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CHAPTER 1

INTRODUCTION

Self-directed learning is a very important ability for people in the information age
to possess, since it encompasses the capacity to'surviye and to cope with constant
changes (Muongmee, 20073 Guglhelmino; 2008). individuals nowadays are required to

learn throughout their lives.bécause information and knowledge rapidly change and are

disseminated worldwide through the InterrJi'et, books, and other media. With this high

speed of information change people must direct themselves in acquiring information and

\ r

. .
knowledge to be able to survive and compete with others.
Apart from its impertance for Survival and competition in general, self-directed

o . i o 2 d L
learning is also viewed as an effective mode of Iearning for language education in

particular. This is dueto the fact that klearning”a'igﬂéuage requires that learners be self-

directed because langu;ige is too complicated for them to learn only in a classroom. As

Nunan (1988) suggested; “not everything that the learners need to know can be taught in
class” (p 3). Langudge 1€atners fieed to be active in theirOwn leatning and able to
conduct such learning at any time and in any place. In addition, self-directed learning is
important because it addresses the'issue of learners’ différences in a'¢lasstoom. Since
learners are at variance in their needs, interests, beliefs about language learning,
aptitudes, learning styles, learning strategies, and so on (Benson and Nunan, 2005),

teachers may not be able to design instruction that suits all learners. In the mode of self-



directed learning, learners are able to learn at their own pace and exploit learning
activities that match their individual characteristics.

As self-directed learning is vital for learners in today’s world, schools and
educational institutions are expected to take into consideration learners’ individual
differences in order to encourage learners to direcetheir own learning . Several
researchers have attempted-to-develop teaching approaches, principles, and instructional
activities to enhance learncis® sclf-directed learning in classroom contexts (Scharle and
Szab’o, 2000; Chuk, 2004; Luke,2006; Li‘gplef? 2007; Guglielmino, 2008); however, few
studies have focused onaways to supPort lea;nlle_rs outside of class.

Mozzon-McPherson (2001) argued t?l‘_l_at. only providing in-class training is not
adequate to help learners become sel_ffdirectég;: -§i_-f10e the majority of the time that learners
spend in learning is outside the classroom. Coiiééguently, several researchers (Pemberton,
2001; Reinders, 2006; Karlssori _éi-dl, 20007; V1cfor1, 2007) have developed language
counseling programs Va; ;;n alternative way to foster self-dife&ed learning. The idea of
providing language couniseling programs to learners originated in the practice of self-
access centers with'a view to foster self-directed learning and enhance language learning
effectiveness (Reinders, 2005; Rubin, 2007).

Previous research! studies (Altshul, 2001 ; Pemberton et al, 2001; Reinders, 2006;
Keyuravong and Maneekhao, 2006; Victori, 2007) have provided evidence to support the
theory that language counseling programs can enhance self-directed learning. The

learners in all these studies were found to direct their own learning more effectively than

before they participated in the counseling programs. In addition, Reinders (2006) found



that the learners in his study had positive attitudes towards the counseling programs. The
learners reported that they were satisfied because the program helped them learn English
by themselves and focus on what they needed to improve.

In Thailand, learners’ self-directed learning has also received a lot of attention
from English language educators. Studies hayebeen conducted to enhance learners’
capacity to control their own-learning (Khomsan; 1997; Booranasanti, 2007); yet no study
has been conducted to investigate'the effectiveness of language counseling programs. The
present study therefore agtemptedito empl(;[y a language counseling program to help
learners develop the abilities with Which to-:‘mlkfc charge of their own learning and to
develop the language skills they want to imi%;r_o;/e.

The findings for this study W111 provi;i;_ ééncrete evidence of the effectiveness of
counseling programs in enhancing learners’ séli—?d?frected learning. English teachers and
self-access center counselors will be able to use tﬁe éounseling program developed in this
study as a guideline tb fdévelop their own counseling progrémé to help their learners
during their self-directed learning.

Research Questions

The researcher attempted to find an answer to the following research question: to
what extent does the English language counseling program enhance self=directed learning
of upper secondary school students?

Research Objectives

The present study aimed to investigate the effects of an English language

counseling program on self-directed learning of upper secondary school students.



Scope of the Study

1. The population of this study was upper secondary school students in the
English Program in Thailand.

2. The variable in this study was self-directed learning.
Definition of Terms

For the purpose of this'study, the key words-are-defined as follows.

1. English language counseling program

In the presentstudy; the Englis}'z lqnguage counseling program refers to a set

of sessions that were used to facilitate learners during their out-of-class learning and to

\ r
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help them improve language skills. The program was designed by the researcher. It
consisted of five phases asfollows: understanding the learner, raising learners’

awareness, designing a self-study plan. counséﬁﬁg, and evaluating the program. The
program was offered to, the learners on a Voluﬁtaf-}'lml;asis. The counselor and the learner

met by appointment infthirty-minute sessions over a period of/two months.

2. Self-Directed Learning
In thiS studyisélf-directed learning was operationalized as the attributes that
each learner possessed, i.e., openness to learning opportunities, self-concept as an
effective leatner, initiative and independence in learning, informed acceptance of
responsibility for one’s own learning, love of learning, creativity, positive orientation to
the future, and ability to use basic study and problem-solving skills. Self-directed
learning was measured by a questionnaire, an interview, learner’s journals, and

counselor’s logs.



3. Upper Secondary School Students
Upper secondary school students refers to students who were studying in
grades 10 — 12 (Mathayom Suksa 4 - 6) in the English Program.
Organization of the Thesis
This thesis consists of five chapters. Fhe first chapter is the introduction, which
presents the rationale for condueting this'study; researeh questions, research objectives,

the scope of the study, and definitions of terms used.

N . . .
The second chapier presents areview of the literature provided for perspective

4

readers to understand underpinning coneepts and theories in the present study. This
chapter is divided into thi€e main sections including the concepts of self-directed
learning, language counseling programs. and counselors.

The third chapter presenté“‘fhé research'éh%fhodolo gy, covering the research

design, context of thestudy, paitiéipénts, research iﬁstruments, research procedures, data

collection procedures; and data analysis. The development of-the instruments and how to

check validity and reliability is also included in this chapter.

The fourth chaptér/presents thelfindings in accordance with the research question,
including the effects of the English language counseling program on self-directed
learning:

The last chapter presents a discussion of the findings in the present study in
relation to previous studies as well as considering the Thai context, limitations of the

study, pedagogical implications, and recommendations for future research.



CHAPTER IT

REVIEW OF THE LITERATURE

This chapter provides a theoretical background for the present study. First, the
researcher describes the concepts of self-directed learning including definitions, how to
assess, and how to foster. Seeond; the researcher further discusses the concepts of

language counseling including definitions, principles, and language counseling programs.

. A \ . .
Third, the researcher elaboratgs the concept of being a counselor including roles, genre of

counseling, counseling skills,and hov;/ to prepare to be a counselor. Last, the researcher

discusses findings of preyious research stud%e_s Frelated to effects of language counseling

on self-directed learning and opini(-m_él towaf«éi%_.t_ﬁe counseling program.
Sélf;Directe&;jEéﬁrning

Self-directed learning originated if the field of adult education and has been

referred to as self—dir‘e(:ﬁ_on in learning, self-i'nsrtrurcted lear—ﬁiﬁg, self-guided learning,
autonomous learning, self-planned learning, self-regulated‘learning, self-managed
learning, self-taught lédining) sélf educdtion;-andlindependent learning (Brokett and
Hiemstra 1991; Hiemstra, 2004). To ayoid confusion, only the term self-directed learning
is used in the presentistudy.

Many researchers have argued that self-directed learning is an essential ability
that people must have for survival in the world of changes. To begin with, Knowles
(1975) said that “We are entering to the strange new world in which rapid change will be

the only stable characteristics, so the ‘why’ of self-directed learning is survival — your



own survival as an individual, and also the survival of the human race” (p. 15). More
recently, Guglielmino (2008) argued that self-directed learning has become prerequisite
for living in this world of constant change because of the “unprecedented proliferation of
information and technology, instant world wide communication, and intense global
competition” (p. 4). Additionally, researchers alsowiewed self-directed learning as an
effective mode of learning beeause i1t helps individuallearners learn based on their

personal characteristics sucheas learning styles, aptitudes, interests, and so on (Benson

\

|
and Nunan, 2005). .

Before going in dépthiabout self—dir;ecltgd learning, it is important to have a clear

idea of its meaning. The nextsection presen%lts ciefinitions of self-directed learning.
Definitio;zs_;of Self%ét}ected Learning

Many researchers have attempted to de@n%‘ self-directed learning and it is evident
that they view self-directed learﬂr_lifr-lg in Varioﬁg wé'ys Self-directed learning is generally
defined in terms of eittie% a learning process or as a person-al—éttribute of a learner
(Knowles, 1975; Guglietmino, 1977; Caffarella and O’Donnell, 1989; Brockett and
Hiemstra 1991,/Candy 19915 Hiemstial 19925 Fishérier al;2001):

To begin ‘with, the most common view of self-directed learning is that described
by Knowles (1975) @s alearning process in which learners take responsibility for their
learning. To elaborate, Knowles (1975) said that this responsibility involves the process
of diagnosing one’s learning needs, setting goals and objectives, identifying resources

and materials with which to practice, choosing and implementing appropriate strategies,

and evaluating the learning outcomes. Brookfield (1986) noted that this definition



concentrated on “externally observable learning activities or behaviors rather than in
terms of internal, mental disposition” (p.40). Additionally, Saha (2006) said that this
definition was cited by many researchers to form the basis of other definitions including
the view of self-directed learning as a personal attribute.

Second, self-directed learning was definedsas a personal attribute which cannot
be directly observed (Guglielmino; 1977 Kasworm; 1988; Grow, 1991; Brockett and

Hiemstra 1991, Candy 1991sHiemstra, 1992; Fisher er al, 2001). According to Kasworm

\

|
(1988), self-directed leagming in this view is an attribute in which learners possess mental,

emotional, and intellectual qualities eﬁablin:g Ith_em to take responsibility for their
learning. Thus, self-directed learners are thdi_e ;’VhO consciously accept the responsibility
to make decisions by themselves re;thér than t}lkﬂlng their cue from external sources or
authorities. Grow (1991) maintainéd that self-_i@ifé;:ted learning depends upon the level of
cognitive control; learners possééé Self—direct.érd: iéérhing when they actively and
cognitively get invol?eiiﬂ in their learning. '

The present study operationalizes self-directed learning as the abilities a learner
possesses, i.e., operhess to learning Opportunities; self-concept as an effective learner,
initiative and independence in learning, informed acceptance of responsibility for one’s
own leatning, love ¢of léarning, creativity, positive orientation to the future, and ability to
use basic study and problem-solving skills.

Characteristics of Self-Directed Learners

Several researchers (Guglielmino, 1977; Skager; 1978; Smith, 2000; Shanon,

2008; Lounsbury et al, 2009; Nelson, 2009) have identified the characteristics of self-



directed learners. The most widely cited definition of characteristics of self-directed
learners comes from Guglielmino (1977):
“A highly self-directed learner, based on the survey results, is one who exhibits
initiative independence, and persistence in learning; one who accepts
responsibility for his or her own learning and views problems as challenges, not
obstacles; one whoris-eapable of self-diseiplime-and has a high degree of curiosity;
one who has a strongsdesire to leatn or change and is self-confident; one who is
able to use basic studyskills, orgar;“izel his or her time and set an appropriate pace
for learning, and o0 develop a plan f;arl completing work; one who enjoys learning
and has a tendency to be goal orlented ? (p 73)
Apart from the widely-cited def1n1t10n prov1d9d by Guglielmino (1977), a review of the
literature revealed that self-directed learners pQSSeSS both self-directed learning attributes
and self-directed learning abilities. Accordmgfto. Gughelmlno (1977), a self-directed
learning attribute is ar c;o;gnitive quality whereby one takes iniﬁative responsibility for
one’s own learning while self-directed learning ability refers to an observable behavior
that the learner performg'to takelinitiative responsibility for one’s-own learning. These
two components are interconnected; without both, learners cannot be called self-directed.
Each is presented as tollows.
Self-Directed Learning Attributes
Based on several researchers (Guglielmino, 1977; Skager; 1978; Smith, 2000;

Shanon, 2008; Lounsbury et al, 2009; Nelson, 2009), self-directed learners are those who

possess the following attributes: openness to learning, self-concept as an effective
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learner, initiative and independence in learning, informed acceptance of responsibility,
love of learning, creativity, positive orientation to the future, ability to use basic skills,
motivation, goal orientation, self-efficacy, self-regulation, and metacognition. The

attributes are summarized in Table 2.

Table 2.1
Summary of self-directed
)
S
S
a
) 3 ~
s = 2 &
S Q 5 Q
Attributes Q s 2 Z
£ £ £ =
E £ & 3
w 75 - 4
Openness to learning v
Self-concept as an effectiv v v
Initiative and independér v
Informed acceptance oﬂsponsibility v
¢
o leammﬂ UHIN 8 NIN gnT7
Creativity
o QAR & 695 1) 1191 'm g8 ¢
Ability toquse basic skills
Motivation v v v
Goal orientation Vo v v

Self-efficacy v v
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Table 2.1(Continued)

—_
2
—_
S
Researchers g Q
\am) ~
~ —~ ~ S
~~
s & = g © 2
S =2 TR S =
o - > &\ S
. = -~ & <z s <
Attributes = o a = =
e ) = S 7] =
ot on = =1 = g
o0 2] = [+ = —
= v = = S B
&) »n ) 75) - p4
Self-regulation v v
] v v v v

Metacognition

Openness to learning

Self-directed learners have openness ta l;arning (Guglielmino, 1977; Skager,
1978; Lounsbury et al, 2009). For example, thgy" have an interest in learning perceived to
be greater than that of others, a satisfaction Wiih'o;'rie’s initiative, a love of learning and
expectation of continual learning, an attraction to sources of knowledge, tolerance of
ambiguity, an ability to-accept and use criticism, intellectual responsibility, and a sense of
responsibility forone’s ewn.dearning:

Self-concept as an effective learner

Self-directed-learners have self-concept as an effective, learner (Guglielmino,
1977; Smith, 2000; Lounsbury et al, 2009). Confidence in self-learning, ability to

organize one’s time for learning, self-discipline, knowledge of learning needs and

resources, and a self-view as a curious individual are all examples of this attribute.
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Initiative and independence in learning

Self-directed learners have initiative and independence in learning (Guglielmino,
1977; Lounsbury et al, 2009). Criteria for this attribute include an active pursuit of
baffling questions, the recognition of desires for learning, a preference for active
participation in the shaping of learning expetiences. confidence to work well on one’s
own, a love of learning, satisfaction with reading eomprehension skills, knowledge of

learning resources, ability tesdevelop a plan for one’s work, and initiative in beginning

\

|
new projects.

Informed acceptanceof respcnsibiiit;;i

Self-directed learners have znformed} acceptance of responsibility (Guglielmino,
1977; Lounsbury et al, 2009). Accordmg to Spharle and Szab'o (2000), responsible
learners are those who “accept the idea that the;r own efforts are crucial to progress in
learning, and behave accordingly.” (p.3). For i;)cample, they have a view of themselves as
average or above avecz;ée in intelligence, a willingness to eﬁgﬁge in difficult study in
areas of interest, a belief'in an exploratory function of education, a preference for an
active role in shaping their own‘learning experience, a willinghéss to accept
responsibility for'their own learning (or lack of it), and an ability to judge their own
learning progtess.

Love of learning

Self-directed learners have love of learning (Guglielmino, 1977), exemplified by

an admiration for “people who are always learning new things,” a strong desire to learn,

and an enjoyment of inquiry.
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Creativity

Self-directed learners have creativity (Guglielmino, 1977). They possess a
capacity for risk-taking, an ability to think of unusual solutions and numerous approaches
to a topic, tolerance for ambiguity, a preference for open learning situations, and
curiosity.

Positive orientationtothe future~

Self-directed learncisthave positive orientation to the future (Guglielmino, 1977;
Skager, 1978). For instan€e, theyhave a se:ilf—yiew as a lifelong learner, an enjoyment of
thinking about the futurgs and'a tendeﬁcy t(r;vlie_w problems as challenges rather than
“stop signs.” Ability to use basic study.and ;:;zfoblem solving skills

Self-directed learners have -ab-ility to que_i }aasic skills (Guglielmino, 1977; Skager,
1978). This attribute includes reading ability, Agriﬁng ability, note taking skills,
memorizing skills, and problen'l-'s’f(-)rlving skllls i

Motivation tor Léarn

Self-directed learners have motivation to learn (SKkager, 1978; Shanon, 2008;
Nelson, 2009). According to Dormyei (2001 );-ledrhers who haye‘motivation are those
who choose to commit themselves actively in a particular learning activity, have a
willingness to sustain the activity,and put efforts to persistence to I€arning. Recently,
Shannon (2008) added that motivated learners also focus on reasons that underlie their
involvement or noninvolvement in any activities. Based on previous findings, self-
directed learners are those who are highly motivated to engage in activities by their own

enjoyment or for the feelings of accomplishment rather than by external factors
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(Guglielmino, 1977; Spratt et al, 2002). For example, Guglielmino (1977) found that self-
directed learners have high motivation, a strong desire to learn, self-confidence and
persistence in learning. Additionally, Spratt et al (2002) found that motivation is a key
factor that influences the extent to which learners are ready to learn independently.

Goal orientation

Self-directed learners-are goal oriented (Smith;2000; Shanon, 2008; Nelson,
2009). As defined by Caraway, Jucker, Reinke, and Hall (2003), goal orientation is the
individual’s ability to make plansiand set épa}s. Self-direeted learners are goal-oriented
since they have responsibilityfor learﬁing v:vhlich involves the process of planning to
achieve their goals. According to Nelson (26.(_)9), self-directed learners set challenging
goals and maintain a high level of (-:or-nrrlitméél_ltd(;ven when confronting obstacles.

= -',J"ﬂ

Self-efficacy ' T

Self-directed learners have Self-eﬁ‘icac.*j;.:(:sjl_dnon, 2008; Nelson, 2009). Bandura
(1994) described self;efficacy as individuals’ judgments abouf their ability to do an
activity. According to Shanon (2008), self-directed learners consider themselves effective
learners who ar€ capablé to Icarfi fiew things‘and areable tostudy independently without
any control from'ethers. They have a preference for engaging actively in shaping learning
experiences and self-confidence in their capability with regards to ¢completing
complicated tasks. They view complex tasks as challenges to be met rather than as chores
to be avoided (Shannon, 2008). In addition, when self-directed learners encounter new

challenges, they intensify and sustain their efforts to achieve success. They are also able

to quickly recover their sense of efficacy after failures. These individuals will assign
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failure to inadequate efforts or insufficient knowledge and skills, which can be acquired
later if they attempt to do so.

Self-regulation

Self-directed learners are self-regulated (Shanon, 2008; Nelson, 2009). As defined
by Zimmerman (2001), self-regulation is the capaeity of learners to control interests,
attitudes, and efforts toward-a-goal. To elaborate; Shanon (2008) asserted that learners
who have self-regulation will'monitor their own progress toward the goal, regulating to
the goal, and redirect unsuccessful endeavl}rslto success. Nelson (2009) added the key to
self-regulation is that the'leamners havé the %Sility to understand the goal of a task and are
able to monitor and adjust their efforts Withgut”reminders or deadlines from others such
as teachers, peers, or parents. Hor e-lxa‘:r‘nple, S;éjilf:;-iirected learners have a clear
understanding of the requirements and goals Qf__taJsJks (e.g. I have to read three chapters of
this novel tonight), and, will emi)_Iby self—regu;lgfi-s-ﬁ {0 fiiect these (e. g. If I start to read
chapter one using strﬁfe;gies I have learnt, I will be able tofiﬁish three chapters tonight
within 3 hours).

Metacognition

Self-directed learners have metacognition (Skager, 1978; Smith, 2000; Shanon,
2008; Nelsomn; 2009).vAccording'to Nelson (2009), metacognition is the eapacity to
understand, analyze, and reflect upon their cognitive learning process. To elaborate,
learners who have a repertoire of learning strategies and are able to employ them in the

right context are using metacognitin (Smith, 2000). Studies have shown that self-directed

learners are those who have metacognition—they are able to understand their current
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circumstances and are capable of identifying learning strategies suitable for varied
situations (Nelson, 2009). For example, learners may understand that they have difficulty
finding the connection between important concepts within a story. If they have been
taught to use a graphic organizer, such as a concept map, to identify the main concepts
and link them together using web-like lines ratherthan other less effective strategies,
these learners have used metacognition to'completethe task. As Shanon (2008)
succinctly put it: “metacognitionds like the engine that drives self-directed learning.”
(p.18) "

As stated above,self-directed iearne:aﬂsl possess the attributes of openness to
learning, self-concept as an effective learneg,._initiative and independence in learning,
informed acceptance of responsibiiity, love (;ééléérning, creativity, positive orientation to
the future, ability to use basic skills, motivati({é, Zéé)al orientation, self-efficacy, self-
regulation, and metacognition. Hb'Wever, in posseqssmg only these attributes, learners
cannot be called self—dirécted. They need to have self—directed learning abilities as well.
The next section presents self-directed learning abilities.

