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Abstract

Self-Access Language Learning (SALL) is now a significant part of many
second language educational institutions world-wide. However, research
findings reveal that there are clearly different views on the role of SALL and

the contribution it makes to learners' development. The evaluation of self access as a learning environment has been perceived as difficult for several

reasons; self-access systems are complex, they are concerned with meeting a
variety of learners' individual needs, and each learning environment is seen
as unique. Most Self-Access Language Learning evaluation has been
prompted by the main stakeholders and has largely been concerned with

numbers attending the SALL facilities, the materials used, and general learner
satisfaction with programmes and centres. More recent research shows that

many Self -Access facilities make good attempts to help learners analyse
their needs and establish learning goals and outcomes. However, before we

can say that SALL is truly effective in developing leamers' proficiency, it is
necessary to investigate learners perceptions of their gains in a SALL
environment.

This study investigates the perceptions of five adult second language learners
from two different groups who used the SALL facility at a New Zealand

university for one trimester. One group of students were native speakers of
English from the school of European languages enrolled in a first year French
course. The other group were non-native speakers of English from the

English Language Institute enrolled in the English Proficiency Programme.
This study explores the relationship between learner activity in the SALL
facility and the learners' perception of its contribution to their (a) language
proficiency and (b)their development as independent learners.
The results show that self-selected, motivated, language learners perceive

that work in a SALL environment contributes to both language proficiency and
to the development of independent learning.

The implications of the findings are that effective SALL requires, ongoing

learner support, ongoing learner familiarisation and review of the SALL
facilities, and programmes that promote understanding of the role and
benefits of

learner self-assessment. It suggests the teacher's role in

ensuring the continued development of effective SALL is significant.
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Chapter 1
Introduction

1.1 Rationale for the study

Language learning has undergone significant change and development in the
last twenty years. A particular change in many language learning contexts
has been the shift in focus from language systems, onto the language
learner. Language learning is now less concerned with the transmission of a

body of knowledge,

putting

greater focus on language learning as the

active production of knowledge. This shift since the beginning of the 1970's,

has largely come about for two reasons; firstly, the redefinition of the purpose
of language learning resulted in the emergence of the 'communicative
approach'

with

active encouragement for participants to communicate;

secondly, by concentrating on the learner rather than the knowledge to be
acquired, more

allowance has been made for individuals and their needs.

As a result, the language learning process rather than the teaching process

has been given a greater focus. Language educators no longer consider
there to be one 'best method' for English language teaching. Teachers have

more flexibility in how and what they teach and are making greater attempts
to link the world of the classroom to the 'real world' resulting in wider and

more varied programmes catering for the diversity of learners' needs.

The

increasing move towards learner-centredness and the consequent

acceptance of the diversity of learners' needs has resulted in more
autonomy-centred education. "In formal educational contexts, the basis of

learner autonomy is acceptance of responsibility for one's own learning..."

(Little, 1999 cited in Cotterall and Crabbe, 1999:11). Learner autonomy, selfdirected learning, and independent learning have been written about

extensively (Sheerin, 1991. Hill, 1994. Esch, 1994) in the last ten years.
Pemberton, in his introduction to 'Taking Control,' states " the aim

of

developing learner autonomy in language learning has been incorporated, to
greater or lesser degrees, into many countries' national curricula."

(Pemberton, 1996:1). He goes on to give a varied and comprehensive range
of reasons for this trend:

educational philosophy;
language leaming theory;
political
beliefs... the need to adapt to rapid changes in technology,
communications, and employment, and the increasing recognition
that the ability to learn is more important than a set of knowledge;
the opportunities provided by technological developments and
increased communication links around the world; and attempts to

expand educational provision at the same time as cutting costs.
(ibid).

One

particular way the 'national curricula' have attempted to provide

opportunities for development of learner autonomy is in the establishment
of

resource centres. "Self -access centres (hereafter called SACs) have

been in existence now for nearly three decades" (Sturtridge,1997:68),
however, " the last ten years have seen a dramatic increase world-wide in

the number of resource centres devoted to independent language leaming

and in their popularity" (Cotterall, 1995: 1). Centres have developed in many

different ways and for a variety of reasons because they "have high facevalidity for learners, teachers, and finance providers."( Sheerin, 1997.54).
Their use can vary markedly, both in the content they offer and the support

systems available to learners. Within one institution the same SAC may be
used differently by very different groups of people.

The design, development, and implementation of the self access programme
within an institution, needs not only to be considered carefully at the outset,

but also to be constantly monitored and evaluated to ensure the centre is

fulfilling its role, primarily that of effectively developing learners' proficiency.
In addition, and

equally important, is the

development of the

learners'

'learning to learn' skills. A considerable body of writing and research on selfaccess systems and their role in teaching and learning, now exists (Benson
and Voller, 1997; Gardner and Miller, 1994; Pemberton et al. 1996). These
works are

mainly

concerned with

philosophy and practice, rules and

relationships and methods and materials in self-access.

There is, however, less research available on the evaluation of self-access

systems. Effective evaluation is clearly linked to future innovation and

continued development

and expansion of

fundamental question that needs answering
learners' proficiency?

self-access systems. A
is, do SACs contribute to

Cotterall asks, "are such centres contributing to

learners' mastery of the target language?" (1995:1). Many of those involved
with SACs either as managers or teachers certainly claim that important

learning takes place there. However Sturtridge suggests, "Learner variables
make it difficult to attribute language improvement directly to working in the
centre" (Sturtridge, 1997:69).

Cotterall acknowledges this difficulty and

suggests that possibly one way to evaluate

the worth of SALL [self-access language leaming] is to be able to
describe in some detail HOW learners use their time there in an

attempt to demonstrate (and this is the hard part) links between
SALL activities and leaming gains. (Cotterall, 1999: 1).

Although challenging, gathering evidence to support claims by managers

and teachers that SACs contribute to learning, would seem to be relevant in

light of the fact that "the educational climate has changed in ways that make it
more probable that self-access provision will be a permanent part of
language learning programmes" ( Sturtridge, 1997:74). It is important to
attempt to clarify whether work done in the SAC does contribute to learners'

proficiency or not. This study will track individual language learners and look
at how they use their time in the SAC. The purpose will be to see if there
are

links between their self-access activity and learning gains, and to

demonstrate the contribution this may make to the overall development of
the learners' proficiency and their development as independent learners.

1.2

Researcher's motivation

Several years ago I was involved with a SAC developed as an adjunct to a
number of English language courses. During this time I observed a wide
range of activities being undertaken by the learners. There was overall
supervision in the centre but no feedback on how the centre was used, the

level of student satisfaction, or if, or how, \MDrk being done in the centre
related to the classroom or the wider context. Some learners came to the

centre with tasks set by their course teacher. These students appeared more
focused and seemed to use the centre more effectively than those without
tasks.

Subsequently, in my discussion with the Language Learning Centre (LLC)
staff at Victoria University of Wellington, I found that a variety of learners
from different courses use the LLC, some from foreign language classes and
others from second language classes. The learners from the foreign
language class are principally native English speakers studying a foreign

language (e.g. French) in an English speaking environment, while the second
language learners are both

living and studying in the second language

environment. There may be some significant differences in how
learners

these

use the self-access centre and how the learners perceive its

effectiveness. I am particularly interested in working in self-access in the

future and see this small scale research project as an opportunity to gain
further insights into ways students use and see the system. The findings may

contribute to the development of increasingly effective programmes for the
learner.

Chapter 2

Literature Review

2.1 Introduction

Language learning

has undergone significant changes in the last two

decades. Large numbers of students are now learning languages in a wide

variety of contexts and for very different purposes. Leamers within these
contexts with their varying goals often face different constraints from those
students who learnt a language in a traditional language learning classroom

in the past. At the same time there has been a significant increase in second

language learning research which has produced insights from many
perspectives. Self-access language learning (hereafter referred to as BALL)
research, however, is only a small component within the wider context of

second language learning. Consequently the number of studies reported are
fewer.

This literature review defines key terms and then examines the link between

BALL and the development of learner autonomy. Learner autonomy is seen
as a desirable characteristic for those learning independently since findings
show that independent, proactive learners learn more and learn better than

reactive learners (Knowles,1975 cited in Bheerin, 1991:144). Later sections

in this review report on previous research in BALL and in particular,
research aimed at evaluating and measuring the effectiveness of BALL. In

addition, it considers factors which affect learners' perceptions of their
learning gains, and discusses appropriate methodology for investigating
these gains.

2.2 Defining self-access language learning
Gardner and Miller (1997: xvii) define BALL in this way:
Self-access language leaming (BALL) is leaming in which students
take more responsibility for their leaming than in teacher directed

settings.... Ideally SALL offers varying degrees of guidance but
encourages students to move to\wards autonomy.

The first fundamental idea that emerges when exploring the literature on
SALL is that the roles of both learner and teacher are different from those in

the classroom. Sturtridge (1997) writes comprehensively about the changing
role of teachers and learners in SALL and how critical this is to the success of

self-access centres. Cotterall (1998) also notes the importance of the

teacher- learner relationship and the way the learning context influences the
roles which learners and teachers adopt, particularly where there is a focus
on the implementing of learner autonomy. She explores multiple learner and
teacher roles and considers

how culture, learning mode, and individual

differences might influence the roles which individuals adopt.

The second significant idea relating to SALL is that the learner is provided
with support to move towards learner independence. This link between selfaccess and the promotion of learner autonomy is discussed more fully in
section 2.3.

A third idea is that SALL frequently takes place in a facility which is different
from the classroom. Commonly these are called SACs. SACs, as mentioned

in Chapter 1, have developed differently to fulfil different purposes. SACs
exist in many different contexts with a great variety of forms and different

modes of operation. (See Cotterall (1995)for a critical review of six SACs in
Europe and Asia ). They can be used in total isolation from an instructional

programme and teacher, or as an adjunct to existing programmes as Fig 1

shows. The adjunct, as is revealed in this study, can be compulsory or
optional.

A primary function of SACs is to provide materials which are designed and
organised in such a way that individual learners can select, work on, and

receive feedback on them in any order and for any purpose. More recently,
advances in technology have played a significant part in the development of

self-access resource centres. Current research is concerned not only with the

role of materials and technology, but also with increasingly effective and

creative ways to use them (Cleary and Makin,1994; Gardner and Garcia,
1996; Milton, Smallwood and Purchase, 1997). Esch's definition of a SAC as
a

place " where users can - but do not have to-make use of technology for

language learning and where learners are helped in their efforts to learn
languages by a variety of learner support systems" (Esch,1994:2) captures
the significant elements of the centre investigated in this study. A
comprehensive description of the exact context of the SAC in this study (i.e.
location, staffing, layout, materials and purposes) can be found in Chapter 3.

2.3 Defining autonomy

Central to this study, as well as to defining SALL and SACs, is an
understanding of learner autonomy. Autonomy and independence have
become frequently used terms in the field of language education in recent
years. Few teachers would disagree with the desirability of encouraging

independence in education, however, as Benson and Voller(1997:1) note:

concepts with which we can hardly disagree are often those that

stand most in need of clarification. In spite of widespread
agreement on the importance of autonomy and independence,
there remains a good deal of uncertainty about their meanings
and applications for language education.

Holec's classic definition of autonomy as the " ability to take charge of one's
own learning "(Holec, 1981:3) is frequently cited. Others have subsequently

attempted to expand, modify, and interpret the concept.

Dickinson (1987) defines

learner autonomy somewhat more rigorously,

suggesting that it involves learners' acceptance of total responsibility for all

learning decisions with no teacher or institutional involvement, and that the
learner is independent of specially prepared materials. Nunan on the other

hand suggests "there are degrees of autonomy and the extent to which it is
feasible or desirable for learners to embrace autonomy will depend on a

range of factors" (1996:14). He suggests this can be illustrated on a dine

moving from programmed learning through semi-autonomy to autonomy. Little
(1991) and Dam (1995) also support this view.

Common areas of agreement in the literature on other dimensions of

autonomy are that it is difficult to attain, it is not necessarily permanent, and
that learners who are autonomous in one area may not be autonomous in

another. Hill notes importantly that in developing autonomy "the ability to
construct and manage one s own learning programmes is not innate. The

learner therefore has to learn how to learn"(1994:213).

Little (1991) draws attention to a number of misconceptions about autonomy
and states first what it is not, before defining it essentially as "a capacity for detachment, critical reflection, decision-making, and independent action"

(1991:4). In this research study it is expected that the capacity for autonomy
will be demonstrated in the way the learners set goals, plan their learning,
are able to reflect on their progress and are able to transfer \Miat has been
learned into wider contexts.

2.4 Self-access language learning and autonomy
Sheerin (1991) provides a useful account of the 'historical roots' of self-

access language learning. She makes clear links between the continuing
development of educational movements focusing on the individual learner

and the emergence of self-access, suggesting it is a "logical development of,
and physical manifestation of individualisation.. and a means of promoting
learner autonomy and self directed-learning.."(1991; 144).

Littlewood (1997) also suggests that the concept of autonomy in wider
educational theory is one of the " most compelling arguments for taking

deliberate steps to integrate self-access into students' learning experience"
(1997:81). Crabbe (1993) justifies the desirability of autonomy using three
arguments: ideological, psychological and economic. His main premise is that
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maximum learning takes place when learners are

in charge of their own

learning. The role self-access can play in providing learners with

opportunities to 'take charge' then seems significant. Indeed

some

advocates of autonomy and independence link autonomy so closely to selfaccess that there is a presumption they are almost synonymous.

However the lack of empirical evidence to support the claim that self-access

language learning fosters independent, autonomous learners leads several
writers to urge caution when making links between self instruction in SACs

and the development of autonomy. In fact Sheerin (1994) suggests that

"programmed self-access learning materials may lead to greater dependence

than many of today's classrooms" (1994:66). Sturtridge (1997) is quick to

point out "that there is no automatic relationship between studying in a selfaccess centre and the development of independence" (1997:16) and goes so
far as to suggest that the organisation of self-access can promote or even

inhibit independent learning. Cotterall also rejects "the automatic linking of
SALL and learner autonomy, because some SACs display no obvious

understanding of language awareness and are just 'materials supermarkets'"
(Cotterall, 1999: personal communication).

The lack of empirical evidence for the development of independent learning
skills in SACs is significant and represents a central motivation for this study.
The next section then examines the research that has been undertaken in

self -access language learning and looks at how these findings impact on this
research project.

