questionnaire (N = 1258) in Phase One of 

the project and analyses them in relation to previous research studies. The discussion is built 

around the five research questions in this phase and attempts to reveal how the findings 

illuminate the questions and provide insights into the issues raised in each question. These 

issues are learner beliefs about student responsibility and teacher responsibility in language 

learning (6.2.1), learner readiness for autonomous learning (6.2.2), learner experience with 

autonomous learning (6.2.3), the effects of demographic factors on beliefs and practices 

(6.2.4), and the correlation between different factors related to learner autonomy (6.2.5).  

6.2.1. Learner beliefs about student responsibility and teacher responsibility 

RQ1: What are Vietnamese undergraduate EFL students’ beliefs about their responsibilities 

and their teachers’ responsibilities relating to autonomous learning?  

As reported in section 4.1, the average mean scores for student responsibility (M = 3.55) and 

teacher responsibility (M = 3.45) reflect the belief that teachers and students should share the 

responsibility almost equally for students to achieve success in English learning. Results from 

other empirical studies about learner beliefs about responsibility in the Asian contexts 

indicate that learners tended to perceive their teachers as having higher responsibility for the 

language learning process (e.g. Alrabai, 2017; Bekleyen & Selimoglu, 2016; Rungwaraphong, 

2012; Tayjasanant & Suraratdecha, 2016; Yildirim 2012). However, it is evident that students 

in this research see themselves as having a slightly higher responsibility for their language 

learning. This is a positive signal that autonomous learning is taking place in Vietnam. 

In this study, learner beliefs about sharing equal responsibility with teachers were somewhat 

similar to findings of a study by Ahmadi and Mahdavi-Zafarghandi (2013) in the Iranian 

context with 133 undergraduate students. Participants in that research were ready to share 
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responsibility with the teacher in most aspects of their English learning. However, they 

expressed a need for teacher support in setting objectives and choosing materials. Likewise, 

learners in the current research attached more important roles to their teachers in choosing 

learning resources (M teacher = 3.73 against M learner = 3.45) and selecting options for 

assessment (M teacher = 3.89 against M learner = 3.03). The slightly higher mean scores for 

teachers in these two aspects can be explained as a remnant of the teacher-centred learning 

habits in Vietnam. The Vietnamese EFL classroom has been teacher-centred for a long time, 

and choosing the content for classroom learning and deciding assessment forms has been the 

sole responsibility of the teacher. Recent efforts and renovations in teaching methods, 

curriculum, and materials have promoted learner sense of responsibility, but teacher-centred 

learning has not been completely eliminated. It was certainly evident in the data obtained in 

Phase Two of this study. The four case study participants reported they relied on the materials 

provided by the teachers for in-class learning and accepted the forms of assessment for their 

learning without daring to voice an opinion or negotiate, even when they were not happy with 

a teacher‘s decision.  

Looking further into the choosing of learning materials, this study supports the claim that 

Asian EFL students tend to rely on their teachers for in-class learning resources (Ahmadi & 

Mahdavi-Zafarghandi, 2013; Alrabai, 2017; Bekleyen & Selimoglu, 2016; Rungwaraphong, 

2012; Yildirim 2012; Yıldırım, 2008). In a study by Bekleyen and Selimoglu (2016) 

involving 171 university students in Turkey, the participants held that materials should be 

mostly selected by teachers (87.1%). Another research with 103 Turkish EFL university 

students by Yıldırım (2008) also showed that 85.4% of the respondents believed that the 

teacher should choose the materials for their English lessons. In the survey by 

Rungwaraphong (2012) with 91 Thai undergraduate students, 93.4% of the respondents 

believed that materials should be selected by teachers. Another study conducted by 

Tayjasanant and Suraratdecha (2016) in the Thai context also showed that students were 

happy with teachers making decisions about learning materials. Their main concern was 

whether the chosen resources were interesting or not. In a survey involving 319 Saudi 

students conducted by Alrabai (2017), the respondents generally did not see themselves as 

responsible for selecting content or choosing activities for in-class learning, and that setting 

course objectives and selecting materials should also be done by the teacher. In addition, 

Iranian students in the study by Ahmadi and Mahdavi-Zafarghandi (2013) were ready to share 
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responsibility with their teacher in other aspects but still relied on the teacher to decide 

learning materials in class.  

Regarding the tendency of accepting the teacher‘s decision in the evaluation process, this 

study was in line with other research studies in the Asian context (Alrabai, 2017; Bekleyen & 

Selimoglu, 2016; X. Q. Le, 2013; Razeq, 2014). For example, EFL Saudi students in the 

study by Alrabai (2017) did not see themselves as being responsible for evaluating their 

progress. Similarly, 80.1% of learners in the study by Bekleyen and Selimoglu (2016) at a 

Turkish university believed that the teacher should be completely responsible for evaluating 

learning outcome. Up to 85% of participants in the study by Razeq (2014) in the Palestinian 

context believed that evaluating learning was the responsibility of the teacher. The study with 

91 EFL tertiary students in Vietnam by X. Q. Le (2013) showed that learners expected their 

teachers to do evaluation (M = 4.47 on a 5-point Likert scale). It is clear that students see the 

top teacher responsibility to be evaluating their learning.  

The results from the current and above-mentioned studies reflect a strong belief among Asian 

learners that teachers should maintain primary responsibility in choosing learning resources 

and evaluating learning outcomes. Traditionally, these two aspects have been the sole 

responsibility of the teacher. A positive change was observed in this study that there should 

be a sharing of responsibility or even having students take more responsibility in most other 

aspects of the learning process, namely identifying weaknesses, deciding goals, making plan, 

choosing strategies, or creating practice opportunities. Given that the responsibility taken in 

each aspect represented an indicator for autonomous learning, the results here show that 

participants saw themselves to be independent of their teacher at least to some degree. 

Learners no longer wanted to play the role of passive receiver of information. Instead, they 

wished to play an equal role in the process of building up knowledge and skills.  

6.2.2. Learner readiness for autonomous learning 

RQ2: To what extent are EFL students ready to take responsibility for their language 

learning? 

As presented in section 4.2, the overall readiness for autonomous learning of the Vietnamese 

EFL students in this research (M = 3.63, SD = 0.44) is just slightly higher than moderate, and 

this shows that Vietnamese EFL learners are relatively ready to take charge of their learning. 

This result adds evidence to the claim that the attitude towards autonomous learning of Asian 
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students is not very different from that of students elsewhere (Littlewood, 2000). As 

recommended by some researchers (e.g. Alrabai, 2017; Razeq, 2014; Rungwaraphong, 2012; 

Sönmez, 2016), Asian language learners could be more ready to take charge of their learning 

if they were provided with appropriate support and favourable conditions to do so.  

Regarding whether non-Western EFL students are ready for autonomous learning, research 

results differ over time and contexts with both negative and positive conclusions. That is, the 

results of this research differ from some published studies (Ahmadi, 2013; Ming & Alias, 

2007; T. V. Nguyen, 2011; Rungwaraphong, 2012; Yildirim 2012) but are consistent with 

others (Li & Jia, 2006; Littlewood, 2000, 2003). On the one hand, findings in this research are 

contrary to previous studies which have suggested that non-Western EFL learners are not 

ready for autonomous learning. For example,  Ahmadi (2013) found that Iranian learners were 

not ready to take responsibility for their learning as they gave most of the important decisions 

about their learning to the teacher. A study by Ming and Alias (2007) in the Malaysian 

context reported a low readiness for autonomous learning amongst tertiary students as the 

majority of them preferred a teacher-centred approach to learning. In an investigation into 

learner readiness for autonomous learning in the Thai context, Rungwaraphong (2012) found 

that the majority of the Thai students were not yet ready for learner autonomy. Also, amongst 

Indian students, Yildirim (2012) found that readiness for autonomous learning was not an all-

or-nothing concept. Learners were ready to give a higher level of responsibility to their 

teacher for some aspects while they would like to take greater responsibility themselves for 

some other aspects. Researching Vietnamese EFL tertiary students, T. V. Nguyen (2011) 

found the learners not yet ready to take responsibility for their own learning, although they 

wanted a change in the traditional classroom where the teacher took almost complete control. 

On the other hand, results from this current research support the idea that Asian students are 

ready for autonomous learning, although they are more likely to accept the traditionally 

dominant role of the teacher than Western students (Littlewood, 2000, 2003). To a certain 

extent, these results reflect those of Li and Jia (2006), who also found that East Asian students 

were ready to play an active role in their language learning, on condition that a comfortable 

and supportive environment was provided.  

Learner readiness for autonomous learning in this research is reflected through two factors: 

(1) willingness to take responsibility and (2) confidence in ability to take responsibility. The 

results show that students are highly willing to take responsibility for their learning (M = 3.9, 
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SD = 0.45) but are only moderately confident about their ability to do so (M = 3.36, SD = 

0.55). These results seem to be consistent with some other research in the Asian context 

which has found that EFL learners are more willing to take charge but not completely 

confident about what they can do (Razeq, 2014; Sönmez, 2016; Swatevacharkul, 2008).  

A possible explanation for this might be that learners want to take charge of their learning but 

lack adequate knowledge and skills of how to do it. The moderately confident levels in 

several activities which traditionally belonged to teacher responsibility, could be a good 

illustration. In the current research, students are least confident of their ability to choose 

materials (M = 3.28, SD = 0.82) and measure progress (M = 3.24, SD = 0.78). Learners have 

neither been trained about how to take control of their learning nor provided with a favourable 

environment in which they can practise autonomous learning. This explanation is in line with 

the findings of a study by T. V. Nguyen (2011) that students did not actually know what to do 

to turn their desire for autonomous learning into practice.  

Another possible explanation might be the deep-rooted habit of learning with and from the 

teacher. This may be attributable to the teacher-centred learning and evaluating practice 

applied in Vietnam for a long time. Regarding materials, the teachers used to play a decisive 

role in choosing learning content, and students accepted learning from what the teacher 

provided. This reminds us of an interesting finding by Cakici (2017) who conducted research 

in the Turkish context where EFL undergraduate students refused to take more responsibility 

in choosing textbooks because they still saw the teacher as the single authority making 

decisions about student learning. In regard to evaluation, checking progress and assessing 

outcomes used to be the sole responsibility of the teacher. As pointed out in a study by Ho 

(2015), the evaluation system in Vietnam does not allow students to be involved in the 

evaluation process because it tends to rank students, rather than use assessment for learning.  

During the past ten years, many innovative changes have been introduced into language 

teaching in Vietnam, including changes related to materials selection and evaluation. 

Teachers sometimes allow students to contribute learning resources, especially Internet 

resources, or to be involved in peer evaluation or self-evaluation. However, students are not 

very confident with their new roles as they might still be under the influence of their past 

learning habit of accepting what the teacher provided. In addition, the belief that the teacher 

can make a better choice also prevents learners from taking the new roles in a confident way. 
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For instance, the four participants in the second phase of this study shared the belief that 

teachers could make a better decision because they were more knowledgeable and 

experienced. As a result, sometimes, as students they were reluctant to make a choice, even 

when allowed to by the teacher. As suggested by Yildirim (2012), such reluctance should not 

always be interpreted as lack of interest or willingness to take responsibility: some Asian 

learners may simply find it hard to relinquish their old habits quickly (Adamson, 2004). 

6.2.3. Learner experience with autonomous learning 

RQ3: What are their autonomous learning experiences? 

As presented in section 4.3, the average mean score for the scale of autonomy practice is close 

to high level (M = 3.46, SD = 0.37). The mean values for each of the 28 autonomous learning 

behaviours range from 2.55 to 4.24, which were all within moderate and high levels. These 

values show that Vietnamese EFL learners do not lack the opportunity to practise their 

autonomous learning ability and are in a good place to start learner autonomy. The result 

supports the claim made by T. T. Dang (2010) that Vietnamese EFL lecturers have been 

attempting to give their students more opportunities to deal with their language learning by 

shifting away from the authoritarian role of the teacher. However, the limited opportunities 

for students in some activities suggest that the teacher has maintained a dominating role in 

some part of the learning process. This is reflected in the three aspects with the lowest mean 

scores: choosing content for classroom learning (M = 2.63, SD = 0.97), deciding the amount 

and type of homework (M = 2.55, SD = 0.93), and negotiating with teachers about forms of 

assessment (M = 2.68, SD = 0.91).  

It is noticeable that these aspects all belong to formal classroom learning, a domain where 

teachers play a strategic and directive role in creating an environment that facilitates learner 

autonomy (Cakici, 2015). These findings accord with observations by other researchers 

(Balcikanli, 2010; Cakici, 2017) who also found that teachers were resistant to support the 

involvement of learners in particular aspects of learner autonomy. For example, the research 

by Cakici (2017) reported that Turkish EFL teachers were not willing to support the 

involvement of learners in several decisions, such as selecting textbooks and what to learn 

from textbooks, type and quantity of homework, or what to keep as a record of assessment 

results.  
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There may be an explanation for this resistance, but further research is needed into the teacher 

beliefs and practices to confirm it: the resistance may be partly due to the centralised 

education system. In this system, decisions about learning content and assessments are made 

by a central management board rather than by an individual teacher. Even the teachers have 

very little say in these matters. Another possibility might be the cultural effect of 

Confucianism in Vietnam: the superior position of the teacher prevents them from discussing 

these matters with the students in a democratic way. Teachers may not see a need to involve 

learners in such decisions, perceiving them to be a responsibility for teacher only. 

The most interesting finding was the clear tendency to use technology to support learning. 

Notably, the top mean scores for autonomous learning experience belonged to the ICT/CALL 

aspects. Specifically, learners used computer and electronic devices to search for learning 

materials (M = 4.24, SD = 0.706), to seek solutions for learning problems (M = 4.03, SD = 

0.709), and practise English (M = 3.95, SD = 0.766). These high values indicate that most of 

the participants used these ICT/CALL tools to direct their learning and solve problems. The 

high frequency of using ICT/CALL in the autonomous learning experience of the respondents 

suggests there is a positive association between ICT/CALL and independent learning for EFL 

students at this level in Vietnam. Technology seems to play a positive role in helping learners 

take responsibility for their learning.  

This finding broadly supports the work of other studies (Maliqi, 2016; Mutlu & Eroz-Tuga, 

2013; Xhaferi & Xhaferi, 2016) which link ICT/CALL with the development of learner 

autonomy. For example, the study by Maliqi (2016) reported the positive role of ICT/CALL, 

noting that it fostered learner autonomy because it allowed learners to select appropriate 

materials and evaluate their own learning. Similarly, Xhaferi and Xhaferi (2016) found that 

ICT/CALL allowed students to take control of their learning, especially in two aspects: 

selecting materials and assessing learning. The study by Mutlu and Eroz-Tuga (2013) showed 

that ICT/CALL helped improve language learning strategies, enhance motivation, intensify 

engagement, and raise learner willingness to take responsibility. 