Self-Directed Learning Abilities

The term'self-directed learning abilities is used interchangeably with self-
management abilities, regulatory abilities, and metacognitive strategies (Wenden, 1991).
The present study uses only self-directed learning abilities to avoid confusion.

Self-directed learning ability is regarded by many researchers as an effective

component with which to help learners conduct learning independently (O’Malley et al,

1985, Rubin, 1989, Victori, 1992). Self-directed learners possess the ability to take
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responsibility for their own learning process. From a review of the literature, there is a
consensus that self-directed learning abilities include understanding one’s own nature,
setting goals and objectives for learning, implementing appropriate strategies, monitoring
learning progress, and evaluating learning outcomes.

First, self-directed learners are able fo understand their own nature (Knowles,
1975; Dickinson, 1987; Karissener al, 2007; Victort; 2007). Karlsson er al (2007) stated
that self-directed learners aie'able to reflect upon themselves regarding their needs,
interests, expectations, preferences, and le;rning styles. An understanding of their own
nature can help learners plan their 1eafnin g :efi;fectively. For example, learners who know
they want to improve their listening abulity ir_ldﬂ are interested in film may improve their
listening ability by watching movie;s:i‘With th},S dl;nderstanding of their nature, such

learners are able to plan strategies of nlearningi_iﬂgnguage areas that they want to

P
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g

improve.

Self-directed ie;ai“ners are also able to set goals and -objr‘ectives (Knowles, 1975;
Dickinson, 1987; Karlsson et al, 2007; Victori, 2007). This“ability is an observable
behavior caused by'the attributeof goalorientation. Setting-goals and objectives can help
learners to focus and pay attention to their learning pace. According to Shannon (2008),
self-direeted learnerS'will set challenging goals and maintainra high'level of commitment
even when encountering obstacles and difficulties.

In addition, self-directed learners are able to implement appropriate strategies to
achieve these goals and objectives (Knowles, 1975; Dickinson, 1987; Karlsson et al,

2007; Victori, 2007). In the literature, Wenden (1991) pointed out learning strategies that
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self-directed learners used including cognitive and metacognitive strategies. Cognitive
strategies Wenden (1991) defined as mental steps or operations that learners use to
process both linguistic and sociolinguistic content; for example, selective attending,
elaboration, mnemonic, and practice strategies. Metacognitive strategies Wenden (1990)
defined as learning strategies used by learnets t0 manage their learning. Wenden
proposed three kinds of metacognitive strategies: planning, monitoring, and evaluating.
Wenden (1991) defined planning strategies as the strategies with which learners

\

prepare before the time of the account for ll“‘eaming. The term monitoring strategies is
used to evaluate their learning proficieney i:n a particular attempt to learn. To monitor
learning, self-directed learners check carefuil_y .‘What they have accomplished and what
they have to change to achieéve thei-lr _épals dqu learning. Self-directed learners also
redirect unsuccessful endeavors to achicve theji_'ﬂLg?)als (Knowles, 1975; Karlsson et al,
2007; Victori, 2007). Finally, e%zﬂﬁating strat.é:[féi-;_ihvolve three mental steps
(Darasawang, 2000): Vleiaimers examine the outcome of an afteﬁpt to learn, set the criteria
they will use to judge, and apply those criteria to make judgment. Self-directed learners
employ those steps to evaluate their learning:

In summary, self-directed learners possess both self-directed learning attributes
and abilities as follows:The attributes are openness to learning, self-concept as an
effective learner, initiative and independence in learning, informed acceptance of
responsibility, love of learning, creativity, positive orientation to the future, ability to use

basic skills, motivation, goal orientation, self-efficacy, self-regulation, and

metacognition. The abilities are understanding one’s own nature, setting goals and
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objectives for learning, implementing appropriate strategies, monitoring learning
progress, and evaluating learning outcomes.
Assessment of Self-Directed Learning

To examine self-directed learning, researchers have employed several elicitation
techniques such as questionnaires, interviews. leamer’s journals, learning contracts, and
portfolios to assess self-direeted learning: Table 2:2-summarizes studies that employed
these techniques. Only resgarch studies conducted in the language education context no
later than the year 2000 were used. :

As shown in Table 2.2; three elicitat:i(;n_techniques that were frequently used to
assess self-directed learning are questionnai:'ll’gs, interviews, and learner’s journals. Owing
to the complexity of self-directed léafning, Iﬁ;sfa-studies employed questionnaires to
obtain quantitative data and interviews and le@é;’s journals to obtain qualitative data.
The questionaire most frequentrlyfl'l'sed to assé‘s.:s.,'. -gé.if;directed learning was called the Self-
Directed Learning Réadiness Scales (SDLRS) developed by Gu glielmino (1977).

Table 2.2.

Summary of elicitation techniques eniployedto dssess self-directéd learning.
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The Development of the Self-Dii‘écted Learni’ﬁg Readiness/Scales

The Self-Directed Learning Readiness Scale (SDLRS), also known as the

Learning Preference Assessment (LPA), is a self-report questionnaire which was

developed by Dr: Lucy M. Guglielmino i 1977 It was reported that the SDLRS has been

widely used in over 150 research projects including more than 50 doctoral dissertations

and over40,000 adults and students’ projects. It alsoswas reported that the instrument has

been translated into nine languages (Guglielmino, 1977).

Originally, Guglielmino constructed the SDLRS to assess self-directed learning

readiness in adult learners. She employed a three-round Delphi technique to obtain a

consensus by asking 14 experts on self-directed learning to list characteristics of self-
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directed learners including their abilities, attitudes, and personalities. These
characteristics then formed the basis for the construction of the original 41-item, Likert-
scale questionnaire ranging from “Almost never true of me: I hardly ever feel this way”
to “Almost always true of me: there are yery few times when I don’t feel this way.”

The questionnaire was used to assess @ peieeption of self-directed learning, not
actual performances. It consisted of 8 categoriesidentified by factor analysis as follows:
1) openness to learning oppertunity, 2) self-concept of an effective learner, 3) initiative
and independence in leaming,4) informedﬂl“aclceptance of responsibility for one’s own
learning, 5) love of learning, 6) creati‘vity, 7-) Ifu_ture orientation, 8) problem solving skills.
Subsequently, Guglielimino administered tli;‘e_ first questionnaire to 307 participants to
check reliability and later révised theii‘nstrurgi;pdthfor general adults to its present 58 item

a- 23 4

Likert-scale type questionnaire in“1978. S
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Guglielmino reported a 7(_3'f0>nbach—alpﬁ[a‘:féliébility coefficient of 0.87 for both the
original 41-item Versioinn and the revised 58-item version. Iﬁ addition, a reliability
estimate of the SDLRSbased on a varied sample of 3,151 participants was 0.94 (Pearson
split half and SpearthansBrown ¢otréction) (Guglielmiinoe, 1988 €ited in McCune et al,
1990). Furthermore, a number of other, research studies have consistently reported the
reliability of this insfrument and'it'has had content validity supportéd by-a number of
studies and the opinions of experts (McCune et al, 1990).

Guglielmino argued that in using the questionnaire, participants should not be
informed of its purpose since it is a self-report concerning their personality. According to

Guglielmino, the possibility that participants know what is being measured may lead
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them not to report on a ‘how well each item describes them’ basis. Instead, it should be
described as a questionnaire constructed to gather data about “learning preference and
attitude toward learning” (p. 40).
The Thai Version of the Self-Directed Learning Readiness Scale

The Thai Version of the SDLRS was figst developed by Khomsan in 1997. This
SDLRS version has been usedin-a number of studies.eonducted in a Thai context. After

being granted permission frem Guglielmino, Khomsan translated the 58-item version into

. ] .
the Thai language. Howewer, after translation, Khomson found that there were two items

a &

with similar meaning. She asked three expeits to determine whether or not to eliminate

\ r

the two items and the expérts agreed on theirremoval. After revision based on experts’
comments, Khomsan tried ©ut the modified kjp_estionnaire with 100 students studying at

the high school level. She reportéﬂ that the mQEthréd instrument had a reliability of 0.87

45 ]
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(Pearson split half and Spearmeifl:Brdwn correction).

Fostering Self-lit:réctéd Learn—iﬁé

Since self-directed learning is crucial in the current'world, researchers have
attempted to find way$ O help and stpport learnéss ifi their ability to conduct self-
directed learning.‘To foster self-directed learning, several studies have tried to develop
principles, instructionaliapproaches, learner training, and counseling'programs. In this
section, the researcher discusses the principles for fostering self-directed learning and

describes ways to encourage self-directed learning respectively.
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Principles for Fostering Self-Directed Learning

Based on a review of the literature, there are four principles proposed by the same
number of researchers (Benson, 2003; Chia, 2007; Little, 2007; Nelson, 2009) to foster
self-directed learning including engaging learners’ involvement, providing learning
options and resources, supporting during leaminggand encouraging reflection. Each
principle is discussed as follows: 4

First, to foster self-dirécted learning, teachers should involve learners in designing
learning processes (Littley 2007; Nelson, 2“(‘)09). Unlike in the traditional classroom,
teachers who attempt to_foster self—directed:—k;aming should share responsibility with the
learners in deciding whatshould be taught ii‘l._t};e classroom, selecting learning materials,
choosing what activities will be err;p_léyed, ah}el dc;xpressing their needs how they prefer to
be evaluated, according to Little (2007). Addifi;)%f;illy, Nelson (2009) said that the
learners’ involvementin learnirﬂl;grbrocesses requ1fes constant attention from the teachers
to gradually transfer fhéir role to learners. For example, at t-he—r‘beginning of the class, the
teachers’ role is to identify areas in which they want the l€arners to engage in decision
making. Subsequently, teachers miust'be'quiek to felinquisSh-€ontrol whenever learners are
ready to take full'¢ontrol over their learning processes. However, Little (2007) argued
that teachers have atesponsibility to intervene when learners are off'track by providing
support such as counseling.

Second, teachers should provide learners with a range of learning options and

resources for decision making about their learning (Benson, 2003). Unlike the traditional
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classroom, teachers should present options of how to learn, suggest a variety of materials,
and allow the learners to make decisions for their own learning.

Third, teachers should support learners during learning (Benson, 2003) by
providing strategies for activities or by giving encouragement. For example, to memorize
English vocabulary, teachers may provide supporiby presenting a variety of strategies
such as concept mapping orreading aloud and thenencouraging the learners to choose
which is the best way for them as‘individual learners to learn vocabulary. Apart from
strategies support, the teachers should pro;lde psychological support by showing
empathy, expressing respect, enoouragmg se]f efflcacy, or motivating them to learn.

Finally, giving counseling is another kind 0ﬂ_supp0rt that teachers could offer to foster

self-directed learning. This'Counseling ¢ai be anything related to learning areas in which
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the learners encounter difficulties:” ==
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Last, the teachers should éﬁcourage leérﬁgf_s; reflection about their own learning
(Little, 2007; Chia, 2007) Reflecting on their learning proéesé, Chia (2007) stated, helps
learners draw conclusions about effective learning. After learners are able to take
responsibility for their 1€atning, teachers may-ask'the léarnets toteflect upon their
learning; for example, what difficulties did they confront, what challenges did they
encounter, or what made them achieve their goals and objectives.
Ways to Foster Self-Directed Learning

Based on the principles discussed above, several researchers (Lee, 1998; Benson,

2001; Scharle and Szabo, 2001; Pemberton et al, 2001; Gieve, 2005; Reinders, 2007;
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Karlsson et al, 2007; Victori, 2007) have attempted to develop approaches, learner
training, and language counseling programs to foster self-directed learning.

Approaches were developed based on a belief in the inborn capacity of learners to
take charge of their own learning. According to Guglielmino (2008), self-directed
learning is “a naturally innate capacity for human.beings which can occur in a variety of
situations ranging from a teacher=directed classroom to-fully self-directed learning.” (p.1)
Therefore, to help learners to'begome self-directed, teachers must trigger this innate
ability. With this belief, these approaches ﬁ‘l‘avle attempted to find ways to activate self-
directed learning. For example, Scharie and:-'Slng’o (2001) proposed three stages of
enhancing self-directed learning as follows.‘%'i_[_’hﬂe first stage aims to trigger learners’
awareness about their ability to take _fesponSiEilﬂi_t-y for one’s learning. The second stage
attempts to activate learners’ attitudes towardé;é:{f‘—directed learning. The third stage aims
to transfer the teacher’s role as the >authority 1n thé _c‘lass to the learners.

Several reseafcilérs (Lee, 1998; Gitsaki, 2005; Mok aﬂd Lung, 2005) have
developed learner trainifig methods to use in class in orderto guide the learners to
conduct self-directed learning: For example,"kee (1998) ‘developed a learner training
method by providing an environment for the learners to experience their self-directed
learning/\He suggested lists of activities and materials for the learnérs and asked them to
set goals and objectives for learning, select the content, and decide how much time to

learn by themselves. In addition, learners can approach the teachers for advice at any

time. They also have to report and share information and progress of their work.
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Although there have been endeavors to foster self-directed learning using learner
training in class, this is not enough since the majority of time that learners spend is
outside the classroom. According to Carter (2001), teachers should take into
consideration that supporting learners outside class is as indispensable as equipping
learners with skills and strategies in class. Therefore, several researchers (Pemberton et
al, 2001; Reinders, 2006; Karlsson; 20007; Victort; 2007) have developed the language

counseling program as an altérnative wayto foster self-directed learning. The idea of the

\
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language counseling program originated in the practice of self-access centers (Rubin,

2007). 4

Initially, self-access centers focused‘.ﬁ‘qn.‘organizing learning materials, providing
technology to support learners, anci a_éking tﬁééléérners to learn on their own. However,
Rubin (2007) argued it was mistakenty assum%l?fl?iat only providing these materials and
technology and encouraging the [earners to leléilfr‘:n:»é_n‘their own would automatically lead
to an effective mode of iearning. It became evident that thé le—ﬁrners could not take
initiative in learning without being supported.

Therefore; many sélf-access centers have mtroduced Counselors and designed
language counseling programs to train learners to direct and support them during their
learnings These counseling programs can help learners become self=direeted since they
consist of several sessions that are used to facilitate all phases of learning. They also

serve individual needs, interests, and potentiality. In addition, the counseling programs

also match with diverse learners which can be used to deal with individual differences.
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In summary, several researchers have attempted to foster self-directed learning by
developing instructional approaches, learner training, and language counseling programs.
Counseling programs were found to fill the gap in the research on fostering self-directed
learning. The next section presents the concept of language counseling programs.

Language Counscling Programs
As mentioned earlierylanguage cotinseling programs are an alternative method of

fostering self-directed learning. Fhis section presents the concept of the language

\

|
counseling program.

The idea of counseling was fifst dev:elloped in the field of psychology. However,
counseling in language education has gainei_c(;nsiderable attention recently due to the
installation of numerous self—accesg éénters (}éeﬂiJr-lders, 2006) at educational institutions.
In language education, the majority of languaéé:(égunseling services have been offered at
the university level; for examplré,rThe Univer;s;;f;»-(;)_f Auickland (New Zealand), Helsinki
University LanguagerC;e—nter (Finland), The Universitat Aufoﬁ“ oma de Barcelona (Spain),
The University of Hull (UK), The Hong Kong University of Science and Technology
(Hong Kong), and KingiMongkut's Univetsity of Technology Thonburi (Thailand), to
name a few.

Typically, théseunstitutions offer language counseling services as a part of
support in self-access centers, where counselors have been trained for their professions to
help learners. The characteristics of language counseling programs are diverse. Some

programs offer online courses, many offer face-to-face, or others integrate language

counseling services as a credit-based course. For example, the language counseling



28

service at The Hong Kong University of Science and Technology offers an online
counseling called Virtual English Language Adviser (VELA). It is comprised of
systematic steps for giving counseling and recommends learning resources for the
learners.

However, in Thailand, very few language eounseling services exist even though
schools and institutions have-had self-access centers-formany years. To better understand
the concept, this section presents«the definition of language counseling, contrasts it with
language teaching, and iatroduces principlljés for language counseling.

Defi mtwn of Langluage Counseling

In language educationy the term comiselzng has been used interchangeably with
advising and coaching (Reinders, 20()6 Blakeg 2007) Typically, language counseling
refers to a process of helping and"’guiding leamers" to solve problems about language

matters (Riamliw ef af,,2004). Ngonkum (2001) further explalned that the main purposes

of language Counsehng are to help learners solve problems whlch may have arisen during

their self-directed learning and to provide learners with paths for future improvement.
Additionally; MézzonsMacPherson (2001), statéd that the-language counselor
establishes a trusting and non-threatening relationship by showing respect, attention,
empathyy and listening to the learners. The language counselor also assists the learners in
reaching practical solutions by suggesting directions, negotiating goals, gaining
commitment, anticipating situations, and assessing results.
Reinders (2006) elaborated that the language counseling process typically consists

of a meeting between a learner and a language counselor to identify learning needs, elicit
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information about aims, establish priorities, develop a learning plan, and discuss
approaches to learning. In his view, language counseling involves the language counselor
giving feedback to learners, suggesting learning resources, and answering questions when
the learners have problems.

Moreover, Riley (1997) attempted to distiaguish between language counseling
and language teaching. Riley-argued thatlanguage eounseling and language teaching are
distinctive in the degrees of power, responsibility, and roles.

In regards to the dégree of power, tlhe Iteacher in a language teaching context has
more control over the learning procesges th{;l-n the language counselor does. On the one
hand, teachers have an authority to decide pif_,dretermined learning objectives, choosing
materials, selecting tasks, monitori-nng;studenéé_. _};-erformances, and evaluating students’
learning. Teachers also use differént 'techniquéé:;éﬁd strategies to excercise this power; for

example, rewarding, pu_nishing; _t'é—s-tirig, and nio’c-i;/'e_it‘ing. On the other hand, in a language

counseling context, lea}n_ers have the authori{yrto ﬁlake dec;iéi.ons and take control over
their learning processes=*The language counselor is a person who helps the learners
during their learning. To'elaborate; the language coufiselor attempts to transfer authority
to the learners by helping them to set goals and objectives based on their needs,
suggesting learning materials, and helping learners monitor themselves and evaluate their
learning outcomes. In order to give counseling, the counselor uses techniques and
strategies to control interaction; for example, listening, responding, analyzing,

interpreting, supporting, suggesting, and clarifying.
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Teachers are regarded as those who impart knowledge to students and therefore
their role is to explain ideas, concepts, and information. Teachers are also the ones who
manage the classroom environment to be supportive. However, counselors are regarded
as people who help, facilitate, and support learners. Therefore, their role is to analyze and
elicit information from the learners and use that information to support them during their
learning. When learners have-problems, counselors-offer choices and encourage the
learners to make decisions by themselves.

\

In summary, language counseling émphasizes a self-help process. The key
characteristic of language counseling 15 the;attempt to put decision making about learning
in the hands of learners. anguage counselitig élso stresses the importance of choice as it
helps learners become better decisi-oﬁ-‘makeré;ényﬁo choose things that work for their own
sake. In addition, language counseling and lan}g-u.;ei;ée teaching are different in terms of
power and responsibility to control interactiolrirs";i-l;(_i in termsof roles. In a language
teaching context, teaéh;e%s have more power and responsibiiity to control the interaction
than counselors. However, in the language counseling context, the learners have more
authority to make chioicés andicounselors are-tegarded as facilitators who help the
learners achieve their goals during learning.

Principles for Language Counseling
Several researchers (Carter, 2001; Mozzon-MacPherson, 2001; Pemberton et al,

2001; Chia, 2007) have proposed principles for language counseling. In the review of the

literature, there are six principles. Each principle is discussed as follows.
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Firstly, language counselors should create a non-threatening relationship.
According to Mozzon-MacPherson (2001), non-threatening relationship refers to a
condition whereby language counselors and learners interact in an “empathy, respect, and
genuineness environment”. To express empathy and respect, counselors can use
appropriate eye contact, show attentive facial'cxpiessions, or listen to the learners’
response. When these conditions are present, learners-become more self-aware and self-
reliant and the language counselors also get participation from the learners.

\

|
Secondly, language counselots should listen to learners’ responses, rather than
dominate the conversatign. To elaborate; eeunselors should pay attention to learners’
problems by listening attentivelyto them. Also, the counselors should make sure to ask

learners enough questions in order to €licit léarners” needs or problems. As revealed in

the study done by Pemberton et al (2001), hste_nrﬁ:g to learners’ responses was found to

P
i

be particularly effective in givifl_gﬂéounseling..