2.5 Research in evaluating the effectiveness of self-access language
learning

Research that actually attempts to evaluate the effectiveness of self-access

as a learning environment, has been limited for several reasons. Sheerin

(1991) suggests that evaluation "only appears possible in a situation where
self-instruction is the sole mode of learning.." (1991:154). Distinguishing

between what has been learnt In the classroom and what has been learnt as

a result of self-instruction is seen as a major challenge. This difficulty of
evaluation is addressed by Dickinson (1987), who points out that there are

many different aspects to be evaluated. Star (1994) concurs that evaluating
SACs is difficult, suggesting that, firstly SACs are highly complex systems
and secondly "every self-access system is unique because of the institutional

context in which it is established." (Star, 1994; 158). Gardner (1999)
reiterates these concerns noting further difficulties with both data collection

and data analysis. He also proposes a six step guide to conducting an

evaluation of self-access making a clear distinction between measuring
efficiency and effectiveness. Efficiency he defines as "the countable outputs
like hours of access or frequencies of use (e.g. of materials or equipment).
Effectiveness on the other hand measures how well pre-set goals are met."
(1999:114). He notes that when conducting evaluations of self-access
centres "they are both important and inextricably interrelated and thus both
need to be taken into account" (ibid: 118).

In spite of the difficulties, a number of

researchers have attempted to

evaluate and measure the effectiveness of

discussed. One early

study

SALL. This research is now

which attempted to

evaluate SALL was

undertaken by Gremmo (1988), who questioned 36 learners involved in an
autonomous language learning scheme. The programme offered the learners
five main resources: print documents, loan of audio/visual cassettes, access

to university video/audio library, conversation sessions with native speakers

of English, and advising sessions with advisors. The latter two resources
meant that learners were constantly involved in dialogue with someone.

The questionnaire addressed three issues: problems learners encountered,
areas of successful and unsuccessful progress and suggestions or comments

on the self-access learning system. Major topics mentioned in 'problems
encountered' were those of loneliness, and lack of time. Some linguistic

progress as a result of native speaker conversation was mentioned.
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Conversely, lack of linguistic progress was also mentioned, along with the

difficulty of learning to learn. Comments on the self-access learning system
revealed that none of the learners had evaluated autonomous learning per

se, or had considered the assumption of responsibility it involved. They just
saw it as another method of learning a language. Gremmo notes:

The results were depressing. Not one of the 19 language learners
who answered the questionnaire felt they had improved their
competence as leamers (as opposed to their competence in the
language, which they mostly felt had improved) Gremmo (1988,
cited in Sheerin, 1991:155).

Several papers on self-access in Gardner and Miller (1994), address

assessment and evaluation to a greater or lesser degree. When discussing

evaluation these papers mainly focus on 'efficiency.' The main reason for
the evaluation being to provide information for the stakeholders involved in

funding

self-access. The papers

provide a list of issues to address in

evaluation for these purposes. These are concerned with concrete data on

the amount of use, the number and identity of users, and the frequency of
use of materials and resources. However, they also consider 'effectiveness'
noting that areas which are more difficult to evaluate and are of interest to all

the stakeholders are "the outcomes in terms of language learning, and
whether SAIL effectively supplements other modes of instruction " (1994:
171). Later they vwite about the need to research links between what the
learners do outside the centre and what they learn in the SAC.

In looking at independent learning in a tertiary institution in Hong Kong,
Farmer (1994) included a component on evaluation using a questionnaire at
the end of each visit to the SAC. He surveyed his students to evaluate their

study programmes, the teaching/learning approaches, and students' levels of
confidence. During the course a running work record was kept on each

session and learners noted on a 1-5 scale how valuable they found each
session. There was also a small space for comments. Findings from the
'record of work' revealed that 68% of learners felt the study centre had
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provided practice in areas the learners felt important, and 31% of learners

reported that they felt better able to work on their own after their twenty hour
course in the SAC; 56% remained neutral. The researcher felt the results

were encouraging and suggested that learner training should also include
learner self-assessment.

Other research undertaken in evaluating SALL includes evaluation in terms

of language learning outcomes, but this has often been a small component
of the overall evaluation, such as in Star's 1994 study. Star's case study of
a Hong Kong SAC investigated: the kind and types of learner use, learner
satisfaction with the orientation programme, and usefulness of features of

the SAC. it also asked learners to recommend improvements. Star collected
quantitative data from 69 participants using two questionnaires administered
shortly after students arrived on the course, and again towards the end of

their 60 hours of self access. Although information was gathered concerning
what hindered or helped students, it did not "provide(s) sufTicient insights
into the reasons why this was so. Group interviews were therefore organised

to gather qualitative data to help explain the results" (1994:160). The data
revealed learner training to be a key factor in the individual learner's ability

to benefit from SALL. in addition to learner training, it was clear that learners
required ongoing support to make the SAC experience effective. Results
also showed that 75% of all the students involved " indicated their need to

help check progress... knowing how much progress has been made is an

important element in independent learning and an essential element of selfaccess learning." (Ibid: 164).

Martyn's (1994) study, also in Hong Kong, used self access logs to guide
learners through their self-access learning. The three components of the logs
were: the plan, the records of work, and self assessment. Each record of the

self-access session included four sections: summarising what the learner had
done in the centre, quick reactions to the work, making a link between what
had been done and the overall learning objective, and finally a plan for the
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next session. Self-assessment focused on: learning objectives, methods of

assessment, and progress in language learning as well as pair work. The pair
work undertaken in the SAC provided an opportunity for regular selfassessment and monitoring. In addition, three tutorials between staff and
learners were held during the semester where the learners were encouraged
to talk about their progress. At this time students and teachers gave ratings

for task completion, levels of motivation and awareness of learning.

Martyn's study traced the development of the self-access log in three phases
over three academic years. She found that logs were useful as a planning
device and for encouraging careful thought. The logs also "served the

teacher as a useful monitor and were a good starting point for tutorial

discussions." (Martyn, 1994:69). Learners were able to use logs for setting
and promoting general communicative goals but the learners did not use
them for setting specific linguistic goals. Martyn suggests this may be a
'teacher-dependent factor' in that learners may not have felt confident to set
linguistic goals, considering this to

belong to the teacher's domain. This

again raises the need for learner training to develop the relevant expertise.
Other findings particularly relevant to this study were that "students'
measures of learning were mostly qualitative, e.g. judgements based on
partners' agreement on the meaning of videos, level of participation in a
discussion group.." (1994:70). Some students also made quantitative
estimates and

counts "e.g. number of pages read in an hour, number of

errors on worksheets or number of new words learned.." (ibid). Martyn

concluded

that

more precise quantitative measures

to help learners

monitor their progress were needed. Her results also indicated that learners
found the log useful in helping them meet their goals, however they did not
find them useful for monitoring progress.

The studies above highlight some of the vy/ide range of factors that it is

possible to evaluate in SALL. The researchers' approaches

have

been

broad and covered the follo\wing areas: study programmes, teaching and
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learning approaches, the

kinds and types of learner use and learner

satisfaction with the variety of materials and programmes offerred. Within
these broad studies there have been some attempts to examine learners'
successful, and, as in Gremmo (1988), unsuccessful progress. In addition
there have been attempts to look at the effectiveness of learners' goals and
the link between activities and learning aims. Within these and other studies
there has however been less attempt to measure a key factor in second

language

learning, that of learner autonomy. The findings on learner

independence and learner autonomy are mostly descriptive, with little support
from empirical data. Lai (1999) addresses this issue in her study on self -

direction in language learning. She suggests that the lack of empirical data

on positive outcomes in self-direction in language learning may "be due to a

lack of validated measurement scales for assessing the construct "selfdirection" in language learning."(1999:1) and calls for the adoption of a more
analytical approach to assessing learners' capacity for self-direction.

The experimental study

Lai conducted involved 70 university students

enrolled in an elective English course designed to enhance listening

proficiency. In the study, learners were asked to keep a listening journal for
every television or radio programme they listened to or watched. The journals
were analysed to measure the degree of learner autonomy in language
learning developed over a course term. Lai measured the increase in learner

autonomy at two levels. The first was the extent to which learners increased
their control of their learning process at the task level, and the second was

their increased

control of

the overall process. The two validated

measurement scales she developed to assess learners' increased degree of
autonomy are discussed in her paper.

To evaluate the extent to which learners increased their control over their

learning process at the task level, two elements were focused on: task aims
and self-assessment. Each element had two criteria for judgement, e.g.one
element for task aims was the extent to which the learner's goals were
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conducive to training the aspect of listening skill which they were seeking to

develop. To construct a rating scale the criteria were translated into
statements for scoring purposes, e.g "the aims are directly related to specific
aspects of listening skills or strategies" (Lai, 1999:4). A 5-point rating scale
was constructed to determine the degree to which each statement reflected
each learning activity recorded.

To measure learners' increased control

of the overall process a second

rating scale was developed. Learners were invited to design a Personal

Course for Self-Directed Language Learning before the course and at the
end of the course. They were given a clear framework and instructed as to

which headings to use. To measure the impact the treatment had on the

learners' increased self-direction, a rating scale comprising 17 items was
developed. The elements which were identified for evaluation \A/ere: the

relevance and specificity of long and short term goals; the relevance of
materials, skills and strategies to practise; and the overall coherence and

relatedness of the Personal Course design. Lai followed the same procedure
as mentioned previously for constructing a rating scale. For scoring purposes
a 7-point rating scale was used to determine the degree to which each
statement was reflective of each aspect under evaluation.

Lai's analytic approach to assessing learner autonomy through written text
has significantly influenced this study in its

attempt to measure student

learning gains in the SAC. In addition it may also have application in other
research undertaken in learner training and SALL.

Another significant contribution to evaluating the effectiveness of SALL from

the learners' perspective is found in the developing area of spoken discourse

analysis. Analysing learner- teacher spoken discourse may offer a way of
accessing learners' perspectives on their learning gains. As mentioned in
section 2.2, the person working with learners in SACs has a different role,
behaviour, and objectives from those of the classroom teacher, even though
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at times it may well be the same person. Several terms have been suggested
for the person who takes this responsibility: counsellor, helper, advisor, etc.

The labelling of this person's role is an area of continuing debate. However
along with labelling and awareness of the changing role of the teacher,
Riley (1997) proposes that "we need to frame a new discourse in \A/hich it is
possible to 'counsel' learners without constant reference to other interactional

genres, and other information economies, in particular, teaching," (1997:116).
So not only is the role of the SAC helper different, but so also is their talk.

Recently, investigation of the discourse of the teacher, facilitator, or

counsellor working with self-access language learners has been undertaken

(see for example Voller et. Al. 1999). This research has provided further
insights into how teachers and learners can interact to enhance SALL

learning opportunities. Crabbe, Hoffman and Cotterall (1999)

explored

problems described by university level language learners. Their findings from

the three case studies were that explicit goals were an important starting

point for learning dialogue and there was an ongoing necessity to examine
the link between the learning dialogue and successful learning behaviour.
More empirically validated measurement scales to analyse learner-teacher
spoken discourse in the future v\/ill be an effective way to evaluate and
measure SALL gains. They may also shed some light on the

learners'

perceptions of the effectiveness of SACs in terms of their language learning
and the development of their independence.

2.6 Factors affecting learners' perceptions of learning gains

In this review SALL and SACs have been defined, so also autonomy. Links
between self-access and autonomy have been discussed. Reasons have

been cited as to why research in SALL is difficult, and in turn examples of
research that have attempted to evaluate and measure the effectiveness of

SALL have been explored. The importance of two emerging areas in the
research on evaluating aspects of the effectiveness of self-access language

learning have been discussed. They are the call to adopt a more analytical
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approach to assessing learner autonomy and the continued investigation of
learner -teacher spoken discourse. A number of other studies from the wider

second language learning literature are also relevant to attempts to examine
learners' perceptions of their learning gains.

A key factor in measuring learning gains in independent study is that the

learner needs to be able to self assess and self evaluate. A significant study
in learner self -evaluation was conducted by Blanche and Merino (1989), who

undertook an extensive search of literature, questionnaires and reports on
self-evaluation in foreign language skills. A large number of the studies
initially showed there was a consistent overall agreement between self -

assessments of learners' perceptions of their ability and ratings based on a

variety of external criteria. However more elaborate statistical analysis by two
researchers "revealed that there was no significant relationship between the

accuracy of the students' self-evaluations of their foreign language skills and
their actual (classroom/test) performance."(1989:324).

Factors suggested by the investigators to explain the

learners'

being

affected by subjective errors include: past academic record, career
aspirations and lack of training in self study. Blanche and Merino note that
the contradictory findings suggest foreign language learners' self-estimates
of their language skills may be influenced to a varying degree by a range of
factors "such as affectivity and personality traits" (1989: 314).

These affective factors and

learners' individual characteristics have been

explored and expanded on considerably in other studies. Studies such as
those on learner beliefs (Cotterall, 1995b ), learner behaviours, and learner

strategies (Rubin, 1981; Wenden, 1991; Simmons, 1996) identify the
characteristics of successful language learners and provide valuable insights

into how they go about their learning. In addition, these studies identify
further factors which can influence learners' ability to perceive their learning
gains.
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Dam (1995) argues

learners need to be able to self-evaluate because

"evaluation plays a pivotal role in the development of learner autonomy...as it

establishes a basis of experience and awareness that can be used in
planning further learning." (1995:49). Like Blanche and Merino, Dam and
Legenhausen (1999) compared learners' self-evaluations and external
assessments, but \A/ithin the context of an autonomous learning environment.

Data was obtained from verbal comments, subjective ratings as well as
questionnaires, and reflections on learning. However unlike Blanche and
Merino, the findings from

Dam and Legenhausen's

longitudinal study

clearly indicated that teacher ratings were no more valid than the self-

evaluations of the learner. This suggests that in an appropriate autonomous
learning environment learners develop effective and reliable evaluation skills.

Learners' individual characteristics will influence the way they approach the
task of learning another language. One of these characteristics is the beliefs

they hold about language learning. Cotterall suggests that learners' beliefs

will have a significant effect on their learning behaviour and "are likely to

reflect learners' 'readiness' for autonomy" (1995b: 195). A readiness for

autonomy, that is learners' readiness to manage their learning, is reflected in
their attitude to the role of the teacher, the role of feedback, learner

independence, learner confidence in study ability, experience of language
learning, and approach to studying.

