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ABSTRACT

Autonomy in language learning has gained prominence due to the
preference for learner-centred styles. An implementation of autonomy in
learning should be preceded by an investigation of learners’ readiness
for autonomous learning, taking into account the cultural differences of
different communities. This article reports findings about the perceived
learning autonomy among EFL university students in Yarmouk University
in Jordan. 154 students taking English proficiency based courses and five
lecturers teaching these courses took part in the research. Both quantitative
and qualitative methods were used to conduct the research. A 43-item
questionnaire adapted from Chan, Spratt & Humphreys (2002) was used
to collect the quantitative data while semi-structured interviews were
conducted with the students and their lecturers. The findings revealed that
teaching of English is still highly teacher-centred in Jordanian university
classrooms. In relation to the autonomy construct, the results show that
although Jordanian EFL university students feel that they are, somehow
responsible for autonomous learning, they do not possess the ability to
act autonomously nor do they embark on engaging in any autonomous
activities. The implications of this study suggest that policy makers in
Jordan need to pay more attention to the process of teaching English in
Jordanian universities.
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INTRODUCTION

The language that was once spoken by 50,000 people in the suburbs of
London is now a world language spoken by more than 1.5 billion people
around the world as a first, second or a foreign language for communication
purposes (Graddol, 2006). Graddol goes on to say that over 1.5 billion
people use English for communication purposes nowadays. While one
fourth of all English users are native speakers, the remaining majority use
English as a second or foreign language to communicate with both native
and non-native speakers of English.

One of the main factors influencing the process of learning English
language, especially in foreign language classrooms is language learning
autonomy. Autonomy in language learning is defined as “the ability to take
charge of one’s learning” (Holec, 1981, p.3). Gardner & Miller (1999) view
learning autonomy as the process of taking personal responsibility for one’s
own progress. They further explain that this process requires self-assessment
in order to determine one’s level of knowledge and skills. The learner in
this process is seen as a decision-maker who is able to select the tools and
resources appropriate to the task given. Little (2003) who defines learning
autonomy as the extent to which learners demonstrate the ability to take
control of their learning believes that learning autonomy is a process that
requires insight, a positive attitude, a capacity for reflection and a readiness
to be proactive in self-management. This belief is based on the premise
that autonomy can increase motivation to learn and consequently, increase
learning effectiveness. This is because learner autonomy researchers seem
to agree that autonomous learners understand the purpose of the learning
programme and tend to accept the responsibility to share the objectives
together with planning and executing the learning activities. So, when
learners understand the objectives and then take part in the planning process,
“it will in turn lead to more effective learning because these learners will
be more engaged with their learning process” (Little, 1995, 2003).

Over the past few decades, there has been an extensive body of
research on autonomy in language learning where many researchers
addressed the importance of this construct in numerous ESL/EFL learning
settings (Oxford, 1990; Benson, 2001; Aoki, 2003; Kuen, 2005; 2007;
Sidhu, 2009; Sidhu, Kaur & Chan, 2011). The findings of most of these
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studies revealed that a positive relationship exists between autonomy and
effective language learning where when more autonomy is involved, more
effective learning takes place. Moreover, in today’s era of globalization and
interconnected technology and with people being constantly bombarded
with new information and communication technologies, there is a critical
need for learners to constantly update and upgrade their skills through self
learning. These are essential tools for people to stay relevant in today’s
increasingly globalised and technological world.

As the field of second and foreign language teaching and learning
enters a new century, the idea of helping learners become more autonomous
has become increasingly important. Finch (2002) posits two main
justifications for promoting learning autonomy. The first one is that if
learners are reflectively engaged with their learning, they are more likely
to be efficient and effective because when learners are more focused, they
are more likely to make use of what they learn and this would in turn serve
their wider agendas. The second justification Finch gives is that if learners
are proactively committed to their learning, they are more likely to be
motivated to learn the language and it is well documented in literature that
high motivation, especially intrinsic motivation in learning a language leads
to better language performance.

Little (2003) adds another justification for advocating autonomy in
language learning; this justification is grounded on the idea that effective
communication depends on a complex set of procedural skills which develop
only through use and if language learning depends totally on language
use, learners who enjoy a high degree of social autonomy in their learning
environment should find it easier than others to master the full range of
discourse roles on which effective spontaneous communication depends.