6.2.4. Effects of demographic factors 

RQ4: Are there any differences in learner beliefs and practices in terms of gender, 

geographic location, length of learning English, and frequency of learning with ICT/CALL? 
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As shown in section 4.4, there is no connection apparent between the number of years 

studying English with beliefs about and practice of learner autonomy. However, there were 

differences found in learner beliefs about and practice of autonomy that relate to gender, 

geographic location and frequency of learning with ICT/CALL. The differences are 

statistically significant; however, the actual effects of these demographic factors appear to be 

small. 

In terms of gender, the t-tests results show that the actual differences in the mean scores 

between males and females were very small, relating to belief about teacher responsibility 

(Mmale = 3.54 versus Mfemale = 3.42), confidence in ability for autonomous learning (Mmale = 

3.48 versus Mfemale = 3.34), and readiness for autonomous learning (Mmale = 3.69 versus 

Mfemale = 3.62). Moreover, the mean scores of both males and females for these constructs all 

scatter around the high level, indicating a very minor effect of gender on beliefs and practice. 

In other words, according to the results of this research gender does not play an important role 

in mediating learner autonomy. These findings seem to be consistent with the study by T. T. 

Dang (2012), who found that both male and female Vietnamese EFL students possessed high 

levels of learner autonomy. In his study, the mediating effect of gender was only found 

statistically significant in relation to two activities: setting learning goals and evaluating 

learning, with females having slightly higher mean scores than males.  

In terms of geographic location, results from this study show that students from Central 

Vietnam have lower expectations of teacher responsibility than students from the Northern 

and Southern regions of Vietnam (MCentre = 3.24 versus MNorth = 3.53 and MSouth = 3.60). 

However, the actual score differences are small. Students from Southern Vietnam are a little 

bit more willing to take responsibility than students from the Northern Vietnam and Central 

Vietnam. However, the willingness of the participants from each of the three regions is 

similar and all at a high level (MSouth = 3.96, MNorth =3.87, MCentre =3.87). Therefore, despite 

reaching statistical significance, the actual differences between the means are also very small 

(.09 between the South and the North, and .09 between the South and the Centre). These 

results suggest that differences in living places are not distinct enough to exert significant 

influences on learner beliefs. This finding supports the claim by T. T. Dang (2012) that a 

certain level of variation in cultural conditions does not create significant differences in 

learner perception about autonomy. Although the participants in this research live in the three 
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different demographic locations, they are experiencing the same education system. Therefore, 

their beliefs about learner autonomy are not much different.  

Interestingly, the frequency of using ICT/CALL has a positive correlation with all six 

constructs of autonomy: belief about learner responsibility, belief about teacher responsibility, 

willingness to take responsibility, confidence to take responsibility, readiness for autonomy, 

and practice of autonomous learning. Regarding the effect sizes, the frequency of using 

ICT/CALL has a medium effect on practice of autonomous learning (eta squared = .116) and 

small effects on five other constructs relating to beliefs about responsibility and readiness for 

autonomy (eta squared ranging from .010 to .049) (J. W. Cohen, 1988). This  finding adds 

evidence to the claim that ICT/CALL has potential for developing learner autonomy (T. T. 

Dang & Robertson, 2010; Djoub, 2015; Newman et al., 2015; Schwienhorst, 2012; Snodin, 

2010, 2013). This also indicates that the idea of using ICT/CALL as an agent to promote 

learner autonomy seems to work in the Vietnamese context.   

In summary, of the four factors investigated, gender, geographic location, and frequency of 

using ICT/CALL have some effect on learner belief and practice of autonomy. However, the 

actual effect of these demographic factors is all small, except for that of ICT/CALL on 

practice of autonomous learning, which is at a medium level. This indicates that beliefs about 

and practice of autonomy are not greatly mediated by any one factor alone. Rather, the 

perceptions of learner autonomy seem to be created from interactions among the various 

factors in different cultural contexts. Therefore, further investigations are needed for deeper 

insights into the joint effect of these factors on learner beliefs about and practice of autonomy 

in a particular context.  

6.2.5. Correlation between different factors related to learner autonomy 

RQ5: Are there any relationships between beliefs about responsibility, readiness for 

autonomous learning, and practice of autonomous learning? 

As reported in section 4.5, the aim of the correlation analysis was to see whether correlations 

exist between different factors related to learner autonomy. Six factors were examined: belief 

about learner responsibility, belief about teacher responsibility, willingness to take 

responsibility, confidence in ability for autonomous learning, readiness for autonomous 

learning, and practice of autonomous learning. These six factors make up 15 pairs of factors 

in total. Specifically, the study checked whether any significant correlation exists between 



234 

 

two factors in each pair. The results show that most of these factors correlate with one another 

(see Table 4.23). The only pair of factors not having correlation were belief about teacher 

responsibility and confidence in ability for autonomous learning. All the correlation values in 

other pairs were greater than 0, indicating a positive association.  

The size of the correlation was determined by using the guidelines proposed by J. W. Cohen 

(1988) who states that the absolute r values between .10 to .29 are considered small sizes, 

between .30 and .49 are considered medium sizes, and value from .50 to 1.0 are considered 

large sizes. According to this categorisation, five pairs had small-sized correlations, three 

pairs had medium-sized correlations, and six pairs had large-sized correlations.  

The six pairs with large-sized correlation are all related to willingness, confidence, readiness 

for, and practice of autonomous learning. As summarised in Table 3.2 of the Methodology 

chapter, readiness for autonomous learning includes two sub-constructs: willingness and 

confidence. Therefore, it comes as no surprise that the correlations between readiness for 

autonomous learning with its two sub-constructs are of large size. The large-sized positive 

correlations between practice of autonomous learning with willingness to take responsibility, 

confidence in ability for autonomous learning, and readiness for autonomous learning indicate 

that learner practice of autonomy is closely related to their willingness and confidence to 

undertake their own learning, as well as to their readiness for autonomous learning. It is not 

clear whether willingness and confidence lead to better practice of autonomous learning or 

vice versa. In the study about learner autonomy by T. T. Dang (2012), Vietnamese EFL 

tertiary students highly valued learning initiatives and tended to take initiatives whenever they 

had opportunities. Therefore, one possible explanation of the results here is that when 

students are more willing to take responsibility and more confident about their ability, they 

become more autonomous in their learning. However, further investigation into the 

relationship between these factors is needed to find out the exact nature of the effect.  

The three pairs with medium-sized correlation are belief about learner responsibility and the 

three other factors: willingness to take responsibility, readiness for autonomous learning, and 

practice of autonomous learning. Considering the three pairs, the positive association between 

learner belief about their own responsibility and practice of autonomous learning is an 

encouraging signal for Vietnamese educators who wish to promote learner autonomy. 

Educators can take several actions at the same time to extend the co-effects of these factors in 
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fostering autonomy. For example, the approach of raising learner awareness about their own 

responsibility can be taken in combination with the approach of creating opportunities for 

them to practise autonomous learning. Since both approaches might have a positive effect on 

each other, it is likely that the combined approach will be more effective.  

Among the five pairs with small-sized correlation, two pairs relate to belief about learner 

responsibility and three pairs relate to belief about teacher responsibility. Notably, there exists 

a positive association between belief about learner responsibility and belief about teacher 

responsibility. It is possible that the positive link between these two factors reflects learner 

eagerness to share responsibility with their teachers in the learning process.  

In summary, the existence of a correlation between beliefs about responsibility and practice of 

autonomy in this research corroborates the idea that there is an interconnection between 

beliefs and autonomous learning experience (Cotterall, 1995; Majchrzak, 2018; Zhong, 2010). 

Cotterall (1995, p. 196) has suggested that ―the beliefs learners hold may either contribute to 

or impede the development of their potential for autonomy‖. From this study, it seems likely 

that the higher sense of learner responsibility can contribute to the development of learner 

autonomy, since the two factors are positively correlated.  

The next section provides a discussion regarding results of Phase Two of the current research. 

6.3. Learner engagement in autonomous learning opportunities 

The discussion in this section is built around the two themes proposed by the two research 

questions for the case study (N = 4) in Phase Two. These themes are learner engagement in 

autonomous learning opportunities in the classroom (6.3.1) and learner engagement in 

autonomous learning opportunities outside the classroom (6.3.2). A summary with a brief 

comparison of learner engagement in the two settings is presented in 6.3.3.  

6.3.1. Learner engagement in autonomous learning opportunities in the classroom 

RQ6: In what ways do learners engage in in-class learning while they are in a blended 

learning environment? 

The discussion in this subsection focuses on the five outstanding features of learners when 

they engaged in autonomous learning opportunities in the classroom: teacher-centred learning 
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habit, test-driven learning practice, active engagement in ICT/CALL use, critical thinking and 

reflective evaluation, and diverse reaction to autonomous learning opportunities provided by 

the teacher.  

Teacher-centred learning habit 

Results from the current study support the claim that it is difficult to change the teacher-

centred learning habit (Humphreys & Wyatt, 2014), despite strong innovative efforts in 

teacher training, methodology, curriculum, and materials development. The habit of 

depending on the teacher was observed through several behaviours, such as reluctance to 

voice opinions, obedience to teacher, and preference for teacher-led learning. These 

behaviours might be explained by both pedagogical and socio-cultural factors.  

Pedagogically, the grammar-translation method and teacher-centred approach have been 

dominant in the English classes in higher education in Vietnam for many decades. Despite a 

great deal of effort to shift to a learner-centred approach, many teachers prefer controlling 

teaching practices, and they are unwilling to support dialogic learning and knowledge 

exchanging (V. C. Le, 2011). As a result, they keep emphasising linguistic forms and 

structures rather than English communication and interaction (Ngo, 2015). Some teachers 

only leave a specific time at the end of an activity for students to ask questions or to voice 

opinions. Learner-initiated interaction as well as the chance for students to voice opinion is 

therefore very limited.  

Considering these teacher-centred learning habits from a socio-cultural perspective, some 

students maintained the perception that asking question or voicing opinion is challenging the 

power of the teacher, and this would likely make the teacher ‗lose face‘. To these students, 

obedience to what the teacher set for them would be an appropriate attitude. This explanation 

corroborates the findings of earlier studies on the interaction between teachers and learners in 

the Vietnamese context (Ngo, 2015; C. Nguyen & Griffin, 2010; C. T. Nguyen, 2011; T. Q. 

T. Nguyen, 2015). For example, C. Nguyen and Griffin (2010) observed that students avoided 

exchanging ideas with the teacher because it appeared to imply criticism. C. T. Nguyen 

(2011) found that Vietnamese learners tended to stay away from debating straightforwardly 

with the teachers because the behaviour may be misperceived as rudeness, discourteousness, 

impoliteness or disrespectfulness. As a result, they were neither willing to participate in 

dialogic learning with their teachers nor to challenge their teacher (Ngo, 2015). From a 
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teacher perspective, T. Q. T. Nguyen (2015) found that the cultural attitudes towards ‗face 

saving‘ could be a considerable hindrance to teachers shifting from the teacher-centred 

approach to the learner-centred approach needed in present day Vietnamese education. In the 

learner-centred approach, students are viewed as the most important element in the classroom, 

and all teaching and learning activities should be designed around them. However, the need 

for the teacher to ‗save face‘ may inhibit this, and many teachers still want to maintain their 

supreme power in the classroom (as already mentioned in 1.1.2.1). Regarding interaction, it 

was considered a threat to the teacher‘s honour if they were questioned or their students 

disagreed with them. That perception could help explain the reluctance of the participants in 

the current research to voice their opinions in the classroom. For example, Tracy tried to 

avoid expressing opposite views to those of her teacher, afraid that the latter would be 

offended, although she was not at all satisfied with the teacher‘s explanation. Likewise, 

Patricia refrained from commenting about the lengthy but ineffective talk given by her 

teacher, simply to avoid making her teacher sad and losing face.  

In the Vietnamese context, ‗saving face‘ is applicable not only to teachers but also to students. 

This is evident in the words of Henry who said that he did not dare to clarify his vague 

understanding by posing a question to the teacher in the classroom. In his view, clarifying 

information or asking question was either showing off knowledge or having poor knowledge. 

Therefore, the appropriate choice would be to avoid standing out from the crowd, but to keep 

questions for later outside the class. There are similarities between the attitudes expressed by 

Henry in this study and students in a study by T. T. Tran (2013). Tran reported that some 

students suffered from a fear of asking questions, especially when other students appeared to 

understand. Interestingly, even simply interrupting a lecture to clarify their understanding and 

asking for details were perceived as not appropriate. Everyone thought that, like other 

students, they should also understand, and if they did not, they should ask a classmate after 

the class. These findings are also consistent with those of P. M. Nguyen et al. (2006) who 

found many CHC learners did not dare to volunteer personal ideas because they were 

frightened of ‗losing face‘. The findings of this research and two other studies in the 

Vietnamese context (P. M. Nguyen et al., 2006; T. T. Tran, 2013) broadly support the claim 

that the notion of ‗keeping face‘ among CHC learners makes them more sensitive to the 

judgements of others; therefore, they try to lessen the possibility of making mistakes by 

avoiding participation in classroom communication (Hennebry & Fordyce, 2018; Wen & 

Clément, 2003). 
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Test-oriented learning 

The current research confirms the claim that learning for the test is popular in the Vietnamese 

EFL context (Ho, 2015; T. H. Nguyen, Fehring, & Warren, 2015), especially as a focus of in-

class learning. The test-oriented learning pedagogy in the current study is evident in three 

features: (1) highly valuing test scores, (2) vigorous test preparation learning activities, and 

(3) popular use of practice test papers as learning materials. 

The results of this study support the idea that washback (Alderson & Wall, 1993), the impact 

of language testing on teaching and learning, does exist. Although it did not focus on 

washback, the findings from the current research suggest that English tests at the university 

level in Vietnam have a great influence on teachers and students (participants) and the 

learning process (what and how to learn). This suits a trichotomy model of washback 

developed by Hughes (1994), who proposed that tests could influence teaching and learning 

in three ways: participants, process, and product. As this research did not focus on washback, 

there is no information about the product reported.  