Thirdly, langﬁa;gé counselors should use language t-hatr‘ creates mutual rapport and
makes the learners feel that they have the authority to make decisions. According to
Carter (2001), counSelofs can'use/language that implies group+—=tdther than individual—
meaning, in order-to create mutual rapport; for example, by using the word ‘we’, ‘us’,
‘our’. Employing this Kind of language can help counselors and leatners-work together
effectively. To elaborate, the learners will feel that counselors are “in the same boat” and
they will be willing to tell counselors about their problems. Pemberton et al (2001)

suggested an approach called down play counseling as an example of a way to transfer

the authority to make decisions to the learners. To give down play counseling, counselors
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can use sentences such as, I don’t know if it works, but we can try or I'm not sure if it’s
useful or not because everyone is different so we will have to try and so on.

In addition, language counselors should create a learner profile in the initial
sessions to understand the learners. According to Gardner and Miller (1999), a learner
profile is a collection of information related to individual learners. The information in
learners’ profiles provides-a-elear picture of the learners and helps the counselor to design

appropriate counseling, inform resources, and provide recommendations which serve

learners’ needs (Mozzon=McPheuson, 200f).

a

Morever, language counselors should help learners in the goal setting process.

\ r

The goal setting process involves finding out skill areas that the learners wish to improve,
narrowing down goals and/objectives to be f_éJa_listically achievable in a given timeframe,

planning for time, orienting the leaners to keep a learning record, and suggesting

available resources. In additionz ‘Mozzon-McPherson (2001 ),stated that the initial session

of language Counseliné focuses on the preliminary needs anélvysis and the establishment

of a self-study plan. Language counselors get learners to start thinking about their
learning needs and uUsé thi$ information to'help learnérs formulate a self-study plan for
subsequent sessions.

Finally, langtiage counselors should provide enough feedback. The key concept
associated with providing feedback in language counseling is reflection. According to
Chia (2007), learners’ reflection is considered a part of the effective learning process.

The language counselors’ role is to help learners reflect on what they have done, what
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difficulties they have encountered when carrying out self-directed learning, and how they

tackled those problems.

In summary, to give counseling effectively, language counselors should do as

follows: create a non-threatening relationship between themselves and learners, listen to

the learners’ responses, use appropriate language, help the learners set goals, and provide

enough feedback.

J

Sessions of Language Counseling Programs

\

|
To design the sessions©of the English language counseling program in the present

study, four research studies (Kadlsson et-al; 2007, Victori, 2007; Reinders; 2007;

.
Pemberton et al, 2001) were eviewed. Table 2.3 summarizes sessions of the four studies.

Table 2.3

Sessions of Language Counseling Programs T *

)
F I
=,

] A

Rééééféh Studies

Sessions Karlsson ét al Victori Reinders Pemberton et

(2007) (2007) (2007) al (2001)
Raising - reflect upon - analyze - inform - explain the
learner’s learning. metacognitive purposes. concepts of
awareness - analyze learning  knowledge. - analyze self-directed

strategicss - analyze learning needs. learning.

- analyze needs. styles. - make draft

- set goals and - analyze belief plan.

objectives. about language - introduce

- make draft plan.  learning. materials.
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Table 2.3 (Continued)
Research Studies
Sessions Karlsson et al Victori Reinders Pemberton et
(2007) (2007) (2007) al (2001)
Planning a - make firm plans. - see the importance - make self- - make self-
self-study - sign a contract. of planning,. study plan study plan
=analyze learning
goals.
# make firm plan.
Counseling - offer - record:learning. - discuss - record
individually - discuss?prqgress progress and learning.
- discuss progress . and probtgr;is problems - discuss
and share feeling = = tecord c@mments. - revise goals  progress and
E evaluate"i f:ic__aming - introduce problems.
outcomes. TJ materials. - submit
g portfolio.
Evaluating - evaluatelearniing ——evaluatedeaining - discuss - discuss
learning success. success. fearning learning
- report perception success viae-  success
ofithe,achievement. ; ~mail - examine

- discuss experienee

of learning.

self-directed

learning

As shown in Table 2.3, there are generally four main sessions in the language

counseling programs organized in ESL contexts. Even though the four counseling

programs used different names for each session, what they did can be categorized into
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four main sessions using the researcher’s own names as follows: raising learners’
awareness, planning a self-study, counseling, and evaluating learning.

Raising Learner’s Awareness

At the beginning of the counseling program, the counselor attempts to raise
learners’ awareness about their nature including their learning needs, learning strategies,
learning styles, metacognitive-knowledge; and beliefs-about language learning.
Additionally, Reinders (2007) and Pemberton ez al (2001) stated the purpose of the
programs in order to make it clear to learnl‘;rs.l This session is for both the counselor and
learners. The counselor gets information ab:el;t _the learners’ background, while the
learners become aware offtheir current natui;'lra_ aﬁd afterwards use it to plan their learning.
To raise learners’ awareness, Karléso_%; et al (%097) asked the learners to reflect on their
learning, examine their own learning strate gles_,_aﬁ‘d analyze needs. Similarly, Victori
(2007) employed tasksisuch as Edfhpleting a daéléi;fohnaire detailing learning styles and
beliefs about language:;léarning, doing a simulation task to énﬁlyze learners’
metacognitive knowledge, and conducting an interview. Moreover, the language
counselor and 1¢arnérs andlyZe needs by diseussing language areas that the learners want
to improve. Afterwards, the learners themselves set objectives for learning and draft a
plan which will be discussed with the counselor in the next session:

Designing a Self-Study Plan

After the counselor helps the learners to understand their own nature, the learners

then design their self-study plan detailing learning goals and objectives, timeframe,

activity, materials, and how to assess progression. However, studies have used tasks to
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help learners see the importance of planning, set achievable goals and objectives, and
choose appropriate strategies and materials before designing a self-study plan. For
example, Victori (2007) used a metaphor task to help learners see the importance of
planning. To conduct the metaphor task; the learners were presented with a situation
requiring them to plan; for example, how to lose as€ertain amount of weight in two
months. Then they had to deeide what to'do to complete the task and discuss what would
happen in case they did notplan.After helping the learners realize the importance of
planning, the learners made a firm plan an!ﬁl signed a contract stipulating that they were
willing to participate unil they compieted ti’-lf; program (Karlsson et al, 2007).

Counseling # .‘

The language counseling proérams ai'gé)di;lclude a session whereby counseling is
given to the learners. This session-has been caﬁéﬁ?‘?zarious things; for example, Karlsson
et al (2007) refered tovit as “Coﬁﬁééling” Whill“é:‘ﬁé;iriders (2007) called it “Advisory
Service”. This sessioh fvs;as developed in order to support the ,léarners during their self-
directed learning. In the"four studies, the counseling session offers counseling to either an
individual or a small group dépending ofi the-leainérs’ prefetence. In the counseling
sessions, the learners come to discuss their learning progress (of which they keep records
in their portfolio orjoutrnals), ask questions for clarification,-and express concerns. The
discussion also focuses on the problems that the learners encounter during their self-
learning. The counselor helps the learners find solutions for the problems by themselves,

suggests out-of-class learning resources, and sometimes gives encouragement. If

necessary, the learners can revise learning objectives by discussing them with the
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counselor. In the last counseling session, Pemberton et al (2001), for instance, asked the
learners to submit their portfolio detailing learning plans, diaries, samples of learning
activities that the learners carried out, and an evaluative report.

Evaluating Learning

The four counseling programs also include@ session in which the learners
evaluate their learning suceessin-order to‘investigate the effectiveness of the program.
Studies (Karlsson et al, 2007 Vietori, 2007; Pemberton, 2001) have investigated the
effectiveness of the progsam by examinin g| thg level of self-directed learning and
learners’ opinions towards the prograin. Fo%vf;x_ample, Victori (2007) examined learners’
opinions by interviewingthe leamners, askiﬁ;é._tl;em how much the program helped their
learning as well as what should be Jchianged té%z;éke the program better.

As discussed above, the Eiiglish langué_ég;éounseling program in the present study
therefore consists of four phaseﬂs_:rr-éising learr;i;:‘f;-; él{ivareness, designing a self-study plan,
counseling, and evalﬁa;ti—I}g learning. '

Tasks Employed in the L.anguage Counseling Program

According t6 Victori (2007), thete are thiee types of tasks:employed in the
language counseling programs including tasks designed to enhance learners’
metacognitive knowledge, those'to help learners set goals and develop an action plan, and

those to help learners monitor and evaluate their learning outcomes. The purpose of these

tasks is to support learners in conducting self-directed learning.
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Tasks Designed to Enhance Learners’ Metacognitive Knowledge

Researchers (Flavell, 1979; Anderson and Krathwohl, 2001) have defined
metacognitive knowledge as the knowledge of one’s self, knowledge of the nature of a
cognitive task in relation to one’s own cegnitive abilities, and knowledge of how and
when to use cognitive strategies to complete a eognitive task effectively. To enhance this
knowledge, researchers haveremployed many tasks; forexample, questionnaires,
learners’ profiles, and strategi€ tiaining seminars. The time to employ these tasks falls in
the beginning of the program. Fachtask isidescribed as follows.

Questionnaire. Ihe language couns;%lin_g programs employ questionnaires at the
beginning of the progranyin an attempt to irilv_eétigate the level of self-directed learning of

the learners and to help learners recognize their nature including their current self-

directed learning, learning styles, beliefs abouf_Jéﬁ}guage learning, needs and

P
iyl e

expectations.

Learners’ Prbﬁies. To conduct the learners’ profile taék, Victori (2007) stated,
learners are presented with a set of learners’ profiles illustrating language problems that
those learners want'to [ifiprove, how: they approdch 1€arningand-their perceptions about
language learning, both within and outside the classroom. Afterwards, they are asked to
suggestthow to improve,Janguage learning.

Strategic Training Seminars. Seminars are conducted to train learners to use
strategies for learning particular skills; for example, how to memorize vocabulary, how to
speak fluently, or how to write academic essays. The focus of the seminars is to help

learners find language learning strategies that work best with them. Victori (2007)
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argued that the counselor should ask the learners to reflect upon their learning after each
seminar.

Tasks Designed to Help Learners Set Goals and Develop an Action Plan

According to Crabbe et al (2001), setting goals and selecting adequate learning
activities is one of the most difficult tasks that learners encounter. To elaborate, Crabbe et
al (2001) reported that when-learners set goals; these goals are often too general or too
ambitious to complete withim'thedimited timeframe. Furthermore, the activities the
learners plan are not spegific gnough o im]i)reve language skills or to conduct easily. This
is because the learners ag€ not aware ef the;eomplexity of setting up realistic goals in
learning a language (Viciori, 2007) Thelef(n:e ﬁresearchers (Victori, 2007; Karlsson et al,
2007; Reinders; 2007) have developed a set o}‘» tasks and materials to train the learners to
set achievable goals. These tasks’"are a metaph'a"z'msk, learning goals simulations, and

guidelines for analyzing goals. Each is descrlbed as follows

Metaphor Task In the language counsehng programs Vlctorl (2007) explained, a
metaphor task is a situation related to the learners’ lives requiring them to plan
something. To ¢onduct & metaphor task,I¢arners dre presented a“general situation that
requires some planning; for example, a summer trip. They are then asked to think what
kinds ofidecisions they will have to make in order to carry out the task successfully. The
learners are then encouraged to discuss what will happen if they do not set up a plan. In
addition, the learners have their attention drawn to the importance of planning in learning

a language.
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Learning Goal Simulations. A learning goals simulation is a learners’ situation
employed to help learners to make plans (Victori, 2007). To conduct a learning goal
simulation, learners are given examples of problematic goals that are too general or too
difficult to complete. They are subsequently asked to improve them by splitting them into
sub-goals and suggesting activities to achieve the goals. In order to analyze problematic
goals, the learners are also-shown the guidelines regarding how to analyze them. The
guidelines for analyzing goals are presented next.

Guidelines for Analyzing Goals. Acclording to Victori (2007), the main purpose
of employing these guidelines is:to hélp learmlers break learning goals into achievable
units and identify types of activities to achigye Ifhem. Also the guidelines can help
learners consider other aspects of r;:aiistic gogrls; J';hat they have to cover such as type of
support (oral, written), text (academic, profes;j_;z%f:‘c'{l) or register (formal, casual).

Tasks Designed to Helﬁ Learners Momt(;r and Evaluate Their Learning

There are seVrer;airtasks designed to help the leameré nionitor and evaluate their
learning in a language counseling program. Those tasks are‘a portfolio, peer — and self —
revision guidelines,farid/an evaltation grotpSession.

Portfolio. According to Graves and Sunstein (1992), a portfolio is a collection of
learners’works seleCted, to/represent their learning experiences. The portfolio usually
involves learners selecting and gathering samples of their language use into a folder to
show peers, parents, and others. Victori (2007) stated that a portfolio can illustrate the
learner’s progress and final outcomes and it also allows the learner to assess him or

herslef. In addition, the counselor also benefits from using the portfolio in that he or she
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can see the development of learners’ learning. But as Rao (2006: 115) argued, a ‘portfolio
is not just a collection of materials stuffed into a folder’. Each work presented in the
portfolio must be created, collected, and organized in such a way as to demonstrate
certain competencies. Examples of work done in the language counseling program are
record sheets, diary entries, language summaries, self-recording, self-analysis, exercises,
and multiple drafts of texts: 4

Peer Revision and Self-Revision Guidelines. According to Vitori (2007), the
purpose of peer-revisionand self-revision }guildelines is to foster reflective skills that self-
directed learners should possess.The ‘guide:lines can be cheeklists or questions. The
guidelines are mainly provided to support lgarﬁers who wish to master their speaking and
writing skills. | .r“,

Evaluation Group Sessioi. At the end__oﬁhe language counseling program, a
final evaluation groupsession is Héld, in whlchth-é leatiers individually evaluate the
program as well as thei;r—perception of the achievements ma-lder‘by completing a
questionnaire. Subsequently, the learners discuss their expetiences of learning in the
counseling progtam,

In summary, researchers employed three types of tasks in the language counseling
programis; tasks designeéd to énhance learners’ metacognitive knowleédge; tasks designed

to help learners set goals and objectives, and tasks designed to help learners monitor and

evaluate their learning.
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The Genre of Language Counseling

Since language counseling and language teaching are distinctive, teachers who
attempt to act as counselors will have to change their roles. According to Gardner and
Miller (1999), the teacher’s role changes from that of a person who manages the
classroom to a counselor who stands aside and.supports learners’ learning. Teachers who
want to give counseling might-be reluctant because they do not have counseling
experience, so it is prerequisite for inexperienced teachers to know what happens in the

\

|
counseling sessions in ouder to'conduct counseling effectively and successfully.

In the literature, Ngonkum (200 1) has qttempted to uncover stages and functions
occurring in the counseling sessions. She cd;heéted and transcribed 22 counseling
sessions conducted by experienced-l c_(;unseloiszidn- a self-access center at a university
context in Thailand. Then the transctiptions @Jgnalyzed by segmenting to identify the
stages of counseling. The stageé_&i}ére called ‘mox-f'es’ which are described in Table 2.4 as
follows. /

Table 2.4

Genre of consultation (Ngonkuni,2001)

Moves Genre of Language Counseling  Example of Scenarios
Move 1 Greeting Good Morning, teacher/ Hello
Move 2 Reporting on work I’ve studied grammar about present

simple tense today.
Move 2a  Checking learners’ understanding ~ When can we use present simple tense?

(Optional)



Table 2.4 (Continued)

Moves Genre of Language Counseling

Example of Scenarios

Move 3 Description of problems
Move 3a  Giving explanation/advice
(Optional)

Move 4 Eliciting learners*opinions

|
Move 4a  Guiding seli#dirceted learning

(Optional) ra

Move 5 Farewell

What are your problems in studying?

Present simple can be used...

How do you feel when I ask you to
study grammar by yourself?
Why don’t you start to plan what you

are going to do first?

Thank you for coming. See you on...

According to Ngonkum (26001, there alze ij‘."iyve compulsory moves and three

optional moves (2a, 3a;4a). At the beginning of the counseling session, the counselor and

the learner greet one another. Either the counselor or the learner can initiate the

conversation. The learner is then asked to report what activities he or she has done

outside of class{t is optional for the counselor to/then check-thé-learner’s understanding

about what he or she has completed. Then, the counselor asks the learner to talk about

difficulties that he or'she encountered in carrying out the activities. The next step, giving

an explanation, is optional, depending on whether the learner asks the counselor to clarify

his or her question or not. After that, it is compulsory to ask the learner’s opinions

towards the counseling in order to help the counselor improve his or her counseling.

Next, the counselor optionally guides the learner to study independently by suggesting
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appropriate strategies. Finally, both the counselor and learner end the counseling session
by saying farewell to each other and making another appointment.
Language Counselors

In language counseling programs, the counselor plays an important role. To
explain the concept of being a counselor, this'section presents roles of language
counselors, genres of language eounseling, language eounseling skills, and how to
prepare to be a language counseler respectively.

Roles of Lan,ﬂl?g‘u.qge Counselors

A number of differengterms Have be;eln psed to describe a person working with
learners but the whole rolé in¢luding behavi‘%:)_rsﬂ and objectives differ from those of the
traditional teacher. Riley (1997) stéte_:él that th9 .E;rrn counselor can be used
interchangeably with adviser, facilitator, consﬁ_ﬁ%lﬁt, helper, and mentor. According to
Victori, 2007 and Karlsson er aﬂl_'2”007, the rolg of-'the language counselor encompasses
those of a facilitator, Vgxili—der, and language modeler. Each rbler‘is elaborated as follows.

In the first role, the language counselor is regarded-as a facilitator (Victori, 2007;
Karlsson et al, 2007). | A'facilitator i§ 4 person who heélps learnefs identify their needs, set
goals and objectives for learning, analyze whether materials that the learners chose match
with thelobjectives or net, reflect upon learners’ progress, and evaluate the learning
outcomes. A facilitator also offers support by expressing empathy, sharing feelings, and
giving encouragement.

In the second role, the language counselor is regarded as a guider (Victori, 2007),

someone who suggests learning resources and ways to learn. The counselor may develop
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these resources by suggesting materials that the learners can use to improve their
language skills. These materials can be in either electronic or paper form. In addition, the
guider suggests how to learn or recommends learning strategies; for example, learners
who want to improve their listening skill may be encouraged to watch movies because
they are interested in film or they learn best wheénwiewing pictures.

In the third and finalrele; the langtage counselor is considered a language
modeler. According to Victeri (2007), a modeler is someone who learners may follow to
understand how to use language properly. gince the language counselor and the learner
have to interact with each other in couinseli%rg, there is an opportunity for the learner to
observe how the counselor uses the languagi:.,_ ;tmctures, or vocabulary. Therefore, the
counselor can be a language model-enr_ii.n thlSS9n_se

thgliage Couil_ié#ng Skills

Since counseling and teééﬁing are'different, teachersmwho attempt to give

counseling should be3a;>v_are of its uniquenes;—ahd fhe differ—éﬁICes between the two. To
provide counseling, there are a set of specific skills which'a counselor must possess.
Kelly (1996) proposed twé major/sets of icounseling skillSy macro-skills and micro skills.
These skills helpthe counselor give counseling effectively.
Macro-Skills Counseling

In macro-skills counseling, a group of skills are used to manage stages of
counseling and facilitate learners’ self-management. Macro-skills consist of initiating,
goal-setting, guiding, modeling, supporting, giving feedback, evaluating, linking, and

concluding. Table 2.5 presents macro-skills as follows.
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Table 2.5

Macro-skills for language counseling

Macro - Skills Purposes

Initiating To promote learner focus and reduce uncertainty

Goal-setting To enable the learner to foetis«on a manageable goal

Guiding To helprlearner develop alternative strategies

Modeling To provade examples of knowledge and skills that the learner desires
Supporting To help the leamer perlsif,p; create trust; encourage effort

Giving feedback  To assisttheldearner’s self-awareness and capacity for self appraisal

"v o 4

4
Evaluating To agknowledge the significance of the effort and achievement
Linking To help establish'the relé'\}gpce and value of the learner’s project
Concluding To help the learner establié_%[jrﬁ)undaries and define achievement

As shown in Ta(bl_e 2.5, there are nine macro-skills tﬁat‘ the language counselor

can employ to give effective counseling. Each is described as follows.

Initiating. Initiatingisiused when the-counselor wants to-introduce new directions
and options. The purpose of this skill is to help the learners and counselor to focus on the
interaction and to réduce uncertainty. In practice, the.counselor can'.eémploy the initiating
skill any time when learners ask for suggestions and the counselor has to present options.

Goal-setting. Goal-setting is used to help learners set specific goals and

objectives. The purpose of goal setting is to assist learners in setting realistic goals which
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they can manage and map out in their planning. In practice, the counselor can simply ask
the learners to reflect about their plans and give them some suggestions.

Guiding. Guiding is used to offer advice, information, direction, ideas, and
suggestions to learners. The purpose of guiding is to help the learners develop alternative
strategies to complete tasks. As in the practice of the initiating skill, the counselor can
employ the guiding skill when-learners ask for suggestions. It should be noted that the
counselor has to present options forlearners to make a decision.