A further study by Cotterall (1999), extends the earlier work linking it clearly
to current research on second language acquisition. The conclusions of this

study are "that learner beliefs represent an important area for further
investigation...[and] researchers and teachers need guidance in determining
which belief areas to investigate... and how to make use of the findings of

existing studies in their classroom pedagogy"(1999: 510).The role of learner
beliefs in all aspects of SALL is considerable. Learners not only need to have

the ability to self evaluate but also the willingness, i.e. the belief that it is
appropriate for them to undertake the task.
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It is clear then

that being able to perceive learning gains can depend

considerably on the individual characteristics of the learner. Beliefs about

learning influence all aspects of learner behaviour, particularly the
acceptance of responsibility for self-assessment and self-evaluation which is

essential for continued development in an independent learning situation
such as a SAC.

A factor that cannot be overlooked when considering learner beliefs about

language learning is that of the learners' culture. Several studies have been
undertaken which examine the influence of the learners' culture on attitudes

to language learning. Nunan (1996), cites a major study undertaken by

Willing (1988) which examined learner diversity and indicated that learning
style differences cannot be attributed to a range of learner biographical
variables such as ethnic background, age, level of education, time in the
target country, and speaking proficiency. On the other hand a number of

writers have suggested that students' attitudes towards learning are culturally
specific and that these attitudes can

influence responses to practices

designed to foster autonomy. The complex issue of culture and learner
beliefs about language learning is constantly under investigation. This is
particularly linked to the development of learner autonomy and learner
independence in successful second language learning.

Earlier, autonomy was defined in terms of control over the learning process,

learning situation and the language. The amount of control a learner has
over these areas, as has been discussed, can depend on both internal and

external factors such as the ability to self evaluate and self assess, learner
characteristics, learner beliefs, and possibly learner culture. Learner

autonomy and learner independence are key factors in successful second

language learning. A learner's level of autonomy is then a major factor that

may influence learners' ability to perceive their learning gains in SALL.
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2.7 Methodology for investigating learner perceptions of learning gains
In the studies already discussed, questionnaires and interviews are the main

instruments used to obtain information about learner competence, linguistic
competence, learner beliefs, learners' readiness for autonomy, learners'
ability to self-assess and self-evaluate. Questionnaires and interviews are
commonly used to gather data in second language learning and will be the
instruments used in this study. The strengths and weaknesses of these
instruments in relation to this investigation are discussed below.

2.7.1 Questionnaires

Questionnaires can vary in their degree of explicitness, as noted in Seliger
and Shohamy (1989). The structured questionnaire can have closed items

"in which the range of possible responses is determined by the researcher,"
(Nunan, 1992; 143). They can elicit data in the form of checks, numbers or
rankings. Nunan suggests a

particular

advantage is that

"the data

themselves are more amenable to quantification than discursive data.."

(Nunan, 1992:143). Victori (1999) agrees, suggesting structured instruments

produce data which is easier to manipulate and analyse. The unstructured
questionnaire, on the other hand, has a low degree of explicitness and
includes open questions which demand a descriptive response from the

subject. Nunan (1992) notes that, "although it is easier to collate and analyse
closed questions, more useful and accurate information is often obtained

from open questions"(1992:143).
Victori (1999) suggests that questionnaires are appropriate for eliciting
information on learner beliefs and collecting data on learners' metacognitive

knowledge, but notes that it is necessary to carefully consider some
aspects of the questions used. Item wording needs careful consideration. In

questioning second language speakers, it is essential they understand the

wording as well as being able to provide responses in the target language.
Questions should not be complex, confusing, or reflect the researcher's
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attitudes with leading questions. With reference to questioning learners in
areas of metacognition, Victori writes;

when designing the questionnaire, the wording, and focus of the

prompt chosen will very much depend on the research question
that we pursue... we should also bear in mind that phrasing
questions or statements in different ways will result in different
responses, making comparisons across studies more difficult to
undertake (Victori, 1999:2).

Questionnaires using scales elicit data on certain aspects of behaviour which
need to be measured. According to Oppenheim (1992)the Likert Scale "is the

most popular scaling procedure in use today," (1992:195). Establishing
whether a high scale score means a favourable or unfavourable attitude is

important. Once established, the consistency of the measures decided within

each question then becomes the main issue. Adaptations of this scale appear
commonly in the research reviewed, with the range and number of items on

the attitude continuum varying in Blanche and Merino (1989), Farmer (1994),
Star (1994), and Cotterall (1995b).

Despite the advantages of the Likert-scale approach, Victori (1999) found
in examining learner beliefs that the Likert Scale did not allow analysis of
learners' justification for the beliefs they reported. A further structured
instrument was then developed for her study involving multiple choice

questions. The questions were based on data that had been elicited from an

earlier pilot study using open-ended instruments.

2.7.2 Interviews

Oral interviews can be "characterised by the degree of formality, and most

can be placed on a continuum ranging from the unstructured through semistructured to structured," (Nunan,1992:149). Victori (1999) suggests that

learners' responses to open-ended oral interviews are more in-depth and

says research shows this is because learners like to discuss and share their
language learning experiences. Having stated this however, she notes that in
attempting to collect data on learners' metacognitive knowledge there can be
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difficulties in obtaining information that is relevant to the researcher's

objectives. If this is the first time the learner has reflected on their learning,
semi or open-ended instruments such as those used in the oral interview

can "result in too short and limited responses, irrelevant comments, or often
no answer at all." (1999:3).

A further limitation of interviews, which may be relevant to some of the

subjects in this study, is the issue of researcher bias. Nunan mentions the

"asymmetrical relationship between the participants "(1992:150). The power
of the interviewer over the interviewee where the interview language is not

the participants' first language, needs to be considered. Linguistically the
interviewee is disadvantaged, and, as Nunan notes, some interviews fail
because interviewees may not see the contact as an interview but more of a

pedagogical encounter"(1992:150). Particularly relevant to this study is cross
cultural variation as mentioned in Nunan (1992). It cannot be assumed that

all respondents from different cultures will feel comfortable about responding
critically or negatively to certain statements or questions.

2.7.3 Piloting

Potential problems with both questionnaires and interviews can to a large
extent be avoided by piloting the instruments. Johnson (1992), Nunan (1992),
and Seliger and Shohamy (1989), all advocate assessing the quality of the
data collection procedures before they are used with the actual subjects in
the research. Two types of information can be collected in the piloting phase;

practical aspects related to the administration of the instrument, such as time
taken and the clarity of wording. In addition, the researcher can look at issues

of reliability and validity. "The specific type of reliability and validity the
researcher should measure for assuring the quality of the procedure will

depend on the data collection used in a given piece of research." (Seliger

and Shohamy, 1989: 185).
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2.8 Summary

The present study has been designed to take into account the findings of
available research on the effectiveness of SACs as a learning environment.
The findings reveal that there are clearly different views on the role of SALL

and the contribution it makes to learners' development. The findings also
show that much of the research conducted in SACs has been concemed with

numbers attending the SAC, what materials are used, and general learner

satisfaction with the SAC as a learning environment. This early research
appears primarily to have been prompted by the main stakeholders.

A major reason SACs were initiated was to cater for individual differences.

From the research it is clear that some SACs make good attempts to help
learners analyse their needs and establish learning goals and outcomes.
Programmes in ongoing learner training have been called for and, in some

SACs, implemented. In addition, more specific research has attempted to
measure learners' linguistic gains and gains in learner independence. This

has met with varying degrees of success, perhaps because the general
nature of the questions asked did not produce hard evidence of the learning
gains made. However, as a result of this more specific research, a number of
factors which appear to influence the ability of

learners to measure their

learning gains have emerged.

A key factor in measuring learning gains in the SAC is the learner's level of
autonomy and independence. Some of the recent studies cited have revealed
aspects that influence learners' levels of autonomy and independence. These
are primarily learners' beliefs and willingness to take responsibility for their
own learning. Once a learner has developed a degree of independence, then

they are more likely able to self-assess and self-evaluate, and in turn
acknowledge

their

linguistic

learning

gains,

and

their

increasing

independence as language learners. Investigating learners' perceptions of
their linguistic and independent gains in the SAC is the main focus of this
study. The methodology needed for this investigation has taken into
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consideration the findings from current research on dealing with

both

qualitative and quantitative data.

Before "we can truly say that SALL is a viable alternative or supplement to
classroom-based language teaching" (Gardner and Miller, 1994: 173) and
that SACs are effective in developing learners' proficiency, It is necessary to

further investigate learners' perceptions of their gains in the SAC
environment. It is hoped that this small-scale exploratory research project will
make a contribution to work in this area, by examining the research questions
identified in the next section.

2.9 Research questions

To explore the link between independent language learning and learning
outcomes, it is necessary to examine the relationship between learner activity
in the SAC

and the learners' perception of its contribution to (a) their

language proficiency and (b) their development as independent learners.

Four questions have been formulated to explore this relationship.
1 How do different learners use their time in the self-access centre?

2 What links do learners make between activities completed in the selfaccess centre and learning gains?

3 To what extent is work done in the self-access centre seen by the
learners to contribute to their linguistic proficiency?

4 To what extent is work done in the self-access centre seen by the

learners to contribute to their ability to manage their learning?

These questions will be addressed in Chapter Four.
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Chapter 3

Methodology

This chapter discusses the methodology adopted in order to collect and
analyse the data. The chapter is divided into six sections. The first section
describes the context of the study. The second section discusses

the

selection of subjects and ethical considerations. Section three gives
background information on the subjects. Section four describes the two
different courses the participants are enrolled in, and the role SALL has in
these courses. In the fifth section, the instruments used to collect the data

are described. Section six describes the pilot study designed to trial the
instruments. Section seven describes the data collecting procedures and
section eight describes the procedure used to analyse the data.
3.1 The Context

Data was collected from learners who used the Language Learning Centre

(LLC) at Victoria University of Wellington (hereafter referred to as VUW)
during the period July to October 1999. The LLC is described in its literature
as a learner-focused, self-access centre for students and staff, open all year
round from 8:45 to 5:15 Monday to Friday. The LLC is staffed at all times and

offers a range of materials, facilities, and services.

Materials are available in the LLC for all the languages taught at VUW as

well as language material for many languages not taught on campus. The
LLC is a closed reserve library so materials cannot be taken away. The

facilities include a Multi-Media Room with audio, video, computer and print

resources; the Self-Access centre, a quiet study room with language
dictionaries, journals, grammar books, audio-tapes, and magazines in foreign

languages. There are two audio-visual classrooms principally used for class

work only but occasionally used as 'overflow" independent language learning
rooms (see Appendix 1 for layout). In the Multi-Media Room Satellite
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television is available with live broadcasts from around the world in Chinese,
Japanese, Indonesian, Italian, French and from BBC World.

Services offered for all users include a comprehensive, regularly updated

on-line computer catalogue. Computer Assisted Language Learning (CALL)
materials, access to e-mail, printing and the Internet. Language Advisory
Sessions are available to learners who wish to discuss their language
learning, and a buddy system is advertised where learners can find language
exchange partners. Noticeboards advertise new resources, and coming
events of interest to language learners. A small seminar room is also

available for learners to use for meetings by arrangement.

3.2 Selection of subjects and ethical considerations
The researcher wanted to investigate two different groups of learners who
had access to

the Language Learning Centre in the second trimester of

1999. To find two different groups of participants for the study an initial
approach was made at the end of the first trimester to

two language

departments at VUW. The two departments approached were the School of

European Languages and

the English Language Institute. Both the co

ordinator of the current course offered in the English Proficiency Programme

(EPF) at the English Language Institute, and a senior staff member in the

French Department in the School of European Languages showed interest
in providing participants for the project. One group of subjects then were
native speakers of English from the school of European Languages enrolled
in a second

trimester French course. The other group were non-native

speakers of English from the English Language Institute enrolled in the

Institute's English Proficiency Programme( EPP).
Before describing the procedure for selecting the participants from the two
groups, it is important to note that the researcher wanted to select learners

who were expected to visit the LLC regularly during the trimester. Subjects
anticipated as being regular users of the LLC were required for two reasons;
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there were to be six participants in the study, and the time allocated for the
research was limited to one trimester. From the pilot study it was revealed
that the learners from the EPP scheme attended the LLC once or twice a

week. If this was the same pattern for participants in the main study then the
maximum amount of data available for analysis from each participant could
be as little as that obtained from just ten visits to the LLC. This was seen as

the minimum quantity of information necessary for analysis.

The selection procedures for participants from the two groups varied in a
number of ways and so are described separately.

3.2.1 Selection of subjects enrolled in French course

During the initial approach to the French Department the senior staff member
recommended a French tutor who it was thought would be interested in the
project. The researcher contacted the French tutor and made arrangements

to meet and explain what would be involved in the project. The tutor readily
agreed to take part in all aspects of the project and signed the consent form

(Appendix 2).

The French tutor thought the best way to select participants for the project
would be for the researcher to observe an introductory session to the LLC
at the start of the course, and at the end of the session the tutor would

mention the project and ask for volunteers who thought they would be regular
users of the LLC. As suggested, the researcher attended the introductory
session at the start of the term. At the end of the session the French tutor

gave a brief outline of the project and then sought volunteers. No-one in the
group volunteered to take part, indicating that workload and other

commitments prevented them from doing so. Two days later, the tutor, just
prior to the start of a tutorial, with the researcher present, asked three pre
selected learners if they would be interested in participating in the study.

They agreed, and the researcher arranged to contact them that evening.
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3.2.2 Selection of subjects enrolled In the EPP course.

To select participants from the EPP course, the course co-ordinator notified

the course tutors of the research project before the start of the trimester, and
asked for volunteers from the tutors of the upper-intermediate and advanced
classes. Several tutors volunteered. However, after the learners had been
placed in class at the start of the course, the researcher and the EPP co
ordinator felt the

advanced class was the most suitable. There were two

reasons for selecting learners from the advanced class. The first concerned

the learners' language ability and the language level needed to reflect on
their learning, and the second was that the range of ages and cultures in that

class was typical of learners in the programme in the spring trimester. The
tutor of the advanced class readily agreed to take part in the project and
signed the consent form (Appendix 3).

To select three learners from the EPP class, the tutor of the advanced class
gave the researcher data on the learners in the class and made suggestions

as to which

learners she expected would use the LLC regularly. She

suggested attending the class's introductory session to the CALL resource in
the LLC, and at the end of the session presenting a general outline of the
project to the class and then calling for volunteers. The researcher attended

the session, presented the outline of the research and sought volunteers.
Three students from the recommended list

volunteered at that time and

arrangements were made to meet again.