By offering a snapshot of the Vietnamese EFL tertiary class, this study confirms the claim 

that tests are considered a major factor influencing syllabus design and classroom practices in 

many Asian contexts like China (Qi, 2004; Xiao, Sharpling, & Liu, 2011), Hong Kong 

(Cheng, 2005), Taiwan (Vongpumivitch, 2012), Korea (Choi, 2008), Japan (Watanabe, 2004), 

Thailand and Singapore (Todd & Shih, 2013), Iran (Rashidi & Javanmardi, 2011) and 

Vietnam (T. H. Nguyen et al., 2015; T. T. Tran, 2013).  

In line with some other studies in the East Asian context (Chern, 2002; Rashidi & 

Javanmardi, 2011; Y. Tsai & Tsou, 2009), this research found that the test requirements led to 

a remarkable amount of studying for the test, a frequently reported phenomenon in test-driven 

contexts. However, this outcome is contrary to a study in the Taiwanese tertiary context by 

Pan and Newfields (2012) who did not find such a test focus. 

Regarding the washback effect on learning activities, there are similarities between the ways 

of students studying reported by the participants in this study and those described in other 

research in the Asian contexts (Jou, 2010; T. H. Nguyen et al., 2015; Stoneman, 2006; T. T. 

Tran, 2013). Students in these studies used traditional methods such as practising test-related 

questions, doing the simulated tests from test preparation materials, or reviewing previous 
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exams. The findings are contrary to those of H. Chu (2009), who found that the top activities 

Taiwanese university students used for test-preparation were all related to entertaining audio-

visual materials, such as listening to English songs or watching English TV programs. 

Regarding the attitudes of the students towards learning for the test, participants in the current 

research expressed the belief that, as students, test practice made study less interesting. 

However, they accepted it as part of their learning process: it was simply an effective way to 

improve test results. These findings match those observed in a study by Xiao et al. (2011) in 

the Chinese context.   

Active use of ICT/CALL for in-class learning activities 

The participants in the case study used ICT facilities to support their learning in several ways: 

seeking help or checking information, finding and creating materials, and practising. 

Interestingly, the teachers acknowledged the existence of technology as a teaching assistant in 

the classroom and managed to help students get the most benefits of it. The positive support 

from the teacher enabled learners to act in different roles in the class: peer checker and 

evaluator, selector or creator of learning materials, moderator of learning activities.  These 

findings support the claim by Snodin (2013) that ICT/CALL provides opportunities for 

students to assume new roles, roles which at one time did not exist in the conventional 

classroom. Practising these new roles, in some ways, promoted the autonomous learning 

ability of the students.  

In addition, the active involvement of learners in ICT/CALL activities also helped shorten the 

power relationship. While in a traditional class, students had little say about what, how, when 

and why to learn. In the current research, the case study participants described opportunities 

to contribute learning content and moderate learning activities. It meant their say on what and 

how to learn was included somehow. For example, Patricia and her classmates had 

opportunities to create learning activities for their class by preparing different projects, such 

as an e-magazine for reading comprehension, a video clip for listening, or an interactive 

cross-word activity for vocabulary development. Students in their first year, like Henry and 

Tracy, apparently had the chance to host a part of the pronunciation lesson by preparing an 

activity called the ‗Internet Speech‘, which required learners to practise pronunciation by 

hearing and imitating famous people in their speeches. Furthermore, the acknowledgement of 

the teachers about the existence of ICT/CALL in the classroom as a teaching assistant is also 
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a positive sign towards a change in the power relationship. For example, instead of giving an 

answer about the greenhouse effect, about which she had limited knowledge, the teacher in 

Patricia‘s class asked her students to search and find a better answer from ‗Mr. Google‘. This 

acknowledgement might come from the fact that students can find and double-check 

information easily with their ICT skills and facilities, and their skills sometimes are better 

than those of the teacher. Teaching students in such an ICT/CALL environment, the teacher 

has to change their role from sole knowledge provider to a facilitator or a knowledge co-

constructor. Results from this study largely agreed with those of Vu (2015) who suggested a 

link between an ICT-based learning environment with active learning attitudes. She pointed 

out that an ICT-based environment made students less dependent on the knowledge provided 

by the teacher because the teacher was no longer considered the most reliable or only learning 

resource.  

The critical attitude in evaluation and judgement 

In seeming contrast to their obedient attitude to teachers, the participants in the case study 

showed a potential critical thinking ability. The critical evaluation and reflection were mostly 

about those people involved in the teaching and learning process inside the classroom. 

Specifically, the participants demonstrated their ability to make an objective analysis of facts 

to form a critical evaluation regarding interaction and performance carried out by themselves, 

their peers, and their teachers.  

Despite showing their critical thinking through reflection, students in the current research did 

not perform strongly on behaviours associated with critical thinking, such as criticising or 

challenging the teacher. When they did not agree with the teacher‘s ideas or decision, they 

just stopped sharing their thoughts and discussed in a small group rather than as an individual 

to the whole class. As discussed earlier, this avoidance of confrontation with the teacher 

might be explained by their cultural perception of hierarchy and ‗face-saving‘ (Ngo, 2015; C. 

Nguyen & Griffin, 2010; C. T. Nguyen, 2011; T. Q. T. Nguyen, 2015). According to the 

classification of Barnett (1997), these participants were students starting with critical thinking 

at a low level (critical skills and reflexivity) and in simple form (critical reason and critical 

self-reflection). Their potential needed more support to develop into a higher level 

(transformatory critique) and more complex form (critical reaction).  
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The findings of this research support the claim that critical thinking can be implemented in 

the Vietnamese context if sufficient support is provided, such as teacher scaffolding and 

suitable classroom arrangements (T. T. B. Nguyen, 2016).   

Different reaction to autonomy support from the teacher 

The current research utilised the framework proposed by Stefanou et al. (2004) to classify the 

types of autonomy support provided by the teacher in the classroom, as well as learner 

reaction to such support. As already mentioned (subsection 2.3.4), Stefanou et al. (2004) 

classify autonomy support for classroom learning into three types: organisational autonomy 

support, procedural autonomy support, and cognitive autonomy support. All three types 

provide learners with opportunities to take charge of their learning, but each of the three 

having different characteristics. Organisational autonomy support (e.g. opportunities to 

choose group member, seating arrangement, or task deadlines) encourages learner ownership 

of the learning environment. This type of support makes learners feel more comfortable with 

the way the classroom works. Procedural autonomy support (e.g. opportunities to choose 

materials, ways of handling with materials, or ways of displaying work) encourages learner 

ownership of form and learning output. This type of support fosters initial learning 

engagement. Cognitive autonomy support (e.g. opportunities to solve problems 

independently, to formulate personal goals, or to receive informational feedback) encourages 

learner ownership of ideas, thinking, and learning.  This type of support fosters a more 

enduring psychological investment in deep-level thinking.  

The results here showed that the participants received teacher support from all three aspects. 

However, they had different reactions to the various modes of autonomy support from the 

teachers. While they remained comparatively reserved with organisational autonomy support, 

their responses were more vigorous to procedural autonomy support and cognitive autonomy 

support. 

The reserved reaction to organisational autonomy support probably can be explained by the 

influence of traditional teaching methods and learning habits. As pointed out by MacKinnon 

and Le (2016), the strong hierarchical relationship in the Vietnamese CHC likely has a 

negative impact on developing self-confidence and creativity of learners. In Vietnam, 

classroom activities were traditionally organised and controlled by the teacher (T. H. Nguyen, 

Warren, & Fehring, 2014). Classroom organisational decisions, such as choosing seating 
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arrangement, due time for tasks, or developing classroom rules, were usually made by the 

teacher. The perception of hierarchical order hinders learners from comfortably and 

confidently acting the role of the teacher in such matters. Students in the current research did 

not show comfort and confidence in making a decision about how to organise classroom 

activities.  

The reserved reaction to organisational autonomy support was also reflected in the fact that 

participants tended to accept and follow a previous decision, either made by their teacher or 

their peers. The compromising attitude came from a reasoning that once a decision had been 

made it was not a good idea to change it. Harmony is supported and recommended by 

Confucianism to help individuals obtain a consensus that can lead to a common peace and a 

stable life. Vietnamese individuals prefer to remain stable and in harmony with natural and 

social environments. 

Another possible explanation for the low confidence is the fact that learners seriously lack the 

opportunity to practise organisational choice. Therefore, when assigned with the power to 

make a decision, the participants showed a tendency to pass the responsibility back to their 

teacher, believing that their teacher could make a better choice. For example, David and 

Tracy were not confident when they were given the opportunity to decide on a suitable 

seating arrangement for their class activities so they both passed the choice back to the 

teachers by asking for their opinions. Later in the interviews, it was explained that following 

the decision of the teacher could be more effective and save time for the class because they 

were not sure whether their choice, if it had been made, would have been good or not. These 

examples corroborate the ideas that autonomy support should be conceptualised as more than 

giving learners choice alone, but also as giving them other opportunities, such as the 

opportunity to understand the relevance of choices to learning goals (Assor, Kaplan, & Roth, 

2002), learn how to make, and follow through with choices (Bozack et al., 2008; Stefanou et 

al., 2004). As pointed out by Bozack et al. (2008), small increases in such opportunities may 

have big impacts on students‘ perceptions of themselves as autonomous learners. 

The more positive reaction to procedural and cognitive autonomy support may be explained 

by factors relating to both teachers and learners. First, the more vigorous response might 

result from the stronger support to students in these two aspects. Teacher training programs 

on learner-centred approach in Vietnam have been focusing on learner active participation in 
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the learning process and co-construction of knowledge (T. L. H. Chu, 2014; V. H. Dang, 

2006). In other words, helping leaners participate in learning activities (procedural support) 

and developing cognition (cognitive support) seems to get more attention than helping them 

organise learning activities (organisational support), which traditionally was a teacher 

responsibility. As seen in the classroom observations, teachers tended to support learners 

more in learning procedure (e.g. choosing and handling materials, displaying work, accessing 

and exploiting learning resources) and in cognitive development (e.g. finding and justifying 

solution, formulating personal goals, debating ideas, solving problems) than in classroom 

organisation. As a result, learners had a more positive reaction in the two aspects in which 

they had stronger support. Second, it is possible that the learners involved here had more 

experience and skills in learning procedure and cognitive development, and this enabled them 

to react more positively with these two types of support. In terms of procedure, the boom of 

ICT/CALL in recent years has helped learners access a large proportion of digital learning 

resources, exploit them, and demonstrate competence in various ways  (X. T. Dang, 2013). 

Regarding cognitive skill development, innovations in curriculum and teaching methodology 

have provided greater opportunities to practise study skills, such as critical thinking, debating, 

evaluating, problem solving, or goal formulating (T. T. B. Nguyen, 2016; T. T. T. Phan, 

2015). As a result, it seems to be less difficult for them to take ownership of these two aspects 

than of the organisational aspect.   

6.3.2. Learner engagement in autonomous learning opportunities outside the classroom 

RQ7: In what ways do learners engage in out-of-class learning while they are in a blended 

learning environment? 

The results showed that students engaged in learning outside the classroom in a number of 

ways, such as creating opportunities to practise English in different contexts, taking full 

advantage of ICT/CALL, or critically reflecting on their learning. This subsection discusses 

learner engagement in relation to four dimensions of language learning beyond the classroom 

proposed by Benson (2011a): location, formality, pedagogy, and locus of control.  

Location 

Location refers not only to a specific location but also to the resources, as well as to the 

physical, social, and pedagogical relationships between the learners and other people in that 

location (Benson, 2011a). The participants in the current research engaged in learning 
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activities in various locations beyond the classroom. In general, these learning opportunities 

were related to their part-time jobs, social activities, as well as personal hobbies and interests. 

Therefore, the locations were diverse: at home, in an extra-curricular event at the university, 

at a meeting in a coffee shop, in a private tutorial session, in part-time jobs, in a tour, in a 

volunteer activity. The participants played various roles at these locations, such as learners, 

club members, teaching assistants, tutor, friends, tour guides, and volunteer workers. The 

result was different from that obtained by Kocatepe (2017) in the United Arab Emirates 

(UAE), who found female Arab learners engaged in out-of-class learning almost exclusively 

within their home contexts, playing only the role of the learner. This is no surprise given the 

role of females in the UAE society. 

Formality 

Formality refers to the degree of alignment with curricular goals and institutional structures. 

The term formal (Benson, 2011a) or curriculum-oriented (Kocatepe, 2017) implies a close 

alignment between a learning activity with curricular goals in the classroom. The term 

informal (Benson, 2011a) or naturally occurring (Kocatepe, 2017) is used to indicate that the 

learning activities do not tie to curricular goals but rather occur naturally in everyday life. 

The participants in this case study showed themselves as learners who had a tendency to 

separate themselves from curricular goals and pressure from examinations when they are 

outside the classroom. This was reflected in the fact that their out-of-class learning focused 

more on the opportunity to practise and develop real-life language skills, rather than on 

curricular-related content or test preparation. This finding indicates that these learners were 

relatively confident to take control of their learning, and they preferred naturalistic learning. 

Specifically, the language learners in this study involved themselves in many activities that 

occurred naturally in everyday life, such as watching movies, playing computer games, 

chatting on the Internet, meeting friends, writing blogs, or reading in English. This resembles 

findings of other studies in the Asian contexts (H. W. Chan, 2016; Inozu, Sahinkarakas, & 

Yumru, 2010; D. Wang, 2012). For example, H. W. Chan (2016) found that a group of high 

proficient students in Hong Kong mainly engaged in self-initiated, interest-driven learning 

activities by using materials from popular culture and authentic naturalistic materials from the 

Internet. Similarly, D. Wang (2012) reported that a group of Chinese EFL learners in China 

studied English by immersing themselves regularly and rigorously in English television 

drama. The Turkish EFL learners in the study by Inozu et al. (2010) frequently engaged in 
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naturalistic English learning activities, such as surfing English websites, listening to songs, 

watching television programs and movies, and reading books or magazines in English. 

However, the finding of this study was contrary to findings of some other studies (Doyle & 

Parrish, 2012; Lai et al., 2015). For instance, Lai et al. (2015) found that students in a large 

city in mainland China mainly resorted to learning materials with a high level of formality 

and relied heavily on instructional materials. A study in the Japanese university context by 

Doyle and Parrish (2012) also found that learners mainly engaged in traditional ways of 

learning English beyond the classroom, such as studying for tests, and only a few of them 

engaged in more creative and resourceful activities, such as talking to themselves in English 

or singing karaoke in English. 