Modeling. Modeling is'used to derriyonstrate target behaviors that the counselor
wants learners to adopt in order o prdvide (:%xlal_nples of knowledge and skills that the
learners need. For example, the counselor rrila_y.employ modeling skills when giving
examples of how to read quicker. He -or she n}ay muse scanning techniques or activating
oneself schema to demonstrate how to read qm_ck'ér However, the counselor should not
prescribe the best waysto read. It should be notedjthat the learners are the ones who make
the decision.

Supporting. The-supporting skill is very important'since it involves the process of
offering psychologiCal sipport such @s/motivating and erncouraginig learners. The purpose
of supporting is to help learners maintain efforts to achieve their goals, create trust
betweenithe counselor and the learners, and acknowledge a high degree of commitment.

Giving feedback. Feedback is employed to express a constructive reaction to the
learners’ efforts with the purpose of assisting the learners’ self-awareness and capacity

for self appraisal. In practice, the counselor might encourage the learners to reflect upon

their learning and help them to draw conclusions regarding what they have learned.
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Evaluating. The purpose of evaluating is to acknowledge the significance of the
learners’ efforts and accomplishments. According to Kelly (1996), evaluating does not
mean that the counselor makes judgment about the learners’ learning, but is used to
appraise the learners’ progress and achievement.

Linking. Linking is employed when the'Counselor wants to connect learners’
goals and tasks to wider issues:The purpese of linkingis to help the learners establish the

relevance and value of the learnerS” learning projects.

Concluding. Coneluding is a very fmportant step within counseling since it helps

bring a sequence of work'to a‘clgse. The purpose of concluding is to help the learners

1l

establish boundaries and define achievement. In practice, the counselor can use questions
to help the learners conclude. )

Micro-Skills Counseling Yo gy

Kelley (1996) stated that micro-skills éé[ﬁiééling, comsists of a group of behaviors

that a counselor engagés in various ways during any interaction with learners. According

to Riamliw et al (2004);-micro-skills are seen as strategies that help the counselor
communicate effectivély withilearness fifi any-Stage! of giving-counseling. Based on Kelly
(1996), the micro-skills are comprised of attending, restating, paraphrasing, summarizing,
questioning, interpreting, reflecting feeling, emphasizing, and confronting. The micro-

skills are summarized in Table 2.6 as follows.
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Table 2.6

Micro-skills for language counseling

Skills Purpose

Attending To show respect and interest; to focus on the person

Restating To check your understandings@and confirm the learner’s meaning
Paraphrasing To clarify the message and to sortout confused meanings
Summarizing To creaté foetis‘and direction

Questioning To elicit and stimulatel' learner disclosure and self-definition

Interpreting To provide new perspeetives; to help self-understanding

4
Reflecting feeling To show that the whole‘person has been understood

Empathizing To create a bond of shaf_é_gl__understanding
Confronting To deepen sélf—dwarenessgp'éf‘ticularly of self-defeating behavior

As shown in Ta(bl_e 2.6, there are nine micro-skills tﬁét'the language counselor can

employ to give effectivé’counseling. Each is described as follows.

Attending. The attending skill is'very-important when giving counseling since it
makes learners feel that they are listened to and given importance. According to Kelly
(1996), attending is'a skill in ' which the language counselor pays attention to the learner.
The purpose of using attending is to show respect and interest in the learner. As
suggested by Wongbanakhom (2005), the counselor can employ attending skills by

looking at the learner but not staring, maintaining comfortable eye contact, and showing
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an interested facial expression. In addition, the counselor should keep quiet, pause, avoid
interruption, and let the learners speak freely about what they want to.

Restating. Restating is used to help the counselor understand the learner’s
meaning. As described by Kelly (1996); restating is a skill whereby the counselor repeats
what the learner says using his or her own words. This skill is necessary since the learner
sometimes may not be ablesto-express, organize; ortell-the counselor his or her ideas
during the counseling process. Lhe use ofithis skill can facilitate counseling by helping
the counselor understandithe learner’s meétsage, and making the learner feel confident
that the counselor understands his/hef probl:ems.

Paraphrasing. Paraphrasing is used‘?‘whﬂen the counselor simplifies the learner’s
message by focusing on the essenc;: of the mers;age The purpose of paraphrasing is to
clarify conflicting or confused meaning duriné_:i.lgi)e? counseling process. In the counseling
session, the counselorean emplﬂ(i'y- the paraph.f;‘é-i.ﬁ;g_ skillwhen he or she is not sure about
the message of the leérhér or wants to reassure the learner fhaf the counselor is attempting
to understand the learner’s thought or feeling.

Summarizing. 'The purpOse of Summatizing is to'Create focus and direction.
According to Kelly (1996), when the counselor summarizes, he or she brings out the
main eléments of the'overall message. Learners may talk about many things during the
counseling session; therefore, summarizing is needed in order for both learner and

counselor to see the focus and direction of the conversation so that they know what is

being discussed and which way they are going. In practice, Wongbanakhom (2005)
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asserted, the counselor should help the learner summarize the learner’s ideas in a way
that is ffconcise, clear, and addresss the essence of the learner’s messages.

Questioning. Questioning is a basic skill of counseling sessions, the purpose of
which is to elicit information from learners. As recommended by Wongbanakhom
(2005), the counselor should not suggest an answer to the learner or use leading
questions, and the learner should be given enough timeto think and answer after the
question is asked. In addition; the'counselor should not ask several questions at the same

\

|
time because the learneramay be ¢onfused and respond only to the one question that he or

i

she has selected. -

Interpreting. Duting the counselingf‘sgs”sion, interpreting is used to help learners
understand themselves more clearlgl._;‘\ccordélgd ‘£0 Kelly (1996), interpreting refers to a
skill in which the counselor offers e){planatioﬁfé._t?‘c{'alearners when confusion arises. To
elaborate, the counselor has to determine whé{ thé leariier’s information means and
encourage him or hef tﬁ;)nclarify his or her thoughts. The coﬁnsélor can also help the
learner analyze his or her confusing ideas or problems and€ncourage him or her to look
for solutions.

Reflecting feeling. Reflecting feeling involves mental support, its purpose being
to showithat the learnerhas been understood. ' When the learner feelS'that the counselor
understands him or her, he or she will feel at ease and be ready to openly talk about his or

her problems. Reflecting feeling can employ both verbal and non-verbal language; for

example, nodding or saying ‘yes’, ‘I see’ etc.
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Empathizing. The purpose of empathizing is to create a bond of shared
understanding. According to Suttanu (1999), empathizing concerns the counselor sharing
a learner’s experiences, feelings, and emotions. When given empathy, the learner feels
that he or she is understood and that the counselor is eager to help. Empathizing is
important when providing counseling because it créates an atmosphere of reassurance
and understanding, helpingfester trust by encouragimglearners to express feelings
comfortably (Kelly 1996).

Confronting. Confronting involve; thg counselor’s attempt to “deepen self-
awareness, particularly of self—defeatiﬁg bel}ralvi_or’. According to Wenden (1991), failure
in learning may lead the léarner 0 a non—prédu.étive belief that learning efforts are
hopeless and that he or she'is incap-lal_:)‘-}‘e of lea}ngng It is important that the counselor
confront such beliefs so that the learner’s selﬁ}éys;gai"reness and self-value are increased.

Laﬁgiidge Couns;;b:f*ﬁfeparation

Generally, a léﬁéuage counselor is either a teacher ér,én officer recruited
specifically for counseling. The role of the language counselor is different from that of
the teacher and giviig counseling tequirés a-set Of skills thatare‘unique. Therefore,
whether a teacheror a newly recruited officer, a prospective counselor must be trained in
giving counseling. From the review of the literature (Karlsson et al; 2007; Victori, 2007;
Reinders, 2007), preparing the counselor consists of three major phases: the preparation
phase, the observation phase, and the practicing phase.

In the preparation phase, the new counselor is assigned to read a selection of

materials such as journals, reviews, books, publications, and research studies. These
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materials are related to the concepts of self-directed learning, autonomous learning, and
learner autonomy. According to Victori (2007), reading these materials is a basic step in
getting the counselor familiarized with the roles involved in being a counselor.

In the observation phase, after the new counselor has been assigned to read, he or
she observes an experienced counselor giving counseling. The new counselor is
encouraged to take notes and-talk-with the experienced ecounselor. The discussion focuses
on various aspects of counselingstch as the kind of language the experienced counselor

\
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uses, counselor/learners #f6less counseling approach, how to identify needs, and

recommendations. 4

In the practicing phase, when the ne{lu_ ébunselor 1s ready to give counseling,
counseling practice is conducted. I;l _this phaé;,dt}le new counselor starts to give
counseling and the experienced cotinselor obsgn/éé and provides feedback. The new
counselor starts to take responsiiﬁﬁty for a smallﬁumber of learners and records
counseling sessions Byiﬁim- or herself. In this phase, the néw—ﬁounselor is also required
to attend (a) regular staff' meeting(s)?. In the meeting(s), the new counselor shares his or
her daily problems @nd ways of dealing With*thein,

Previous Studies on The Language Counseling Program

Previous studies,on the language counseling progranr can bg ¢ategorized into two

groups; studies that investigate the role of counselors and studies that investigate the

effects of the counseling program on self-directed learning. Each category is described as

follows.
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Studies that Investigate Roles of Counselors

As evidenced in the literature, studies on the role played by counselors have
yielded consistent results, being that there is a disparity between perceptions held by
learners and counselors with regards to the eounselors’ role.

To begin with, Pemberton and Toogood(2001) conducted a two-year action
research investigating expeetations and assumptions-of learners and counselors in the

self-directed language-learning program. In the first year, they collected data from tape

\

|
recoding of three counseling sessions, learners’ interviews, and counselors’ interviews.

The findings revealed that learners egpecta;ﬁons and assumptions pertaining to the role
of counselors differed from those of the cou%;lsélors themselves, the former regarding the
latter as language teachers o learn -lfr_(;‘m rath:é; .tdIJl-an people who helped them during their
learning. For example, the learners saw couns@&f; as people they could practice speaking
with as well as rely on:for evalﬁéﬁhg their wrltlng,and in general, learners expected to
be directly told what to ao by counselors. In the second yeér,, fhe counselors became
aware of this mismatch'ef assumptions and as a result began to clarify their role to the
learners and explain'their approdch t© advising. The ledrners-wet€ then in turn asked to
elucidate their expectations from the counseling program. Due to this clarification of
roles, caunselors reported no further frustrations and the learners wete happier to attend
the counseling program. The researchers finally concluded that to conduct counseling

services, counselors should clearly explain their role to learners and must make sure that

the learners are aware of the counselors’ expectations.
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Similarly, Bartle (2001) found a divergence of perceptions of the roles of learners,
teachers, and counselors. To elaborate, Bartle investigated these perceptions by
administering a questionnaire concerning opinions, attitudes, and perceptions of
counselors among these three groups. It was found that the learners and teachers regarded
counselors as resource managers who suggested useful materials, pointed out where to
find learning resources availablein the self-access eenter, and promoted independent
learning. However, the counseloss tegarded their role as that of a feedback provider

\

regrading language probléms,a supporter \I‘fvhp teaches learning strategies, and a
coordinator responsible for contacting leam:ers to attend counseling sessions. Bartle notes
that these misunderstandings were caused b%l._tﬁe roles of counselors being vaguely
defined and suggests doing more réséarch to-}{%{l;h a better definition.

Additionally, Wilczynski{2001) examii_iﬂlﬁréﬂ counselors’ roles perceived by
learners and counselors. The st{l_(iywas condﬁéféla; at the University of Newcastle, UK, in
the Open Access Ceﬁtr;en where counselors are staff membefs.—By having many counselors
in the center, Wilczynskt introduced a counselor logbook te record learner enquiries and
counselor’s responsés! The 10gbook functioned ds'a self-help device, a means by which
counselors couldlearn from each other. Afterwards, Wilczynski analyzed the logbook to
indentify the toles of'\counselors’as perceived by both learners and counselors themselves.
It was revealed that there was an inconsistency in perceptions of the counselors’ roles;
learners perceived counselors as playing the part of an informant/language expert, a

resource navigator, and a learning path finder, while counselors perceived themselves as

maintainers of discipline in the center. Based on enquiry analysis in the logbook, learners
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approached the counselors asking for clarification about language problems, some even
regardeding counseling as private tutoring. Learners also approached the counselors to
ask for the locations of materials in the center and to ask for recommendations about their
learning path. However, the counselors perceived themselves differently. They were not
aware of their appropriate roles, as shown by/thelsreflection in the logbook that they
were mainly concerned withrmaintaming disciphmein-the center; for example, they
stopped learners from socializing: Very few comments on counseling techniques were

\
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found in the logbook. Wilezynskifinally cﬁ)ncluded that the true roles of language

counselors needed to be established aﬁd counselor training should be conducted when
recruiting new counselors. #
Studies that Investigate Effects of the Couns:fah;1g Program on Self-directed Learning

Studies of counseling progtaims almedm enhancmg self-directed learning yielded
consistently positive results. Studies have repofrte.:d that counseling programs have helped
learners conduct self;dir—t?cted learning as well as improve fheif language and that overall,
the learners had positive‘opinions towards the program.

Firstly, Victori (2007) cénductedidan évaluation of the development of a self-
access center thatincluded a counseling service program in the university context. The
counseling services aimed to enhance learners’ self-directed1earning skills. Victori
pointed out that the counseling program was successful in helping learners direct their

own learning and to study independently. Learners were less dependent on the counselor

and came to counseling knowing what and how to learn rather than asking the counselor
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what to do. Learners also reported that the program helped them improve necessary
language skills.

Reinders (2006) also conducted a research study on the effectiveness of self-
access center counseling services offered in the university context, obtaining learners’
and counselors’ feedback through questionnaites.Fhe findings revealed that the learners
in this study had positive opinions towards the eounseling programs. The learners
reported that they were satisfied with the program, that it helped them learn English by
themselves and focus ongwhatthey neededL 'tolimprove. Reinders (2008) later conducted
another study in the uniyversity contex;[ whieh yielded similar results; the learners viewed
counseling sessions as benefigialin enhancf;].g the1r language skills.

Additionally, Altshul (2001) 1nvest1ga_ped the effectiveness of using e-mail to give
counseling at the University of Satford. The piir’po‘se of using e-mail was to create the

opportunity for more lecturer-student contact, w1‘dl the goal of extendmg the range of

language help and thereby raising the students’ language skil}s. All e-mails messages
were recorded and analyzed according to types of usage; for example, questions about
class assignments, requésts for corrécting studeiits’ texts, raising.awareness of learning
strategies, and gemneral discussion. It was found that overall there were three main learner
uses fortemail as follows: to ask for follow-up language problems, to request error
correction in English homework, and to make appointments with lecturers. The findings
demonstrated positive effects when using e-mail to give counseling. As indicated on the
questionnaire, the learners liked it for its speed, ease of use, convenience, and

helpfulness.
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Similarly, Keyuravong and Maneekhao (2006) examined the effectiveness of
using e-mail to give counseling in a large class at King Mongkut’s University in
Thonburi, Thailand. In this study, learners were required to use e-mail to share and
discuss problems in learning English and completing their class assignments. To examine
its effectiveness, learners’ attitudes towards g-mail’counseling were measured. The
findings revealed that almestall-of the learners reported that e-mail counseling was very

useful since it helped them improve their English and solved problems in learning.

\
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Summary

As evidenced in_the literature,‘ self—cii’rlec_:ted learning is significant for two reasons:
it is an essential ability for learners to develép 1n order to survive in the current
information age, and it can'be used-l té ‘addres;'s:a;led:;rners’ differences. Since self-directed
learning is so essential nowadays; schools and}J_"-.n?‘sJ?itutions have attempted to enhance
learners’ self-directed-learning and researchefg-ﬂ;v_e‘ developed teaching approaches and
learner training progfafﬂs to be used in classrooms. Howev-er,—r‘very few studies have taken
into consideration the fact that out-of-class support is also very important.

To addréss this disparity, reseatchershave dttémpted to dévelop a counseling
program as a way-to support learners outside the classroom. Counseling is distinctive
from teaching in terins ‘of roles played by their respective practitioners (eounselors and
teachers) as well as degrees of power and responsibility held. Teachers have more
authority in terms of controlling learners’ learning than counselors do, while counselors’

main goal should be to create a non-threatening environment in which both learner and

counselor share empathy and respect. Counselors must listen to learners actively and use
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language that makes the learners feel that they have the authority to make their own
decisions (as in down play counseling). In addition, it should be noted here that giving

counseling is not a matter of prescribing what to do to learners. Moreover, giving

\ T ) Reading a selection of materials

selnﬁ obgs“:u:%lscussmn with experienced

related to self-directed lev
counselors, and practicim/ ave been four essary to prepare a new

counseling requires specific skill sets -skills and micro-skills. New counselors

should therefore be trained in hc

counselor.

As shown in preyioussstudies, a-cot s comprised of four phases
as follows. The first pha he second phase is concerned
with helping the learner r , and expectations while the
third phase tries to help the learner ‘of the fourth phase is to for learners to
take charge of their leﬁmng processes and w to assist learners in

evaluating their lea utcomes. Fi he conceptual framework of

|| _
the English language c;weling program used in this stua@
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Principles for language counseling
1. Creating a non-threatening relationship.

2. Listening to learners’ responses.

3. Using appropriate language.

4. Creating a learner profil

5. Helping the learner in t
6. Providing enough
7. Employing ‘Genr:

8. Using macro and

Phase 2 Raising learner’s aws
' ~ Self-directed learning

Phase 3 Tg":—————_

Phase 4 Counseling m

Phase 5 Evaluating the { %am
[ ]

/4
i 11N9
Each phase c0n51sts of tasks designed to:

e RADNASHRN TN Y

2. Help learners set goals and develop an action plan

3. Help learners monitor and evaluate learning

Figure 2.1 Conceptual Framework for the present study
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CHAPTER III

RESEARCH METHODOLOGY

In the present study, the researcher attempted to investigate the effects of an
English language counseling program on self-direeted learning of upper secondary school
students. This chapter presents-adescription of the research methodology including
research design, context of the study, population and participants, instruments, research
procedures, data collection procedures, ancﬂll‘ dgta analysis.

Resear;e'llz Design

The present study employed.both ‘;;}ue.‘lntitative and qualitative research methods
and was carried out in the second s-ler_rillester ofjtlle academic year 2009 in the English
Program at Samsenwittayalai School. To con(iil.c;tﬂfhis study, an English language
counseling program was develdf)éd to facilitalt‘g:i.e»:id_rrllers during their self-study and to
recommend English iaﬁguage learning resources. A questidnﬁ‘aire, interviews, and
learner’s journals were employed to examine the effects of'the counseling program on
self-directed leatning. [Participation wasofn voluiitary basis. The‘€ounseling sessions were
arranged during the learners’ free time,such as before school started, during lunch hours,
or at thetend of the school day.

Context of the study
Samsenwittayalai is a public school that provides lower secondary level (Grade

7-9) to upper secondary level (Grade 10 — 12) education. In the upper secondary school

level, the school offers four types of educational programs including AP, DPSAT,
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Regular, and English programs. All programs provide instruction based on the Basic
Education Curriculum B.E. 2544. The AP program emphasizes enhancing computer
literacy and it uses both English and Thai as media of instruction. The DPSAT program
emphasizes improving learners’ mathemati¢s and science ability using Thai as the
medium of instruction. The Regular programprovides instruction based on the Basic
Education Curriculum B.E+2544 and uses Thai as the:-medium of instruction in all
subjects. However, the English program emphasizes learners’ English language ability
and uses English as the medium of instruc%ioq in all subjects except Thai language.

The English Program is locéfed inT—E;uilding 8 surrounded by learning facilities
such as a library, an e-library,;and an ICT réqrr;. In the library, which is open to all

students, there is a special €orner designaied for learners from the English Program. This

. ) L 4o . .
corner provides a variety of materials such as books, encyclopedias, and magazines from

all content subjects. English-prég;am learners are allowed to-use this corner at any time

and can borrow some-mfaterials o study at home. Next to the.corner is the e-library where

learners can access the Internet, for academic purposes only. In addition, the English
Program has its'owifl ICT foom where theé leartiets ¢an useicomputers for educational
purposes.

Surrounded'by, school facilities, the learners in the English Program have access
to many valuable learning resources of which they can make use. It is convenient for

them to find learning resources as long as they are willing to study by themselves.
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Population and Participants

The population in this study was upper secondary school students in the English
program. According to Reio and Divis (2005), upper secondary school students were the
focus of the present study because they are mature and ready to direct their own learning.
The researcher selected the English Program atSamsenwittayalai School by using a/the
purposive sampling technique:=The eriteria in choosing this school are as follows.

To begin with, thedearners in the English Program of Samsenwittayalai School
possess readiness to direet their own learnghg: They receive support from the school to
conduct out-of-class English activitieé such:—als English camps, English clubs, English
contests, and English actiwvities on special dgys: Many also receive encouragement from
family members to learn English; 1n _f:act, somﬁ };-SG English with their family at home,

and many parents buy English materials for th’k_in;fﬁnd send them to further their learning

P
o foay
g

abroad.