The researcher arranged an initial fifteen minute meeting with each of the

six participants to explain the project in detail, to go through the reflection
sheet and the procedure for submitting it and to obtain the learners' consent
to take part in the study. (Appendices 4 and 5). At the initial meeting the
researcher stressed the importance of the voluntary nature of participating in

the study. In addition, it was made clear

that all findings would be

confidential and that pseudonyms would be used in the report of the study. Of
the three French learners who initially showed interest in the study, one
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learner failed to attend two pre-arranged meetings with the researcher, and

later indicated that her work load was heavy both in and outside university, so
she was advised not to take part.

3.3 Background Information on Subjects

The two subjects enrolled in the French course were female adults enrolled
in French 113, a first year French course (see 3.4 for a detailed description of

the course). Their first language was English and both had been bom in
New Zealand. Both

participants had completed French 112 in the first

trimester of 1999. Sally and Diane (pseudonyms) appeared to be highly
instrumentally motivated, indicating that their desire to leam French was
linked to their desire to be able to talk to native speakers when they visited

France in the future. They both indicated they would continue with French in
the next academic year. These two subjects had been identified by the
teacher

as motivated and committed learners with high pass grades in

French 112. Their ongoing results were in the high range and they were

fulfilling all aspects of the course well.

The three non-native speaker subjects, one female and two male, were

enrolled in the English for Academic Purposes course and were all in the
advanced class. The woman, Patra, (pseudonym) had been born in India
and had lived in New Zealand for 3 years and was preparing to enrol at a

tertiary institution in New Zealand to study microbiology. The two South East

Asian men, both university graduates, Huan and Dal (pseudonyms) intended
returning home to use their professional English skills in their jobs with their
government. The three subjects had all learnt English in their own countries.

All through self-instruction, for more than two years.

The teacher of the EPP class of 15 students reported that the three study

participants were typical of the class, as it contained one group of motivated

mature students, one group of younger Vietnamese male learners and
another group of young New Zealand permanent resident learners. At the
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start of the course the subjects had sat a battery of in-house placement tests

One learner's score was in the top band the other two had scores on the
border of the middle to

lower band. For a breakdown of the information

gathered on all five participants see the summary of subjects' bio data
(Appendix 6).

3.4 Description of Courses and the Role of the LLC
This section describes the French course and the EPF course and the role
the LLC has in each course.

3.4.1 Elementary French

Elementary French 113 is a first year VUW credit bearing intensive French
language course that follows on from French 112. It is designed for those
who have mastered the basics of French language. The course outline
states:

... It alms to teach the four skills of the French language (listening,

reading, speaking, writing) In an Interactive and communicative
way, to enable students to reach a level comparable with that of
6th/7th Form. It prepares students for FREN 123 & FREN 124
(First Year French Language Courses). (School of European
Languages French FREN 112/FREN 113, 1999: 1).

Workload guidelines are set out clearly In the course outline. "Students are
expected to do 6 hours of guided work as well as 6 hours of independent

learning per week for the duration of the whole trimester." (ibid:2). The guided
work consists of 2 hours of lectures, 2 hours of tutorials, and 2 hours of
"guided self-learning multi media work in the LLC."(Ibid). During the further 6

hours of independent learning, learners are encouraged to make regular use
of the resources in the LLC, to work on their particular learning needs and to
monitor their learning. The text for the course is Panorama 1 (Girardet and

Cridlig,1996). Teaching is based on lessons 10-18, the second half of the
text.
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3.4. 2 English Proficiency Programme

The EPF course ELIN 932 is a twelve week, non-credit bearing intensive
English language course. The programme is for students at an intermediate

or advanced level who want to prepare for study at tertiary level, improve
their employment prospects, or to be challenged in the use of English. The
aims of the programme are to improve learners' performance in: "reading and

listening to complex information;

taking an active part in discussions;

expressing complex ideas and facts through speech and writing; becoming an
independent learner of English"( English Language Institute, 1999). The
weekly commitment to the course is considered to be 40 hours; of this 21

hours is class contact time, the other 19 hours are spent in independent

language learning. Learners are given clear directions in the information

notes as to where they can study independently within the University. The
course uses a series of in-house content-based theme booklets. Each study

theme booklet contains tasks for use in the classroom and for independent

work. The first study theme booklet is entitled Teaming a Language' and

looks at the affective factors involved in language learning, language learning

strategies, and learning beyond the classroom. The goals of the theme are
for learners to be able to draw up a personalised programme for managing
their learning, to experiment with several language learning strategies, and to
keep a journal of their personal experiences of learning English, both in and
outside the classroom.

3.5 Description of Instruments
Data was collected from a number of sources and in a number of ways. The

procedure used both quantitative and qualitative data collection techniques.
The instruments designed for the present study were: a biodata
questionnaire, a reflection sheet for the LLC users, an interview schedule for
the LLC users and

an interview schedule for the classroom teachers. In

addition, observation notes were taken.
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3.5.1 Questionnaires

The users' biodata questionnaire, (Appendices 7and 8) was designed to
elicit 6 different types of information focusing on factors that could affect the
subjects' perception

of their learning: questions 1-5 elicited

basic

biographical information; questions 6-7 elicited details of subjects' previous
language learning experience; question 8 concerned the subjects' language
learning goal(s); question 9focused on the subjects' previous exposure to an
independent language learning environment and

question 10

asked

subjects to predict how often they would use the LLC each week. In addition
the learners were asked to self-assess their language ability in the four
skills on a Likert-type scale.

The second questionnaire was the 'reflection sheet'(Appendix 9) which v^s
designed to explore the users' perceptions of their activity in the LLC each
time they visited. There were 12 items on the sheets of which, 7 could be
answered on a Likert-type scale. Questions 1-2 elicited information on the

reason for selecting a task; questions 3-4 gathered information on the

materials used and the time spent; questions 5 -6 elicited information on the
users' attitude to the task; questions 7-9 elicited information on the users'

perception of the effectiveness of the task;

questions 10-12 elicited

information on the users' perception of the effectiveness of the time spent in
the LLC. In addition a space was included for users' comments.

The items in the reflection sheet were formulated keeping in mind three

criteria: 1) the time learners needed to complete the sheet, 2) clarity of
language used, 3) appropriate wording of questions to elicit the learner's
perceptions of their activity and their learning gains.

The amount of time learners would need to complete the reflection sheet was

considered an important factor when designing the questionnaire. Completing
forms can be an added burden for learners and so a Likert-type scale was

seen as appropriate, in that it would not be too demanding on time, ensuring
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the best chance of avoiding the 'give up factor". The language used in the
reflection sheet needed to be clear, easily understood and unambiguous so
there would be no confusion for learners. This was particularly important as
once the sheet had been explained and examples given, the learners had to
respond to it independently. The third factor to consider was the wording of

the questions so that they would effectively elicit quantitative information on
what the learners thought or felt about the activities,

contribution they felt the activities

and if or what,

made to their learning. This was in

conjunction with asking questions which gathered information on types and
quantities of materials used.

3.5.2 Interviews

Two interview schedules were designed, one for the users of the LLC
(Appendices 10, 11, 12) and another for the teachers (Appendix 13). All the

interviews were semi-structured. Although the questions were predetermined,
there was a flexibility in each schedule to explore areas of interest as they

arose. The qualitative data provided in interviews by the users of the LLC
complements the quantitative data from the reflection sheet, by allowing
participants to go beyond the constraints of the questionnaire and to provide
further insights into their perceptions on their learning.

There were three interview schedules for the users of the LLC. Interview

Schedule 1 and 2 had the same questions. Question 1 focused on activity in
the LLC with a focus on materials used. Question 2 was directly linked to the

user's learning goal. Questions 3-4 elicited information on

the user's

perception of the effectiveness of working in the LLC. Question 5 gathered
information on the user's satisfaction with their progress. A further question
provided learners with an opportunity to ask any questions about the study or
their own study. This was an attempt to balance the 'asymmetrical

relationship between the participants' as mentioned by Nunan, (1992: 150).
In addition, users were asked to indicate their language ability in the four

33

skills again, using the 10 point Likert Scale as introduced on the biodata
questionnaire.

Interview Schedule 3 was also semi-structured and gathered both qualitative

and quantitative data. There were 11 questions in the schedule. Question 1
3 investigated how subjects thought working in the LLC had contributed to

their learning. Questions 4-5 gathered information on any other areas of
SALL. Question 6 asked about any influence or effect that using the
reflection sheet and being part of the study had had. Question 7 was

designed to elicit further perceptions on ways the LLC contributes to learning.
Question 8 was designed to elicit any perceived lacks in the LLC. Questions

9 and 10 gathered quantitative data on the learners' perception of their

linguistic gains and independent learning gains on activities done in the LLC.
The final question, question 11. asked subjects to rate their language
abilities on the 1-10 Likert Scale for a third time.

The teachers' interview schedule was semi-structured, and aimed to explore

the teachers' personal perceptions of the role of SALL in the course. This
was to expand on the learner information provided in the course outlines.
Question 1 elicited data on the teachers' beliefs about the role of self-access

in the subjects' classes, focusing on the link between the LLC and the
classroom.

Question 2 elicited tutors' personal attitude to self-access

language learning. Questions 3-4 elicited tutors' perceptions of effectiveness

in developing the learners' language and independence. Question 5 was
included to find out how typical the participants in the study were of the whole
class. This was to see if generalisations could be made to include the other
members of the class, giving greater validity to the study. Questions 6-8
elicited data on the teachers' perceptions of the particular learners involved
in the study, focusing on learners' beliefs, problems and learner training.
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3.5.3 Observation Notes
Observation notes were taken on three occasions. The first time occurred
when the researcher observed the French teacher as she introduced the

French learners to the LLC. The second time occurred when the researcher

observed the LLC CALL Advisor introducing the EPF students to the CALL
materials. The third occasion occurred when the researcher observed the

LLC Administration Assistant introducing the ERR learners to the LLC. The
main purpose of the observation notes was to gather data on how the two
groups were familiarised with the LLC.

3.6 Pilot study

At the end of the first trimester 1999 a pilot study was conducted. The co

ordinator of the ERR at that time was approached and two subjects from the
upper intermediate level were asked to take part. Both learners had been in
the EPF course for one trimester and were preparing to retum to their own

countries for work. The aim of the pilot study was to identify any possible

problems associated with any of the instruments or the data gathering

procedure. The three instruments trialled were the biodata questionnaire,
reflection sheet and the first interview schedule.

The findings of the pilot study suggested some modifications to the
instruments. Two further questions were added to the biodata questionnaire,

one seeking information about previous experiences of learning in a selfaccess centre, the other asking learners to indicate their perceived level of
ability in the four skills. This question was also added to the interview
schedule. Modifications were made to the reflection sheet. The layout and
typeface were also altered to make it easier to follow. Further detail was
asked for regarding the materials chosen and a heading added, giving an

example of the type of information required. The wording of the instructions

was simplified even further to avoid any confusion for the non-native speaker
participants.
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The pilot study also revealed how important it was to go through the reflection
sheet with the participants to ensure each question was understood. The
time taken to introduce each non-native speaker participant to the study,
obtain consent, and complete the biodata questionnaire was approximately
20 minutes. This information was useful when seeking participants for the
present study, enabling the researcher to give a clear indication of the

amount of time required. The pilot study was particularly useful in refining all

the instruments and giving the researcher confidence. In addition it enabled
the researcher to estimate the number of visits to the LLC which participants

in the main study would be likely to make in one trimester.

3.7 Data Gathering Procedures

Data for the study was collected from five different sources; three sets of
fieldnotes from observation of learners' introduction to the LLC, five biodata

sheets, eighty-nine reflection sheets; fifteen audiotaped leamer interviews;
and two audiotaped teacher interviews.

3.7.1 Observation notes

Before the study, in conjunction with the French tutor and the EPF tutor it
was decided to audiotape the introductory LLC session for each group of
learners. The first introductory session was with the French group at the
start of the trimester. The French tutor set up the multi media room in the

LLC as a classroom and began the instruction there. However, shortly after
the start of the introduction she moved the class around the LLC to look at

the other facilities available. It quickly became apparent that the audio taping
was not going to be an effective way to record the introduction. Taking notes
at this time seemed the best option. Having taken notes with the French
learners it was decided to continue this with the EPF learners.

The second set of notes were taken while observing the Computer Assisted

Language Learning (CALL) Advisor introducing the EPP learners to the
Computer Assisted Language Learning materials and facilities. The third set
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of notes were taken while observing the LLC Administration Assistant

introducing the EPP learners to the LLC. The total amount of time for the
three observations was 150 minutes, 50 minutes for each session. The notes
are a record of the

introduction in real time, rather than a retrospective

account. The researcher made comprehensive notes on the content of the
introduction. In addition, the amount of teacher talk, the amount of learner

talk, the amount of teacher demonstration and the opportunity leamers had
for practice at each session were also noted.
3.7.2 Biodata questionnaire

The procedure for gathering the biodata at the initial setting up interview

involved the researcher first giving details of her own background before

asking participants for their biodata. The sensitive question of age \A/as dealt
with by showing the subjects age blocks and asking them to indicate which
block they were in, e.g. 15-25, 25-35, 35-45, 45-55. The researcher
considered it appropriate to give her own personal details first as a way of

establishing rapport with the participants. The researcher then asked the bio
data questions orally. This enabled her to ask participants to elaborate on
areas of interest. Rapport with the participants was considered particularly
important throughout the study as the amount of real contact between
researcher and subjects was limited to Just three fifteen minute interviews.

The expectation was that learners would complete reflection sheets each time

they completed a task in the LLC throughout the trimester. This would be in
semi -isolation with no feedback, so motivating the learners at the start of
the study was seen as an important factor.

3.7.3 Reflection sheets

One of the two main sources of data for the study was collected from the

learners using the reflection sheet (Appendix 9) During the initial interview,

the project was explained to the learners and then the reflection sheet was
explained to each subject. The researcher stressed that the subject must not
feel any pressure to fill out the sheet or to feel obligated to complete the
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sheets in any way. For the EPP learners it was necessary to make clear that

the findings of the study had no bearing on any course results in any way.