Pedagogy 

Pedagogy refers to the role and types of pedagogical process involved in language learning 

beyond the classroom (Benson, 2011a). At one end of the continuum, self-instruction involves 

self-initiated efforts of a learner to utilise existing resources to achieve learning goals. In this 

pedagogy, there is a strong intention to learn on the part of the learner, and specially designed 

resources play the role of classroom instructor (i.e., learners locate resources to improve the 

language themselves). At the other end of the continuum, naturalistic learning involves 

learners‘ participation in real life situations without an intention to learn. In this pedagogy, 

there is no instruction or specially designed resources, and the learner has no intention to learn 

(i.e., learners practise communication with the target language group incidentally). Lying in 

the middle of the spectrum, self-directed naturalistic learning is a less structured intentional 

learning experience. In this pedagogy, learners use naturally occurring contexts and resources 

to meet the dual purpose: fulfilling real-life needs and learning the language at the same time 

(i.e., learners create a language learning situation).  

The participants in the case study involved in all three types of pedagogical processes. 

However, they all showed a clear intention to learn English by creating opportunities to 

develop certain skills in most activities that required them to use English outside the 

classroom. In other words, they mostly utilised a self-directed naturalistic learning approach. 

For example, Tracy read novels in English and participated in a pen pal network with the 

intention of practising reading and writing. David and Patricia always took the chance to talk 

to foreigners, especially to native English speakers, because both wanted to practise speaking 

and listening in real life contexts. Patricia even worked as a volunteer at an international 
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organisation, just to enhance the chance to communicate in English outside the classroom. 

Henry spent much time on speeches on the Internet because he wanted to improve his 

pronunciation and intonation. These opportunities were purposefully created via their part-

time jobs, social interactions, as well as leisure interests and hobbies with the main aim of 

practising and using English in real-life situations rather than achieving high marks at exams. 

Such opportunities enabled the participants to utilise naturally occurring contexts and 

resources to fulfill real-life needs and learn English at the same time. In other words, they 

took a self-directed naturalistic learning approach to develop their language skills. As pointed 

out by T. C. L. Nguyen (2009), such communication in English at work and through social 

interaction provided learners with authentic opportunities to use English in real-life situations. 

It was especially valuable for Vietnamese EFL learners who lack both opportunity and reason 

to use English outside the classroom. Self-directed naturalistic learning in this study matches 

the major pedagogical process observed in some other studies in the Asian context (Kashiwa 

& Benson, 2018; Kocatepe, 2017). In the research by Kashiwa and Benson (2018), a group of 

Chinese EFL learners studying English in Australia attempted to reconstruct their learning 

environments (Barron, 2006) by seeking opportunities to learn English outside the classroom. 

As they spent more time at home and in the local area than at the university, these students 

were mostly in Chinese-speaking environments. To improve their speaking and listening 

skills, these students intentionally created meaningful opportunities to use English outside the 

classroom by interacting with native English speakers and other non-Chinese international 

students. Regarding frequency, Kocatepe (2017) reported that Arab EFL students created and 

utilised self-directed naturalistic learning opportunities more than self-instruction and 

naturalistic learning.   

In terms of language skills, the participants in the current research showed a relatively 

balanced engagement in their learning with both productive and receptive activities. On the 

one hand, as learners, they spent time practising receptive skills through watching TV, 

YouTube, listening to podcasts, songs, and game commentaries. On the other hand, they 

engaged in a wide range of productive activities, such as chatting with classmates or friends, 

email exchanging with native speakers, discussing novels, writing to pen pals, writing blogs, 

and keeping English diaries. Participants in this study successfully took control of their out-

of-class learning setting and struck a balance between receptive and productive language use. 

This is in line with two studies about out-of-class English learning behaviours: one by 

Mohammadi and Moini (2015) in the Iranian context and the other by H. W. Chan (2016) in 
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Hong Kong. However, the results differed from some published studies (Hyland, 2004; Inozu 

et al., 2010; Lai et al., 2015; Marefat & Barbari, 2009; T. C. L. Nguyen, 2009) which have 

reported that learners participated more in receptive than in productive activities. For 

example, learners in the study by Inozu et al. (2010) mainly chose materials for improving 

vocabulary and grammar, and participated mostly in receptive skills rather than productive 

skills. The study by Hyland (2004) found that while students in a university in Hong Kong 

spent a good deal of time practising English outside the classroom, much of this time was on 

receptive activities such as listening and reading, rather than speaking. The reason was that 

these students had a tendency to focus on private activities rather than public activities. In a 

similar manner, learners in the study by Lai et al. (2015) exposed themselves to various 

audio-visual and written inputs, thus most of the activities they were involved in were of a 

receptive nature.  

Locus of control 

Locus of control refers to who makes the major decisions about learning and teaching (i.e., 

other-directed or self-directed). In reality, the initial decision to engage in language study 

beyond the classroom is not always made by the learner (Benson, 2011a). An interesting 

finding from this research is that the participants took control of their out-of-class learning, 

and this was somewhat different from how they engaged in their classroom learning. Most 

goals and learning activities carried out by these students outside the classroom were self-

directed in nature. This is somewhat similar to the findings of a study about speaking skills by 

Coskun (2016) in which undergraduate Turkish EFL students developed all of their out-of-

class speaking activities and directed their own learning. However, this finding is contrary to 

some other previous studies (Inozu et al., 2010; Lai et al., 2015), in which the locus of control 

was found to be more other-directed than self-directed in nature. Specifically, the study by Lai 

et al. (2015) reported that parents, teachers, and school played a determinant role in shaping 

the out-of-class learning experience of the students in a Hong Kong context. Similarly, Inozu 

et al. (2010) reported that the group of Turkish EFL students in their study preferred to follow 

the recommendations of their teachers and friends because they felt unable to plan and direct 

their own learning.  

6.3.3. A brief comparison of learner engagement within and beyond the classroom 

The research reported here agrees with the statement that Vietnamese language learners can 

be autonomous learners: they demonstrate their ability to engage in both in-class and out-of-
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class learning and are not passive in nature (T. C. L. Nguyen, 2009). This finding supports 

findings of other studies conducted in Asia (Aoki & Smith, 1999; V. Chan, 2001; V. Chan et 

al., 2002; Li & Jia, 2006; Littlewood, 2000) which claim that Asian students are able and 

willing to participate actively in the class when the context allows them to do so. The 

passiveness of Asian students in the classroom is more likely to be a consequence of the 

educational contexts than of any inherent disposition of the students. 

In this study, the level of learner engagement in learning opportunities within and beyond the 

classroom suggests a strong link between behaviours and the learning environment. In the in-

class learning setting, the locus of control was more on the part of the teacher and the 

curriculum. Students tended to rely on their teacher and the curriculum for their learning 

choices. In-class learning activities, therefore, were closely related to the curriculum and 

extremely test-driven. Autonomous behaviours, as shown through the frequent use of 

ICT/CALL and critical thinking, were of a reactive nature (Littlewood, 1999). However, in 

the out-of-class learning setting, students seemed to separate themselves from the curriculum 

and escape the influence of the teacher. The participants seemed to become different learners, 

having full creativity in setting goals, choosing resources, selecting strategies, practising, and 

evaluating outcomes. Notably, the participants seemed to enjoy these activities, and this also 

had a positive impact on their well-being outside the classroom. In other words, the locus of 

control was mostly on the part of the learners. The autonomous learning behaviours of the 

participants outside the classroom were more proactive in nature (Littlewood, 1999). A 

possible explanation might be that learning activities in this setting originate from the 

learners‘ own interest in learning English, and not the requirements of the curriculum or the 

expectation of the teacher. As pointed out by some researchers (Cotterall, 2017; Huang & 

Benson, 2013), learning actions that are chosen personally by learners often increase their 

autonomy, and such proactive engagement practically enables learners to progress better in 

their learning. The difference in learners‘ engagement with autonomous learning 

opportunities within the classroom and beyond the classroom mirrors findings in a study by 

Lai (2015) in the Hong Kong context. Lai found that learners perceived in-class and out-of-

class language learning contexts as fulfilling different functions. In-class learning was 

perceived as the major venue for learning the basics of a language. In contrast, out-of-class 

learning was perceived as serving a multitude of functions like maintaining interest in 

learning, developing a sense of language use, or connecting with peer learners and the target 

culture. 
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Learner engagement with ICT/CALL was consistently strong within and outside the 

classroom, although classroom use of ICT/CALL was more or less teacher-directed. The 

current research showed that the technology-enhanced component worked well for the 

students in the two settings. To be more specific, the ICT/CALL component of the blended 

environment provided students with many important affordances that enabled learner 

autonomy to evolve. These affordances emerged from the interaction between the 

environment and the individual learner (Menezes, 2011). According to Cotterall (2017), the 

five important affordances that help enhance learner autonomy are engagement, exploration, 

personalisation, reflection, and support. In the current research, it was evident that the 

ICT/CALL component of the blended environment successfully involved students in the 

learning process by providing all of these affordances. First, ICT/CALL encouraged learners 

to be engaged with diverse topics and learning activities, especially those from the Internet. 

Second, ICT/CALL offered learners the opportunity to expand their understanding and 

explore issues which were personally significant to them. This opportunity was more 

noticeable for off-campus learning where the participants combined their hobbies and 

interests with learning English via the use of ICT/CALL. Third, ICT/CALL allowed learners 

to personalise their learning activities so that their unique learning interests could be satisfied. 

ICT/CALL also helped create diverse learner-centred study schemes so that different 

motivations and capabilities could be accommodated. The four students in the case study all 

arranged their learning to suit their personal circumstances. Fourth, ICT/CALL made it easy 

for learners to reflect on their learning and to make a plan for the future. The four student 

participants in the case study had critical reflections on their performance, the effectiveness of 

learning strategies, and progress. ICT/CALL helped them to record their performances and 

capture their reflections. Fifth, ICT/CALL provided great support to learners both in and 

outside the classroom. For the four students involved in the case study, ICT/CALL supported 

them in a variety of ways: seeking help, finding materials, sharing and publishing products, 

exchanging ideas, communicating, collaborating, practising, referencing, checking 

information, and especially combining learning with relaxation.  
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6.4. Chapter summary  

This chapter has revisited the answers to all the research questions that guided this study by 

linking them to relevant theories and research in the Asian context.  

Regarding beliefs about responsibility, respondents in this study held that they should share 

responsibility with the teacher equally. The slightly higher level of responsibility for students 

that was perceived by the survey respondents is a positive signal toward autonomous learning. 

This indicates that these learners no longer want to play the role of a passive receiver of 

information, but instead, they wish to play an equal role in the process of building up 

knowledge and skills. The slightly higher mean scores for teachers in choosing learning 

resources and selecting forms of assessment reflects the remnant of the teacher-centred 

learning habit that has a long history in Vietnam‘s education system. 

Regarding learner readiness for autonomous learning, results from the current research show 

that Vietnamese EFL learners are largely ready to take charge of their learning. This 

underpins the claim that Asian students are ready for autonomous learning, on condition that a 

comfortable and supportive environment is provided (Littlewood, 2000, 2003). EFL learners 

involved in this study were fairly willing to take charge but not completely confident about 

what they could do. This lack of confidence might stem from the inadequate knowledge and 

skills of how to take responsibility, but possibly also from the deep-rooted habit of learning 

with and from a teacher. 

In terms of experience with autonomous learning, the current study shows that Vietnamese 

EFL learners do not lack the opportunity to practise their autonomous learning ability. They 

are taking the first, but firm, steps toward autonomous learning, although there remain some 

difficulties for them to overcome, such as the centralised education system and the effects of 

Confucianism in Vietnam. The high frequency of ICT/CALL use in the autonomous learning 

experience of the learners involved in this study suggests a positive association between 

ICT/CALL and learner autonomy. 

Concerning learner engagement with autonomous learning opportunities, the participants in 

the current research demonstrated their ability to take responsibility for their learning, both 

within and beyond the classroom. The stronger engagement with learning opportunities 

beyond the classroom than within the classroom suggests a strong link between learning 
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environments and learner behaviours. Specifically, autonomous learning behaviours in the 

classroom seem to be of a reactive nature whereas autonomous learning behaviours outside 

the classroom are more proactive in nature. This might be because learners separate 

themselves from the requirements of the curriculum and leave behind the influence of the 

teacher when undertaking their learning outside the classroom. 

The next chapter presents a summary of the study and its findings, noting the key 

contributions and implications, and setting out recommendations that arise from the current 

research.  
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Chapter 7 - CONCLUSION 

This chapter serves as a snapshot of the entire study. First, it presents a summary of the study, 

that includes a reminder of the research context, design, participants, instruments, and results 

(7.1). It then presents the major implications arising from the results (7.2) and the 

contributions of the study in terms of theory and teaching pedagogy (7.3). The limitations of 

the study and recommendations for future research are provided (7.4) before some concluding 

remarks close the chapter and this research project (7.5). 

7.1. Summary of the study 

The current research investigated learner autonomy as an important capacity for an 

individual‘s language learning processes. The research was conducted in the context of 

reforms in language teaching and learning in Vietnam initiated by NFL2020 in 2008. The 

emphasis of NFL2020 on English, the most popular foreign language in Vietnam, aims to 

develop the English capacity of the Vietnamese workforce and increase the ability of these 

workers to engage in a globalised world. NFL2020 has been taking measures to make English 

language teaching and learning in Vietnam more relevant, efficient, and productive. One 

measure was to shift from a teacher-centred approach to a student-centred approach in the 

language classroom with the aim of having students actively engaged in their learning. 

Another measure was to employ and integrate technology into the teaching and learning 

process so as to provide learners with the facilities to exercise their autonomous learning 

ability.  

As stated in section 1.4, the research was motivated by two concerns. First, whether 

Vietnamese EFL learners are ready to take responsibility for their learning when the decision-

making opportunity is transferred to them from the teacher. Second, how Vietnamese EFL 

learners can take advantage of technology for their learning and become more active learners 

in a technology-enhanced environment.   

Inspired by these concerns, the investigation was guided by two directions of enquiry: one 

considered the beliefs of EFL undergraduate students about some aspects of learner 

autonomy; the second focused on the practice of learner autonomy in a technology-enhanced 

environment. The first direction of enquiry explored particularly learner beliefs about: (1) 

student responsibility, (2) teacher responsibility, (3) learner readiness to take charge of their 
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learning, and (4) learner experience with autonomous learning. The second directed the study 

into how learners took responsibility for their learning in two settings of a technology-

enhanced environment, namely in-class learning and out-of-class learning.  

To find the answers, the study employed a mixed-methods sequential explanatory design 

(Creswell & Clark, 2011). Participants in Phase One were 1258 EFL students from nine 

universities across Vietnam. Participants in the case study in Phase Two were four students 

from one of the above universities that was applying blended learning for their language 

training program. Research instruments were adapted from contemporary research into 

learner autonomy with consideration of the Vietnamese context. The data in Phase One were 

generated from a questionnaire survey administered online via SurveyMonkey. The data in 

Phase Two were collected from learner diaries, classroom observations, and semi-structured 

interviews. 