LEARNING AUTONOMY: CONTEXT AND FOCUS

The theoretical background of learning autonomy was addressed by Ryan
and Deci (2000) based on the Self-Determination theory (SDT hereafter).
SDT is a broad meta-theory modified and developed through the work of
Ryan and Deci (2000; 2002). The theory was developed on the basis that
some individuals tend to become more actively involved in the world around
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them than other individuals. These individuals attempt to seize opportunities
that would help them develop and grow to become more productive
individuals in the environment around them (Ryan & Deci, 2002).

Within the theory of Self-determination, two main postulates have
been proposed. The first postulate refers to the idea that individuals
possess three basic psychological needs. These needs include: the need for
competence, the need for relatedness and finally the need for autonomy.
According to Ryan & Deci (2002), competence refers to “feeling effective
in one’s ongoing interactions with the social environment and experiencing
opportunities to exercise and express one’s capacities” (p. 7). The need
for relatedness refers to an individual’s need to feel a sense of belonging
and connection with others (Baumeister & Leary, 1995; Ryan & Deci,
2002). Finally and as far as psychology is concerned, autonomy refers to
an individual’s perception that he has control and is the origin of his own
behavior (Ryan & Deci, 2002).

The second postulate within SDT refers to the idea that individuals
have a relationship with the environment around them. This relationship is
interactive and does not stop but keeps going. When the external environment
satisfies individuals’ three basic psychological needs, these individuals are
expected to experience good growth, functioning and development. On
the other hand, when the external environment does not satisfy the three
basic psychological needs of individuals, they are expected to experience
less growth and development. In other words, the environment around
individuals may either facilitate or inhibit satisfaction of these individuals’
psychological needs. Hence, the concept of the three basic psychological
needs together with the interaction of the environment serve as the two
underlying premises of SDT.

From the SDT hails the construct of autonomy-support. As mentioned
above, the well-being and growth of individuals are influenced by some
environmental factors through the impact these factors leave on the
psychological needs of individuals. Some of these environmental factors
might include the provision of rewards or the provision of positive feedback.
However, recent developments with regard to SDT include individuals’
interpersonal styles as factors influencing individuals’ growth, well-
being and development (Ryan & Deci, 2002). Two contrasting types of
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interpersonal styles have been identified: autonomy-support interpersonal
styles and control interpersonal styles.

In the teaching domain, Reeve, Bolt & Cai (1999) give examples of
such autonomy-supportive behaviors as when teachers, lecturers or trainers
listen to their students, ask about students’ wants and needs, respond to
students’ questions, use little directives, offer perspectives, take statements
and reveal answers to problems sparingly. Assor, Kaplan & Roth (2002)
address some of these behaviors in the teaching domain stating that teachers,
lecturers or trainers are autonomy-supportive when they foster relevance,
provide choice, allow for students’ criticisms and when they encourage the
independent thinking of their learners. Reeve & Jang (2006) point out that
teachers are autonomy-supportive when they attend to students by listening,
asking them what they want, giving them adequate time to solve a problem
in their own way, allowing students to talk, providing information and
rationales for activities, giving praise, offering hints and encouragements
and responding to students’ questions.

In contrast, controlling interpersonal styles refer to the situation where
an individual who is in a position of authority like an instructor, a trainer or
a coach uses directive language or extrinsic rewards paying no attention to
the feelings of others. These authoritative individuals do so in an attempt to
get others to follow some already established agendas. As far as the teaching
domain is concerned, Reeve & Jang (2006, p.228) are of the opinion that:

“...relatively controlling teachers ask students to adhere to a
teacher constructed instructional agenda that alienates students
from their inner motivational resources and instead defines what
students should or must do. In doing so, controlling teachers offer
extrinsic rewards and pressuring language to shape students into
compliance with that agenda’.

Thus, the idea of integrating teaching and learning styles that support
and make use of learning autonomy has been agreed upon by many
researchers. However, before designing or adapting activities to promote
autonomous language learning, it is crucially important to study learners’
readiness for learning autonomy considering that EFL learners come from
different places around the world and have diverse cultures.
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The issue of cultural differences in learning autonomy is also addressed
by Kasworm and Bing (1992) who point out that most of the research on
learning autonomy has been done in Western countries and therefore, there
is a need to consider the research results in non-Western contexts especially
since these countries use different approaches to teaching and learning than
those used in the West. This view of learning autonomy is supported by
Pennycook (1997) who believes that the notion of learning autonomy is
purely a Western construct and has limited applicability to other cultural
contexts.