After the researcher had explained the reflection sheet to the subjects she
then introduced them to the staff in the LLC. The staff in the LLC were

responsible for issuing the sheets to the learners involved in the study. The
LLC staff showed the learners where to leave completed sheets for collection

later. The researcher collected the reflection sheets regularly throughout the

study and stored them in individual files with other data on the subjects.
3.7.4 Subjects' interviews

Each subject was interviewed three times during the study at approximately
one month intervals. The subjects were contacted in advance and

arrangements made to meet in the LLC at a time convenient to them. The final
interview was scheduled after the completion of all tests and exams for both
groups of learners. The fifteen interviews were audiotaped, with the average

length of interviews 1 and 2 being 17 minutes. Interviews lasted approximately
30 minutes.

The procedure for collecting data from the interviews evolved as the study
progressed. The first interview followed Interview Schedule 1 (Appendix 10)
Once the researcher had listened to the audiotaped information from the first
interview, it appeared necessary to create a link from interview 1 to interview
2. To ask the same set of questions one month later without using the

information previously gathered, seemed a lost opportunity to move forward.
To create the link, the researcher listened to the audiotapes of interview 1
several times and made notes of key points and ideas mentioned in response

to the questions. In the second interview( Appendix 10) these key points and
ideas were integrated into the interview schedule. Using the notes encouraged
the subjects to move forward and provided further insights into their learning.
For example, in the second interview with Sally, the researcher began.
Res Last time we were talking about your progress and you told
me. you said it was harder this half, and there was a lot more
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vocabulary coming in. Have you sort of been consciously, been
working on that ?

Sally 1 thought you were going to say has it got any easier!
Res No, I know it won't have. It hasn't got any easier. Right? But

have you been addressing that do you think in the leaming centre?

Sally Yeah I've had to spend more time. I find that I have to spend
more time going over each lecture. I've always gone over them

anyway and revised it. But not only has there been an awful more
vocab but also there's been other grammar that's come into it

For Interview three a further interview schedule was designed (Appendices

11 and 12). The questions for interview three evolved after examining the
data from interviews one and two. The questions in interview three focused

on the participants' overall SALL experience in the trimester and, as with
preparing for interview two. were linked closely to information the subject had
given previously. In the researcher's final interview with Sally she asked:
Res. Now I think from what you've said previously that you work

here, you also work in the classroom on French and you also work
on it at home. Is that right? Is there any other place that you've

actually worked on your French outside those three places?
Sally No.

Res So those are the three domains? So, OK....um....

Sally Yes

Oh unless you count the car.

Res. Oh, now tell me about the car.

Sally. Well, we have tapes you see

In this way information which might not otherwise have been reported was
able to be fed into the study.

The main purpose of all the interviews was to gather qualitative data,

however quantitative data was also sought at the end of each interview with
subjects being asked to indicate their current perception of their language
abilities, on a 10 point Likert Scale. During the time when the learners were
considering their abilities, the tape was kept running to record the learners
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thinking and justification for their ratings. Further quantitative data was

sought at the end of interview 3 during which time the tape was also kept
running and the subject's thinking recorded.

3.7.5 Teacher interviews

Both tutors on the courses were interviewed separately at the end of the first

month of the second trimester. It was decided that this would be an

appropriate time to meet since the tutors would know the learners by then
and would be able to respond insightfully to questions 5-8, which specifically
concerned the subjects. Before the interview started, the researcher showed
each

tutor the interview schedule (Appendix 13) to ensure they were

comfortable about answering all the questions. Both tutors spoke freely

about their own personal experiences with language learning and the role
SALL played in the classes that the subjects for the study were in. The
teacher interviews were audiotaped, each one lasting about fifteen minutes.

3.8 Data Analysis

3.8.1 Fieldnotes

The information gathered from the 3 sets of fieldnotes was analysed into 7
categories. Categories 1-3 were concerned with the content of the course
and noted the facilities that were introduced, the materials that were available
to the users, and the role that the LLC can play in learning the language.

Categories 4-5 were concerned with the balance of teacher talk and learner
talk and the opportunity the learners had, or took, to interact with the teacher.
And categories 6-7 noted the amount of teacher demonstration and learner

practice there was in the session. The 7 categories were seen as the
essential elements of an introduction for users of the LLC. Once the notes

were categorised, it was possible to compare the introduction to the LLC
which the French learners received with the EPF learners' introduction.
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3.8.2 Teachers' interviews

Data obtained from the teachers' Interviews were organised into three
categories. Category 1 concerned the teacher's perception of the role of

independent learning in the course. This was to provide qualitative data to
support the information in the course outlines for FREN 113 and ELIN 932

Category 2 related to the teacher's perceptions of the effectiveness of
learning independently. And category 3 included data on the teacher's

perceptions of the subjects, to see if generalisations could be made from the
findings to the wider context of the whole class.

3.8.3 Reflection sheets

As mentioned earlier, the reflection sheets completed by the subjects were

collected regularly from the LLC and stored in the subjects' individual files in
chronological order. The information from each subject's reflection sheets
was then analysed. Questions 1-9 were analysed into 9 categories. The first
five categories related to LLC attendance and materials used and included;

the number of visits to the LLC, the number of tasks completed, the number

of course-related and non course-related tasks completed, details of the
tasks studied, and the amount of time spent on each task. The means were
then calculated for each category.

Categories 5-6 were concerned with the affective factors of learner enjoyment

and learner effort. Categories 7-9 were concerned with learners' perceptions

of the effectiveness of the activities completed. Ratings were noted for all
these categories and the means calculated. Category 7, which focused on
the learners' perception of their learning gain was further analysed. In the
study, learners recorded on a 7 point Likert scale their perception of how
much each task contributed to their language learning. In analysing the data,
the researcher noted the two highest ratings for each task for each subject.

The information from questions 10 -12 was also analysed. Within each
category the ratings for each question were analysed to find the means.
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Once all the data from the reflection sheets had been analysed for each

subject, the findings across individuals were then compared.

3.8.4 User interviews

In order to organise the information from the 15 audiotaped interviews, four
main categories were established. Category 1 referred to ways in which
subjects use their time in the LLC. Category 2 related to links made between
activities in the LLC and learning gains. Category 3 concemed learners'

perception of how the work done in the LLC contributes to their linguistic
proficiency. Category 4 related to the learners' perception of how the work
done in the LLC contributed to their ability to manage their teaming. Each

subject's interviews were listened to several times, and transcriptions of

relevant excerpts were made. The organised data v/as then examined to see
where and how it provided greater support for. and understanding of, the
quantitative data from the subjects' reflection sheets.

This concludes details of the design and methodology of the study. The
results and discussion of the data analysis are presented in Chapter Four.
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Chapter 4

Results and Discussion

This chapter is divided into five sections. Sections one to four address one of

the four research questions. Section five discusses emerging themes.

1

How do different learners use their time in the self -access centre?

2 What links do learners make between activities completed in the selfaccess centre and learning gains?

3 To what extent is work done in the self-access centre seen by the learner

to contribute to their linguistic proficiency?

4 To what extent is vw3rk done in the self-access centre seen by the learner
to contribute to their ability to manage their learning?

4.1 Different learners' use of time in the self-access centre

The quantitative findings from the reflection sheet and the qualitative findings
from the users' interviews clearly revealed that the five learners in the study used

their time in the Language Learning Centre (LLC) differently.

Subject

Course

Number

Number

Course

Non-

Average

of visits

of tasks

work

Course

time on

work

task

Sally

Fren 113

17

22

59%

41%

90 mins

Diane

FrenllS

20

41

39%

61%

31mins

Huan

ELIN 932

13

13

30%

70%

62 mins

Dal

ELIN 932

10

10

0%

100%

70 mins

Patra

ELIN 932

3

3

0%

100%

30 mins

Table 1: Recorded attendance, tasks and time spent In the LLC.
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Table 1 presents a detailed analysis of subjects' recorded attendance in the

LLC, the number of tasks completed, the proportion of coursework and noncoursework related tasks, and the average amount of time spent on these tasks.
Task in this study refers to the principle activity named at the time and recorded
by the subjects on the reflection sheets.

The greatest contrast is between Diane, who recorded her attendance in the LLC
20 times and during that time completed 41 tasks, and Patra, who recorded her

attendance in the LLC just three times, and completed 3 tasks. Initially in
interview 1, two weeks into the study, when asked about her attendance in the
LLC Patra replied:

Patra I didn't spend so much time in the LLC. But really I like to do

some things in the LLC. But whenever I decide to go there I have a lot
of work you know.
Res So... what, other homework?

Patra Yes, I have a lot of homework. Whenever I come here I can't

access my time. I just stay here and do my homework. It's a time limit
you know. At five o'clock I have to go home.

By 'access' Patra seemed to be referring to the fact that she wasn't able to
manage her time at that stage of the course. However the time management

issue appeared to be resolved when she was interviewed again. In interview 2

she reported she had been to the LLC several times and was enjoying the

graded readers and cassettes. She had completed two reflection sheets at this

stage. Patra completed one further reflection sheet during the study. In the final
interview when asked about her visits to the LLC during the trimester she
indicated that she had made at least three visits a week, sometimes completing

coursework and at other times working on non-course related tasks. Her failure
to complete the reflection sheets was explained:

Res

So when you came to the LLC you filled out these
[reflection sheets]

Patra Oh yes I know. I just filled out two or three.
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Res Was it too long?

Patra Oh, I just forgot it and then I came home and then I
remember.

At the first interview Dai's record of attendance and failure to complete tasks was

explained

by his involvement at an official meeting which he was obliged to

attend in another city, unconnected with his English language course. In his final
interview he further explained that he had been reluctant to complete the
reflection sheets regularly;

Res How did you find filling in the sheet? You said sometimes you did
it and sometimes you didn't do it. What was your feeling ?
Dal Oh right. The problem is that.... like a ... you feel free to do it. Well
sometimes it is only two minutes or five, but you know it's something
like you had to do it.
Res So you felt you wanted to be able to choose?
Dal

Yeah. That's it that's it.

Res And you did and you did, that's fine.
Dal

Sometimes I did it and sometimes I didn't

Res Yes, because you wanted to choose. That's fine. I'm Just
interested to know how you found it
How often, how often did you

go to the LLC each week do you think?
Dal To LLC? At least I come four
Res You come four aftemoons?

Dal

Yeah, one day for forty-five minutes, one day one hour and a

half....

It is clear then from the interview data that the quantitative data gathered on Patra
and Dal

and

presented in

Table 1

is not a true picture of the subjects'

attendance and task completion. It can only be used as a guide to the amount of
visits and the tasks completed by

these learners. For both Patra and Dal

completing the reflection sheets was not seen as a priority. The voluntary nature
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of the study had been stressed and they clearly felt free to take part in the

study in their own way. The interview data from the other three subjects however,

suggests that the findings on attendance and task completion in Table 1 is a

reasonably accurate picture of these subjects' activity in the LLC over the
trimester. One interview excerpt provides an example of how Diane handled the
reflection sheet over the study;

Diane ...basically it [tfie reflection sheet] slipped into the background
a bit as I went further and further into the course, it was, OK I've got
to fill in this reflection sheet now and that was it...

The effect of taking part in the study, completing the reflection sheets and taking
part in the interviews is discussed further in 4.5

The amount of time each subject spent on tasks varied considerably. Patra and
Diane spent approximately 30 minutes on each task while, in contrast, Sally
spent an average of ninety minutes. Diane showed a good understanding of how
she liked to work and the following excerpt provides a clear explanation of how
she dealt with tasks in the LLC.

Diane I tend to do it in half hour blocks, basically it's because if I have
to concentrate on one thing for more than half an hour I start getting
bored for a start...and I just find the next half hour becomes useless...

Sally was also aware of how she liked to work, compared to Diane she spent

considerably longer on each task. One interview excerpt provides an explanation
of the way in which Sally spent an extended session in the LLC.
Sally ..I'm fine once I get it. Like on Wednesday or Tuesday, we'd
just been doing all the pronouns and look honestly I just couldn't
get it at all, and I actually had to just sit down here and start from
the beginning and work it all out. (Teacher's name] had told us in
the lecture on Monday, and that was fine once I had worked it all
out....but that took me four hours to just sit there and go through it

slowly. I just can't absorb things as fast as I used to. But it was
great once I'd got it absolutely fine....
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Table 1 also shows the amount of time the five subjects spent on course-work
and non-course related work and reveals that the French learners spent more
time on course related work than the EPP learners. This could be expected in
view of the fact that

tasks were allocated each week in their study guide.

However, in spite of this, both French learners spent a considerable portion of
time also using materials other than those prescribed in the French course

outlines. Both Diane and Sally noted the benefits of working on non-course
related work. More than 60% of the tasks Diane completed were outside the set
tasks. She explained her reasons for this in the final interview.

Diane .... because I was finding

like the grammar sessions and

everything like that relatively easy I tended to concentrate more on I
guess things that were sort of more outside the course and useful
for me, like watching TV and understanding French, and in the
media room enabled me to do that so that was quite good...

Table 2 shows details of the number and types of tasks

completed by the

subjects in the study. It provides a breakdown of information obtained from

question 3 on the reflection sheet which asked subjects to indicate the task type
studied and details of the materials used.

Name

CALL

vocab

vid

TV

4

8

3

3

5

9

10

1

3

17

1

1

ext

listen

devel

read

listen

comp

4

5

1

1

5

1

9

Diane

20

14

Huan

-

-

Dal

-

-

1

pron

read

comp

Sally

Patra

gram

ext

-

-

2
-

2
-

-

11

-

4

4

2

-

-

-

-

5
-

-

-

-

4
-

Table 2; Recorded number and types of task completed by leamers in the LLC
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The subjects frequently failed to note details of the tasks they completed, and
instead simply ticked the category or activity type. The findings show however,
that the two groups of learners spent time on different tasks in the LLC. The

EPP users had a greater focus on listening comprehension. The amount of

listening the EPP subjects did, both in and outside the LLC, was frequently
referred to in the interviews. In the first interview Dal noted:

Dal OK, in the last three weeks I try to improve my listening, and my
grammar and my pronunciations. First of all is my listening and my
pronunciations, because this is my most difficult point. So I come
here to ask for the tape and so I come here to listen to the BBC
programmes...

The French users' focus on vocabulary development was clearly a priority for
them. Data from the interviews indicates that both French learners spent time

learning vocabulary in the LLC. The vocabulary load early on in the French
course was viewed as considerable as Sally indicated:

Sally ... now there's an awful lot of vocab and it's just sort of popping

out at you and you just tend to tread water a bit... they say now
you've got all this grounding now and so now we're going to build up
your vocab and it's all coming at once so I'm spending more time
now keeping myself afloat just studying the vocab....