Results in the first phase show that Vietnamese EFL learners are basically ready to take 

charge of their own learning. Overall, students showed that they wanted to share the 

responsibility with their teachers in an equal manner in most stages of the learning process.  

However, due to the effects of a CHC, students maintained a belief that teachers should take 

more responsibility in some aspects of learning, such as choosing materials and deciding 

assessment forms. Noticeably, learners were highly willing to take over the responsibility 

from their teachers, but they were not completely confident about their ability to take charge. 

The gap between learner willingness and confidence urges further research so that more is 

learned about ways to develop learner skills and capacity to take responsibility. Regarding 

learner experience with autonomous learning, results in the first phase also showed that these 

Vietnamese EFL students were relatively familiar with autonomous learning. The self-

reported data from the questionnaire showed that students had a moderate level of 

engagement with autonomous learning. Remarkably, the tendency to use ICT/CALL to 

support the responsibility-taking process was clearly evident among the learners‘ behaviours. 

However, up to 1.3% of the questionnaire respondents reported they never used ICT/CALL 

for their learning. This is surprising because all the universities surveyed had a technology-

enhanced component in their educational program. 

The second phase involved a case study approach to further explore learner engagement and 

autonomous learning in a technology-enhanced language learning environment. In general, 
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learners engaged in autonomous learning opportunities differently depending on whether they 

were within or beyond the classroom. The charge-taking behaviours of these students when 

inside the classroom were of reactive autonomy in nature, but when outside the classroom the 

students were much more proactive (Littlewood, 1999). There were other interesting findings 

revealed in the case study in the second phase. First, students diligently employed in-class 

learning and out-of-class learning for different learning purposes. While student classroom 

activities were for formal and test-oriented learning, their out-of-class activities involving 

language learning were closely related to entertainment and personal hobbies. Second, student 

learning outside the classroom was aimed at both language development and development of 

future work skills. All participants in the case study took the approach of learning the 

language by using it in real life: they took every opportunity to practise English, both in 

personalised face-to-face communication and in communication with the support of 

technology. Moreover, students focused on both receptive and productive skills, which was a 

different result from the focus on receptive skills identified in other studies in East Asian 

contexts (e.g. Hyland, 2004; Lai et al., 2015; T. C. L. Nguyen, 2009). Another important 

finding in the second phase relates to the facilitating role of ICT/CALL and the scaffolding 

role of the teacher in promoting autonomy. ICT/CALL played the function of a helpful bridge 

linking in-class learning with out-of-class learning in terms of content and purpose, such as 

through project-based or collaborative learning. To a certain extent, the scaffolding practice 

provided by the teachers helped students develop both language skills and general learning 

skills, particularly those related to technology. 

In summary, the current study investigated the learner autonomy of EFL undergraduate 

students in the context of Vietnam higher education. The learners‘ beliefs about different 

aspects of autonomy were identified, and how the learners engaged in autonomous learning 

opportunities was investigated. The findings of the study reflect the contemporary socio-

cultural characteristics of the local context and provide several implications for language 

teaching and learning. These implications are specifically presented below.   

7.2. Implications of the study 

The findings of this research indicate that learner autonomy can be promoted in the 

Vietnamese EFL context. Like other East Asian learners, Vietnamese learners are not passive 

in nature. The norms about the teacher-student relation in a CHC possibly inhibit the 
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development of learner autonomy, at least to some extent. However, with sufficient support 

provided, especially by the teacher, Vietnamese students can be autonomous learners. 

Teachers can provide appropriate support through scaffolding and purposely-designed 

activities that change the long-established dependent habits of learners which have been the 

principal factors inhibiting them from developing autonomy.  

The finding in Phase One that students‘ autonomous learning practices are influenced by their 

beliefs suggests a need for educators to boost the learners‘ sense of responsibility and give 

them confidence in their own ability. It is important that language educators understand 

students‘ beliefs about responsibility and students‘ readiness for autonomy so that they can 

provide appropriate guidance and negotiate with their students about the allocation of 

responsibilities. Students in Phase Two seem not to receive enough teacher support and 

encouragement to take charge of their learning in the classroom. This means some 

consideration must be given to the role of the teacher in fostering learner autonomy. The fact 

that students are more autonomous outside the classroom suggests that the presence of the 

teacher in the classroom may make it more difficult for students to take responsibility. To 

avoid the barrier, teachers need a sincere desire to transfer power to learners and an eagerness 

to facilitate learners to take over the responsibility. More encouragement and permission from 

the teachers are also needed to help learners develop confidence and the learning skills that 

they require for autonomous learning. It is also necessary to raise teacher awareness about the 

importance of learner autonomy and their pivotal role in fostering learner autonomy. To a 

certain extent, the successful development of learner autonomy depends on the preparedness 

of the classroom teacher for acceptance of their new roles in the power transfer process.  

Another implication from the findings relates to the learning goals and motivation in different 

settings. The exam-oriented learning in the classroom reflects the contemporary learning 

situation in Vietnam: learners are driven by test scores rather than learning experience. This is 

due to a common social view shared by many people in the Vietnamese culture that scores are 

the best tools for measuring achievement. This view is an illustration of how socio-cultural 

factors, such as an excessive emphasis on measurable achievement, can influence and shape 

the practice of teaching and learning. In comparison, the proactive autonomous learning 

behaviours of students outside the classroom seem to be driven more by a desire for language 

competence rather than academic achievements. Autonomy in this setting seems to be 

stimulated by students‘ desire to learn rather than to become high achievers. This was 
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reflected in the fact that students endeavoured to integrate their interests and hobbies into their 

learning outside the classroom, to set goals for further study, and to establish connections 

with the target culture by using English in real life. The study demonstrates an interesting 

case of how students move between in-class learning and out-of-class learning and how they 

adapt to suit the different settings. If the gap between learning goals in the classroom and 

outside the classroom is narrowed, students do not have to move between these goals. 

Institutions and teachers can do this by matching the learning goals in the classroom with the 

actual needs of the students outside the classroom. 

The Internet, technology and the media provide excellent opportunities for learners to learn 

English especially as these are means for accessing authentic materials and interacting with 

other people in English. These opportunities seem to strengthen the connection between 

learning and using English by widening the scope of interaction. By way of ICT/CALL 

students have more opportunity to use English in real life situations, both face-to-face and 

virtually, and they take up the opportunity with the clear intention of improving their 

language skills and learning skills. As pointed out by Oxford (2003), social interaction and 

dependence on more capable people play a crucial part in developing cognitive skills, 

linguistic performance, and autonomy. For example, the four students in Phase Two of this 

research all took a social-cultural approach to fostering their autonomy by relying on more 

competent people and this was done through real-life interaction. These students practised 

speaking with native English teachers and asked them to correct their mistakes; they 

exchanged emails with pen pals in English speaking countries, and requested their foreign 

friends to share their language learning tips.  

The study found that authentic materials could boost learner interest and stimulate learner 

engagement. Learners used a large number and wide range of authentic materials for their 

self-directed learning outside the classroom, such as materials from YouTube video clips, 

computer game commentaries, audio podcasts, literature works, songs, and speeches. It is 

notable that these materials were all related to their interests and hobbies. This finding implies 

that if similar authentic materials were used in the classroom, this may also enhance learner 

engagement.  

Regarding teacher professional development, the findings of the current research imply that 

scaffolding, negotiating, and engaging skills should be integrated into teacher training 
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programs, both for pre-service and in-service training. This is because these skills could be 

very helpful for teachers as they seek to create an autonomy-fostering environment in which 

learners are encouraged to take responsibility and supported in their efforts to do so.  

In terms of policy, there should be action to change the exam-driven learning practices in the 

educational institutions. This could be done by introducing regulations and principles that 

attach importance to learning as a process rather than the over-emphasis on scores and 

achievements. Moreover, there needs to be appropriate policies that encourage all stake-

holders to follow in this direction. 

7.3. Contributions of the study 

This study is significant in the field of applied linguistics in general and English teaching in 

particular. The research and findings add to relevant knowledge in several aspects, including a 

theoretical contribution and a pedagogical contribution.   

Theoretical contribution 

This study reveals some important understanding of learner beliefs about autonomy in the 

Vietnamese context. By identifying how learner autonomy is conceptualised and practised in 

the Vietnamese tertiary EFL context, the study highlights the link between the beliefs and the 

practice of learner autonomy. Further, the study confirms that Vietnamese language learners 

are ready for autonomous learning, and that they are comfortable to share responsibility 

equally with their teachers. It has been made clearly evident that autonomy can be fostered in 

the Vietnamese context, where English is taught as a foreign language. The study has also 

provided insight into how technical, psychological, and socio-cultural aspects of autonomy 

can be exercised together in a blended learning context. 

Because autonomy develops gradually and requires certain skills (Reinders, 2010), students 

need support in acquiring these skills. The study indicates a need to raise teacher awareness 

about the potential capacity of students in directing their learning, as well as a need for 

teachers to scaffold students to develop such capacity. The results of this research also 

provide evidence showing that teachers play an important role in promoting learner 

autonomy. The study contributes to the literature about learner autonomy in a CHC by adding 

information about teacher support to autonomy development, as well as about learner reaction 

to such support.  
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The study provides evidence showing that the distinction between reactive autonomy and 

proactive autonomy (Littlewood, 1999) is applicable in the context of Vietnam. The findings 

of this study show that the type of autonomy practised by Vietnamese tertiary EFL students 

within the classroom is characterised by a reactive nature, while the type of autonomy outside 

the classroom is characterised by a proactive nature. 

The study uncovers some obstacles to the promotion of learner autonomy in Vietnam. These 

obstacles come from both socio-cultural and pedagogical factors. The most outstanding 

obstacles include: the test-oriented teaching and learning practice, the lack of encouragement 

from the teacher, the power distance between teachers and learners, the cultural perceptions 

about the responsibilities of teachers and learners, and the long-established teaching and 

learning habits.    

The study adds evidence to the claim that there is a link between learner autonomy and 

learning gain (Dafei, 2007; Reinders & Loewen, 2013; Sakai & Takagi, 2009). The four 

students in the case study, all were high achievers, all showed their autonomous learning 

ability both within and beyond the classroom. The positive relationship between learner 

autonomy and proficiency should serve as evidence for educators who wish to raise learner 

proficiency by fostering learner autonomy that this approach may work in the Vietnamese 

context.  

Another theoretical contribution from this study is the confirmation that the use of ICT/CALL 

can, in fact, foster learner autonomy in the Vietnamese context. The generous ICT/CALL 

scaffolding and support from teachers involved in this research proved to be a boost to learner 

confidence and creativity, especially in project-based and collaborative learning.  

Pedagogical contribution 

The study also makes a significant pedagogical contribution to the field of language teaching 

and learning in Vietnam. Students in the current study collaborated well and were proactive 

and creative in project work and in hosting classroom activities, especially when ICT/CALL 

was involved. This result supports the pedagogy in which students are provided with 

opportunities to decide their own goals, make plans, practise, monitor learning, and make 

evaluation. However, it is recommended that teachers discuss with students the scope as well 

as position of a project in the syllabus before providing them such opportunities. As pointed 
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out by Reinders (2010), any changes in the language classroom should be started with a clear 

rationale. Therefore, it is crucial for teachers to talk to students about the aim, reason, as well 

as expectation of any new project or any new approach. More importantly, learners need to be 

trained in such practices in order to become more capable of making decisions and taking 

responsibility. 

7.4. Limitations of the study and recommendations for future research 

The findings in this study must be viewed recognising several limitations of the study. 

In terms of the research methods, limitations that need to be acknowledged include the 

limitations of the research instruments and limited participants. First, the questionnaire 

employed in Phase One could only collect self-reported data from the participants. Similarly, 

Phase Two used the learner diary as one of the instruments to collect data about learner 

activities. The diary is a self-reported data instrument, so there is no certainty the participants 

actually performed the learning activities exactly in the manner they described. It is 

recommended that future researchers add observation or video recordings of learners‘ 

behaviours, both within and beyond the classroom, for triangulation purposes and so improve 

trustworthiness. Second, the quantitative survey in Phase One was a cross-sectional study so it 

was impossible to see the changes in student beliefs about and practice of learner autonomy 

over time. Future researchers might consider conducting longitudinal studies to look at how 

beliefs about and practice of learner autonomy may change at different points of time and 

explore the reasons why these changes take place. Likewise, the limited resources within the 

framework of a PhD study did not allow me to involve a large number of students in the 

qualitative case study in Phase Two. Therefore, participants in this phase were purposively 

sampled. They were all high achievers with a good level of proficiency in English and they 

came from one institution. The results about their engagement in language learning within 

and beyond the classroom are not likely to be representative of the engagement of learners 

with a lower English proficiency level. The inclusion of students from other institutions and 

of different proficiency levels would have allowed me to widen the scope of the findings. 

Other research could recruit learners of different proficiency levels and from different 

institutions, so that the behaviours of students could be compared by institutions or by 

proficiency level. Moreover, the participants in the current research were English-major 

students so they might not be representative of EFL learners in general. Other researchers 
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might consider exploring the beliefs and practices of non-English major students at tertiary 

level or at the high school level. 

In terms of research scope, the study did not explore teacher beliefs about learner autonomy 

or their autonomy-fostering practices. Therefore, it was not possible to identify the 

discrepancies in teacher and learner beliefs regarding responsibilities, or even teacher 

practices for promoting autonomy. Future research in this field might consider the inclusion 

of both teachers and learners in the investigation so that any conflicts in beliefs and practices 

can be exposed.   

7.5. Concluding remarks 

Overall, the study has achieved its goal of generating a greater understanding of learner 

beliefs and the practice of autonomous learning in the Vietnamese tertiary context. Stemming 

from a personal inspiration, the study has also answered my concern about how to promote 

learner autonomy in a technology-enriched environment. The results of this study are useful 

for future practices of teaching and learning English, especially those focusing on learner 

autonomy promotion, and the effective implementation of blended language learning. 