In addition, Vtk;e;rEnglish Program at Samsenwittajaléi School has also provided
resources and facilities t0 support the learners to learn by themselves such as a library, an
e-library, compiitertoonis, and witelessInteriict access. Theleatiiers are allowed to use
them anytime. In‘addition, the library is open long hours, from 7.00 a.m. to 5.00 p.m. and
there is @ large collection of materials including text books, encyclopedias, dictionaries,
and magazines. The computers rooms are enough for the learners and they are able to use
wireless Internet access. Denchai: is this paragraph redundant?

Six participants were selected from those who completed the English language

counseling program. Initially,17 learners volunteered to take part, but owing to time
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constraints, only six of them completed the program, and these six were selected to
participate.

The participants’ real names were changed to keep their identities confidential.
The names used throughout the study are Pteme, Mac, Noon, Ting Ting, Aim, and Biew.
Their demographic information is summarized.dn Fable 3.1 as follows.
Table 3.1

Demographic information of theparticipants

]

. Level started
Age Level of
Name Gender 4 Field of study learning
(Year) study

English
Preme Male 19 3 M_6_ Science-Math Kindergarten
Mac Male 17 M. @ J Science-Math Kindergarten
Noon Female 17 M.I 6ﬂ P Math-English Kindergarten
Ting Ting Female 18 M. 6 Math-Eﬁ glish Kindergarten
Aim Female 17 M. 6 Science-Math Kindergarten
Biew Female 17 M6 Science-Math Elementary

As shown/in Table 3.1, there are two male participants and four female. Their
ages range from 17 — 19 year old. All participants were studying in the Mathayom 6 level
(Grade 12). Four of them were studying in the field of Science-Math and the other two
were studying in the field of Math-English. The participants from both fields learned

mathematics five hours per week, but the number of science and English hours that they
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learned was different. As the name indicates, the participants from the Science-Math field
learned more science hours and the participants from the Math-English field learned more
English hours. The participants from the Science-Math learned twelve science hours per
week, but those from the Math-English field learned only three sience hours per week. In
regard to English instruction, the participants feona'the Math-English field learned eight
hours per week, but those froem-the Scienee-Math field-learned six hours per week. Most
of the participants, except Biew,started learning English when they were in kindergarten,
while Biew began learning English when sﬂlhelwas at the elementary level.
| Instr%am_ents

In the present study, the instrumen?‘ts_ \;vere divided into two groups. First, the
instrument employed as a treatmen-lt \_%{as the'-ﬁ;;ldgaish language counseling program.
Second, the research instruments-employed toi_'_'e-.y:"egrfiuate self-directed learning consisted of
a questionnaire used te,collect élﬁéhtitative data afld leatner’s journals, interviews, and
counselor’s logs weré ﬁéed to collect qualitative data. (D: fs tﬁis the correct meaning of
this paragraph?)
English Language Counseling Prograni

To design the English language counseling program in the present study, four
researchistudies (Karisson etlal, 2007, Victori, 2007; Reinders; 2007; Pemberton ef al,
2001) were reviewed since those studies had a clear structure of the program. Based on

previous studies, the English language counseling program in the present study is a set of

sessions developed by the researcher with attempts to help learners improve language
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skills that they wanted to master as well as to facilitate them during their self-study
outside the class.

Considering the literature on how to foster self-directed learning, the learners
need to be able to decide what they need and wish to learn, set achievable goals and
objectives, monitor learning progress, and evaluatelearning outcomes. The counseling
program used in this study;therefore, consisted of five-phases to enhance these abilities.

The first phase, understanding the learner, was used to collect data about learners’

\
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background. The secondphase; raising ledmers’ awareness, was employed to help

learners to understand their own learﬁing p%efe_rences. The third phase, designing a self-
study plan, aimed to helpdearners set achie\?a_bie goals and objectives. The fourth phase,
counseling, aimed to help learners Jto_ :-r‘eﬂect'-:ﬁiég;l their learning process. The last phase,
evaluating learning, aimed to help learners e@é&e their learning outcomes.

In the present study, the researcher wég‘iiié_lénguage counselor in the counseling
program and took thé r;)ies of the counselor as a facilitator -and a guide. As a facilitator,
the researcher helped the'learners identify their needs, set goals and objectives for
learning, choos¢-appropiidte Teatning resources, teéflect uponileatiiing progress, and
evaluate learning'outcomes. Also, the researcher offered supports in terms of expressing
empathyy shating fe€lings, and giving encouragement. As a guide, the researcher
suggested learning resources and learning strategies.

During all counseling sessions, the down playing counseling approach suggested

by Pemberton et al (2001) was employed. By using this approach, the researcher used

language that created mutual rapport and made the learners felt that they had the authority
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to make decisions. The following prompts are examples of the down playing statements
that the researcher used when giving counseling
- I’m not sure if it’s useful or not because everyone is different...
- Idon’t know if it works. Butiwe can have a try to...
Each session took 25 - 30 minutes to eomplete. The learners had to sign up to
make an appointment before-attending the counselingsession. The sign-up sheet was

posted in front of the counselingroom weekly. After each counseling session, the

. ) . .
counselor wrote in the counselor s log to record how the counseling session worked. The

details about how each phase/was conducted are presented in Figure 3.1.

i
\ #

¢
Phase 1: Understanding the Learner
The first phase was'to understand the_f'}t}ilrner. The purpose of this phase was to

gauge the learner’s background iﬁélu'ding theii"__"lé%l of self-directed learning readiness,

social and educational backgroﬁﬁa; and needs and _é;(pectations. The understanding of the

learner’s background} helped the counselor g-ivé cdunseling— that served individual needs
and preferences.

To obtaifl infofniationabout thé learner’ s background, thi€e instruments were
used as follows: a'questionnaire, an autobiography, and an interview. These three
instruments were used in two sessions (session 1.1 — session=1.2).

In session 1.1, the counselor introduced the concepts of the English language
counseling program to the learner including its purposes, how many sessions to complete,
and the counselor’s and learner’s roles. For example, the counselor informed the learner

that the counseling program is a set of phases and sessions developed to help the learner



Recruit Participants o Advertisement

Phase 1: Understanding the Learner

Aim: To investigate learners’ level of self-directed learning

readiness, social and educational background; and needs and

expectations.

Aim: To raise § awareness about their learning

Phase 3: Desig

Aim: To help learne 4 ,.r et achi e goals and objectives and

to develgp an action plan.. -

Vf

Phase 4: CU!msel ing

NNt T

Aim: To investigate effects of the English language counseling

program on self-directed learning

Figure 3.1 Procedures of English language counseling program
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to master language skills that he or she wanted to improve. The counseling program
consists of 5 phases and 10 sessions (see Figure 3.1). To participate in the counseling
program, the learner had to design a self-study plan to practice English language
activities and later brought those activities to discuss with the counselor. The counselor’s
role was to facilitate him or her during a self-study'by giving counseling and
recommending learning resourees: 4

Afterwards, the leatner completed the Self-Directed Learning Readiness Scale
(SDLRS), which was used to investigate tl“ie 1¢vel of self=directed learning readiness. The
questionnaire was adapted from Khofnsan (:—}§9_7). After completing the questionnaire, the
learner was asked to write an autobiograph}gi_n”English describing his or her social and
educational background. For the S(;Ci_él backg'%)};nd, he or she was asked to write about
the opportunity to use English with family meglbé}s and how the family encouraged him
or her to do out-of-class Englisfl_ éétivity. For;{fi.é.ﬁf;:&lﬁcational background, he or she was
asked to write about bérisonal English learning experiences-inéluding the period at which
English learning began,is or her previous English teachers, teachers whom he or she
admired, in-clas§ activity préferénces, afid what kind of English/activities that he or she
typically did outside of class.

In session [1,2y the learner was intetviewed in order to gathet in-depth information
about self-directed learning. The interview focused on the reasons why the learner
decided to participate in the counseling program and the language skills that he or she

wanted to improve. This interview was semi-structured. Seventeen questions were

prepared beforehand as guidelines for the interview. Also the researcher pursued chances
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to ask the learner to clarify the topics that were related to self-directed learning emerging
from the interview. The interview questions were developed based on the SDLRS
framework (see Appendix B). The data in this interview were used to triangulate with the
findings from the questionnaire and provided insights about the learner’s background
which helped the researcher understand the learmerbefore giving counseling.

By employing thosetasks; the counselorwas-able to understand the learner’s

background—their self-dirgeted learning readiness, soeial and educational history, and

. / ) . .
needs and expectations—=and usethis knowledge to give counseling.

Phase 2: Raising Learner’s Awareness

i
\ #

i e )
The second phaseiwas to raise the learner’s awareness. The purpose of this phase
was to help the learner undérstand his or herown learning preferences. This phase

. . ey e s Ay
consisted of one session (session2.1)as follows.

In session 2.1, reflective task was employed toraise the learner’s awareness

about his or her learnirfg preferences. To conduct the reflective task, the learner was

asked to think of a memory about English lessons that he or she could recall very well
and explain what kinds of lactivities the teacherstused in the €lass. The activities that the
learner described'were the ones that helped him or her learn well since those activities
matchediwitht his or’heriearning preferences.

With this task, the learner was made aware of how they learn best or their learning

preferences, and used it to plan a self-study in the third phase.
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Phase 3: Designing a Self-Study Plan
The third phase was to design a self-study plan. In this phase, the learner had to

plan how they were going to master language skills that they wanted to improve. The
purpose of this phase was to help the learner see the importance of planning, to help the
learner set achievable goals and ebjectives, to develop an action plan, to introduce
English language learning resources, andto show-learners how to record their learning.
This phase consisted of thrge'Sessions (session 3.1 — 3.3) as follows.

In session 3.1, the'learner was aske%i to complete a problem-solving task
describing how to make a Thai spicy évoca;iol galad. The purpose of this task was to help
the learner recognize the impgortance of plali;lla_ir;g. To complete the task, the learner had to
do two steps as follows. First, the léa%ner reét}i%aﬂr;-ged the steps of how to prepare spicy
salad dressing. Second, the learner réarrangediﬁg;'éteps of how to prepare the Thai spicy
avocado salad. While the 1earnéf 'Was doing the ta-'sk, he or she had to do a concurrent
think aloud protocol feﬁecting upon his or her thinking by éaﬁng what he or she was
doing. The think aloud protocol was recorded and later replayed to discuss with the
learner how he ot shie completed theltask:

In session'3.2, the learner was asked to conduct a learning goal situation to
understand what is meant by achievable goals and objectives. The I€arning goal situation
was conducted as follows. First, the learner read a handout describing the learning
situation of a learner named Somchai who planned to improve his listening skills.

Second, the learner was asked to discuss how Somchai planned to improve his listening

and what may help him achieve the goals. In addition, to help the learner see the
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relationship of language skills, the framework of ‘General’ and ‘Fundamental’ language
proposed by Toogood (2005) was introduced to the learner. Table 3.2 presents the details
of the framework.

Table 3.2

Framework of ‘General’ and ‘Fundamental Language (Toogood, 2005)

Problems with General Skills ©  Fundamental Skills

Listening Vocabulary and Pronunciation

Speaking , i Vocabulary, Pronunciation, and Grammar
Reading _, | Yocabulary and Grammar

Writing ?‘ \.‘focabulary and Grammar

)
F I

As shown in Table 3.2, the frélmeworkiéﬁé;iws that the shortage of a ‘general’ skill
may be caused by some ‘fundafr_léﬁtal’ skills..;lf;g iq(ie}ltify areas to master, the learner
therefore has to Carefuilg( choose the skills to practice. For éxa‘mple, a learner who wants
to improve his or her speaking skill should plan to increas¢'his or her vocabulary, to
practice pronunciation, and to'practice giammar. While a learner-who wants to improve
his or her listening skill will have to focus on practicing vocabulary and pronunciation.

After'introducing the framework, the Iearner was asked to write his or her own
self-study plan at home which was used to discuss with the counselor in a later session
whether his or her plan was achievable or not.

In session 3.3, the learner together with the counselor first discussed the self-study

plan that he or she was assigned to do at home. The learner was then introduced to
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English language learning resources that he or she could use during the self-study. The
‘English Language Learning Resources’ is a collection of learning materials comprising
eight skills as follows: listening, speaking, reading, writing, grammar, vocabulary,
pronunciation, and miscellaneous. In each skill, there are two categories of materials
including printed books and websites.

To introduce the learning resources, the counselor asked the learner to do the
manual hunting task. In thiss#taskythe learner was given the resources with a worksheet
consisting of questions about what he or slﬂli‘e gould find in the English language learning
resources (see AppendixC). The learﬁer ha;ei Ite_n minutes to complete this task.
Afterwards, the counselor and the learner di;:sclissed what learning resources he or she
could use to practice language skilis _énd ho&ilg:J-or she would use them.

After completing the manual hunting t.a_skfﬂthe learner was provided with a
learning resource thathe or she could use durlngfns or her self-study. During the
counseling sessions, fh;akcounselor suggested appropriate léarﬁing resources when the
learner did not know where he or she could find resourcesto improve language skills that
he or she wanted tot

Phase 4: Counseling

The fourth phase, counseling was the heart of the program, The main purpose of
counseling was to facilitate the learner during his or her self-study. In the present study,
the researcher acted as a language counselor. The counseling was offered individually

using both English and Thai depending on the learner’s preferences in a room that made

the learner feel comfortable discussing his or her problems with the counselor. After
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planning the self-study, the learner started carrying out English activities as he or she had
planned for one month. Every time he or she carried out an English activity, he or she
recorded the self-study in a learner’s journal. During the plan, the learner came to meet
the counselor three times, in the 1%, the 2nd, and the 4™ week, by appointment. After
meeting the counselor in each session, the learner.eontinued to carry out the activities
determined by themselves-andrecorded all activities'in-the learner’s journals.

During all counseling'Sessions, the counselor built rapport and created a non-

\

threatening environmentby using the worcis that carry meanings of group. For example,
the word ‘We’ was employedirather than ‘F —»and ‘You’, and the counselor mostly listened
to the learner rather than dominating the cotiye?sation.

In the counseling sessions, the resear:éégr- did not provide definite solutions for the
learner, but instead asked the learsier to reﬂecliéiﬁgn his or her learning and triggered an
idea for reply and solution; which -functioned.f;é;?(_n‘l the leagner’s own terms. Also the
counselor used languég;e;counseling skills including macroianr‘d micro skills proposed by
Kelly (1996) to give counseling. The following extract from a counseling session is an
example that the coun§elot employed in‘order to giveé counséling. The letter ‘L’ stands for

‘Learner’ and ‘C*for ‘Counselor.” After each interaction, the bracket [ | contains the

skills that the counse€lorenmployed.

C: Okay! Welcome ... (Name) ... to the counseling session.
So, can you tell me what you have done so far? [Questioning]
L: I watch TV series with Thai subtitles.

C: With Thai subtitles? [Repeating- Mirroring]
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L: Yeah! Because I think if I watch with English subtitles em...
I will have to read the subtitles and it’s the reading practice.
If T watch in Thai subtitles, I actually practice listening.

[Linking]

1 see my improvement; I can

the same words.

C: ? [Eliciting information]

L: ... bottom line

C:  Bottomling? — [Repeating- Mirroring]
T 7N

L: ﬂo meaning in the &m? uess from the context

i gs or main idea.

FIUOS"‘WIEJW‘WEHM

As showfi'in the above conver, e;ltlon the counselor helped th1s learner to reflect

o Y BT A R R

specific counsehng skills such as questioning, repeating or mirroring, linking, eliciting

ﬂ[ Confronting]

information, and confronting.
Moreover, the genre of language counseling proposed by Ngonkum (2001) was

employed to help the researcher to focus how to give counseling to the learner. The genre
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of language counseling is steps of how to start giving counseling, how to carry on, and
how to end the counseling sessions.

Phase 5: Evaluating Learning

The last phase is to evaluate the English language counseling program by asking
the learner to evaluate his or her learning suceess.«The Self-Directed Learning Readiness
Scale (SDLRS) and the interview were employed. This phase consisted of one session
(session 4.1).

In session 4.1, the'learner was aske%i to complete the Self-directed Learning
Readiness Scale (SDLRS) to examiné his o:rvklle_r level of self-directed learning readiness.
Then he or she was interyiewed 0 investi ga%:;e_ ciata about self-directed learning in depth
and opinions towards the English 1;111_ig‘uage Célz;seling program. The interview was semi-
structured. For the data about in-dépth self—diﬁ_é&éﬁ learning, the seventeen questions
developed by using the SDLRS framework w;é;r-:e:»ér_n‘ployed. For the data about opinions

towards the English lariguage counseling program, four questions were used as follows.

- What have you learned or improved during the'program?

Have you achiéved the goalstyoussetiat the beginaing-of the program?

- Which'session helped you the most? How?

What should,be improved in order to help the program bécome better?

In summary, there were five phases in the English language counseling program:;
understanding the learner, raising learner’s awareness, designing a self-study plan,
counseling, and evaluating learning. In these five phases, there are several tasks. Table

3.3 summarizes the description of instruments employed in each phase.
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Table 3.3

The instruments employed in the English language counseling program

Phase Session/ Instruments Descriptions

Phase 1  1.1. Questionnaire

’ , uestionnaire to investigate level of self-

1ng readiness

1.1. Autobiog 9 A ction to investigate learner’s

ational background.

1.2. Interview & \\\\\

:;J.ﬂ

i

xamine in-depth

-; ion about self-directed learning

Phase 2 2.1. Reflecti < F | 1 A task fo raise learner’s awareness about

carning style.

Phase 3  3.1. Problem-solving m‘— o help learner recognize the
P _,4-*:,-}} 7L

plafining

3.2. Learniag 7 | l‘“ er to be able to set

achievable seltﬂtudy plan.

3.3. ﬁgumaa}ngaa%‘l 8 Wﬁ(’w EI Gmﬂﬂlﬁ language learning

Learnin g Resources resourcegncludmg book&&nd websites.

record his or her self-study
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Table 3.3 (Continued)
Phase Session/ Instruments Descriptions
Phase 5  5.1. Questionnaire A questionnaire to investigate level of self-
directed learning readiness
5.1. Interview An.nterview to examine self-directed

* learning and opinions towards the program

Manual for Counselors,

This manual for g¢ounselors presents%the_ procedures of conducting the tasks which
were developed by the resear¢her and empléyed in the English language counseling
program. The researcher déveloped the mantKida;*_l_g-s a guideline to give counseling in all
phases. The manual consists of three'sections;_';nitﬁ)duction, getting ready, and getting
started (see AppendixE for sarﬁfﬂé of the ma.ﬁ’t.i.z;l-lq.f_o.r counselor).

The introductrion‘ begins with the description of the English language counseling
program including its definition, diagrams, and procedures. To elaborate, the first section
introduces the concepts of the English language ‘¢ounseling program; how many phases
and what activities the learner and the counselor needed to do. The second section,
getting teady, introduces essential background that the résearcher employed to give
counseling including principles for language counseling, skills for language counseling,

and genre of language counseling. The third section, getting started, elaborates the

procedures of conducting the tasks employed in the counseling program.
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English Language Learning Resources

Apart from developing the manual for counselors, the researcher also compiled a
collection of English language learning resources that would be recommended to the
learner during their self-study. The resourees were used specifically in phase 3, designing
a self-study plan, to help the learner develop an‘action plan for their learning.

To develop the English-language learnimg resources, the researcher used the
following procedures. Firstthe researcher surveyed and compiled books related to
English language learning from the schoolil“liblrary and the ICT room of the English
Program at Samsenwittayalai School.‘Secoédl, t_he researcher compiled websites by
searching with Google using key words and%ph.fases such as English language learning
websites, learning Englishy and weé?s_ii;es for'-:.l;ud;:ning English. After that, the researcher
studied the websites in depth and'catnegorized_fl;é’f?l into groups based on language skills
such as listening, speaking; rea&l_iﬁg, and writi;iiéiﬁdwever, there were some websites that
were developed for léa}ﬁing grammar, vocabulary, or pronﬁnéiation, so these websites
were grouped separately: There were also many websites that were designed for learning
multi-skills, so they:were assigned to'thé miscellaneous groupy

In summary, the English language learning resources consisted of appropriate
books and websites for'the learners to learn with by themselves at home: They were
categorized into 8 groups including listening, speaking, reading, writing, pronunciation,
vocabulary, grammar, and miscellaneous. The order of the resources was alphabetical. In

each material, the learners could see the logo with a short description explaining

interesting points in the resources.



80

Validity check. After developing the counselors’ manual and the English
language learning resources, they were sent to three experts to check content validity. For
the manual, the experts were asked to provide qualitative comments in two aspects
including whether the structures of the English language counseling program and the
procedures of employing the tasks were apptopriaté or not. For the resources, the experts
were asked to provide feedback-about appropriateness:Overall, the three experts
remarked that structure of the English language counseling program was well-developed
and it could be used to foster self=directed l].ealrning. Howeyver, the experts provided more
comments which were ggouped in fouf cate:g(l)ri_es: language use, counseling principles,
tasks, and resources. Table 3.4 summarizes :'tlhose comments.