In her second interview Sally clearly noted how using the LLC helped her with

her vocabulary development:

Sally I use the dictionaries to look up vocabulary items and checking
your spelling and your accents all the time. I use the dictionaries all the
time. I've actually got one at home but the ones here are that much
bigger.
Res Do you use one particular one?

Diane Well yes if I can get hold of it. I like the Robert one, its a bigger
one, but often that's the one that's being used by someone else. But
the other one's OK as well ....

The different focus the subjects put on listening and vocabulary development,
particularly early on in the course, can be explained by the learners' different
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proficiency levels and the context they were in. The EPP subjects were advanced

learners with a good vocabulary knowledge. For most of them they were in an

English speaking environment for the first time, clearly their priority was to learn
to understand and communicate with native speakers, both in and outside the

classroom, as quickly as possible. All of them saw the need to practise listening
to English spoken at normal speed and quickly noted the benefits. The French
learners on the other hand were beginners and so needed to build and expand

their vocabulary knowledge so they could access new topics and areas of
interest.

EPP learners

French learners

Vocab development

23

CALL

21

CALL

TV

22

TV

4

Grammar

18

Listening comprehension

13

Listening comprehension

17

1

Extensive listening

6

Extensive listening

4

Reading comprehension

6

Reading comprehension

2

Video

6

Video

Extensive reading

4

Extensive reading

2

Pronunciation

4

Pronunciation

6

1

Table 3: Total number of tasks users completed in the LLC.

The data presented in Table 3 summarises the different categories in which the
English and French students completed tasks. It shows the different focus of the

two groups. There is a significant difference in the subjects' use of Computer
Assisted Language Learning (CALL) materials. This could be due to a number of
reasons. Both groups of learners were introduced to CALL at the start of the

trimester. The French learners were introduced to all aspects of the LLC in one
introductory fifty-five minute session. The latter twenty minutes of this session
involved introducing the CALL facilities and materials. The French tutor gave
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learners a brief outline of what they needed to do and then devoted most of the

twenty minutes to learner practice time. In the practice time the tutor gave the

learners a set task to complete with a 'buddy' and then

monitored for any

difficulties.

The EPP learners had two fifty-five minute introductory sessions to the LLC. The
first was an

introduction to CALL by the LLC CALL Advisor. The second

introductory session was to the other facilities available in the LLC. In the first

introductory session the learners were introduced to a particularly extensive
range of CALL materials which was clearly demonstrated to the learners. There
were opportunities for the learners to ask questions during the demonstration. At

the end of the demonstration there was a short guided practice session during
which time the CALL Advisor monitored the learners.

There were two main differences in the CALL introductory sessions for the two
groups. In the French group the learners' tutor introduced the CALL facilities and

there was an extended opportunity for practice. The EPP learners on the other

hand were not introduced to the CALL materials and facilities by the teacher and
there was less opportunity for practice during the session. A further reason the
French learners used CALL may also be that they had already used the facilities
and materials on the previous course and so were familiar with the system. This

was not so for the EPP learners. None of them had previous experience of CALL
and so, in spite of an extensive introduction, may not have felt confident to use

the materials, this lack of confidence may have been greater as they were having
to operate entirely in the target language.

Another significant difference in the amount of time learners spent on activities in
different categories was the number of times learners watched television. The
main reason for this would seem to be one of context.The EPP learners had

access to television in the target language whereas the satellite television in the
LLC was one of the few sources where the French subjects could access native

speakers in a native speaker context. Both the French learners commented on
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the benefits of watching television. They were aware of the role it played in

developing their understanding of the target language spoken at normal speed
by native speakers, as is indicated in one interview excerpt:

Diane The TV that's all my own bat basically. I just want to be able
to hear French spoken at normal speed basically and on TV 5
they've got films which are actually spoken in French and subtitled

in French as well so it is quite good. It's really good, yeah to listen to
how they actually really pronounce words rather than, and how
words and things things run together

In addition, both learners mentioned that it not only helped with listening and
speaking but also expanded their cultural knowledge. It is interesting to note that

watching television received a high rating from all subjects re enjoyment, a high
rating for usefulness, and a low rating re effort.

It is notable in Table 3 the importance both groups placed on the development of
their listening skills. All the subjects spent time on listening comprehension
activities and extensive listening.

Huan

I usually use the cassette tape in this centre.. I don't

remember exactly how many cassette tape I use but I think that at

least 13 sets of tapes, I focus on pronunciation of New Zealand
country people and understanding

This section has looked at how two groups of learners used their time in the LLC
over one trimester. It has considered the number of visits learners

made, the

number of tasks they completed and the amount of course related and non-

course related work they completed. In addition, it has examined the type of
tasks each subject completed, and noted the categories of tasks completed by

each group. It is clear from both the quantitative and qualitative data that there
are both similarities and differences in the way each subject used the centre. It is
significant to note that the similarities are not necessarily with members of the

same group, and the differences are not always between the groups. This finding
is discussed further in section 4.5.2
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4.2 Links learners make between activities completed in the self-access

centre and learning gains.
The second aspect of the study looked at the links learners made between

activities completed in the LLC and learning gains. Quantitative and qualitative
data was collected to measure the links learners made. The quantitative data
was gathered from questions 7 and 11 on the reflection sheets (see Appendix
9).The qualitative data was gathered from subjects' interviews.

subject

reading

listening

speaking

writing

grammar

vocab

Sally

6.0

5.6

5.6

6.0

5.8

6.0

Diane

6.0

6.4

5.6

5.9

5.6

Huan

5.6

5.6

5.8

6.0

5.8

Dal

5.8

5.8

5.6

-

5.6

Patra

-

5.8

-

-

-

5.6

-

5.3
-

Table 4; Learners' perception of the relative contribution of completed tasks to their
leaming - mean ratings of usefulness.(1 = not at all, 7 = a lot)

The subjects rated each completed task as to the contribution they felt it made
to their learning. None of the subjects rated the contribution any task made to

their learning below 5.3. The average contribution of tasks to learning gain for
all subjects was 5.8. There is not a wide variation in the learners' perception of
the contribution the tasks made to their learning. However, it is interesting to note

that Sally rated the work she completed on reading higher than work she did on

listening and speaking. No interview data indicated any reasons for this. Dal
rated the contribution that vocabulary tasks made to his leaming lower than the
listening, this is not surprising as he indicated at the start of the study that his
goal was to speak to foreigners, to present ideas and debate at conferences and
to do this he needed to improve his listening and speaking. Another factor
however needs to be considered as to why Dal may have rated vocabulary tasks
lower than the others. In his second interview he mentioned his change of

attitude to learning vocabulary:
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Dal from this week I begin to need the dictionary, before I didn't use
it much because I tried to guess the meaning of the word, I just
wanted to get the general idea of the passage but now I begin to be
interested precisely in the meaning of the word and so I take all the
times with my dictionary this is a change for me.... now I need to
know exactly what it is saying....

It is possible that once Dal became focused on accuracy and more aware of all
the aspects of knowing a vocabulary item he may have found vocabulary tasks
more challenging, and as result been discouraged. However, there is no overt
evidence of this in the qualitative data at all which again is interesting. It is not at
all surprising however, that Diane perceived listening as making the most
contribution to her learning given the considerable amount of focus she gave to

watching television and listening to native speakers.

Question 8 on the reflection sheet asked learners to indicate the contribution

tasks made to their goal. Question 9 asked learners to rate the learning from the
tasks, to usefulness outside the classroom and the LLC. The data from these

questions is presented in Table 5. The average rating for the contribution tasks

made to achieving the learners' overall learning goals was 5.5. The usefulness

of learning from tasks to outside the LLC and the classroom was 5.1. It is
surprising that the variation in ratings of usefulness of learning outside the LLC,
by the EPP learners and the French learners, was not greater given the different
contexts. In the interviews the EPP learners made frequent links between what
they did in the LLC and the wider context:

Dal I have an idea when I came here I want to go to the movies to
watch a film, and I thought in one month I go again to the movies,
because the movie is a very natural environment to test what about
my listening, and I go, and I realise that even though listening is still
difficult understanding the whole thing I could understand it so I am
happy...

It could be expected that the French learners would find it difficult to link LLC
work to the wider context. Ho\A/ever both French leamers, for very different

reasons used French outside the classroom and the LLC. Sally, and her

daughter who was learning French at school, took out French story books from
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the Public Library to read at home together. Sally notes the usefulness of her

learning outside the learning context, in the following interview excerpt;

Sally so that's actually quite fun, we talk to each other in French
and we have a laugh and because I've whipped ahead of her now if
she gets stuck we can go through things and that's actually really
useful...and we often launch off into French and everyone looks at
us...

Subject

Language leaming goal

Usefulness

of

leaming

outside the LLC and the
classroom

Sally

5.5

5.3

Diane

4.9

3.9

Huan

5.8

5.5

Dal

5.8

5.5

Patra

5.5

5.4

Table 5: Task contribution to achieving leaming goals, and usefulness of leaming from
tasks outside the SAC and the classroom.(1=not at all, 7= a lot)

The lowest rating for usefulness was Diane's. Although her rating was

significantly lower than the other subjects, on two occasions the qualitative data
from the interview reported positive accounts of her using the target language

successfully in the wider context. One interview excerpt provides an account of
her experience:

Res Have you noticed that you are using any French that you've
learnt in the LLC, in the outside situation, it's probably a bit different

here because you've probably got less opportunity to speak French..
Diane I've got one specific example. I was on the cable car and I
noticed these two people speaking French and they were tourists
and they wanted to know where the Botanic Gardens were, so I
ended up by explaining to them in French so that was quite
amazing ..my French was better than their English...
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In Interview three, question 9 (Appendices 11 and 12) asked learners to reflect

on the relative contribution working in the LLC had made to their learning the
target language overall. The five participants were positive. They all reported a
rating of either 6 or 7 indicating learners linked work done in the LLC with
learning gain.

This section has looked at links learners made between the activities completed
in the LLC and learning gains. It is clear from both quantitative and qualitative
data that all subjects perceived that the work done in the LLC contributed to their

learning. Different subjects completed different tasks, which developed different
skills or made varying contributions to grammar and vocabulary development. In
addition, all learners perceived the work to contribute to their learning goals.

Furthermore all participants in the study

perceived that

the learning from

completed activities in the LLC was useful outside the immediate learning
context.

4.3 Learners' perceptions of the contribution self-access work makes to

linguistic proficiency

The third aspect of the study was looking at the learners' perception of work
completed in the LLC and the contribution it made to learners' linguistic

proficiency. Data was obtained from question 7, on Interview Schedule 1 and 2,
and question 11 on Interview Schedule 3. These questions asked learners to
rate their language ability in the four skills, from less-able to more-able. The fact

that learners did not have access to their previous ratings at each interview,
ensured that the ratings noted were the learners' true perceptions of their ability
at that time. This data is presented in Table 6.

It is interesting to note that at the start of the study learners rated themselves
differently. The greatest difference was bet\A/een the two French learners. The

difference between Sally and Diane's mean rating of the four skills at Interview 1

was significant at 4.5. Reasons for this are considered further in section 4.5.
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Subject

Skill

Interview 1

Interview 2

Interview 3

Overall gain

Sally

listening

2

4

5

+3

reading

4

4

6

+2

speaking

2

3

3.5

+1.5

writing

3

3.5

5

+2

listening

8

8

9

+1

reading

8

7

8

speaking

5

5

7

+2

writing

8

7

8

=

listening

6

8

8

+2

reading

5

6

7

+2

speaking

5

7

8

+3

writing

4

7

7

+3

listening

5

6

7

+2

reading

6

5

6

speaking

6

6

5

-1

writing

5

5

5

=

listening

5

8

8

+3

reading

7

8

8

+2

speaking

5

8

9

+4

writing

7

8

7

=

Diane

Huan

Dal

Patra

—

Table 6: Learners' perceptions of their linguistic gains(1= less able, 10 = more able).

The particular area of interest in Table 6 is less in the initial rating scores, but
more in the incremental movement for each subject, for each skill, from Interview

1 to Interview 2 and again to Interview 3. Of all the subjects, the quantitative
data for Dal indicates the least overall gain. Qualitative data from the interviews

with Dal indicate two reasons why he may have not have rated himself as making
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much progress with his linguistic proficiency over the trimester. One reason has

been mentioned in section 4.2. This

new

concem with accurately using

vocabulary items may have given him a greater level of awareness of his ability.

During the study Dal became increasingly aware of his language needs. One
interview excerpt provides an example of how he described his developing
awareness;

Dal

before I was confused, I don't know what I don't know, but

now I can say what I don't know... that is good, when there is
conversation between two persons on the radio, then there's
suddenly something I don't know, I know that, and that is my
gap..before I can't distinguish the gap....

A further reason Dal may have not rated himself as having much learning gain, is
that he had difficulty in coming to terms with the method of assessment on his

course. The accuracy focus of assessment was a challenge for him. Although
Table 6 indicates he made a good overall gain in listening, one excerpt from the
interview data illustrates his concern with the assessment matching his goals:
Dal...my goal is speaking with people, understanding they're saying.,
putting the word in the gap in the listening test, this kind of test is
difficult, this is academic... leaming English to speak at work this is
useful...many people they sit the test TOEFL and the results is good

but....they can't understand the people..

In spite of the seeming lack of progress expressed in the quantitative data from
Dal the qualitative data from the final interview indicates that he felt very satisfied
with his linguistic gains during the trimester:
Res Do you think your English has improved?
Dal my English has improved of course, to be so good I dare not to
say it, but I really understand, I can understand better to the
speakers and to the teacher and the people when I have
conversations with them, I understand them much more..

When considering the findings in Table 6 it is important to note that there are
five instances of no overall gain. One explanation is that learners were not
concentrating on improving these areas, they were not priorities for them.
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Another explanation for no overall gain or negative gain is that learners may

have developed a more accurate perception of their ability during the study. This
is most likely the case vvith Dal who noticed and articulated his increasing selfawareness. So a negative movement in the numbers does not necessarily mean
a lack of progress.

It is notable that the most positive movement was recorded in speaking, by Patra.
In her final interview Patra reported how she had made progress with her
speaking:

Patra .... before I started the course I had trouble in every skill now
I'm using my speaking much more out of the class, I use my
English during the lunchtime to chatting with different people, I just
create a new talk and increase the talk and talk and talk...

Res That's good actually because in the first interview you told me
that some of the students spoke Chinese and Vietnamese at

lunchtime and it was rather difficult for you

Patra Yeah I want to try them to talk with me so I Just keep them
busy with me and just talking and talking... I just tum around and
speak to another person and another person and another person...