Knowledge from this study should be helpful for current and future educators who wish to 

find a suitable approach that fosters learner autonomy and enhances the quality of English 

teaching and learning in Vietnam.  
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APPENDICES 

Appendix 1 

Sample Letter Requesting Institutional Support – Phase 1 

Project Title  

EXPLORING THE LEARNER AUTONOMY OF UNDERGRADUATE EFL STUDENTS IN THE 

VIETNAMESE UNIVERSITY SETTING 

Researcher 

Vinh Quang Nguyen  

Faculty of Arts and Design, the University of Canberra, ACT 2601 

Email: Vinh.Nguyen@canberra.edu.au 

Supervisor 

Associate Professor Elke Stracke 

Faculty of Arts and Design, the University of Canberra, ACT 2601 

Email: Elke.Stracke@canberra.edu.au 

RE: Request for support and participation in a PhD research project  

Dear ____________________,  

My name is Nguyen Quang Vinh and I am a PhD student in the Faculty of Arts and Design at the University of 

Canberra. For my thesis, I am investigating learner autonomy of English language learners at the tertiary level in 

Vietnam. In particular, I aim to focus on English major students at universities across Vietnam, which is why I 

have chosen to approach your institution. I hope to engage approximately 20 institutions in this research. 

For my research, I would like to invite English major students in your university to participate in an online 

survey questionnaire via Monkey Survey focusing on learners‘ perception of their roles and their teacher‘s roles 

as well as their willingness to learn autonomously in the learning process.  

I would like to formally ask for your in-principle support to conduct this research in your department/faculty. 

Over the course of the project, support would take the form of the following:  

 Your permission to distribute the survey questionnaire to students in your department.  

 Your nomination of a person to help me distribute the survey link to your students and follow up the 

completion of the survey. 

The data collection will be conducted in 2016, and the exact dates can be agreed upon later.  I guarantee the 

confidentiality of all information provided by potential participants. Personal identities of students and 

institutions will be kept confidential and anonymous.  

The research has been approved by the Human Research Ethics Committee of the University of Canberra.  

I would be immensely grateful if you could consider offering the support of your institution and participate in 

my project. I feel that it does hold the potential to make a valuable contribution to the TESOL field in the area of 

learner autonomy and blended language learning in Vietnam. 

If you approve, please kindly sign below and return the signed letter to me via email. Alternatively, please send 

me a signed letter with your institution letterhead indicating your approval for my request. 

I very much look forward to hearing from you in the near future. If you would like to know more about the 

project before offering your support, please do not hesitate to contact me and/or my supervisor (Associate 

Professor Elke Stracke). 

Sincerely,  

Nguyen Quang Vinh  

 

I have read the explanatory statements and I understand the nature of the project.  I hereby give permission for 

this research to be conducted at …………………………………………………………... 

 

------------------------------              -----------------------------------------------                      -----------------------------  

Date               Name/Title             Signature 

      

mailto:Vinh.Nguyen@canberra.edu.au
mailto:Elke.Stracke@canberra.edu.au
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Appendix 2 

Sample Survey Invitation 

Project Title: EXPLORING THE LEARNER AUTONOMY OF UNDERGRADUATE EFL STUDENTS 

IN THE VIETNAMESE UNIVERSITY SETTING 

Researcher 

Vinh Quang Nguyen  
Faculty of Arts and Design, the University of Canberra, ACT 2601 

Email: Vinh.Nguyen@canberra.edu.au 

Supervisor 

Associate Professor Elke Stracke 
Faculty of Arts and Design, the University of Canberra, ACT 2601 

Email: Elke.Stracke@canberra.edu.au 

Dear Students,  

My name is Nguyen Quang Vinh and I am a Ph.D. student in the Faculty of Arts and Design 

at the University of Canberra. I am conducting a research project which explores English 

language learning at the tertiary level in Vietnam. The aim of this survey is to provide a better 

understanding of how learners view their roles and their teacher’s roles in language learning 

as well as their readiness to take responsibility for their learning.  

I have requested and received permission from your Department/Faculty for sending through 

the survey questionnaire to you. I would like to invite you to participate in an online 

questionnaire survey. Your participation will make a valuable contribution to the area of 

Teaching of English to Speakers of Other Languages (TESOL). 

Please note that your responses will be kept anonymous at any stage of the research. If you 

agree to participate, please access the survey via the following link: 

http://www.surveymonkey.com/s/ABCD2015 (sample link only) 

The survey will take about 30 minutes to complete.  

If you would like to know more about the project, please do not hesitate to contact me at my 

email address Vinh.Nguyen@canberra.edu.au and/or my supervisor (Associate Professor Elke 

Stracke) at Elke.Stracke@canberra.edu.au. 

Thank you very much for your interest in and, possibly, support of my research project by 

participating in this survey. I highly appreciate your assistance.  

Kind regards, 

Nguyen Quang Vinh 

Ph.D. candidate, University of Canberra 

E-mail: Vinh.Nguyen@canberra.edu.au 

  

mailto:Vinh.Nguyen@canberra.edu.au
mailto:Elke.Stracke@canberra.edu.au
http://www.surveymonkey.com/s/ABCD2015
mailto:Vinh.Nguyen@canberra.edu.au
mailto:Elke.Stracke@canberra.edu.au
mailto:Vinh.Nguyen@canberra.edu.au
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Appendix 4  

Full List of Items and Scales Adapted for the Questionnaire  

 

Part 1: Opinions about your responsibility and your teacher's responsibility 

Instruction: When you take an English course at university, to what extent should you and your teacher be 

responsible for the following activities? Please answer for both “You” and “Your teacher”.  

 

Reinders (2010): framework of autonomous learning process 

identifying needs  selecting learning strategies  

setting goals  practice  

planning learning  monitoring progress  

selecting resources  assessment and revision  

 

Source 

adapted 

It
e
m

 n
u

m
b

e
r 

When you take an English course at university, 

whose responsibility should it be to 
Roles 

N
o

t 
a

t 
a
ll

 

A
 l

it
tl

e 

S
o

m
e 

M
a

in
ly

 

C
o

m
p

le
te

ly
 

Spratt 1 
identify your weaknesses and strengths in learning 

English  

Yours      
Your teacher‘s      

Spratt 2 decide the learning goals of your English course  
Yours      
Your teacher‘s      

Cotterall 

Spratt 
3 

plan your learning (including choosing content and the 

ways you learn) 

Yours      
Your teacher‘s      

Spratt 4 
choose what materials and resources to use to learn 

English 

Yours      
Your teacher‘s      

Sakai 5 
choose learning strategies (the way you deal with the 

tasks of learning English) 

Yours      
Your teacher‘s      

Cotterall 6 
create opportunities and decide ways of practising 

English (in class, at home, in real life) 

Yours      
Your teacher‘s      

Cotterall 

Sakai 
7 

to check and see how much progress you are making 

during lessons 

Yours      
Your teacher‘s      

Sakai 8 
to decide ways of assessment (such as attendance, test, 

assignment, peer evaluation and self-evaluation) 

Yours      
Your teacher‘s      

 

Part 2: Willingness to take responsibility for learning and confidence in your ability 

Please show to what extent you agree or disagree with the statements below by choosing the answer which 

best matches your situation.  

Source 

adapted 

It
e
m

 n
u

m
b

e
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Statements 

 

S
tr
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ly
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g
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A
g
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e
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D
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a
g
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e
 

S
tr
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n

g
ly
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is

a
g
re

e 

   

Cotterall 

Spratt  
9 I am willing to identify my strengths and weaknesses in learning English 

if I get help 

     

Cotterall 

Spratt 
10 I am confident I know how to identify my strengths and weaknesses in 

learning English 

     

Cotterall  

Spratt 
11 I am willing to set my own learning goals if I get help 

     

Cotterall  

Spratt 
12 I am confident I know how to set my own learning goals 

     

Cotterall   13 I am willing to plan my learning if I get help 
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Cotterall   14 I am confident I know how to plan my learning 
     

Spratt 15 I am willing to choose materials and resources for my English learning 
     

Spratt 16 I am confident I know how to choose suitable materials and resources 

for my English learning 

     

Self- 

developed 
17 I am willing to choose the way to deal with the tasks when learning 

English 

     

Self- 

developed 
18 I am confident I know how to choose the way to deal with the tasks 

when learning English 

     

Cotterall 19 I am willing to find my own ways of practising English if I get help 
     

Cotterall 20 I am confident I know how to find my own ways of practising English 
     

Cotterall 21 I am willing to measure my English learning progress if I get help 
     

Cotterall 22 I am confident I know how to measure my English learning progress 
     

Self- 

developed 
23 I am willing to assess my own work if I am given the right to do so  

     

Self- 

developed 
24 I am confident I know how to assess my own work if I am given the 

right to do so 

     

   

Part 3: How you are learning English 

Please show to what extent you agree or disagree with the statements below by choosing the answer which 

best matches your situation. 

 

Source 

adapted 

It
e
m

 n
u

m
b

e
r 

Statements 

 

S
tr

o
n

g
ly

 A
g
re

e 

A
g
re

e
 

N
eu

tr
a
l 

D
is

a
g
re

e
 

S
tr

o
n

g
ly

 d
is

a
g
re

e 

   

Murase 25 I know what I need to study to improve my English      

Murase 26 I know what I am good at in learning English      

Murase 27 I set long-term goals in learning English      

Murase 28 I am aware of the goals of the English class I am taking      

Murase 29 Before I start learning English every day, I set learning goals for that day      

Murase 30 I make realistic plans for learning English      

Murase 31 Before I start learning English every day, I make study plans for that day       

Murase 32 
If I have a limited amount of time available for study, I decide in what 

order the things need to be done   
     

Ming 33 Online learning is included in my learning plan       

Murase 34 I choose the materials suitable for my goals in learning English      

Murase 35 
Besides materials given by my teachers, I use materials for learning 

English from other sources 
     

Ming 36 I use the Internet to search for materials for learning English      

Murase 37 
I know the best ways to learn each English skill like reading, speaking, 

listening or writing  
     

Murase 38 I try to create opportunities to use English outside classroom      

Murase 39 I arrange my schedule so that I will have enough time to study English      
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Murase 40 I know how to get help when I have problems in learning English      

Self- 

developed 
41 

I use the computer and other electronic devices to seek for solution when 

I have problems in learning English  
     

Sakai 42 I have the opportunity to choose the units or topics I like to learn in class       

Sakai 43 I have the opportunity to learn in my own learning styles        

Sakai 44 
I have the opportunity to decide the type of classroom activities, such as 

individual, pair and group work 
     

Sakai 45 
I have the opportunity to decide the amount and type of homework for 

my English learning 
     

Ming 46 
I have the opportunity to learn English through using the computer and 

other electronic devices 
     

Murase 47 I reflect upon how I studied after I finish studying English for the day      

Murase 48 I assess how much of my goal I have achieved      

Murase 49 
I keep records of what went well and what did not go well in learning 

English 
     

Sakai 50 
I have the opportunity to negotiate with the teacher about ways of 

assessment (such as attendance, test, or assignment) 
     

Spratt 51 I have the opportunity to evaluate my own learning      

Spratt 52 I have the opportunity to evaluate the English course I have taken      

     

 

Part 4: Personal information  
Please click the appropriate button to indicate your choice or fill in the blank.  

 

Source adapted 

 

 

Self- developed 53. Your gender:   Male          Female  

Self- developed 54. Your age:   _____ 

Self- developed 55. How many years have you been studying English?  _____  

Self- developed 

56. Which year of university study are you in? 

 I am in my 1st year     

 I am in my 2nd year 

 I am in my 3rd year     

 I am in my 4th year 

Self- developed 

57. Your university is in   

 the North of Vietnam   

 Central Vietnam   

 the South of Vietnam 

Self- developed 

58. How often do you participate in the following learning mode? 

N
ev

er
 

 

R
a

re
ly

 

 

S
o

m
et

im
es

 

 

O
ft

en
 

 

A
lw

a
y

s 

     

 Face-to-face learning       

 Online learning      

Self- developed 

 

 

59. How often do you use computer and other devices to surf the Internet? 

 

 

N
ev

er
  

  
  

  

 

R
a

re
ly

 

 

S
o

m
et

im
es

 

 

O
ft

en
 

 

A
lw

a
y

s 

       

 At home      

 At university      

 

Note: The items are adapted from the questionnaires of Cotterall (1999), Ming and Alias (2007), 

Murase (2015), Sakai et al. (2010), and Spratt et al. (2002). The items are arranged in groups 

according to the Framework of Independent Language Learning Skills proposed by Reinders (2010). 
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Appendix 5  

Request for Comments on the Questionnaire  

Đề nghị nhận xét góp ý cho bảng câu hỏi 

Bảng hỏi sau đây là một phần của công trình nghiên cứu về tình hình học tiếng Anh ở bậc đại 

học ở Việt Nam. Đây là công trình nghiên cứu được thực hiện bởi NCS Nguyễn Quang Vịnh, 

thuộc Đại học Canberra. Trước khi triển khai thu thập dữ liệu từ sinh viên, chúng tôi muốn 

kiểm tra thử nghiệm xem các câu hỏi trong bảng hỏi đã rõ ràng và dễ hiểu đối với người dùng 

hay chưa. Việc nhờ em làm thử và góp ý cho bảng câu hỏi ở trang bên là một phần của công 

tác thử nghiệm. Khi tham gia giúp đọc góp ý, đề nghị em làm giúp một số thao tác theo trình 

tự sau:  

1. Đọc kỹ toàn bộ bảng hỏi (bao gồm cả phần giới thiệu và các câu hỏi).  

2. Đánh dấu các chỗ thấy không rõ ràng, hoặc các chỗ không hợp lý, khó trả lời.  

3. Nêu gợi ý thay đổi (nếu được) bằng cách viết gợi ý đó ra phần giấy trống bên cạnh mỗi câu 

hỏi. 

4. Nhận xét chung về bảng hỏi về độ rõ ràng, độ dài, chế bản, và các vấn đề khác theo mẫu.  

Cám ơn em rất nhiều!  

 

Request for comments on survey questionnaire  

This survey is part of a research project to understand more about English language learning 

at the university level in Vietnam. The research project is conducted by Vinh Quang Nguyen, 

a PhD student at the University of Canberra, Australia. Before collecting data from students, 

we would like to pilot test the clarity of the survey to check whether it is easy for respondents 

to understand or not. One part of the pilot test is your participation in trialling questionnaire 

in the following pages and making suggestion. When you read the questionnaire, please 

follow the steps below:  

1. Read the whole survey carefully (including the introduction and the survey items in all 

parts).  

2. Underline the words or phrases that you find not clear, unreasonable, or difficult to 

answer.  

3. Suggest changes (if possible) by writing on the space available next to each question.  

4. Give general comments on the questionnaire’s clarity, length, format, and other issues.  

Thank you very much! 
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ĐỀ NGHỊ EM ĐƯA RA VÀI NHẬN XÉT CHUNG VỀ BẢNG HỎI 

(Could you please provide some general comments on the questionnaire?) 