Table 3.4 9 J,d

Summary of experts’ comments on the Englishi_ldﬁfguage counseling program

P

Before Revision i " Experts’ Comments

Language use
1. The tense in writing the manual is past tense.  The tens€ in writing the manual

should be present or future tense.

Counseling principles

2. The learner can meet'the counselor by The learner should make an
appointment or whenever he or she is free appointment only.

3. The counseling will be offered either The counseling should be offered
individually or as a small group depending on individually only because each has

learners’ preferences. a different self-study plan
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Table 3.4 (Continued)

Before Revision Experts’ Comments

Tasks
4. In phase 2 (session 2.1), the objectiveiis “The The objective should be “The

learner should be able to describe his or her own +learner should be able to reflect on

J

learning preferences” his'or her own learning

preferences”
5. In phase 3 (session 3.4), theg'learner vwillilj‘be.,l The experts are not sure how this
asked to performed a problem-solvin.g task;co _ activity will trigger the learner’s
see the importance of planning. ?‘ | idea related to planning.

6. In phase 3 (session 3.3),'the learner will be . The procedures should add the

introduced to the English language learning ;:‘J"ﬂdiscussion of a self-study plan

] A
g

resources only. ' ~ since the eounselor asks the learner

to plan at home in the last session.

7. In phase 3 (session 3.3), the manual hunt Those kinds of questions should be
worksheet consists Of questions‘that/ask'the oniittéd becatse they do not help
learner to find pages of the website. the learner to think how the

resources can be used. They should
be replaced by resources that the
learner can use to practice
language skills that he or she wants

to.
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Table 3.5 (Continued)

Before Revision Experts’ Comments

Tasks (Continued)

8. In phase 4 (session 4.1 — 4.3), the counselor ~ The step of writing the counselor’s

only gives counseling. log should be added to the
procedures.

Resources

9. The resources only previde descriptions{of . Each website or book should

the websites and printedidbooks i | _ provide difficulty levels such as

basic, intermediate, or advanced.

)

Manual for counselors revision. Afté;réjéeiving the experts’ comments, the
researcher used those commentrs to revise the.I:I‘l:f;l-I;:l:lﬁl. Most of the comments were used
to revise accordingly;except the comment in number 5 wherein the experts were not sure
how the problem-solving task together with the concurrent think aloud protocol would
trigger the learner’s-ideas related to planning:~T'his suggéstion was not used to revise
because when the'researcher piloted this task with 3 learners who shared the same
educational backgrounds the results revealed that they could in fact/talk about planning.

English language learning resources revision. All comments were used to revise
the English language learning resources accordingly. Since the experts commented that

the learning resources should have difficulty levels, the researcher provided levels,

making note of whether the website developers provided such information or not. For
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websites that indicated difficulty level the researcher employed it accordingly while
websites that did not give specific level information were labeled “all levels.”
Research Instruments

In the present study, there were three research instruments employed to evaluate
self-directed learning including a questionnaire; iateryiews, and learner’s journals. Each
is elaborated as follows. 4

Self-Directed Learning Readiness Scale

The first researchdinstrument empl%yed in the present study was the Self-Directed
Learning Readiness Scale (SDLRS). The pl::H‘[I)OSG of employing this questionnaire was to
gauge the levels of self-directed learning reédiﬁess in the learner. The questionnaire was

used two times, before and-after the learner pg,ﬂicipated in the English language

= T_J"IJ

counseling program. 2 B

ig -

In the present study, the researcher adlziﬁfé-c;l_ the self-directed readiness scale
questionnaire develoiaeﬁ by Khomsan (1997). Originally, Khdmsan translated the Self-
Directed Learning Readiess Scale (SDLRS) (58-item version) developed by
Guglielmino (1977) into the Théi language. Howevet; after translation, Khomson found
that there were two items that had similar meanings to another two items, so she asked
three experts to validate,the translation and determine whether or not said two items
could be eliminated and still maintain the original meanings. The experts agreed to
eliminate the two items and provided other comments that were used to revise the
questionnaire. After revision based on the experts’ comments, Khomsan used the

modified questionnaire to try out with 100 students studying in the high school level. She
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reported that the modified instrument had a reliability of 0.87 (Pearson split half and
Spearman-Brown correction).

First validity check. Since Khomson’s questionnaire was designed several years
ago, the researcher therefore modified her questionnaire as follows. First, the researcher
used the questionnaire with 30 learners in 5/14.B (Grade 11) in the English Program at
Samsenwittayalai School whe-have the same educational background as the participants.
They were asked to complete'thequestionnaire first and make notes on any items they

\

|
had difficulties with completing or stateménts they did not understand. Afterwards, they

were interviewed using the focus group-technique to check how they interpreted the items
on the questionnaire. They were also encouraged to give examples of situations that

supported their responses ift the questibinaire to check their interpretation of the

= T_J"IJ

statements. — ==

ig -

Overall, the responses from the first try-oﬁt leatners showed that they had
difficulties in compréh;:ﬁding some statements since the trénsiation was not clear,
sounded English structures, and contained ambiguous words. In light of these difficulties,
the researcher changed someiteins as follows.

To begin 'with, item 5, 20, 31, and 49 contained ambiguous words and phrases
since they were tranSlated into Thai with a direct interprétation of the English words.
Most try-out learners asked for clarification of these statements when completing the
questionnaire. As a result, the researcher revised those items below. The revised words or
phrases in each statement are in italics. The researcher also provided English translation

after the occurrence of each statement.
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5. ﬂliWL%WﬂN‘Hi’JHLMi’JWWWi?U??W wmadries 'ZﬁJHﬁJ’O Aanata ludand 1WL%1ﬁ15Q‘V°ﬂE]EI

b

It bothers me when people who really know what they’re doing point

out mistakes that I am making.

> mwm"lmammwmﬂ JUT w}ﬂiuﬁﬁﬁ et

It bothers me When peo l ter than me point out mistakes

a

that I amy
' { 3 1 o
20.  Swidndetastnadtnifulas o iz lfiila Hududaglumsdneives
nnAY
I believe that £ ing about u ar d where you are going
should be apari feyM
et )
> fal e lusanvesduesnrsiludiunielu

I believemat 10 goals should be a part of

every persen s,education

n Bl m NaNLNT
Q W"}ﬁ"@ﬂﬁwﬂmﬁb’ﬁﬂ%ﬂ Y

"U’lWLﬁ]’llliJiJ iy la ] !,ﬂfJ’Jﬂ‘]JTIﬂ'Hw‘WLlﬁ'IL!VINW"IlJﬂ"Ii!iEIiJ

I don’t have any problems with basic learning skills.

)

49.  maSeuinesiSouedn Iisludade admSudm

Learning to learn is more important to me.
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)

{ =T v o W
> mafsuiIsngadeunmzamindidinydmsodm

Learning by using appropriate method is more important to me.

In addition, the first try-out learners reported that items 33, 37, 51, and 52 were

difficult to understand since they s lish language structures. Therefore, the

researcher rearranged or adde

Each revision is presentW ‘

egtences sound more like Thai.

33.
mllvm
9
37.
> mwmﬂﬂmum NN AU INAIT D
51. fﬂigiauiamﬂuaxﬂummma

INIINYIRE

> TmiraanmsEoudegiaueugeiinuie

I think constant learning is boring.



87

=l I 4 0o A a
52. maseuiunieaiie lumsauiuaia

Learning is a tool for life.

Y Y Y 4 o A aa
> uaamseudiiluniodie lumsauiugia

[ think learning is a tool for lifc:
Apart from the translation matter, the learners also suggested that the

questionnaire should use anothermeaning for the five Liker’s scale. To elaborate,

Khomsan’s scale was 5 = stfongly.agree, 4 = mostly agree, 3 = agree, 2 = slightly agree,
and 1 = hardly agree. However, the leé;r:nerilirovided remarks that they were not familiar

i
\ -

with this meaning and suggested that 5= stl%_bnfgly agree, 4 = agree, 3 = not sure, 2 =

rhAd &
-4

%I

o 1

disagree, and 1 = strongly disagreei
Second validity check. Aficr all of the revisions were made, the first-modified

questionnaire was sent to three experts with extensive experience in developing

questionnaires and th'_e‘ézoncepts of self-directed learning to eheck the consistency of the
meanings of the translaté.d items.

Predictably, the thre¢ experts agreed with the entire first-modified questionnaire
including the scale change, and the experts said that there were certain items (item 4, 8,
21, 22,.and42) that1ieeded revisionbécause thetranslation €hanged thé meanings of the
original statements. The revision included the changing and rearrangement of words or
phrases, and sometimes whole sentences. Below is the description of the second-modified

items.



21.

88

i e pudilyiniidweugninnnimilsiine

I have a hard time dealing with questions where there is not one right.

6111wmﬂssfmmwawmiummnfﬂmm” MaoUNNAINANNKTIRMADL

’

PwasonId Geouldanouiaziinsngeeniieala

1<}

nA :

If there i Ve c‘\‘\‘h.‘\\\ earn, I can find time for it, no
matter

Y a ~
E]!LiJ‘l]SiJﬂﬁﬂ‘l]JJ”lﬂJJ”lEILWENlﬂ

iy lumsdaaulaeziseues Is

I prefer,classes where 7 am' en o take-part in deciding what

will bé.Jda X

v v E N Ao Yo 1 A gy ﬂ/ o "y =
VTNV uﬁﬂuﬂmgm'Zmumsmmm?wumu ?umsmnummmﬂmiau

‘a o
FHYINYNINYING
S11md) liSoud udeTuiun uiave st i)

Ee

a‘mmmmumwmaﬂ

>

If I don’t learn, it’s my fault.

Y Y Y 1y A A1 a y v
DIV UTEU ?1/3’!5@\1 naam]ummmwmmwm




89

KX a o ad =) d’ﬂ/ Y A 1 d’ Y as ]
42. MIIAAANLITNTITOUNAALUABLAIANIINTNIZTADIADIITNT 11l 9

It’s better to stick with the learning methods that we know will work

instead of always trying new ones.

a a o a ~lo 0 & J A '
> TR NMITTARANUITNGTIE suII a7 15 AnmMsasadsmslni o

Apart from the translation matter, the three €xperts also suggested several
revisions. First, they recommended-that the title of the questionnaire be added. Second,
they asked that the questionfaize diréctions state the number of parts and items contained
in the questionnaire. Third; the expert‘sv su ggégted that real names not be used in the
demographic information section sin-.ce the ijé:a;ners may feel uncomfortable completing
the questionnaire. Fourth, the expeftsf sugges-,_"t-é'ﬂd Jé.idding one question about previous-year

o

grade average in the demographic information’» bécause such information could be used to
triangulate with the English grade: Last, the e;xijéi;ts suggested that the amount of items
on the questionaire be féduced since there some items attempﬁed to obtain similar
information as others.

Most of the experts’ ‘comments were accepted and revised accordingly. However,
their remarks abeut both not using real names and reducing the number of questionnaire
items were N6t heedcd inithewrevision foi the followingt¢asons: In fCgatd|to the use of
real names in the questionnaire, the researcher attempted to investigate each learner’s
self-directed learning readiness individually, so it was necessary to ask learners to write

their real names. In addition, the self-directed learning readiness questionnaire is an

instrument that has been employed to evaluate self-directed learning readiness worldwide
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and it has been reported to have validity as well as reliability, so reducing the number of
questions was not considered.

Reliability check. After the second revision was made, the questionnaire was
reliability-tested on 30 learners who had similar characteristics to the participants of the
study. The participants in the second try-out greup'were M. 6/13 A (Grade 12) in the
English Program at Samsenwittayalai School. The questionnaire was collected during the
English class period and later'analyzed for internal consistency using Cronbach’s Alpha
Coefficient in the SPSS program.The resuBts Ishowed that the questionnaire had high
reliability (o = 0.84) (see Appendix B). The:réf(_)re, no further revision was needed.

Final version of the modified SDLI;S ..‘The final version of the questionnaire was

presented in both Thai and'English. It was comprised of 56 items with five Likert’s scale

# i'jllJ

options as follows (see Appendix’ A). —

ig -

1 (strongly disagree) means Istrangly disagree with this statement

2 (disagree) —7 means I disagree With this statement

3 (not sure) : means I neither agre€ nor disagree with this
statement

4 (agree) means I agree with this statement

S\(strongly agree) means I strongly agree with this statement

The questionnaire consisted of two sections as presented below.
Section I: Demographic information. In this section, the learners were asked to

provide their demographic information including name, age, gender, class, grade average
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last year, and grade of English in the previous year. This demographic information was
used to understand learners’ background.

Section II: Self-directed learning readiness scale. The second section of the
questionnaire consisted of 56 items used to examine complex attitudes, skills, and
characteristics that comprised and individual’s cusrént level of readiness to manage his or
her own learning. There were-l6negative or reverseditems (1, 2, 3, 4, 5, 6, 13, 14, 15,
16, 18, 35, 43, 47, 51, 54) wath the other 40 items being positive. The questionnaire
comprised eight categories as follows: 1) c;penness to learning opportunities, 2) self-
concept as an effective learner, 3) initiative;a;ld independence in learning, 4) informed
acceptance of responsibility for one’s own léarhing, 5) love of learning, 6) creativity,7)
positive orientation to the future, 85 aﬁd ablllty EO use basic study skills and problem-

solving skills. Table 3.5 presentsthe unestionﬁ_aizlr'jeH items from the Self-Directed Learning

P
iyl e

Readiness (SDLRS).
Table 3.5

Questionnaire items from the Self-Directed Learning Readiness (SDLRS)

1. Openness to/learning

Item 1 I’m not'as interested in learning as some other people seem to be.

Item 2 I'llibe glad when I’ m_finished learning.

Item 3  Ithink libraries are boring places.

Item4 Thave a hard time dealing with questions where there is not one right answer.
Item 5 It bothers me when people who really know what they’re doing point out

mistakes that I am making.
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Table 3.5 (Continued)

1. Openness to learning (Continued)

Item 6

Item 13

If I can understand something well enough to get a good grade on a test, it
doesn’t bother me if I still have questions about it.

When I see something that [ don ttinderstand, I stay away from it.

2. Self-concept as an effective learner =

Item 7

Item 8

Item 9

Item 11

Item 12

Item 23

Item 55

Item 56

I am capable of learning for myself almost anything I might need to know.

i
If there is something Lhave decided to learn, I can find time for it, no matter

how busy I am: L, Yy

: )
I can make myself do what I'think'I should.

Lad 4

If there is something I really Want'_ftg-_}earn, I can figure out a way to learn it.

I'have a lot of curiosity-about things.

o

™
4wl

I can tell whether I'm l-éaﬁ:ling sométhing well or ot

I am an effeetive learner in the classroom and on'my own.

Learners are Téaders.

3. Initiative and,independénce in learning

Item 14

Item 15

Item 17

Item 18

Item 19

Item 35

I know what I want to learn.

In‘a classroom, I expect the teacher to tell e exactly what I'm/supposed to do.
If I discover a need for information that I don’t have, I know where to get it.
Even if I have a great idea, I can’t seem to develop a plan for making it work.
Difficult study doesn’t bother me if I'm really interested in something.

I don’t work very well on my own.
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Table 3.5 (Continued)

3. Initiative and independence in learning (Continued)

Item 36 I can learn things on my own better than most people.
Item 40 I’'m better than most people are at trying to find out the things I need to know.
Item 41 1become a leader in group learning situations.

Item 53 Ilearn several new things on my own each year.

4. Informed acceptance of responsibility

L]

Item 10 I know whendneedtodeam more about something.

Item 20 Ibelieve thatghinkingabout'whoyou are and where you are going should be a

4
part of every person’s education.

Item 21 I prefer classes where I amflencou'r_bjggd to take part in deciding what will be

learned and how. <= e
Item 22 If Idon’tlearn,it’s Iflynfauit.

Item 37 No one but };16_3 is truly responsible for what I learn.’

5. Love of learning

Item 24 1 admire people who are always learning new things.

Item 25 There are so many things I want to learn that I wish that there were more hours
inthe day:

Item 26 I really enjoy tracking down the answer to a question.

Item 44 1 have a strong desire to learn new things.

Item 46 Learning is fun.

Item 48 I want to learn more so that I can keep growing as a person.
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5. Love of learning (Continued)

Item 50 I will never be too old to learn new things.

Item 51 Constant learning is a bore.

Item 54 Learning doesn’t

6. Creativity

Item 27 I’'m good at thi e g

Item 28 I can think o a new topic.

Item 39 [like to try new t

Item 43 Idon’tlike challe

ey will turn out.

Item 47 It’s better to stick w, earni 18/ s that we know will work instead of

7. Positive orlentatlp:_t!‘to the future S
Y=

Item 29 [Ilike to th

Item 30 I think of problems as challenges, not stop signé.

e Eo G BT

Item 38 TItry tc‘i”‘elate what I am leagning to my 10’_.% -term goals.

e 453 T, bbb nnsldbie) A%

Item 52 Learmng is a tool for life.
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Table 3.5 (Continued)

8. Ability to use basic study and problem-solving skills

Item 16 Understanding what I read is a problem for me.
Item 31 1don’t have any problems with basic study skills.
Item 32 I’'m happy with the way I investigate'problems.
Item 34 It takes me a whileto get started on new projects.

Item 42 1 enjoy discussingrideca:

\

|
Item 49  Learning to learn isfmore important to me.

Interview #‘

The second research instrume_ﬁt Wasvtcfi};.ld.irjlterview. In this study, an interview was
employed two times. First, it was’embloyed tOQBJtJam in-depth information about
learners’ self-directed learning 1nthe first phzllg‘égf_t‘he English language counseling
program. Second, it v;ra;sn employed to obtain information aboﬁt learners’ opinions towards
the English language counseling program and self-directed learning in the fifth phase.
Each interview took 30 minutes'to compléete:“The patiicipants could choose to be
interviewed in either English or in Thai depending on their preferences. Two participants,
Mac and'Preme, selected to be intérviewed in English while the remaining four, Noon,

Ting Ting, Aim, and Biew, chose to be interviewed in Thai. All data were audio recorded

and later transcribed for analysis.
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First-phase interview. The first phase employed a semi-structured interview;
seventeen questions were prepared beforehand as a guideline and the researcher pursued
chances to ask the learners to clarify topics related to self-directed learning that emerged
from the interview. The interview questions were developed based on the Guglielmino’s
SDLRS framework (see Appendix B).

Fifth-phase Interview. The fifth phase also-employed a semi-structured

interview. The purpose of the'interview in this phase was to examine data about self-

directed learning and opinionsg‘towards theJ"English language counseling program. The

interview questions to elicit data:aboutself-directed learning were similar to those in the

i
\ #

first phase and there wergfour questions to elicit learners” opinions. An example of the

four interview questions is‘presented below. ©

-

- What and how much have you leat:géif;'auring the program?

- Did you achieve the gﬁiéls‘ you'set at the 1E)eginnin.g of the program? Why?

- What is tﬁecég_ssion that helps yo&—the Ihost? Why‘?

- What should*be improved in order to help make‘the program better?

Validity checkfor first-phase interview. Aftet the int€rview questions were made,
they were sent to'three experts to check content validity. Overall, the experts agreed that
the interview questions'could be'used to assess self-directed learning, However, there
were some minor changes recommended by the experts. The recommendations were
worded as follows.

2. What are the language skills that you are good at and the ones you

want to improve?
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2> Among the 4 language skills; listening, speaking, reading and writing,

which ones do you think you are good at and which ones do you want to
improve?
1.1. Please describe what you.do when you are learning something.

- Please describe the learning steps when you are learning something.

5. How shouldan-effective classroom-looklike?
- What should.an eifective classroom look like?

15. How do yeu studyfor a testlf]

- How do you normally prepare for a test?

\ #

: ) A
Validity check for fifih-phase interview. Afier the formulation of the interview

FRAd g

questions, they were sent (0 thi€e expests (o '-_é_l;tcck content validity. The experts agreed

that the interview questions could-be tised to aésé%’éed learners’ opinions towards the

English language counseling pfogfarﬁ and there were no recommendations to revise any

parts. As such, no reVis_iqns were made.

Accordingly, all*éxperts’ comments were used to revise the interview questions.
Afterwards, the‘inteiview questions were piloted with 3 1€arfieérsswho had the same
characteristics as'a target group of participants. The three learners, who studied in the
upper seeondary schoolevel of the English program at Samsenwittayalai School, did not
participate in the English language counseling program.

Learner’s journals
The third research instrument was learner’s journals. The learner’s journals

were employed to investigate the learners’ development of self-directed learning and to
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help learners keep track of their out-of-class English activities. The learners were asked
to write journals each time they carried out an English activity. In the present study,
guided questions designed using the learning process that the self-directed learner
possesses were provided; for example, self-directed learners are those who are able to
understand their needs, set goals and objectives; identify materials with which to practice,
choose appropriate strategies-to-study, monitor learning, and evaluate learning outcomes.
The guided questions were developed to obtain those data. All guided questions are
presented below. : .