Thus, since autonomy in foreign language learning is context-specific
and is perceived differently in different cultures, an examination of Jordanian
students’ attitudes to learning autonomy is important for Jordan, which is a
Middle Eastern country located between the East and the West. Moreover,
students in Jordan seem to face a major problem in dealing with English
as a foreign language and research studies reveal that their performance
in English language is unsatisfactory (Abu Samak, 2006; Werikat, 2009).

METHOD

The study investigated language learning autonomy among Jordanian EFL
university students. 154 students from Yarmouk University participated in
the study. The students are doing their bachelor degrees in various academic
disciplines and taking proficiency-based courses. Five lecturers who teach
proficiency-based courses in the same university took part in the study.
Both quantitative and qualitative approaches were used in the study. A 43-
item questionnaire adapted from Chan, Spratt & Humphreys (2002) was
used with the sample students to conduct the quantitative part of the study
(Refer to Appendix A) while semi-structured interviews with the students
and their lecturers were used to conduct the qualitative part of the study.

The questionnaire, adapted from Ryan & Deci (2000, 2002), consists
of three sections, all of which are related to autonomous learning. The three
sections include students’ perceptions of their responsibilities, students’
perceptions of their own abilities to be autonomous language learners and
the actual autonomous activities students engage in whether inside or outside
English classrooms. The semi-structured interviews also addressed the three



LANGUAGE LEARNING AuTONOMY AMONG JORDANIAN EFL UNIVERSITY STUDENTS

themes and serve the purpose of data triangulation to validate the findings
generated from the questionnaires. In a similar vein, focus group interviews
were carried out among 18 students (coded as S1-S18) who volunteered
to be interviewed and semi-structured interviews were held with the five
lecturers (coded as L1-L5). For the quantitative data, the researchers used
a group of analytical statistical techniques. Descriptive statistics were used
to provide a descriptive analysis of the respondents’ responses to the items
in the questionnaires. The means of the respondents’ answers were also
calculated and described. Preliminary tests were used in an attempt to make
sure the data collected for the research was testable using parametric test.
The One-Sample Kolmogorov-Smirnove Test was used to ascertain that the
data was normally distributed. Cronbach’s Alpha was used to make sure the
data collected for the study was reliable. The One-sample t-Test was used
in order to explore the components of learning autonomy.

For the qualitative data of the study, the study’s main construct (i.e.
autonomy) was divided into themes. Each theme refers to one of the sub-
variables of the construct. In principle, the following three themes cover
learning autonomy:

1. Students’ responsibility about autonomous learning (RES),
2. Their perceptions about being able to act autonomously (ABL), and

3.  Their actual autonomous activities whether inside or outside EFL
classrooms (ACT).

The themes were addressed and examined throughout the process of
interviewing with both sets of interviewees, students and their lecturers.
Direct quotes from the transcripts were used to validate the claims and a
comparison between the findings generated from interviews and the others
generated from the questionnaires were later made in a descriptive narrative
style. In selecting respondents for this study, the researchers excluded
students who had been in foreign countries for more than six months as
their English proficiency was expected to be better than those who had
never left the country.
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FINDINGS AND DISCUSSION

In relation to the first component of language autonomy, the results of
the statistical tests regarding the means of the students’ answers of this
component show that students’ responsibility about autonomous learning
(RES hereafter) exists among Jordanian EFL university students when the ¢
value was reported to be 3.361 and this existence was seen to be statistically
significant when the p value was reported to be 0.001 (less than 0.05). In
other words, Jordanian EFL university students view themselves as being
responsible for autonomous learning and that learning autonomy is part of
their responsibility and not only the responsibility of their teachers. Table 1
provides a detailed description of the means of students’ answers regarding
the first component of learning autonomy (RES). The mean values were
slightly above 3 and the lowest mean was for one of the items (RES10)
concerning students being responsible to choose what materials to use to
learn English in their English lessons (mean= 2.84). However, it can be
seen that the mean was 3.18 (more than 3) with a relatively low standard
deviation .66. This indicates that students do feel responsible for being
autonomous learners.

Table 1: Students’ Responsibility about Autonomous Learning

ltem Statement on Students’ Responsibilities (RES) Mean Std.