Mức độ rõ ràng (clarity): 

………………………………………………………………………………………………… 

………………………………………………………………………………………………… 

………………………………………………………………………………………………… 

Độ dài (length): 

………………………………………………………………………………………………… 

………………………………………………………………………………………………… 

………………………………………………………………………………………………… 

Chế bản (formatting): 

………………………………………………………………………………………………… 

………………………………………………………………………………………………… 

………………………………………………………………………………………………… 

Nhận xét khác (other issues): 

……………………………………………………………………………………………….. 

………………………………………………………………………………………………… 

………………………………………………………………………………………………… 
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Appendix 6  

Survey Participant Information Sheet and Consent Statement 

 

The purpose of this survey is to understand more about English language learning at the 

university level in Vietnam. This survey is part of a research project being conducted by Vinh 

Quang Nguyen at the University of Canberra, Australia. This research has been reviewed and 

approved by the University of Canberra‘s Human Research Ethics Committee (approval code: 

15-277). 

Your participation in this survey is voluntary. You may choose not to participate. However, 

we highly appreciate it if you take your time to complete the survey. If you decide to 

participate in this survey, you may withdraw at any time.  

It will take about 15 minutes of your time to complete the survey. Your responses will be 

confidential, and we do not collect identifying information such as your name, email address 

or IP address. 

The survey questions will be about your beliefs of your role and your teacher‘s role in 

language learning, your willingness to take responsibility for your learning, as well as your 

experience in learning English. 

If you have any questions about the research study, please contact me at my email address 

Vinh.Nguyen@canberra.edu.au. 

  

Clicking on the "I agree" button below indicates that:  

• you have read the above information  

• you voluntarily agree to participate in the survey  

• you are at least 18 years of age  

Clicking on the "I disagree" button below indicates that you do not wish to participate in the 

survey 

Do you agree to participate in this survey? 

I agree     I disagree 
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Appendix 7  

Sample Letter Requesting Institutional Support – Phase 1 and Phase 2 

 

Project Title  

EXPLORING THE LEARNER AUTONOMY OF UNDERGRADUATE EFL STUDENTS IN THE 

VIETNAMESE UNIVERSITY SETTING 

Researcher 

Vinh Quang Nguyen  

Faculty of Arts and Design, the University of 

Canberra, ACT 2601 

Email: Vinh.Nguyen@canberra.edu.au 

Supervisor 

Associate Professor Elke Stracke 

Faculty of Arts and Design, the University of 

Canberra, ACT 2601 

Email: Elke.Stracke@canberra.edu.au 

 

RE: Request for support and participation in a PhD research project  

Dear Mr. Dean,  

How are you? I hope everything at the Department is good. As you know, I am a PhD student 

in the Faculty of Arts and Design at the University of Canberra. As I have talked to you on 

the phone, I am investigating learner autonomy of English language learners at the tertiary 

level in Vietnam. In particular, I aim to focus on English major students at universities across 

Vietnam, which is why I have chosen to approach Hanoi University.  

My research will consist of two phases:  

 The first phase is the administering of an online survey questionnaire via Monkey Survey 

focusing on learners‘ perception of their roles and their teacher‘s roles as well as their 

willingness to learn autonomously in the learning process. I hope to engage approximately 20 

institutions in this phase. 

 The second phase will involve a series of interviews, observation and learning diary with a 

group of about 4-6 students from Hanoi University.  

At this first and early stage I would like to formally ask for your in-principle support to 

conduct this research in your Department. 

Over the course of the project, support would take the form of the following:  

 Your permission to distribute the survey questionnaire to students in your department. 

 Your nomination of a person to help me distribute the survey link to your students. 

 Permission for access to 4 to 6 students for learning diary writing, interviews and classroom 

observations for 6 times in 2016.  

mailto:Vinh.Nguyen@canberra.edu.au
mailto:Elke.Stracke@canberra.edu.au
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The data collection will be conducted in 2016, and the exact dates can be agreed upon later.  I 

guarantee the confidentiality of all information provided by potential participants. Personal 

identities of students and your institution will be kept confidential and anonymous.  

More details of my project and research will be provided once I have received approval for 

this project from the Human Ethics Committee of the University of Canberra.  

I would be immensely grateful if you could consider offering the support of your institution 

and participate in my project. I feel that it does hold the potential to make a valuable 

contribution to the TESOL field in the area of learner autonomy and blended language 

learning in Vietnam. 

If you approve, please kindly sign below and return the signed letter to me via email. 

Alternatively, please send me a signed letter with your institution letterhead indicating your 

approval for my request. 

I very much look forward to hearing from you in the near future. If you would like to know 

more about the project before offering your support, please do not hesitate to contact me at 

my email address Vinh.Nguyen@canberra.edu.au and/or my supervisor (Associate Professor 

Elke Stracke) at Elke.Stracke@canberra.edu.au. 

Sincerely,  

Nguyen Quang Vinh  

Ph.D. candidate, the University of Canberra 

E-mail: Vinh.Nguyen@canberra.edu.au 

Supervisor email: Elke.Stracke@canberra.edu.au 

 

I have read the explanatory statements and I understand the nature of the project.  I hereby 

give permission for this research to be conducted at the English Department, Hanoi 

University. 

------------------------                ------------------------------                   -------------------------  

Date    Name/Title    Signature  

       

mailto:Vinh.Nguyen@canberra.edu.au
mailto:Elke.Stracke@canberra.edu.au
mailto:Elke.Stracke@canberra.edu.au
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Appendix 8  

Case Study Student Participant Invitation Letter 

 

Project Title  

EXPLORING THE LEARNER AUTONOMY OF UNDERGRADUATE EFL 

STUDENTS IN THE VIETNAMESE UNIVERSITY SETTING 

Researcher 

Vinh Quang Nguyen  

Faculty of Arts and Design,  

the University of Canberra, ACT 2601 

Email: vinh.nguyen@canberra.edu.au 

 

Supervisor 

Associate Professor Elke Stracke 

Faculty of Arts and Design,  

the University of Canberra, ACT 2601 

Email: Elke.Stracke@canberra.edu.au 

 

 

Dear Students,  

My name is Nguyen Quang Vinh and I am a PhD student in the Faculty of Arts and Design at 

the University of Canberra. I am conducting a research project which explores English 

language learning in Vietnam. The aim of this research is to provide a better understanding of 

learner autonomy in English language training at tertiary level in Vietnam, especially in the 

context where technology is integrated into and combined with the traditional face-to-face 

class. 

I have requested and received permission from your Department for sending this invitation to 

you. I would like to invite you to participate in my study. Your participation will make a 

valuable contribution to the area of Teaching of English to Speakers of Other Languages 

(TESOL). 

Part of my project is the collection of data from EFL students. It includes student learning 

diaries, classroom observations, and individual interviews. Should you be interested in the 

project, please have a look at the information sheet on page 2 for more details.  

If you would like to participate in the project, please inform me via email and you will be 

invited to a meeting for further details. Participation in this project is entirely voluntary and 

every participant may withdraw from active participation in the project at any time during the 

data collection period. There are no disadvantages or adverse consequences for not 

participating or for withdrawing from the research.  

Thank you very much for your understanding and cooperation. 

 

Vinh Quang Nguyen  

Faculty of Arts and Design,  

the University of Canberra, ACT 2601 

Email: vinh.nguyen@canberra.edu.au 

 

 

  

mailto:vinh.nguyen@canberra.edu.au
mailto:Elke.Stracke@canberra.edu.au
mailto:vinh.nguyen@canberra.edu.au
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Case Study Participant Information Sheet 

 

Project Title  

EXPLORING THE LEARNER AUTONOMY OF UNDERGRADUATE EFL 

STUDENTS IN THE VIETNAMESE UNIVERSITY SETTING 

Researcher 

Vinh Quang Nguyen  

Faculty of Arts and Design, the University of Canberra, ACT 2601 

Email: vinh.nguyen@canberra.edu.au 

Supervisor 

Associate Professor Elke Stracke 

Faculty of Arts and Design, the University of Canberra, ACT 2601 

Email: Elke.Stracke@canberra.edu.au 

 

Project Aim 

The research study aims to develop understanding of English language learning at tertiary 

level in Vietnam. 

Benefits of the Project 

By studying how learners take responsibility for their learning in a blended learning 

environment, the results of this study might be helpful for the EFL community in Vietnam by 

showing them ways to practice their autonomous abilities.  

General Outline of the Project 

The current research project will use learning diaries, observations, and interviews to explore 

how learners practise their learner autonomy in the local blended context. 

Participant Involvement 

Students who agree to participate in the research will be asked to (1) write 6 weekly learning 

diaries, (2) participate in 6 observations, and (3) take part in 7 interviews. 

Note:  

 Template and sample for learning diaries will be provided to help participants focus 

on the learning activities that the researcher is investigating. Each learning diary is 

about 500-word long.  

 Participants‘ classroom learning sessions will be observed by a non-participant 

researcher with the help of observation notes.  

 The interviews with the researcher will be audio-recorded at a time that is convenient 

and with the participant‘s permission.  

Participation in the research is completely voluntary and participants may, without any 

penalty, decline to take part or withdraw at any time without providing an explanation. While 

the researcher values and encourages participation, he respects the right of participants to 

choose not to participate in research.  

The only potential risks to participation relate to privacy and confidentiality. Please be 

assured that all the data collected from participants will be stored securely and only accessed 

by the researcher and his supervisor.  

mailto:vinh.nguyen@canberra.edu.au
mailto:Elke.Stracke@canberra.edu.au
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Confidentiality 

Only the researcher will have access to the individual information provided by participants. 

Privacy and confidentiality will be assured at all times. The research outcomes will be 

developed into a thesis, and may be presented at conferences and written up for publication. 

However, in all these reports, the privacy and confidentiality of individuals will be protected. 

Anonymity 

Participants will remain anonymous at all stages of the research. 

Data Storage 

The information collected will be stored securely on a password protected computer 

throughout the project and then stored at the University of Canberra for the required five-year 

period after which it will be destroyed according to university protocols.  

Ethics Committee Clearance 

The project has been approved by the Human Research Ethics Committee of the University of 

Canberra (Project number 15-277).  

Queries and Concerns 

Queries or concerns regarding the research can be directed to the researcher Vinh Quang 

Nguyen and/or his supervisor, Associate Professor Elke Stracke. Their contact details are at 

the top of this form. You can also contact the University of Canberra‘s Human Research 

Ethics Officer, Mr. Hendryk Flaegel, via phone +612 6201 5220 or email 

hendryk.flaegel@canberra.edu.au.  

  

 

 

  

mailto:hendryk.flaegel@canberra.edu.au
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Appendix 9  

Case Study Participant Consent Form 

 

 

Project Title 

EXPLORING THE LEARNER AUTONOMY OF UNDERGRADUATE EFL 

STUDENTS IN THE VIETNAMESE UNIVERSITY SETTING  

Consent Statement 

I have read and understood the information about the research. I am not aware of any 

condition that would prevent my participation, and I agree to participate in this project. I have 

had the opportunity to ask questions about my participation in the research. All questions I 

have asked have been answered to my satisfaction. 

Please indicate whether you agree to participate in each of the following parts of the research 

(please indicate which parts you agree to by putting a cross in the relevant box): 

     I agree to write 6 learning diaries during 6 weeks (one diary each week) 

 I agree that the researcher can observe my classes during 6 class visits without 

interfering with any of my class activities.  

 I agree to participate in 7 interviews (ca. 30-45 minutes each) with the researcher. 

 I agree to have my interviews audio-recorded by the researcher. 

 

Name……………………………………………………………………….……....…  

 

Signature………….......................................................................…………………… 

 

Date …………………………………………………………………….……………. 

 

 

A summary of the research outcomes will be available when published. If you would like to 

receive a copy of it, please leave your email address below. 

Email: ………………………………………………………………………………… 
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Appendix 10  

Classroom Observation Notes Template 

 

A. GERERAL 

INFORMATION  

Date Time Skills observed Student’s pseudonym Code 

     

 

 

B. DESCRIPTIVE NOTES 

C. REFLECTIVE 

NOTES 
Area of 

learner 

autonomy 

support 

Students are given opportunities to 
Descriptions of 

activities 

What the participant 

does  

O
rg

a
n

is
a
ti

o
n

a
l 

a
u

to
n

o
m

y 
su

p
p
o
rt

 

choose seating arrangements     

choose group members    

set rules     

select due time/dates for tasks    

set evaluation procedures    

other opportunities observed    

P
ro

ce
d
u

ra
l 

a
u

to
n

o
m

y 
su

p
p
o
rt

 

choose materials/ resources    

choose ways of demonstrating competence    

display work in an individual manner    

discuss their wants    

handle materials    

other opportunities observed    
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C
o
g
n

it
iv

e 
a
u

to
n

o
m

y 
su

p
p
o
rt

 
discuss multiple approaches or strategies    

find multiple solutions to problems    

justify solutions and provides rationales    

have ample time for decision making    

be independent problem solvers with 

scaffolding 

   

re-evaluate errors    

receive informational feedback    

formulate personal goals or realign task to 

correspond with interest 

   

debate ideas freely    

have less teacher talk time; more teacher 

listening time 

   

ask questions    

other opportunities observed    

 

D. MEMORANDUM AFTER OBSERVATION 

………………………………………………………………………………………………… 

………………………………………………………………………………………………… 

………………………………………………………………………………………………… 

………………………………………………………………………………………………… 

………………………………………………………………………………………………… 

………………………………………………………………………………………………… 

………………………………………………………………………………………………… 

………………………………………………………………………………………………… 
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Appendix 11  

Student Learning Diary Template and Sample 

Student Learning Diary Template  

Please write your learning diary about what you do in and out of class during the week. 

Remember to write about the activities that relate to your English learning only. You 

can write your diary in either English or Vietnamese. 

Student name:                     Week 1: From Mon 21/03 to Sun 27/03  

Days Type 

A. What English learning activities 

have you done this week? 

(Please write about both inside and outside 

classroom activities on each day) 

B. How did you do 

each of the 

activities? 

C. In your opinion, 

how do the activities 

help you learn 

English? 

MONDAY 
In-class 

   

Out-of-class 
   

TUESDAY 
In-class  

   

Out-of-class 
   

WEDNESDAY 
In-class  

   

Out-of-class 
   

THURSDAY 
In-class  

   

Out-of-class 
   

FRIDAY 
In-class  

   

Out-of-class 
   

SATURDAY 
In-class  

   

Out-of-class 
   

SUNDAY 
In-class  

   

Out-of-class 
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Student Learning Diary Sample 

 

Please write your learning diary about what you do in and out of class during the week. 

Remember to write about the activities that relate to your English learning only.  