- What did yeu dotoday? | - |

- Why did you dothat activity? |

- How did youfeel ab(-)ut- the taskfy_g)u did?

- What difficulties did you encounii_e-;‘ri 'ébrrying out the task?

- What arewyou goiﬁg’ib do next tlmefo overeome those difficulties?

- What othef activities are you going to do next?

Validity check- After the guided questions were made, they were sent to three
experts to check cofitent validity: The éxXperts-agiéeéd that the quéstions were appropriate
for use in assessing self-directed learning, so no revision was needed.

Training to be a Counselor
Due to lack of counseling experience, the researcher prepared himself for the
present study by participating in a counselor training course at the self-access language

learning center at King’s Mongkut University of Technology, Thonburi (KMUTT). The

training consisted of three steps as follows: studying materials, observing, and practicing.
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First, the researcher studied a selection of materials such as journals, reviews,
books, publications, and research studies related to the concepts of language counseling.
This helped the researcher become familiar with the principles of giving counseling,
language counseling skills, counselor’s toles, and how to give counseling.

Second, the researcher observed how. an'cxperienced counselor at the self-access
center gave counseling forfive sesstons. While observing, the researcher took notes by
focusing on the counselor’saappreaches to counseling, the language that the counselor

\

used, the counselor’s andfdearner’s roles, ali‘ld Ithe recommendations the counselor gave.
After each observation, the researchef confe-rred with the counselor about her counseling
techniques; for example, how;to identify negc_ls; help learners select appropriate resources,
give feedback, and help learners m-or_lii‘tor the:igé[z;ogress by themselves.

Third, the researcher tried giving Counié_'e{‘iﬁg to three learners who regularly came
to the counseling sessions of the éforementioﬁeae)_q‘)erienced counselor. This counseling
practice was observed by the experienced. The experienced ceunselor then provided
feedback on how well the researcher gave counseling. Agam, the comments were used
when designing the‘coufiséling sessions in this study:

Data Collection Procedures
In the present'study, the researcher ¢ollected both quantitative and qualitative
data. The quantitative data were collected by using a questionnaire, while the qualitative

data were collected using interviews and learner’s journals. These three sources were

used for the purpose of triangulation to ensure the validity of the data. Data collection
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was conducted before, during, and after the implementation of the English language

counseling program. Figure 3.2 summarizes the steps of the data collection procedures.

Step 1: Before the implementation of the English language counseling program

1.1. Administer the questionnaire (SDLRS)
1.2. Administer the autobiography

1.3. Conduct an interview

3!

Step 2: During the implementation of th'"e English language counseling program

2.1. Administer the learner’s journals

TN

Step 3: After the implementation of the English language counseling program

3.1. Administer the questionnaire TON

3.2. Conduct the interview

Figure 3.2 Data-collection procedures

Step 1: Before.implementing the English language counseling program

Before implementing the English language counseling program, the Self-Directed
Learning Readiness Scale (SDLRS) questionnaire, an autobiography, and an interview
were employed to collect data. All of the learners who volunteered to participate in the
program were asked to complete the questionnaire to check their preliminary level of

self-directed learning readiness. Then they were asked to write an autobiography to
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examine their social and educational background. After that, the learners were
interviewed to examine self-directed learning in-depth.
Step 2: During the implementation of the English language counseling program

During the implementation of the program, learner’s journals were employed to
collect the data. The learners were asked to write journals each time they carried out an
English activity. The journals-were then analyzed to-examine the development of their
self-directed learning.
Step 3: After the implementation of the El}g!iSh language counseling program

After the program was implerﬁented}v ‘;he SDLRS questionnaire was used again to
gather data on the learneis” level of self—diréqtéd learning readiness. In addition, the
interview was used to collect data s;llb_(i)‘ut self;éé{;cted learning in-depth, and the learners’
opinions towards the English langiage counsél_j-'.nr‘é'aprogram.

Data Analy&ts

In the presentr silidy, the data analysis was conductéd ,én the individual basis. To
elaborate, the data about'self-directed learning of each partiCipant was investigated and
analyzed separately.
Quantitative Data Analysis

The guantitative,data wete analyzed to indicate the level of Self-directed learning

readiness in each participant. It was analyzed by using the total scores from each category

in the questionnaire. The scores were interpreted as follows.
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56-139 means participants have “Below Average” readiness for
self-directed learning.

140 — 195 means participants have “Average” readiness for
self-directed learning.

196 — 280 means participants.have “Above Average” readiness for
self=directed-learning.

Qualitative Data Analysis

. | ) ! . .
To analyze the qualitative/data from the interview and learner’s journals, coding

a &

was employed. According to Charmaz(2006), coding refers to “a method of categorizing

segments of data with a shortname that simultaneously summarizes and accounts for

FRAd g

each piece of data.” (p.43):1n the presént stqt}ry, coding was conducted using three steps

as follows: opening coding, axial‘coding, ancLééféf:tive coding.

During open coding; the researcher read a transeript of each learner’s interview

and learner’s journals‘,.&t_tempting to identify meanings of léamer’s responses by
examining the data closely. The researcher then coded any-parts of the data that revealed
information about sélf-dirécted learningt Afterwards; the tesearcher wrote a memo
reflecting initial conclusions about the data. Writing the memo kept the researcher
involvediin the data’analytsis process and helped to increasethe level abstraction of ideas
because certain codes will stand out. Figure 3.3 presents an example of how the open

coding was conducted.
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Interviewer: Next question is “How would you describe yourself as a learner?”

oz a o < ] S g o 2
2 yju: .. AudaniFeues lsud vld aulafezfammae gun ldmaiu dde drauladiiides s edile

3 ﬂ'$ uagﬁ ﬁﬂ'ausﬁ}jqﬁiglﬁﬂuugﬂg Commit to interesting activities

—_—

Noon: Well...if I learn somethingsand I can do it, I'll be interested and I'll will commit

myself. It’s like if I'm interested somethinlg. And I'm pretty self-disciplined

Y o s o S o 5 a v . 3N W
4 ddumwal: Wuaunliszboituaniauly dewlaes 15 Hfe fum Self-discipline

i

\ &

¢
Interviewer: You are self-dis€iplined. You’ré- interested in doing things. If you’re

interested, you’ll make an effort. N
i iy, 'J"IJ

N o -
5 YU D A 1y LLﬁ&’ﬂiﬁ{l’mWﬂUﬂﬁ!iUu 1*Find time to learn

I

Noon: I’'ll make an effért—Yes:-And I spend-time tolearn

v d
. j o

Figure 3.3 An example of howsto conduct opencoding

As seen'in this transcript, the researcher coded any parts of the data that show the
characteristicsiof thisylearner, For example, the researcher;coded-liney2 asj“‘commit to
interesting activities”, line 3 as “self-discipline”, and line 5 as “find time to learn”. These
codes were then merged with other similar codes in the transcripts of the same learner.
Then the researcher wrote a memo to identify a hypothesis or initial conclusion. Figure

3.4 presents an example of such a memo.
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“I am responsible for my own learning”
When I coded the data from Noon’s interview, I hypothesized that she was
responsible for her own learning. As revealed in the early transcript, she described

herself as a learner who is always com o learning about things that interest her,

remarking that she could alw

data makes me hypothesw

learning, but I need to ch 1th*othe

maintain self-discipline. This

a I@mwmble for his or her own

this hypothesis. So here

is a question that I need. &

K # T
Figure 3.4 An example of writing éﬁf jﬁ: . A
..u‘": S,

\; ing activities

e f—disciplin’m

e DRIE

Manage time to learn

AV INBINY-

Figure 3.5 An example of how to conduct axial coding
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In the last stage, selective coding, the researcher analyzed the data once again and

referring to the previous coding that had been carried out. The behaviors emerged from

the coding were used to support the category in the questionnaire. All main codes are

presented below.

Table 3.6

Description of themes and the-deseription’

Themes

Description

|

Openness to learning

Ability/to acicept criticism, perception that learning can

oceur everywhere, greater interest in learning than others,

' 4
and positive attitudes towards openness to learning.

FRAd 4%
; d

Self-concept as an effective

learner

Ability to orgéﬁ}{%e time for learning, self-discipline,

knb'WIédge 2 a ; Jhg needs and resources, and self-view

i .

.-'___-'» ' ,'a g
as a curious individual

Initiative and independénce

in learning

Preferences of active roles in learning, independence in

learning, knowing how to ledarn

Informed acceptance of

responsibility

Self-commitnient, finding tilie to'learn no matter how busy
they are, monitoring one’s learning progress, blaming

oneselfas.a part of learning problems

Love of learning

Strong desire to learn, enjoyment of inquiry, interest in
learning, self-initiation to learn, searching for more
information if things are not clear, preference for learning

something challenging.
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Table 3.6 (Continued)
Themes Description
Creativity Ability to think of various techniques to learn

Ability to use basic study Reading, planning, problem-solving

and problem-solving skills

Validity of the Qualitative Data Analysis

\

|
In order to checksthe yalidity of the qualitative data analysis, the present study

employed two techniques as follows._l First; a r?search assistant or an inter coder was used
to analyze the data from the interviews and ih_e learner’s journals in order to check for
consistency with the researcher’s anaiysis. Thﬁ diglter coder was selected based on the
qualification that she had experie‘hce:@ in doinél.:e;g:"éarch on ESL education. She was
trained by the researcher to anaiﬁé the data usmé :die coding technique. Then she was
assigned to analyze the ciata separately and later brought thé analysis to check for
consistency with the res€archer. Similar patterns of coding were found.

Second, an intra'coder was employed-to ensure the validity of the qualitative data
analysis. The researcher himself read and coded the data several times without making an
immediate conclusion. Also, he.used memos to reflect his ideas several times.

Summary
The present study attempted to investigate the effects of the English language

counseling program on self-directed learning. The study employed both quantitative and

qualitative research methods. The present study was conducted at the English Program at
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Samsenwittayalai School. Participation was on voluntary basis. The treatment in the
present study was the English language counseling program comprised of five phases:
understanding the learner, raising learner’s awareness, designing a self-study, counseling,

and evaluating learning. All of the counseling sessions were conducted on an

ATtic ipants’ fre school. The research instruments
were the Self-Directed Learni sadiness @ questionnaire, interviews, and

learner’s journals. The da es were ust d to triangulate with each other to

increase the validity of

AULINENINYINT
RN IUNRINYIAY
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CHAPTER IV

RESULTS

This chapter presents the findings of the present study concerning the effects of
the English language counseling program developed by the researcher on self-directed
learning. The data were colleeted by using four types-of data elicitation techniques

including a questionnaire, intérviews, learner’s journals, and counselor’s logs.
- . .
In the present study, theé counseling program consisted of five phases as follows:

understanding the learner, raising learner’sawareness designing a self-study plan,

counseling, and evaluating learmng The data obtalned from the first three phases were
used to report on the participants’ backgrounc_lre The data obtained from the fourth and the

fifth phases were used to present*ﬁndings on ﬂlffeffects of the counseling program on

self-directed learning.

This chapter 18 divided into three sections as follows. The first section presents the

results of the counseling‘program and task outcomes. The 's€écond section presents the
participants’ background informatiofi. The last séétion reportsion-the effects of the
English language counseling program on self-directed learning.

Excerpts from the interviews and learner’s journals are also/given in some
sections to illustrate the points (see symbols used in the transcription in Appendix F).
Since some raw data are in the Thai language, English translations are provided in italics

and the key points are underlined in each excerpt.
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The English Language Counseling Program and Task Outcomes

This section presents the task outcomes obtained from each phase of the English
language counseling program. The data are presented in each phase as follows.
Phase 1: Understanding the learner

This phase consisted of two sessions (Sessions. 1.1 — 1.2) in order to obtain
information about the partieipants™ background meluding self-directed learning readiness
and social and educational background.

In session 1.1, the'participants weré asked to complete a questionnaire and to
write an autobiography. The questionﬁaire \Zvells_employed to investigate self-directed
learning readiness and the autobiography weis ﬁsed {0 obtain information about
participants’ social and educationai béckgro{lﬁ;_ld;ln the session, the participants were
interviewed to obtain in-depth information abéitr 'J;elf-directed learning.

For self-directed learniﬁg’féadiness, tfié.'.a;t_anobtained from the questionnaire
which were confirmed,l;y the data from the interview revealed that the six participants
possessed self-directed f€arning readiness. Regarding theirlevel of self-directed learning
readiness, the participants ‘could'be categotized into three€ groups-as follows.

The first group included two participants, Ting Ting and Biew. The questionnaire
revealedithat these two ‘participants had self-directed learning readiness at the “Below
Average” level. In the interview, they expressed a strong preference for classroom
learning; they felt that they could learn better in class because of the pressure to learn.

They also mentioned that they could not learn by themselves because they did not have

the self-discipline to carry out self-study. The second group, Preme and Aim, reported on
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the questionnaire that they had self-directed learning readiness at the “Average” level.
The data obtained from the interview supported that both of them typically conducted
self-study such as watching movies or TV series; however, they still needed others to
support them during their self-learning. The last two participants, Mac and Noon,
reported having self-directed learning readinegss aisthe “Above Average” level on the
questionnaire. In the interview; both of them alsoreported a strong preference for
initiating learning project bysideatifying their needs and planning to carry out English
activities outside of classsThesaid that thél‘y ljke to learn English by themselves by
listening to songs or watehing English mov:iels. _Also they typically found enjoyment in
inquiry and possessed a high level of curiosit_y ;0 learn.

As for social background, tillefidata obtJalfled from the autobiography yielded that
all six participants got support from their famﬂ_]e‘s”to do out-of-class English activities; for
example, their parents frequenti}_/’bbught ther;i[fﬁlﬁ-gli‘sh learning materials such as self-
study books, movies,roirnsongs and enrolled them in extra Engiish classes. In addition,
some families also supperted them in using English at home.

In regards to'educdtional backgréund;-the data from the attobiography revealed
that the participants had started learning English when they were young and had had
positivetexpetiences in learning English; however, two participants, Preme and Biew, had
not had exclusively positive English learning experiences from the beginning.

To summarize, the researcher learned that the six participants had different levels

of self-directed learning readiness. All of them got support from their family members to

do out-of-class English activities. In addition, all six participants had positive experiences
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in learning English at the time although some of them had not enjoyed studying English
when they were young.
Phase 2: Raising Learner’s Awareness

This phase consisted of one session (session 2.1) to raise learners’ awareness
about their learning preferences. In session 2.1 the participants were asked to conduct a
reflective task by recallings-memeories about English-lessons that they could remember
very well and explaining what kKinds of activities the teachers had used in the class.

\

The data from thefintesview as weli as the counselor’s logs revealed that all six
participants were more awarg of’ their‘leam%n g preferences after they conducted the
reflective task. To elaborate, the six particip;;\nfe reported that they had just realized their
learning preferences whenthey did-l thlS aCtl\fl}y_.ln this phase.

3 -Jl'. 4

Phase 3: Designing a Self-Study Plan Bl

This phase consisted of three sessions; (se5510ns 3.1 -+3.3) to help the participants
develop a self-study plan |

In session 3.1, the participants were asked to complete a problem-solving task to
help them recoghnizeé! thelimpOrtance Of plannifigh The participants:were given ten minutes
to complete the task. All of them were able to finish the task within the time limit, with
times ranging from fiveito eight minutes. While they were performinig the task, they had
to do a concurrent think aloud protocol in order to use their reflections to raise awareness

about the importance of planning. The data obtained from discussion after the concurrent

think aloud protocol revealed that the six participants were able to talk about the
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importance of planning. All of them were aware that if they did not plan, they would not
be able to complete the task within the time limit.

In session 3.2, the participants were asked to conduct a learning goal situation to
understand the component of achievable goals. The data obtained from the counselor’s
logs revealed that all six participants could deseribe the components of achievable goals.
They reported that an achievable goal consisted of formulating a specific purpose,

indentifying the timeframe,specifving necessary language skills to improve, and

\

|
planning to monitor leatning progress.

Afterwards, the participants w‘ere as:keld to write their own self-study plans at
home which were used inflater sessions to d%s_cﬁss with the counselor whether the plans
were achievable or not. The data from the co:i;@;lor’s logs revealed that each of the six
participants was able to plan an achievable sei;ﬂ;sitﬁdy. They set clear goals that could be
completed within the timeframé; the activitie.sfz-i.r;é materials they chose were suitable to
help them improve tﬁe:;lénguage skills that they wanted to, -and they identified appropriate
self-assessment methodthat could be used to evaluate theirlearning outcomes.

In session 33, the participants were mtroduced to English:language learning
resources that they could use during self-study. The data from the counselor’s logs
revealedithat only Ting“ling used a resource from the list, a website teaching
pronunciation. The others used learning resources already in their possession such as TV
series or films to practice language skills of their choosing.

In conclusion, the six participants realized the importance of planning and they

were able to plan a self-study that was achievable.
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Phase 4: Counseling

This phase consisted of three sessions (sessions 4.1 — 4.3) to facilitate the learners
during their self-study. After planning the self-study, the learners started carrying out
English activities as planned for one month and recorded their self-study in the learner’s
journals. During the plan, they came to meet the cotunselor at least three times by
appointment. After giving eounseling, the counselorrecorded the counseling sessions in
the counselor’s logs.

The data obtainedfrom 'the counselilor’ls logs revealed that all six participants
attended the counseling sessions threé time:&alls_required by the program. None of the
participants made extra appointments,.and all éhose to converse with the counselor using
English. The data from the counseior;s logs ;é%/f;-aled that the six participants were
comfortable discussing what they-had done am_Lthrelr problems during the self-study.
They were not reluctant to talk about their self—stﬁdy

The counseliﬁg s:essions’ time ranged from twenty twe to twenty eight minutes.
The number of journals‘entries that the participants wrote and brought to the counseling
sessions variedy ranging from thiee to sixteen. Aim récorded sixteen journal entries, Noon
twelve, Mac and Ting Ting nine each, Biew eight, and Preme three.

In addition, the'data obtained from the analysis of transcription revealed that the
counselor also used language counseling skills as well as genre of language counseling in
all counseling sessions. As for the language counseling skills, the data from analysis of
the transcription revealed that the counselor used questioning, eliciting information, and

repeating or mirroring most frequently. The counselor used genre of language counseling
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as a guideline to give counseling. Even though there was evidence that the counselor used
these techniques to provide counseling, there was no evidence pertaining to how the six
participants responded to the use of the language counseling skills and genre of language
counseling.
Phase 5: Evaluating Learning

This phase consisted-of one session (sesston4:1) to help the participants evaluate
their learning outcomes. In.session 4.1, the participants completed the questionnaire again

\

|
to examine their self-direeted leaming readiness after participating in the counseling

program. The participant$ were then iﬁtervigwed to investigate in-depth information
about self-directed learning. #‘

The data from the questionrsla_i‘:r‘e qhows;dd Jtuhat the participants’ self-directed
learning readiness after they completed the CO;iI.]?S'gling program was higher than before.
Considering individual participﬂa_rift-é, the self-(.i{r‘é.é-‘ééc‘l learning readiness of Ting Ting and
Biew changed from thé ;fBelow Average” to the “Average’; leQel. The other participants’
self-directed learning readiness changed only with regard to their scores, not their actual
level of self-dirgcted leaining readingss.‘Preme and Aim‘were still in the “Average” level
while Mac and Neon stayed in the “Above Average” level.

The data obtained from the interyiew also revealed that the partieipants reported
changes in their self-concept as an effective learner, initiative and independence in

learning, informed acceptance of responsibility, and love of learning (see details in the

second section).
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When the participants were asked to evaluate their own learning, all of them
reported in the interview that they could achieve the goals that they had set before
entering the program. All said that the language skills that they had attempted to foster
had improved significantly. Apart from language skills, some participants said that they
gained confidence in self-learning as well as scif-discipline.

In conclusion, at the-end-of the counseling program, the participants possessed

more self-directed learningseadiness and were able to evaluate their own learning

outcomes. In addition, ali'saidithat the lanéuage skills that they had wanted to master had

improved after they completed the counseling program.
Bagkground of the Six Participants
This section presents general_lgackgrdgp_d information about the six participants

who completed the English langflarge' counseliil'g?' f;rogram. The data were presented

individually and were o_btained}f_r'ain four different sources including an autobiography,

an interview, a reflective task, and a self-study plan. The resedrcher used this background

information to discuss the findings about each participant.™

As mentionéd in'Chaptet' 11, the’participants’ réal names-were changed to keep
their identities confidential. The six participants are referred to as Preme, Mac, Noon,
Ting Ting, Aim, and'Biew! The background of the six partictpants consists of two topics
as follows. The first topic presents data about their social and educational backgrounds.
The second topic presents the participants’ interest in participating in the counseling

program. Each is presented below.
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Social and Educational Background

The participants’ social and educational background consists of the participants’
learning support from family, English learning experiences, and out-of-class English
activities. Those topics are presented individually below.