No. Deviation
RES1 | Make sure | make progress during lessons 3.25 1.24
RES2 | Make sure | make progress outside class 3.30 1.31
RES3 | Stimulate interest in learning English 3.59 1.27
RES4 | Make sure | work harder 3.41 1.25
RES5 | Identify my weaknesses in English 3.37 1.26
RES6 | Decide the objectives of my English course 291 1.35
RES7 | Decide what | should learn next in my English 2.88 1.20

lessons

RES8 | Choose what activities to use to learn English in my | 2.86 1.28
English lessons

RES13 | Decide how long to spend on each activity 2.90 1.26

RES10 | Choose what materials to use to learn English in 2.84 1.25
my English lessons

RES11 | Evaluate my learning 3.42 1.34

Cont..
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RES12 | Evaluate my courses 3.13 1.27
RES9 | Decide what | learn outside class 3.47 1.36
Total 3.18 0.66

The qualitative findings generated from the focus group interviews with
the students are in agreement with those generated from the questionnaires.
In relation to the first theme of the autonomy construct, the students’
responsibility about autonomous learning (RES), the qualitative findings
show that the students believe their roles are influential in the teaching-
learning process. They also believe that they share the responsibility of
teaching and learning with their lecturers. This means that students feel
responsible for engaging in autonomous learning. This corresponds with
the findings generated from analysing the questionnaires. The following
few quotes were taken from the data collected from the semi-structured
interviews with both lecturers and students. In the excerpts below, the
letter ‘S’ represents the student respondent and the letter ‘L’ represents
the lecturer.

“It’s not the responsibility of the teacher, it’s ours as this is not
the first time we study English. So, we’re familiar with the topics
and the way of studying. That’s why it’s our responsibilities even
to help the teacher choose the activities to be given inside English
classes.” (54).

“I think we should share the responsibility with the teachers; we
should discuss and bring about ideas together.” (S13).

The qualitative findings generated from the lecturers’ semi-structured
individual interviews show that the teachers believe that it is a shared
responsibility between both teachers and their students to be autonomous
learners. The following excerpt from a female lecturer addresses this issue:

“Well, it is mutual where students together with their teachers
are responsible for autonomous learning. It is even a bad idea if
students think that it is the responsibility of the teachers only. If
they do, they will not give learning the effort needed from their side
and the whole learning process would fall.” (L1).
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A male lecturer concurred with this view concerning the responsibility
in autonomous learning stating that it is the responsibility of both teachers
and their students to help students become autonomous learners. However,
the respondent said that most students do not think that autonomy is a shared
responsibility but rather a responsibility for their teachers. In this context,
the respondent said:

“Definitely, the two parties, lecturers and students share this
responsibility. But the problem is that our students do not think
that it is their responsibility to take part in the learning process.
They think it is the responsibility of the teacher to make sure they
learn English while students’ sole responsibility is to come to the
classroom.” (L3).

In analysing the second component of language autonomy (ABL), the
results of the statistical tests regarding the means of the students’ answers
concerning this component in which the One-Sample ¢ test was used show
that the mean of the students’ answers was below 3 which indicates that
ABL does not exist among Jordanian EFL university students. The 7 value
was reported to be -2.625 which is a negative result. The p value of the result
was reported to be 0.01 which indicates that the finding was also statistically
significant. In other words, although Jordanian EFL university students view
themselves as being responsible for autonomous learning, they do not have
the ability to be autonomous learners (ABL). A detailed description of the
means of the students’ responses regarding this component is provided in
Table 2. The table shows that the majority of students’ means were below
3, except for items ABL3 and ABL7 where their means were 3.16 and
3.06 respectively. This indicates that although students feel responsible for
autonomous learning in the previous component, they do not possess the
ability to become autonomous learners. This is substantiated by the mean
value of all the responses for the second component which was 2.84 (less
than 3).