Student code: 01     Week: 29th February to 6th March  

What English learning activities have 

you done this week? 

How did you do each of the 

activities? 

How can the activities help you learn 

English? 

This week, I have been to the 

library 3 times to look for book 

about English academic writing. I 

also searched materials on the 

Internet.  

To find the right book at the 

library, I looked for the reference 

list on the Internet and asked the 

librarian for help. 

I learn new sentence structures 

from the book that I borrowed from 

the library. I also know that my 

existing knowledge of structures is 

still poor. 

I contacted my teacher and my 

classmate to ask for help about 

sentence paraphrasing.  

I used my mobile phone and wrote 

to my teacher and my classmate 

through Facebook to ask about 

sentence paraphrasing techniques. 

I asked them to give me some 

comments about my expressions. 

The mobile phone and the 

Facebook are so convenient. They 

saved me a lot of time. I could 

interact with my teacher and got 

her feedback and comments. I also 

had feedback from my classmates. 

I participated in the English-

Speaking club to practice speaking 

with other members, especially 

with Robert and Ginny who are 

native English speakers. 

I registered to be a volunteer in the 

English-Speaking club so that I 

would have more chance to speak 

to Robert and Ginny.  

I think speaking on a selected topic 

can also help me with ideas for 

writing. Speaking to Robert and 

Ginny also helped me improve the 

intonation and pronunciation as 

they sometimes corrected my 

pronunciation. 

I prepared the PowerPoint slides 

for our group presentation next 

week and practice the presentation. 

I met two other students after the 

lesson to complete the draft of the 

slide on my computer. We added 

more slides and made some 

changes. Then we discussed the 

focus of the talk before practising 

together.  

The Internet helped us a lot with 

resources and ideas to prepare for 

our slide. The rehearsal helped me 

add in more ideas and choose how 

to speak and interact with the two 

other members of the group.  
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Appendix 12  

Interview Protocol 

 

Project title: EXPLORING THE LEARNER AUTONOMY OF UNDERGRADUATE 

EFL STUDENTS IN THE VIETNAMESE UNIVERSITY SETTING 

 

A. GENERAL INFORMATION  

 Interviewee pseudonym: 

 Place of interview: 

 Time of interview: 

 Date: 

 Interviewer: 

 Interview code: 

 

B. ESTABLISHING A CLOSE RAPPORT WITH THE INTERVIEWEE 

 First say hello to the student.  

 Second, explain the outline of the interview and clarify about language choice, either 

in Vietnamese or English.  

 Third, ask general question about diary writing and/or the lesson observed.  

List of questions:  

 Hello again. I would like to remind you that this interview is audio recorded and you 

can choose to talk either in Vietnamese or English. So what language do you choose?  

 As you know the purpose of my interview today is to understand more about what is 

observed in your English class on …..  and what is reported in your diary sent to me 

on ……  

 Our interview will be in about ….  minutes and I will focus on …. 

 

C. EXTRACTING IMPORTANT CORE INFORMATION 

C1. Asking about the class observation 

 Let‘s start by looking back at your English class on …. first (describe and summarise 

the activities). 

Organisational autonomy support 

 What do you think of the seating layout in the classroom? Is it comfortable to learn 

with that seating layout? Do you like it? (choose seating arrangement) 

  In your lesson, did you choose the partner to work with?  Do you have criteria in 

choosing a partner or a group member? If yes, tell me about that. (choose group 

member) 

 Do you have to follow classroom rules? Tell me how the rules are set, please? (Do you 

have the chance to contribute to the rules or all the rules are set by the teacher? Do you 

like to set rules for the classroom activities?) (set rules) 
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 Please tell me your opinion about the time to work on the learning tasks. Do you have 

enough time for the tasks in the lesson? (select due dates for tasks) 

 How is your learning (work) evaluated, by yourself or by your teacher? What do you 

think about the evaluation procedures? (set evaluation procedures) 

 …………………….. 

Procedural autonomy support 

 What is your general remark of the lesson? Do you want to change anything? Why? 

 Do you think the materials/resources used in the lesson are suitable? Do you want to 

use something else? (choose materials) 

 What do you think of the way the materials were used in the lesson? (handle 

materials) 

  Regarding to learning English, how do you want to show what you know and what 

you can do? (demonstrating competence) 

 Do you want to show your work individually or in a group? Why? (display work in an 

individual manner) 

 What do you think of the chance to discuss what you want to learn with the teacher? 

(discuss wants) 

 …………………….. 

Cognitive autonomy support 

 When you have a task to complete, does the teacher allow you to give opinion about 

how you want to deal with the tasks? (discuss multiple approaches or strategies) 

 When there are more than an answer to the exercise, are you allowed to discuss other 

answers? (find multiple solutions to problems) 

 Does your teacher often explain they keys of the exercises? Do you want to hear the 

explanation for each answer? (justify solutions and provides rationales) 

 Do you have enough time for the activities? If not, how much more time do you need? 

Why? (have ample time for decision making) 

 Does your teacher often give hints/suggestion to help you complete the task? Do you 

want to deal with the task alone or do you want to have some hints/suggestion from 

your teacher? (be independent problem solvers with scaffolding) 

 What do you think of the chance to check and correct mistake yourself? Do you want 

the teacher to correct all the mistakes in your work? (re-evaluate errors)  

 Does the teacher often give feedback and comments on your work? Do you want to 

have feedback/comments from your teacher? (receive informational feedback)  

 Do you set your own target when dealing with the task? Do you change the task to suit 

what you want to learn? (formulate personal goals or realign task to correspond with 

interest)  

 Are you given the chance to raise opinion freely? What do you think of the chance to 

raise your opinion freely? (debate ideas freely)  

 What do you think of the teacher talk time? Do you prefer the teacher to talk less and 

listen more? (have less teacher talk time; more teacher listening time) 

 Do you have chance to ask question when you have an inquiry? (ask questions) 

 …………………….. 
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C2. Asking about the learning diary 

 Now let‘s look back at your learning diary during last week.  

 Why did you choose to ……? 

 What did you do to prepare for your activity? 

 Do you have freedom to choose what to do and how to do it or you just follow your 

teacher‘s instruction? 

 Did you use the Internet to look for information? 

 What do you think of the activity ….? What was difficulty in doing so? 

 Could you give a quick comment of how good you were when doing that? 

 Did you find any improvement after the activity? 

 Can you give a quick comment on the difference between learning online and learning 

face-to-face? 

 Do you contact your teacher for help in that case? 

 What do you think of working with your friends? Which is more effective, working 

with friends or working on your own? Why? 

 In which context or learning environment do you learn more this week, in class or out 

of class? Why? 

  …………………………………………………….. 

 

D. THANKING THE INTERVIEWEE 

Thanking the interviewee for his/her time.  

Ask him/her to contact the researcher if he/she has extra information to share. If he/she has, 

ask her to write as extra note in the diary.  
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Appendix 13  

Transcription Conventions 

 

1. Document will be labelled: Pseudonym_Interview_Number of interview-Date of interview 

For example:  David Interview 06-19042016 

2. The heading of the transcript is indicated with a code including interviewee initial, the 

number of interview, and date of interview. 

For example:  D-I06-19042016  

3. Other information about the interview includes total length in hour, minute, and second; 

location; and interviewer.  

For example:  Total length of interview: 0:42:28  

Location: computer lab  

Interviewer: Vinh 

4. Use initial I (for interviewer), and appropriate initial for interviewee 

For example:  H for Henry  

5. Page numbers are inserted, Font Times New Roman 12 and single spacing are used. 

6. Speaking turns are numbered, and a colon will be inserted after each speaker initial. Table 

cells without border will be used for dividing turns.  

For example:   

1 I: How long have you been learning English? 

2 D: I have been learning English for 12 years. 

3 I: Anh where are you from? 

4 D: I am from Hanoi. 

7. Recordings will be transcribed verbatim (i.e., recorded word for word, exactly as said). No 

corrections are made. 

 If interviewers or interviewees mispronounce words, these words will be 

transcribed as the individual said them. The transcript shall not be ―cleaned up‖ by 

removing foul language, slang, grammatical errors, or misuse of words or 

concepts. 

 If an incorrect or unexpected pronunciation results in difficulties with 

comprehension of the text, the correct word will be typed in square brackets.  

For example: I thought that was pretty pacific [specific] but the teacher disagreed. 
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8. Punctuation: only full stop, comma, question mark, quotation mark and exclamation mark 

are used. 

9. Pauses: Ellipses are used to indicate short pauses. A short pause is defined as a two to five 

second break in speech. Ellipses are written as three periods with a space between each period 

and one space before and after the ellipsis. 

For example:  Sometimes a participant briefly loses . . . a train of thought or . . . 

pauses after making a remark.  

10. Inaudible information: If a segment of the recording (a word or short sentence) is partially 

unintelligible, the transcriber will type the word ―unclear‖ in square brackets. 

For example: The process of identifying missing words in a recorded interview of 

poor quality is [unclear]. 

11. Overlapping speech: If both the interviewer and the interviewee are speaking at the same 

time and it is not possible to distinguish what each person is saying, the transcriber will place 

the phrase ―overlapping speech‖ in square brackets immediately after the last identifiable 

speaker‘s text and pick up with the next audible speaker. 

For example: Turn taking may not always occur. People may simultaneously 

contribute to the conversation; hence, making it difficult to differentiate 

between one person’s statement [overlapping speech]. This results in 

loss of some information. 

12. Filler words or longer hesitation morphemes (such as hm, huh, mm, mhm, uh huh, um, 

mkay, yeah, yuhuh, nah huh, ugh, whoa, uh oh, ah, and ahah) will be transcribed for 

interviewee but not interviewer. 

13. Emotional, non-verbal utterances that support a statement (laughter, sighs, giggling) will 

be transcribed in square brackets. 

14. Direct speech is enclosed with quotation mark. 

For example: She asked “what do you want to say?” 

15. Names of participants and institutions in conversations will be replaced with pseudonyms. 

16. Capital letters will be used for proper names, at the beginning of a sentence, and at the 

beginning of each turn.  
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Appendix 14  

Transcription Sample 

 

D-I02-21032016 

 

Total length of interview:  00:43:00 

Location:    Study room 205D3 

Interviewer:    Vinh 

 

1 I: Hello David. How are you? 

2 D: I am a bit tired.  

3 I: Tired? After the class? 

4 D: No. Recently, I have worked a lot so I feel tired. 

5 I: So, today we will have a talk about your learning activities described in your 

diary and something about the lesson I have just observed in your class. Do you 

want to speak in English or Vietnamese? 

6 D: I think speaking in English is better. 

7 I: Ok, good. I think the interview with be in about 30 minutes, so I will try to be 

focused. Let‘s start by looking back at your speaking class today on 21
st
 March. 

You had a speaking and listening class. I will have some questions about the 

class. First, what do you think of the sitting layout in your class? I can see that 

you sit in a U-shape. What do you think about that? Is that comfortable? 

8 D: Yes, the fact that the class is a little bit too small for everybody to fit in. I think it 

is not so good as it is too small. However, sitting in the U-shape is effective 

because we have the teacher provide us a presentation. And sitting in U-shape 

helps every student have enough sight . . . I mean they have sight to observe the 

presentation. 

9 I: So you can see the teacher clearer and you can look at the board? OK, I see. 

10 D: Yes. 

11 I: Do you like it? Do you like that sitting layout? 

12 D: Well, I think yes, I kind of like it. 

13 I: In your lesson, I can see that you had the chance to choose group to work with 

and partners. I mean, when you were asked to choose a group that agreed or 

disagreed with the statement, you joined one group. Did you agree? 

14 D: Yes. 

15 I: And another chance for you is when you worked in pairs. And I have question 

about that. In choosing the partners to work with, I can see that you join the girl 

next to you. Why do you choose that girl for working in pair? 

16 D: The first thing, she has competent English skills . . . I mean she has a very good 

English proficiency and when working with her I can discuss . . . I mean I had 

more chance to discuss, to express ideas, and to listen to her opinions better than 

others. 

17 I: Have you ever tried other students to be your partner? 

18 D: Yes, I have worked with the rest of partners in the class. I must say that my 

today‘s partner, she is the top student, the best partner in class. 

19 I: So is she the favourite partner of yours?  

20 D: Yes. 

21 I: Do you often work with her during your lesson? 
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22 D: Yes, very frequently. 

23 I: Now let‘s think about the classroom rules. I can see that your teacher set some 

rules for the activities. Do you think her rules are clear enough? Or do you want 

to contribute to the rules of the activities? 

24 D: I think her rules and instructions are clear. 

25 I: Do you want to join her to set the rules for activities or you just want to listen to 

her rules? 

26 D: I think following her rules saved much time. I don‘t want to waste time on [in] 

changing the rules because it might not be effective. 

27 I: So you just want to simplify things by following your teacher‘s rules? Do you 

believe that it saved the class time? 

28 D: Yes. 

29 I: And I can see that the teacher often asks to check whether you have enough time 

to do the tasks and she might give you more time if some of you haven‘t 

finished. Is that common in your class when you are asked about the time to 

complete? 

30 D: Normally, for each task, teachers always give us around 2-5 minutes to 

complete. It is normal. And even if we don‘t finish, we can still contribute with 

[to] others. Because some partners have finished other parts, so we can discuss. 

It‘s fine. 

31 I: But I saw that when teacher asked if the class needed more time, some students 

raised their hands and said that they needed two more minutes. You didn‘t say 

anything. Why? 

32 D: I think that . . . actually in class, when the teacher gave me some more time, I 

still did not finish. But I think it was fine as I could keep discussing with others 

during . . . during the next task. It‘s fine . . . I mean giving us two more minutes 

doesn‘t change anything. 

33 I: But when she asked whether you needed more time, it means she really meant it. 

She really wanted to allow you with enough time to complete the task if you 

needed that. Do you think you should raise your voice and said you needed more 

time? 

34 D: I don‘t often ask for more time. 

35 I: You do not often ask for more time? You just listen to the teacher? 

36 D: Yes, because I mean . . . I think I don‘t think I need time so I will let it. 

37 I: Now let‘s think about the way your work is evaluated. It means how you check 

your work and how your work is evaluated. I can see that the teacher often asked 

the whole class the question and you will answer the question. Do you think it is 

a good way to check your work or do you want to have something else? 

38 D: Yes, I think it‘s necessary to evaluate . . . I mean it is necessary for teacher to 

evaluate my work because sometimes some students may how say . . . going the 

wrong . . . not in the right way. By evaluation I mean together we can discuss 

and we can correct others. It‘s necessary. 

   

   

   

   

 