A major component of Patra's improved speaking may be her motivation and selfefficacy. It is not possible to measure the contribution that working in the LLC
made to Patra's confidence, however, it is significant to note this learning gain
over one trimester.

Two learners Sally and Huan, one from the EPP group and one from the French
group showed steady overall gains during the trimester. Sally and Huan were

similarly pleased with their progress in listening. Both reported their increased
confidence in understanding the target language:

Huan My English I think it's more better than the first day I came
here, and now I am very confident to use English to communicate
with other people. Actually to the Kiwis... I can communicate with

them smoothly I usually use the cassette tape and video tape in
this centre, especially the cassette tape for pronunciation, and I use
at least, each week I listen to four or five cassettes, I focus on

pronunciation programmes and sometimes I try the tapes for New
Zealand country.
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Sally....I

feel

more

confident

in

listening

to

French

and

understanding it than I did. I can understand a lot more from the TV

now than I could at the start of the semester..You can pick up a
great deal more of what they're saying, so yeah I feel better about
my listening..

This section has considered the extent to which work done by the learner in the
LLC is perceived to contribute to the learners' linguistic proficiency. The
quantitative data suggests that some of the learners perceived that the work
completed in the LLC contributed to their linguistic proficiency. There were 20
opportunities to measure overall linguistic gains. 70% of the opportunities

showed positive gains. However quantitative data is clearly insufficient evidence
to measure learners' gains in linguistic proficiency. The subjects' qualitative data

indicated that all the subjects perceived that the LLC activities contributed
significantly to their linguistic proficiency. In addition the qualitative data from the
subjects provided further insights as to what influenced learners in their ratings

of their linguistic gains. The variables that influenced the subjects are discussed
in section 4.5.

4.4 Learners' perceptions of the contribution self-access work makes to
their ability to manage their learning

The fourth aspect of the study was looking at the extent to which work completed
in the LLC was perceived by the learners to contribute to their ability to manage

their learning. Quantitative data was collected from the reflection sheet question
7 \A/hich asked learners to indicate on a 7-point rating scale the contribution the

work done that day had helped identify what they next needed to work on in the
LLC. Quantitative data was also gathered from question 10 from Interview
Schedule 3, which asked subjects to rate on a 7-point scale how much working
in the LLC over the trimester had contributed to them becoming an independent
learner.This data is presented in Table 7. In addition, written data was collected
from the reflection sheet from Question 2 which asked learners to indicate why

they chose to work on any non-coursework related tasks. Extensive qualitative
data was also collected from the interviews.
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Subject

Identifying what to work on

Overall contribution of LLC

next

to independent learning

Sally

6.3

7.0

Diane

4.2

4.0

Huan

6.0

7.0

Dal

6.0

5.0

Patra

6.0

7.0

Table 7: Learners' perception of the relative contribution of work completed in the LLC
to their ability to manage their learning-mean ratings of contribution.(1 = not a lot, 7 = a
lot).

The quantitative data from question 10 shows that four of the five subjects

indicated very positively that tasks completed in the LLC helped them identify
further work they wanted to work on. Diane's mean rating at 4.2 is noticeably
lower. It is also important to note that Diane's mean rating of the overall
contribution work done in the LLC made to increased independent learning is
significantly lower than the other subjects' ratings. One interview excerpt may
provide an explanation for the lower ratings:

Diane ... Oh I don't think it helped that much, I think I've always
been independent., well I have done university study before I started
this, because I have got the science degree so I think the way I've
leamt is pretty much ingrained now..

The qualitative data from question 2 on the reflection sheets and the data from

the interviews was analysed into categories adapted from Lai's (1999) study.

The categories were; learners' knowledge about goals, knowledge about tasks
and about materials, and learners' ability to note bench marks about their
progress.

All the subjects, when asked at the start of the study, indicated their long term

goal for learning the target language as can be seen from the bio data summary

(Appendix 6).Most learners also set short term goals for themselves and were
able to identify the scope of learning, i.e. the skills, subskills and strategies
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needed to achieve their overall goal. Diane had a very clear long term goal from

the start of the course in that she had booked a trip to France in December. She
showed considerable awareness as the study progressed that the immediate
work she was doing on the course did not always relate to this goal. As a result,
she selected non-course related work which was more likely to be useful to her
when she travelled. Two interview excerpts, the first from Interview 1, the second

from Interview 2, provide an example of the progress she made in selecting work
to achieve her goal:

Diane....At the moment we've just had a test and basically because
of the lack of time I've been concentrating on what the course tells
you to rather than general language acquisition, yeah dictations,
verb revision, practising the test this is all fairly short term....
Diane I now use my time in the LLC to, well it's split into, things I
have to do to do the course.... and things I want to do to help me
with things when I get to France at the end of the year, like listening
to French spoken at normal speed

Res What do you want to do when you get to France ?
Diane be a tourist ..I've just always wanted to go to France for some
bizarre reason and so I'm just going to do it...

The written response to Question 2, which asked learners the reason for

selecting non-course related tasks, indicates all subjects were able to choose
materials related to their stated needs. There was considerable variation

however, in the subjects' ability to identify relevant materials and note specific

reasons for choosing them. Dal frequently responded to Question 2 with "I need
it" and only ticked the category of activity. Whereas Huan and Diane were more

specific in both identifying the materials and noting the reasons for their choice.
On one occasion Huan selected "Situational Dialogues" to listen to, and noted
the reason for his choice as, "I want to check my listening to weak forms." Qn
another occasion he selected an lELTS Practice Reading Test to "test my

reading progress". Diane wanted "to acquire idiomatic language" and so selected
a French film with French subtitles. The latter two learners were consistently
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effective in identifying their needs. They had a good understanding of materials
and how these materials could help them achieve their aims.

Data from the interviews indicated that all the subjects were able to note bench
marks about their progress. The following interview excerpts provide examples
of how Sally and Patra noted their progress in becoming more effective learners;

Sally... now I say I'm going to do this and then this, whereas at the
beginning you were thinking, what do I do, where am I going, you
tend to work better, I now fit more things into the time..you've
worked out how to be more efficient, you've been setting goals,
that's experience isn't it?
Patra... When I watch the video this time now, I sometimes make

some questions you know, I make some questions by watching the
video, then I stop the video and then try to answer it in my own
words then listen again to what I hear and try to understand, this is
very important for my study next year...

This section has examined the learners' perceptions of the extent to which work
in the LLC has contributed to learners' ability to manage their learning. It has

noted the salient features of managing the learning process as knowledge about
goals, knowledge about materials and tasks, and the ability to note bench marks
about progress. In the quantitative and qualitative data there were examples of
all the subjects having an understanding of the these components in managing

the learning process. The examples cited indicate that the understanding of

these components varied. In both the EPP group and the French group some
learners' knowledge was greater than others.

4.5 Emerging themes
Through analysing the learners' reflection sheets, the learners' interviews and
analysing the observation notes it was possible to see emerging themes. Some

of them have already

been discussed briefly

under the relevant research

question, while others were unconnected with any specific question, and have
yet to be discussed. There are three themes. They are the similarities and
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differences in the context, the similarities and differences between the learners,

and the effect that taking part in the study had on the learners.

4.5.1

Similarities and differences in the contexts

The contexts and the courses for the French learners

and the EPF learners

were described in Chapter 3 and were clearly very different. One significant

difference was the way in which the learners gained support for their
independent language learning during the trimester. Support for the French

learners' independent learning was mainly given by means of the French Course
Outlines support booklet. The fact that independent learning was required work
acts as a support all of its own. In addition, early in the course the French tutor
was often seen in the LLC and was available for learners, however this was on

no

regular basis. Further support was given by the tutor in tutorials, who

enquired generally of the class how their learning in the LLC was going.

The ERR learners gained support for their independent language leaming at the

start of the course when studying the theme 'Learning a Language'. See section

3.4.2 for further details. Ongoing regular support for the ERR learners was given
by the classroom teacher each week during individual interviews. This was an
opportunity

for learners to discuss their progress, any problems they were

having and their independent learning. The two groups of learners were both
supported regularly throughout their courses.

In spite of the different contexts for the subjects, it was surprising how many

situations the French learners found to practise French outside the immediate
learning context. Only two instances of several are cited in section 4.2, but they
give a clear indication of potential learning opportunities. It is also notable how
much non-coursework the French learners completed in the LLC given the
structural nature of the course. The amount of non-course work increased

steadily throughout the study, possibly indicating an increased confidence in

selecting material which was perceived to help achieve the individual learners'
goals.
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In the final interviews subjects were asked to give advice to an incoming learner

at the start of the course. This question was a further

attempt to elicit the

learners' perceived usefulness of the LLC. One EPP learner noted that he
needed to know more about what was available in the LLC at the start of his

course. Considering the EPP learners had two introductory sessions to the LLC

at the beginning of the trimester this is notable. In contrast, although the French

learners had used the LLC on their previous course, the French tutor took a full
lecture time to review all aspects of the LLC and provided a hands on practice
session for the learners in their introductory session. The implications of this are
discussed in Chapter 5

A further surprise to the researcher was the intense focus all the EPP learners
put on improving their listening. Their other goals, such as reading documents,
became secondary to listening and being understood by native speakers, in fact,
rather than measure their progress with improved listening results in the
classroom, all the EPP learners measured their progress in the wider context,
mainly by noticing their increased ability to interact and

understand native

speakers.

All the subjects, when asked about how

working in the LLC helped with

language learning, immediately responded positively, providing further insights

as to how they perceived the contribution working in the LLC made to their

learning. The following selection of interview excerpts indicated their general
satisfaction:

Sally it's just such an amazing environment, people down here are
focusing on the same things they're all leaming other people are all
teaming, there's all sorts of things to use. the CDs are great. TV 5
is really useful, the dictees are really useful, it [ the LLC ] really
enhances your leaming. no if you just did it on your own at home
with Panorama. I mean it's just fine it's a very good book, but it just
helps make it more alive down here

Diane definitely working in the LLC has helped me with listening in
being able to understand spoken French because if you relied
completely on the coursework you would be in difficulty by the time
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you got to the end of the course if you didn't work here....and

spoken as well because just being able to listen to the TV, being
able to correct pronunciation of various words has helped...
Huan here there is a big variety of cassette tapes that we can use
even though I am a hard worker I think there are too much cassette
tape and materials that I need a lot of time to use them all

Dal it's useful to come to the LLC to improve your pronunciation
and to read books and to watch TV., you can use a dictionary for
the accuracy when you read...
Patra sometimes I read the readers with the tape and I read and I
say the word and listen to my pronunciation I think this is very
useful for me. I like reading the stories..

The learners' comments Indicate they perceive that the LLC contributes to

learning, not only in the wide range of materials it offers, but that the physical
environment also contributes to learning.

4.5.2 Similarities and differences between the leamers
The similarities and differences between learners needs to be examined from

three perspectives. The first is to consider the personality of the learner. The
second is to consider the learners' awareness of the learning process, and the

third is to consider the cultural background of the learner. The five subjects in
the study clearly had different personalities, this was seen in the amount and way

the participants completed the reflection sheets, in the way they planned and
executed their learning, and in the different ways they responded to the same

questions in the interviews, each individual focusing on both similar and different
salient points.

Further areas of similarity and differences were noted when considering learners'
awareness of the learning process. One learner from the French group and one

learner from the ERR group responded to the learning process similarly. Huan
and Diane

had

clear ideas of the learning process, they were able to set

realistic long and short term goals, choose appropriate material and tasks to
help them achieve their goals, were able to discuss their learning and note their
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progress effectively throughout the study. Although Diane was able to express
herself more succinctly it was clear that Huan was an equally effective leamer.
The other subjects were aware of the learning process to varying degrees, as
has been noted in the discussion of the research questions.
An important finding from this study is that which supports Willing's (1988) study
which examined learner diversity, and found that leamers' attitudes to learning is
not culturally specific. The quantitative and qualitative data clearly indicates that
at times the French learners and the EPF learners were using the LLC in very

similar ways and at times they were using it very differently. The different
approaches to both visiting the

LLC and completing tasks could

not be

attributed to cultural differences but more to the requirements of the two different
courses.

4.5.3 The effects of the study on leamers taking part
A third theme to consider was the effect on the learners of taking part in the
study. As was reported in section 4.2 learners had different responses to

completing the reflection sheets. Two interview excerpts indicate the positive
effect that completing the reflection sheet had on subjects;

Diane ... yeah, well the sheet has helped me actually, I didn't think
about what I was supposed to be doing ..now I'm thinking about my
goal and coming into the LLC with an idea and a goal..

Sally yeah well it makes you think, well did I have a good day

today., did I leam well today yes you have to really think yeah it's
quite useful really

All the subjects mentioned that they enjoyed coming to the interviews. It was
rather surprising that the subjects noted the interviews so positively. All of them
commented in the second or third interview on the benefits of talking about their

learning. The following excerpt is typical of the spontaneous comments made:
Patra.... I really like giving my opinion, it helps me, I like coming
here and talking about my learning

66

It is notable that all the subjects articulated the benefits of the interviews.

Possible reasons for this may be that, although both groups of leamers had
support with their independent learning in the LLC as noted in section 4.5.2, the
support offered for both groups was not at an individual level and may not have

provided learners with an opportunity to reflect on their learning. The French

learners' support was mainly in a group, individual attention was not regularly
available. The ERR learners, although they had regular interviews these were

often spent revie\A^ng classwork or seeking advice on assignment materials etc.

The focus was not specifically on reflecting on independent leaming.
The implications for teachers, of the key findings noted in this chapter are

discussed in Chapter five.
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Chapter 5
Conclusion

The five subjects in this study v^ere adults with tertiary qualifications, they
were motivated, they had clear goals and they were all able to express
themselves clearly. The non-native speakers were in the advanced class and

all of them were able to communicate freely in the target language. All the
learners could operate independently.

The findings of this study clearly indicate that these five subjects, both native
speakers and non-native speakers used their time in different ways in the

Self -Access Language Learning facilities. The amount of time they spent in

the facilities, the number and type of activities they completed, and the
amount of time they spent on tasks varied from learner to learner both across
groups and within groups. Learners made links between the activities they

completed and learning gain. Work completed in the Self-Access Language

Learning facilities was perceived by the learners to contribute significantly to

their linguistic proficiency. In addition, work completed in the SALL facilities
was perceived by the learners to contribute to their ability to manage their

learning. The five subjects involved in this study perceived their independent
learning in the LLC as positive and useful time spent developing their target
language.