10
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Table 2: Students’ Abilities to Act Autonomously

ltem Statement on Students’ Abilities (ABL) Mean Std.
No. Deviation
ABL1 | Choosing learning objectives in class 2.79 1.02
ABL2 | Deciding what | should learn next in your 2.88 1.02
English lessons
ABL3 | Identifying my weaknesses in English 3.16 1.23
ABL4 | Choosing learning activities in class 2.64 1.06
ABL9 | Deciding how long to spend on each activity 2.66 1.24
ABL6 | Choosing learning materials in class 2.58 1.19
ABL7 | Evaluating my learning 3.06 1.21
ABL8 | Evaluating my course 2.77 1.19
ABL9 | Choosing learning objectives outside class 3.00 1.29
Total | 2.84 0.77

Concerning the students’ ability to act autonomously (ABL), the
qualitative findings of students’ semi-structured interviews revealed that
the students did not possess the ability to do autonomous activities on their
own. This also corresponds with the findings generated from students’
questionnaires. The following excerpts were taken from the respondents’
focus group interview sessions while addressing the theme of ABL:

“I don’t really possess the ability to act autonomously and I still
need others to help me do it.” (S2).

“No, because I still don’t know what we have to study and what
is useful for us.” (S9).

The qualitative findings generated from the lecturers’ semi-structured
individual interviews show that the teachers believe that their students do
not possess the ability to act autonomously. Some lecturers attributed this to
students’ poor English language proficiency. This aspect of students’ lack
of ability to act autonomously corresponds with the findings generated from
the questionnaires and also with other findings generated from the interviews
with students themselves where most students admit they do not possess
the ability to act autonomously. The following quote was taken from one of
the female lecturers in addressing her students’ ability to act autonomously:

11
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“Out of 60 students inside the classroom, only 3 or 4 show some
autonomous ability. The reason why there are only very few people
is because our students have very poor English proficiency that
a lot cannot perform simple tasks for example like composing a
correct simple sentence or having very simple conversations like
introducing themselves for example.” (L2).

A male lecturer supported this view by stating that Jordanian EFL
students do not engage in autonomous activities as many of them depend
on their teachers in almost all the matters concerned with teaching-learning
process. The lecturer said:

“For the time being, I do not think that my students have the
ability to do autonomous activities, they actually depend on us,
the teachers, in almost every single matter that has to do with the
process of teaching and learning.” (LS).

In analysing the final component of learning autonomy (ACT), which
reflects the real autonomous activities done by students inside and outside
EFL classrooms, the One-Sample ¢ test shows that ACT does not exist
among Jordanian EFL university students when the 7 value was reported to
be -10.40 and this result was seen to be statistically significant when the p
value was reported to be 0.000. In other words, Jordanian EFL university
students do not seem to carry out autonomous activities inside and outside
their EFL classrooms. A detailed description of the means of the students’
answers regarding this component is provided in Table 3. The table shows
that the majority of students’ means were below 3 except for item ACT16
where the mean was 3.07 with a standard deviation of 1.1. This indicates that
Jordanian EFL students do not do autonomous activities inside or outside
English classrooms. This is supported by the mean of all the responses for
the third component which was 2.50 (less than 3) with a relatively low
standard deviation 0.59.

12
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Table 3: Students’ Actual Autonomous Activities

ltem Statement on Students’ Autonomous Activities | Mean Std.
No. (ACT) Deviation

ACT1 | Read grammar books on my own 247 1.18
ACT2 | Done assignments which are not compulsory 2.08 1.06
ACT3 | Noted down new words and their meanings 2.75 1.1
ACT4 | Written English letters to pen pals 2.35 1.16
ACT5 | Read English notices around me 2.87 1.1
ACT6 | Read newspapers in English 2.19 1.18
ACT7 | Sent e-mails in English 2.65 1.17
ACT8 | Read books or magazines in English 2.46 1.14
ACT9 | Watched English TV programs 2.94 1.10
ACT10 | Listened to English radio 2.20 1.18
ACT11 | Listened to English songs 2.75 1.17
ACT12 | Talked to foreigners in English 2.45 1.17
ACT13 | Practiced using English with friends 2.51 1.07
ACT14 | Done English self-study in a group 2.26 1.13
ACT15 | Done grammar exercises 2.91 1.04
ACT16 | Watched English movies 3.07 1.10
ACT17 | Written a diary in English 2.18 1.16
ACT18 | Used the internet in English 2.95 1.03
ACT19 | Done revision not required by the teacher 2.06 1.02
ACT20 | Collected texts in English 1.97 1.04
ACT21 | Gone to see teacher about work 2.46 1.01
Total | 2.50 0.59

For the last theme of the autonomy construct, the students’ actual
autonomous activities (ACT), the qualitative findings generated from the
students’ focus group interviews show that the students do not engage in
autonomous activities. This makes sense as it has been reported earlier that
they do not perceive themselves as being able to act autonomously. In this
regard, literature has provided us with evidence that perceived competence
is a reflection of actual competence (Yashima, Zenuk-Nishide & Shimuzu,
2004). In this study, students’ perceived ability to act autonomously
(perceived competence) is a reflection of their actual autonomous activities
(actual competence). The following excerpts were taken from some of the

13
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student respondents while they were addressing their actual autonomous
activities:

“I hardly ever watch TV programs in English, even when I do, 1
normally stop watching when I find it difficult to understand.”(S3).

“No, 1do not read English newspapers or I hardly ever do.” (S11).

“I sometimes listen to English songs and watch English movies
onT.V.” (§17).

To summarize, the previous analytical tests concerning the components
of the construct learning autonomy (RES, ABL and ACT) show that the
two components of ABL and ACT do not exist among Jordanian EFL
university students while the component of RES does exist. In other words,
although students view themselves as being responsible for autonomous
language learning, they do not have the ability to do so nor do they carry
out autonomous activities. Furthermore, the findings of this study lend
support to the baseline report about education in Jordan in which Neumann
(2006) states that teaching in Jordan is viewed as teacher-centred rather than
student-centred whereby teachers are seen by their students as representing
the ultimate sources for knowledge and information.

CONCLUSION

The current research attempted to investigate Jordanian EFL university
students’ perceptions of their English language learning autonomy at
Yarmouk University. The findings from both the qualitative and the
quantitative analysis reveal that teaching of English as a foreign language
is still highly teacher-centred in Jordanian university classrooms. For the
components of the autonomy construct, the findings reveal that although
Jordanian EFL university students feel that they are, somehow, responsible
for autonomous learning, they do not possess the ability to act autonomously
nor do they embark on carrying out any autonomous activities. Moreover,
the findings generated from the quantitative analysis correspond with those
generated from the qualitative analysis. In other words, the qualitative data
of the study acts as a tool that would help interpret, understand and explain
the quantitative data.

14
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The findings of the study have critical importance to the social,
economic and political domains of Jordanian society as it implies that more
concerted efforts should be taken to make sure Jordanian students get better
opportunities to learn and use English effectively. One step that would help
in achieving this goal would be by increasing the financial budget assigned
for teaching English at schools and universities in Jordan. In this way,
effective English language instruction can be provided in EFL classrooms
and more EFL teachers can be recruited in Jordan. The Jordanian Ministry
of Education also needs to organise more professional development training
courses for EFL teachers working in schools. In designing these training
courses, autonomy in learning English should be promoted. Providing
relevant and effective training courses periodically for EFL teachers are
important tools to help ensure teachers cope with the recent English teaching
methods among which autonomy constitutes an important tool to achieve
better English performance and use (Shinge, 2005; Aliweh, 2011).

The government in Jordan needs to understand that teachers are
key players in the teaching-learning process (Banks & Banks, 2005) and
that education should be a priority in the whole process of the reform the
government has been seeking during the last few years. The findings from
the interview sessions with both lecturers and students revealed that the root
problem with English language learning in Jordan starts back in schools and
the solutions should start from there. The lecturers pointed out that their
students come to university with very poor levels of English proficiency and
with limited abilities to act autonomously and they find it difficult to deal
with them. This suggests that there should be closer cooperation between
the Ministry of Education (MOE) which is responsible for primary and
secondary education and the Ministry of Higher Education (MOHE), which
is responsible for university education. Both these ministries can work
together to bridge the divide between schools and universities in relation
to inculcating autonomous learning among EFL learners in Jordan.
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APPENDIX A

Questionnaire on Language Learning Autonomy (Adapted from Chan,
Spratt, & Humphreys, 2002).

LANGUAGE LEARNING AUTONOMY
University Matric No. (2l ad 1)
Gender ¢«iall: Female &) Male 53 (please put an X)
Age »dl:  years Major pawdll) ;

Directions: Indicate your feelings by checking the appropriate box next to each statement.
Please give your first reaction to each statement. Please mark an answer for EVERY
statement.