5.1 Implications for teaching

One of the aims of the present study was to use the findings to contribute to
increasingly effective ways to develop the learner in Self -Access Language
Learning. It is notable to consider the overall positive results of the present
study with the two different groups of learners. The subjects were self selected, motivated and already effective language learners. The concem
needs to be for other less motivated and less effective language learners.

The learners who did not attend the SALL facilities, the low level language

learner having to operate in the target language, the learner who is less
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aware of the learning process, or is less familiar with the role of independent

language learning. The question for the teacher is how to close the gap
between the effective learner and the learners who are not benefiting from
SALL opportunities. These learners need considerably more support, more
guidance and direction before SALL can be of real benefit. The findings of

this study reveal three ways that SALL could be enhanced for the learner.

5.1.1 Support
The learners in this study were from two different contexts. The two groups
received support in contrasting ways. It was clear from the study that support
was a significant component of the learners' effectiveness. The leamers

needed an opportunity to reflect on their learning. The fact that the learners

responded so positively to being involved in the study was significant. The
French learners responded positively to the contribution the reflection sheet
made to helping them focus on their short term learning goals in the LLC.
The EPP learners feedback on the value of the interviews in helping them

focus on their learning was notable. Both groups saw the opportunity to
reflect on their learning in a one to one situation as beneficial.

5.1.2 Practical introduction to SALL facilities

Both the French group and the EPP group on the study had effective
introductory sessions to the SALL facility. All the subjects mentioned how
supportive the administrative staff were. In addition they mentioned the

amount and availability of materials. The most independent of the subjects
were confident in using the facilities and aware of relevant materials and
able to use them to meet their own goals. Others however, took time to gain
confidence in using the CALL facilities. In addition they took time to develop
an awareness of the wide range of materials. Effective practical introductions
to SALL facilities with opportunities for ongoing review is an important
component for independent language learning.
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class teaching

Figure 1

self-access learning

5.1.3 Fostering self -assessment

The five subjects in the study were able to note bench marks in their
progress, some more effectively than others. To be effective independent

learners who can fully take part in SALL, learners need to feel confident in
assessing themselves. Learners need to understand the role and importance

of self-assessment in independent language learning and to develop the

skills to assess their progress effectively. Several learners in the study were
able to assess their progress by noticing their performance in situations other
than academic, traditional, ways. Linking what learners do naturally in the
wider context to the learning environment will encourage effective and
accurate self -assessment.

SALL is now an integral part of language learning in many contexts. It is
designed to cater for learners' individual needs. This small scale research

project has provided further insights into ways learners use and perceive

SALL. To continue to be an effective learning environment for the wide
variety of users, SALL facilities need to offer appropriate support, sensitive

practical orientation, and programmes that develop leamers' awareness of
the learning process. The role of the teacher in providing support, orientation
and programmes to develop learner awareness to ensure the continuing
dynamic development of SALL is significant.
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Appendix 2
French Teacher's Consent Form

Title of project: Learners' Perspectives of learning gains in Self-Access

This form is to give consent to provide data for Heather Richard's post
graduate research project at VUW.

I understand the research project as explained to me by Heather Richards.
I understand that Heather vvill take notes or audiotape the class when I
give orientation information on the Language Learning Centre at the start
of the trimester. I understand that I na/III give information on how the LLC is
used. The information will be seen by the researcher and her supervisor.

Excerpts from the information

may appear in the research report. I

understand that my real name will not be used and that there will be no way

I can be identified from the report. I also know that the tape and other

information will be stored confidentially during the study and that it will be
destroyed at the end of the project.
Heather Richards has explained to me that my participation is voluntary
and that I can withdraw at any time before or after I have provided the data.

I would like to be sent a summary of the research. YES / NO

Address.

Name:

Signature:.

Appendix 3
EPP Teacher's Consent Form

Title of project: Learners' Perspectives of learning gains in Self-Access

This form is to give consent to provide data for Heather Richard's post
graduate research project at VUW.

I understand the research project as explained to me by Heather Richards.
I understand that Heather will take notes or audiotape the class when I

give orientation information on the Language Learning Centre at the start

of the trimester. I understand that I will give information on how the LLC is
used. The information will be seen by the researcher and her supervisor.

Excerpts from the

information

may appear in the research report. I

understand that my real name will not be used and that there will be no way

I can be identified from the report. I also know that the tape and other

information will be stored confidentially during the study and that it will be
destroyed at the end of the project.

Heather Richards has explained to me that my participation is voluntary
and that I can withdraw at any time before or after I have provided the data.

i would like to be sent a summary of the research. YES / NO

Address.

Name:

Signature:.

Appendix 4

French Learners' Consent Form

Title of project; Learners' Perspectives of Learning Gains in Self-Access

This form is to give consent to provide data for Heather Richard's post
graduate research project at VUW.

1 understand the research project as explained to me by Heather Richards.

1 understand that I will complete a 'reflection sheet' when working in the

Language Learning Centre (LLC). I understand that I will give information
and my opinions on the activities and tasks I do in the LLC in an interview.
This interview will be recorded. The tape will be heard by the researcher
and her supervisor. Excerpts from the tape may appear in the research
report. I understand that my real name will not be used and that there will

be no way I can be identified from the report. I also know that the tape and
reflection sheets will be stored confidentially during the study, and that they
will be destroyed at the end of the project.

Heather Richards has explained to me that my participation is voluntary
and that I can withdraw at any time before or after I have provided the data.
I would like to be sent a summary of the research. YES /NO
Address

Name;

Signature;.

Appendix 5

EPP Learners' Consent Form

Title of project: Learners' Perspectives of Learning Gains in Self-Access

This form is to give consent to give data for Heather Richard's post
graduate research project at VUW.

Heather Richards has told me about the research project. I understand that

I will complete a

'reflection sheet'

when

working in the Language

Learning Centre (LLC). 1 understand that I will give information and my
thoughts on the work I do in the LLC in three interviews. These interviews
will be recorded. Heather Richards and her supervisor are the only people
who will listen to the tapes. Some information from the tape may be written
in the research report. I understand that my real name will not be used in
the project. I understand that there will be no way I can be identified from

the report. I also know that the tape and reflection sheets will be stored in a
locked cupboard during the study, and the tapes will be destroyed at the
end of the project.

1 know that I am choosing to take part in this project. I know that I can

stop taking part in the project at any time before or after I have given
information.

1 would like to be sent a summary of the research. YES /NO
Address

Name;

Signature:.

Appendix 6

Summary of Leamers' Bio Data

Name

Nationality

Occupation

Course

before the

Age

course

Time

Previous

Language

studying
language

BALL exp

Goal

1 trimester

to France

1 trimester

France Xmas

Polytechnic
Sally

N.Z.er

35-45

Future visits

student

French

4 years at

French 112

113

school

Science

French

6 months

Researcher

113

Microbiology

ELIN 932

Visit to
Diane

N.Z.er

25-35

1999
VUWto

Patra

Indian

25-35
Huan

Vietnamese

1 trimester

study

in India

microbiology

Govt. Official

none

Reading
trade policy

ELIN 932

2 years

2 years

25-35

documents+

speaking to
foreigners
Dal
45-55

Vietnamese

Govt. Analyst
Trade

ELIN 932

3 years

none

Reading
publications+
speaking to
foreigners

Appendix 7
Bio Data / French 113 Learners

1 Name;

Age:

2 Course/class:

3 Nationality:
4 First Language:

5 What did you do before this course? (Job/occupation).

6 How long( approximately) have you been studying French?

7 Have you ever visited a French speaking country? YES/ NO
If YES, where and for how long?

8 How do you plan to use your French in the future?

9 Have you used a learning or self-access centre for language
learning at any time before this course? YES / NO
If YES, where and for how long?

10 How often do you think you will use the Language Learning Centre ?
( hours per week)

11 Think about your language abilities and rate them on the following
scale:
more able

less able

listening

1

2

3

4

5

6

7

8

9

10

reading

1

2

3

4

5

6

7

8

9

10

speaking

1

2

3

4

5

6

7

8

9

10

writing

1

2

3

4

5

6

7

8

9

10

Appendix 8
Bio Data / EPP Learners

1 Name;

Age:

2 Course/class:

3 Nationality:
4 First Language:
5 What did you do before this course? (Job/occupation).

6 How long( approximately) have you been studying English?

7 Have you ever visited a English speaking country before? YES/ NO
If YES, \A/here and for how long?

8 How do you plan to use your English in the future?

9 Have you used a learning or self-access centre for language
learning at any time before this course?

YES / NO

If YES, where and for how long?

10 How often do you think you will use the Language Learning Centre ?
( hours per week)

11 Think about your English abilities and rate them on the following
scale:

less able

more able

listening

1

2

3

4

5

6

7

8

9

10

reading

1

2

3

4

5

6

7

8

9

10

speaking

1

2

3

4

5

6

7

8

9

10

writing

1

2

3

4

5

6

7

8

9

10

Appendix 9

Language Learning Centre Reflection Sheet
Name.

Date.

Each time you finish an activity in the LLC please fill in questions 1-9.

1 This task is part of my course homework: YES.

NO.

2 If no, I chose this task because.

Details e.g. Advanced Vocab. Unit 1, 2-4

3 Task studied.

[if possible]
CALL

vocabulary development
extensive reading

reading comprehension
extensive listening
listening comprehension
grammar exercises

pronunciation
video

TV
other
other

4 Time on task.

5 I enjoyed this task: no
1

6 I worked hard on
this task:

no
1

o.k
2

2

3

3

4

o.k
4

yes
5

6

7

.yes

5

7 This helped my
reading;

a lot

not at all

2

3

4

5

6

7

listening:

2

3

4

5

6

7

speaking:

2

3

4

5

6

7

writing:

2

3

4

5

6

7

grammar:

2

3

4

5

6

7

vocabulary:

2

3

4

5

6

7

other

2

3

4

5

6

7

1

8 This task helped me
with my goal:

9 I will use this learning
outside the LLC

1

not at all
1

a lot

maybe

2

3

4

7

5

and out of class time.

Answer questions 10,11,and 12 at the end of each visit to the LLC.
10 Today's work has helped
me know what I want / need

to work on next in the LLC.

11 Today I feel I have:

for how you felt about

..some idea

1

3

2

not a lot

1

learned in the LLC.

12 Give yourself a mark

not a lot.

2

2

5

6

3

4

.O.K..
4

this session.

Any thinking / comments.

Thank you for completing this reflection sheet

7

a.lot

a little

a bit down.
1

4

a lot

5

6

7

....great!
6

7

Appendix 10
Interview Schedule 1 and 2

Name

Date.

1 Tell me what you have been doing in the LLC.
Focus on materials, categories.
2 How does this relate to your goal?

3 How well do you think self-access work is helping you?

* Focus on language, independence.
4 Have you noticed yet that you are using this learning from the LLC
outside of

the centre?

* Focus on how, where?

5 How satisfied are you with your progress?

6 Is there anything you want to ask me about my study or your own study?

7 Think about your language abilities and rate them on the following
scale:

more able

less able

listening

1

2

3

4

5

6

7

8

9

10

reading

1

2

3

4

5

6

7

8

9

10

speaking

1

2

3

4

5

6

7

8

9

10

writing

1

2

3

4

5

6

7

8

9

10

Appendix 11
Interview Schedule 3/EPP Learners

1. Have your attitudes towards learning and language learning changed as
a result of working in the LLC?

2. In what ways have you become a more effective learner as a result of
working in the LLC?

3. In what ways has your English improved as a result of working in the
LLC?

4. Is the LLC the only place you have worked on your English other than
the classroom?

5. What is the difference between the work you do in these other places
and the work you do in the LLC? Time and type

6. How have you found using the reflection sheet after each task/visit to
the LLC?

7. You have a friend coming to study on the EPP next trimester, what do
you tell them about the LLC and how it can help them with learning
English and becoming a good language learner?

8. The LLC is looking for suggestions as to how they can improve the LLC
for learners, what would you recommend?

9. How much do you think the activities you have done in the LLC have
helped you learn English?
not a lot
1
2

3

a little
4

5

6

a lot
7

10.How much do you think working in the LLC has helped you become an
independent learner?

not a lot
2

3

a little
4

5

6

a lot
7

11 Think about your language abilities and rate them on the following
scale:

more able

less able

1

2

3

4

5

6

7

8

9

10

reading

1

2

3

4

5

6

7

8

9

10

speaking

1

2

3

4

5

6

7

8

9

10

writing

1

2

3

4

5

6

7

8

9

10

listening

Appendix 12
Interview Schedule 3/ French learners

1. Have your attitudes towards learning and language learning changed as
a result of working in the LLC?

2. In what ways have you become a more effective learner as a result of
working in the LLC?

3. In what ways has your French improved as a result of working in the
LLC?

4. Is the LLC the only place you have worked on your French other than
the classroom?

5. What is the difference between the work you do in these other places
and the work you do in the LLC? Time and type

6. How have you found using the reflection sheet after each task/visit to
the LLC?

7. You have a friend coming to study French 113 next trimester, what do
you tell them about the LLC and how it can help them with leaming
English and becoming a good language learner?

8. The LLC is looking for suggestions as to how they can improve the LLC
for learners, what would you recommend?

9. How much do you think the activities you have done in the LLC have
helped you learn French?
not a lot

1

a little

2

3

4

®

5

6

7

lO.How much do you think working in the LLC has helped you become an
independent learner?

not a lot

2

a little

3

4

®

5

6

7

11 Think about your language abilities and rate them on the following
scale:

more able

less able

listening

1

2

3

4

5

6

7

8

9

10

reading

1

2

3

4

5

6

7

8

9

10

speaking

1

2

3

4

5

6

7

8

9

10

writing

1

2

3

4

5

6

7

8

9

10

Appendix 13
Teachers' Interview Schedule

What role does self-access play In the course the research
participants are in ?

How does this link to their classroom learning?

2

What is your personal attitude to self - access language learning?
Would you like to use self-access facilities if you were a language
learner?

3

How effective do you think the LLC is in improving learners'
linguistic proficiency?

4

How effective do you think it is in developing learner independence?

5

How typical of the whole class are the learners that are
involved in this research study?

6

Do you know what these learners believe about self-access
learning? Is it a new way of learning for them?

7

Are you aware of any problems the learners have with their work in
the LLC?

8

Do these learners have any learner training for independent
learning?
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