38 S il i ga S Ao oW elind B35 R0 pla ) queaiall ASAl LAl o) gnd ) Sl scibagdadl)
e Students’ perceptions of their own responsibility: Indicate whether you feel that the

following statement is your responsibility (RES). (i ssue sala) oo clid g s2a M 58
) el

Items Not at Little | Some | Mainly | Completely
all

3 Jadl) Siyté oA Alals A gigena
Cuad |l Pl | A g
gl L

1. Make sure I make progress during lessons

Lghaall 38 Al Jaly A Sl Aallly a5 Bias (e S

2. Make sure I make progress outside class

Ggheall A jall A 2 eV ARl 0065 3a e 2SI
(Bl 3L 3

3. Stimulate my interest in learning English

3y e oLiaY) ias

4. Make sure I work harder

A ala¥) ARl aledl €1 aay Jand Sl (e S

5. Identify my weaknesses in English

4 5l ) ARl Glinn L& aas
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6. Decide the objectives of my English course

A ke el (Gl Calaal ajass

7. Decide what I should learn next in your
English lessons

B a1 A (59 8 L5 aled g Le 5

8. Choose what activities to use to learn
English in my English lessons

Ja0 A ey Gl abeil Aandiouall cillabtall sl
Gl _pualaall

9. Decide how long to spend on each activity

Ll S el dlle iy o3 )y

10. Choose what materials to use to learn
English in my English lessons

Bl ol jumlae 8 LealasiY aliall s i 5o Ll
A alay)

11 Evaluate my learning

Mksjmaﬁﬁi

12. Evaluate my courses

ple JS& Gladll (5 i pni

13. Decide what I learn outside class

o) Cudl ) 5 pumladl 2l le o Cang Tl o)
(relal 7 s
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e Students’ perceptions of their own abilities in learning (ABL): Indicate whether you think you
are able to do the following activities. &) JLe YL aLdl o &l 18 saa ) 4

Items Very Poor Ok Good | Very
Poor . . Good
5 dl ldad | daagie | daa
(LR laa B
3

14. Choosing learning objectives in class

5 _pualaall Jabs dalaill CalaaYy) laal

15. Deciding what I should learn next in your English lessons

A R 0 3 LGl g Loy

16. Identify my weaknesses in English

ey AR clinaa Lol aas

17. Choosing learning activities in class

alal Jas Agedetll Anzay) jlas)

18. Deciding how long to spend on each activity

oL IS0 sl e sty 30 i 5 )

19. Choosing learning materials in class

a1 Al ol junlae 8 Leal ot galiall ol 5a¥1 sl

20. Evaluating my learning

el (5 giuse ppil

21. Evaluating my course

e IS Glasdll (5 sinne oS

22. Choosing learning objectives outside class

& ualaall 7l Ladetl) CilanY) s
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Students’ engagement in / outsiﬁe class learning activity: Indicate whether you normally do
the following activities (ACT). 4l kbl 32l o 5 s 13) La I il

Items

5 il

Often

RT3

Sometimes

Ul

Rarely

| Al

Never

1)

23. Read grammar books on my own

A alai¥) Al ae) @ dpa A ST

24. Do assignments which are not compulsory

Al e Al il s das

25. Note down new words and their meanings

Lailaa ae Byaa Sl (50

26. Write English letters to pen pals

Ml A 3 ARl iy )

27. Read English notices around me

o Al AL ciliala )

28. Read newspapers in English

gl Al ) e 08

29. Send e-mails in English

A 5y Zalll e Ju )

30. Read books or magazines in English

A V) Al blae ) S A

31. Watch English TV programs

A aladV) ARG A5 g 3405 el 5y 0L

32. Listen to English radio

bV Ay gl ) ) i
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33. Listen to English songs

A bV Al e ) i

34. Talk to foreigners in English

CRRENE P IR

35. Practice using English with friends

Bl e A a1 AR DS e ey

36. Do English self-study in a group

Al ) e gane Jamy SlBaal ge & sV Ay 6 )

37. Do grammar exercises

A eV Al ae ) gl o )l o o )

38. Watch English movies

FRARNE H TR

39. Write a diary in English

2 V) Al Al B ) S i)

40. Use the internet in English

g e Aallly o Y aadil

41. Do revision not required by the teacher

Lena)ya 33l e i by ol 3 ol gall (a8

42. Collect texts in English

bV il Y ey gea)

43. Go to see teacher about work

salddl e Jhpaall (e aall Alilaal Caadl
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