Preme. Preme is a male student who studied in the Science-Math Program of
grade twelve. At home, heneverused English wath-his-family. However, his parents
supported him to do out-ofselass Fnglish activities by taking him to extra English classes
and buying self-study Englishboeks for hllm

In regard to English lgarning éxperi;eillces, Preme did not enjoy learning English
when he was young but later on his interest ‘%‘ir_lcﬂreased. He reported negative experiences
because he only learned to memori;¢:-y0cabi;é{; and grammar for examinations in his
English classes. This made him feel bored and:thfﬁk that English was very difficult. Later
on, Preme was interested in leaﬁﬁﬁg English beczfuse of his English teachers. He reported
that English classes ih the secondary school were not only ébéut grammar, but also
included speaking, listening, and writing. Since then, it made him love studying English
because he studied @ variety of skills’and content.

For out-of-class English exposuer, Preme typically engaged in such activities as
watching movies, TV series, or Soccer games:

Mac. Mac is a male student who studied in the Science-Math Program of grade

twelve. He sometimes used English with his family member; for example, he regularly

chatted with his sister via mobile phone in English. His parents supported him to do out-
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of-class English activities by sending him to extra English classes and buying English
learning materials including books, movies, and TV series for him.

Unlike Preme, Mac reported in his autobiography that he had had positive English
learning experiences since he started learning the language and continued to love learning
English. He said that learning English was veryexe€iting and fun because he did a variety
of activities in classes such-aspracticing speaking; reading, and writing.

Mac also regularly learned English outside of elass. He said that he always
watched TV series in English with subtitle% to learn vocabulary, slang, and pronunciation.

Noon. Noon is afemale studeﬁt wh;)f ;tudied in the Math-English Program of
grade twelve. At home, she ngver used EnglLsh Wlth her family members. However, her
family supported her to doout- of—claes Engl@l actlvmes by creating an English
environment at home. Her family took her to ﬁxtra English classes, bought English
newspapers, played Enghsh songs in the car, a;lci watclied movies together at home.

With regard to Enghsh learning experiences, Noon started learning English when
she was young and hadhad positive experiences in learning English. She always got
good English grade§ and'was proud of hérself:bécause sheywas the only one who was
outstanding in this subject. Later, she continued to love learning English and she
prioritized English as an important subject.

Noon was very curious to learn English outside of class. She enjoyed consuming

media in English; for example, she regularly watched English movies, listened to English

songs, read English magazines about celebrities, and chatted with friends in English.
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Additionally, Noon always searched online or in the dictionary when she had inquiries
about unfamiliar English around her such as text on billboards or in announcements.

Ting Ting. Ting Ting is a female student who studied in the Math-English
Program of grade twelve. Like Preme and Noon, she never used English with her family
members, but she did receive support from hetfamily. She was enrolled in extra English
classes as well as given English-learning materials sueh-as books and novels.

Similar to Mac and NoongTing Ting had had pesitive experiences in learning
English from when she was yoting and cor}ftinued to love learning English at the time of
this study. She said that she loved English l%e;:a_use it was very exciting and fun. She did
a variety of activities in classgs such as sing%ix_lgﬂ English songs and playing English games.

Regarding out-of-class Eng-.li_sih activi}ciagj,- prior to this study, she did not learn
English outside of class very mucli; ﬁowever;ﬁ;ﬁé);flad started to learn English by herself
at that time. She created an Enghsh environnié%fl for herself by setting mobile phone
functions in English and chatting in English with friends. '

Aim. Aim is a female student who studied in the Setence-Math Program of grade
twelve. Like Mac, shelsometimes/useéd English at hothé withtherSister by talking to each
other in English. Like the other participants, Aim’s family also supported her out-of-class
Englishdearning by/énrelling het in supplamental English classes.

Aim had positive experiences in learning English when she was young and
continued to love learning English. She mentioned in her autobiography that it was had

been very exciting when she first learned English. Later on, she continued to love English

because it was very fun to learn.
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Similar to others, Aim enjoyed learning English outside of class by watching
English movies and listening to English songs.

Biew. Biew is a female student who studied in the Science-Math Program of
grade twelve. At home, she never used English with her family members. However, her
family supported her extracurricular English activities by buying her English learning
materials such as books and-movies. 4

Like Preme, Biew had not'enjoyed learning English when she was young but
subsequently she had begun to'enjoy learn;ng it. She reported negative experiences in her
early English learning begcause she had onlyvlearned to pronounce words and memorize
their meaning. Later on, Biew became moreﬁ‘mterested in learning English because of her
teachers. She reported thather teachers in grage Jten brought English games to class and
encouraged her to practice writing, From then_(m she said that her English had improved
and she had started to-like learmng Enghsh =

For out- of—class Enghsh activities, Biew said that she USually practiced learning
English by watching movies as well as playing English games on the Internet in order to
learn vocabulany, idiom§; and'grammiaf.

In summary, the researcher learned that all of the six participants got support from
family members in conducting out-of-class English activity.In addition,-all of them got
support in studying extracurricular English classes. Some of them were given learning

materials to do self-study such as books, movies, and TV series. In addition, the data

revealed that the six participants had begun learning English when they were young and
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had had positive experiences in learning English; however, two participants, Preme and
Biew, had not had exclusively positive English learning experiences from the beginning.
Interests in Participating in the English Language Counseling Program

This section presents the data of the six participants during their involvement in
the English language counseling program including reasons to participate in the program,
language skills that they wanted to 1mprove, activities-to improve their language skills,

and their learning preferences. ‘The data were obtained from the tasks conducted in each

\

|
phase of the counseling program. ’

The reasons to atténd the progfam a%rcll the language skills that the six participants
wanted to improve were @btained from the i‘%‘;zj[eﬂrview in the first phase. Their learning
preferences were obtained from the; péﬂectiVé;ée};.k conducted in the second phase and the
activities to improve language skills were obtalneﬁ from the self-study plan that the
participants conducted.in the third phase. Théérf-:: d-éta are presented individually below.

Preme. In ther i;1£¢rview, Preme reported that he Wahtéd to improve his writing
skills because it was very hard for him to express ideas in writing write fluently, and he
had decided to parti¢ipate in'the’ Englishilanguage ¢ounseling program to improve this
ability.

In regard to léarning preferences, the data obtained from the reflective task
revealed that Preme had a learning preference for watching films. This was confirmed by
the data obtained from his autobiography as well as the interview. Preme reported that he

typically practiced learning English by watching movies because he could get a lot of

knowledge as well as have fun simultaneously.



121

The class that he could remember very well was a class where the teacher brought
a movie into the lesson. The teacher had informed the learners that after watching the
movie, they would have to take a test the next period. Then he had let the students watch
the movie throughout the lesson. Preme could remember the lesson very clearly because
he had liked watching the movie and it helped himalearn a lot of vocabulary, idioms, and
2

even grammar.

Based on the informationabout his learning preferences, Preme planned to

\
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improve his writing skills'®by watehing movies and writing a reflection because he learned

best when he watched meovies. By writing r;eﬁeptions about the movies, he thought it
might help him improve his writing abality. #‘- .‘

Mac. In the interview, Maé s_éid that-}I;ed\;vanted to improve his speaking because
he could not speak fluently and he had difﬁcuigléré;'ﬂusing the right words to express ideas
when he spoke. He reported that this could bedué' {0 the facythat he knew very little
vocabulary, so he had aépided to participate in the English iaﬁguage counseling program
to improve his speaking-ability.

In regard to ledraingpreferences; the‘data obtaihed ffom the reflective task
revealed that Mac'had learning a preference for learning that requires inquiry. This was
confirmed by the data from the interview. He'teported that he typically enjoyed searching
for information on the Internet.

In the class that he could remember clearly he had had to do a problem-solving
task. The teacher had presented problems and Mac had had to come up with solutions by

discussing the problems with his group members using English. The teacher had then
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walked around and taken notes on how Mac’s group had completed the task. Later, the
teacher had asked the group to present their solutions in front of the class. Afterwards, the
teacher had discussed language mistakes that he had found during the observation. That
class had helped him learn about a lot of things such as grammar that had always been
problematic for him.

His learning preferenees were then used to-plana self-study plan to improve his
speaking by watching moyvies and taking notes to catch vocabulary.

Noon. Similar tosMacyNeon said tlhat she wanted to improve her speaking
because she had difficulies using the ‘right ;V;)rds to express her ideas, and had decided to
participate in the Englishdanguage counselii‘lg brogram. Noon set as her goal being able
to handle daily conversation by usi-lng‘-‘words'-é. ds;ntences that English speakers really use.

With respect to her learning ﬁreferencé_é,,;tﬁe data from the reflective task revealed
that Noon had learning,a prefergﬂéé for exper;i{c‘ﬁ.t»i;a_dlleaming. This was confirmed by the
data from the interviev&;.—Noon mentioned that she liked to ieafn by herself by watching
movies and listening to'songs.

The class that $he ¢otld temeémber well was ¢né in which-she had been was
assigned to make'a presentation. After she was taught how to make an effective
presentation, 'she hadthad to pick a topic based on her interests and plan to deliver the
presentation within ten minutes. She said that this assignment had helped her improve her

speaking skills because she had had make a presentation and had gotten feedback from

the teacher about common mistakes that she made during her presentation.
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Her learning preferences were then used to plan a self-study regimen to improve
her speaking involving watching movies and taking note of catchy vocabulary. Later,
Noon changed her plan to include listening to songs as well, and then looking up for
meaning and composed sentences usingthe vocabulary she learned.

Ting Ting. Ting Ting said that she wantcdfo improve her pronunciation because
she had difficulties pronouneing words correctly; andshe had decided to participate in the
counseling program to develop this skill.

In regard to her learning preferencés, Fhe data obtained from the reflective task
revealed that she had a learning prefefence :folr structured learning options such as
classroom learning in which the geacher hacillthé authority to manage learning and
learning was presented in a system-ati-c manné{.j"his 1s confirmed by the data from the

interview. She mentioned that she preferred to__leeirn in the classroom context because she

P
iyl e

could follow the lessons easily.r i

In the discussioﬂ after conducting the reflective task; she described her
memorable class as follows: the teacher had first introduced a dialogue and taught her
how to use someé ofithé vocabulary it cofitained. Ther the teacher had asked her to take a
role in the dialogue to practice with peers and present it in front of the class. Finally, the
teacher had let her play'games related to the content she hadlearned; such as answering
questions or playing hang man. She said that she could remember that class because she
had learned a lot and that it had made her love English since then.

Her learning preferences were then used to plan a self-study plan to improve her

pronunciation by watching video clips teaching how to pronounce words correctly.
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Aim and Biew. In their interviews, both Aim and Biew reported that they wanted
to improve their speaking skills because they did not have confidence and could not recall
vocabulary fast enough when speaking, so they had decided to participate in the English
language counseling program.

Both Aim and Biew had similar learning preferences. The data obtained from the
reflective task revealed thatthey preferred learningin-group. They a class in which the

teacher asked them to form.a'group of five was the most memorable. The teacher had
then asked questions related to geographicjé}l knowledge such as which continent is the

biggest. Whichever group had been able to-answer the question first had gotten scores

'- #

written on the back of the questlons She sald that she could remember that class because
it had been very fun and she had gamed a lot 9f knowledge from that lesson.

Aim and Biew’s learning"preferences SM‘efe' then used to plan a self-study to

improve their speakmg by watchlng TV series and takmg note of vocabulary.

In summary, the researcher learned that all Six partlcqaants reported being

interested in participation in this counseling program because they wanted to improve
their English. Some of themhad areas in'which they wanted to ifiiprove. For example,
Preme wanted to further develop his writing skills, Ting Ting wanted to improve her
pronunciation, and the other four patticipants; Mac, Noon, Aim, and'Biew, wanted to
improve their speaking skills. Additionally, they possessed learning preferences

differently which later on, they used to plan a self-study.
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Effects of the English Language Counseling Program on Self-Directed Learning

This section presents the findings on learners’ self-directed learning before and
after participating in the English language counseling program. The data are used to
answer the research question, “To what extent does the English language counseling
program enhance self-directed learning of upper secondary school students?”

The data were obtained from both quantitative-and qualitative data collection
techniques. For the quantita@ive data, a questionnaire was employed to investigate the
self-directed learning readiness. Hor the qJ‘aliFative data, interviews, learner’s journals,
and counselor’s logs wese eraployed fo elic?ft Iin_formation about self-directed learning in
depth and these were used to friangulate Wiéil_ tﬁe findings from the questionnaire. Each
type of data is presented below. | ja .;
The findings from the quantitative data anal;}zéi:ﬁ');"

The quantitative data were obtained fr;(‘;-rgrinz;l_ciuestionnaire called Self-Directed
Learning Readiness Scélies (SDLRS). The SDLRS was used tb assess participants’ self-
directed learning readiness two times: in the first phase, understanding the learners, and
in the fifth phas€, evaludting ledarning. The questiohnaire was constructed using both the
English and Thai'languages consisting,of 56 items with five-point Likert’s scale
responsés ranging from' (strongly agree) to 1) (strongly disagree). The participants were

asked to report their opinions regarding the questionnaire items. Then the data were

analyzed using the total scores of responses. The findings were presented in Table 4.1.



Table 4.1

Comparison of self-directed learning readiness

....-"""""

Category of

Self-Directed Learning Readiness Scale //7 A\'& )
7/

a / } ating in the English language counseling program
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‘--""li Participants

Aim

oon

Ting Ting

Biew

Pre Post Pre Post Pre Post Pre

Post

Openness to learning 2 L7 .r[ 25 22 23 23 24 19 22
Self-concept as an effective learner : 36 24 27 28 34 23 28
Initiative and independence in learning 43 27 33 36 38 29 33
Informed acceptance of responsibility 23 15 17 18 22 21 23
Love of learning 43 36 38 36 39 38 40
Creativity 18 13 15 14 16 14 15
Positive orientation to the future ¢ & 22 24 28 24 25 24 25
Ability to use study and problem-solﬂgulgj ’%) w ﬁJ ws w EJ q ﬂ 2‘5 20 20 24 22 24

Total 200 222 188 209

186 203 240 254+ 226 239 2180 201
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As shown in Table 4.1, the total scores of self-directed learning readiness after the
six participants completed the English language counseling program were higher than
they had been before. The change ranged from fourteen to twenty two points.
Considering self-directed learning readiness at the individual level, Ting Ting changed
her self-directed learning readiness from “Below Average” to “Average” level while that
of the others did not change=Maecand Noon reported-having self-directed learning
readiness at the “Above Ayerage? level. Preme and Aim were at the “Average” level.

\

However, there were no signiﬁcantl“chlanges in each category of the SDLRS.
Three categories that thesparticipants feport-:ed the most change were self-concept as an
effective learner, initiative and independenb%e_ ln learning, and informed acceptance of
responsibility. | a J

o _

Beginning with the category of opennééé?f;g learning, the six participants’ self-
directed learning readiness aftef_t'héy complefé;a:t»fplé ‘counseling program were higher than
before; however, thefe:;v;ere no major differences. The totai séore in this category is thirty
five, and the participants” scores in openness to learning ranged from fourteen to twenty
seven points. Among the six partiCipants; Mac had the mostopentiess to learning and
Preme had the least. In all, the participants changed their openness to learning ranging
from ong to three points, To elaborate, two participants+—Preme and'Biew—changed
their openness to learning three points while the other four reported changing one point.

For the category of self-concept as an effective learner, the total score is forty.

Among the six participants, Mac possessed the highest self-concept as an effective

learner the most while Biew had the lowest. When examining the change after the
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participants attended the program, the participants changed their self-directed learning
readiness in this category more than any other category in SDLRS, with a range of two to
six points. The participants who changed their views towards themselves the most were
Aim, Preme, and Biew; Aim changed six points and the other two participants, Preme
and Biew, changed five points. Additionally,/Macsand Ting Ting changed their self-
concepts similarly with three-points each;and Neonechanged the least with two points.
the total score in theeatcgory of initiative and independence in learning, is fifty.

\

The participants’ self-dizecteddearning real“dir}ess scores in this category ranged from
twenty seven to forty thiee. Compared to th:e ot_her participants, Noon scored of the
highest in initiative and indepéndénce an lea%;‘{li;lg and Ting Ting scored the lowest.
Considering the change after the pe-.lrt_‘i:‘cipanté; ;t'gc;nded the counseling program, the
participants changed their scores i this categ,(i)'_r:.y" J\;:/ith a range of one to six points. Ting
Ting changed her scores in thisﬂéé-tégory the most-'w1th six peints, Biew changed four
points, Aim two poinfsi énd the others, Preme, Mac, and Nooﬁ changed one point each.
In the informed acceptance of responsibility category , the total is twenty five.
The six participants’ scores inythis category ranged from fifteen4o twenty five. Among
the six participants, Mac had the highest score in the informed acceptance of
responsibility,category ‘and Preme had the least. Participants® scores of informed
acceptance of responsibility changed with a range from two to four. Two of them

including Preme and Aim changed their scores in this category the most with a score of

four while the other four, Mac, Noon, Ting Ting, and Biew changed by two.
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Regarding the category of love of learning, the six participants’ self-directed
learning readiness scores after they completed the counseling program were higher than
before; however, there were no significant changes. The total score is forty five. The
participants’ scores of love of learning ranged from thirty six to forty five points.
Considering individual participants® scores, Ma¢ had the highest with forty five and Ting
Ting had the least with thirty-six:-When considering the change in this category after the
participants completed the gotinseling program, Noon and Aim changed their scores the
most with three points each. Three particig‘an‘lts including Preme, Ting Ting, and Biew
changed their love of learning two points al;dl Mac changed one point.

For the category of creativity, the siﬁi.pérticipants’ self-directed learning readiness
after they completed the counseling;’ [_#0 gram:: gl.f:r.e higher than before; however, there
were no significant changes. Thetotat score m:thijé category is twenty five. The six
participants’ creativity.scores réﬁgéd from thlrteeflto twenty-one. Mac had the highest
creativity score, whilé Tlng Ting had the least. Considering thé change after the
participants attended the‘Counseling program, their scores changed ranged from one to
three points. Among the six/parti¢ipants; Prefiie Changedhis Creativity the most.

In regard to the category of positive orientation to the future, the six participants’
self-direeted learning réadiness scores after they completed the counseling program were
higher than before; however, there were no significant changes. The total score in this
category is thirty. The participants’ scores in this category ranged from twenty two to

thirty. Among the six participants, Mac had the most positive orientation and Preme had

the least. Considering the change after the six participants attended the counseling
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program, their scores of positive orientation to the future changed ranging from one to
four points. Ting Ting changed her score in this category the most by four points, Preme
changed his future orientation two points, and other four participants, Mac, Noon, Ting
Ting, and Biew changed one point each.

For the category of ability to use basi¢ study and problem-solving skills, the six
participants’ self-directed learning readiness after they.eompleted the counseling program

was higher than before; howeverythere were no significant changes. The total score in

\

|
this category is thirty. The pasicipants’ scores in this category ranged from eighteen to

twenty seven. Among the sixsparticipants, Mac had the most ability to use basic study

O
and problem-solving skill§ and Preme had the least. Considering the change after
completing the program, Aim ¢hanged her scores the most with four points, Mac changed

three points, Noon, Ting Ting, and Biew chan;'g;_'f:éij;{wo points each, and Preme changed

i
o e =
o el

one point.
The findings from tﬁe:;éualitative data analysis

The qualitative data were obtained from three types‘of data elicitation techniques
including the interviews; the Teatner’s journals, and the counselor’s logs. For the
interview, the participants were interviewed two times in the first phase and in the fifth
phase. The interview'was semi-structured. For learner’s journals, the participants wrote
them every time they conducted a self-study detailing what activity they did, how they
felt about that activity, what difficulties they encountered, and what they planned to do

next in order to overcome those difficulties.
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In general, the findings from the four sources yielded consistent results that the
English language counseling program could enhance self-directed learning. The findings
in the present study were resulted of the themes emerging from the coding analysis and
presented under the eight categories in the questionnaire as follows: openness to learning,
self-concept as an effective learner, initiative/and.andependence in learning, acceptance of
responsibility, love of learning;ereativity; positive-orientation to the future, and ability to
use basic study and problem=solying skills.

Openness to learning “i‘

The data from the questionnaife as \%96;11_ as the interview revealed consistent
findings that there were no clgar differences:llab.out the six participants’ openness to
learning after they attended the coﬁns-elin g prggram However, the data from the learner’s

journals provided no evidence to Support. "T"'Jf

As shown in Table 4.1, the data obtair.iga:-f-;r_o.rn the questionnaire showed that the
six participants’ scorés iﬁ this category did not show significaﬁt changes after they
completed the counseling program. The change ranged from one to three points. The
interview data also Supported this finding/ Before patticipating ifi.the counseling
program, the participants reported that they possessed ability to accept criticisms, greater
interest in learning thaniothers, and positive attitudes towards openness to learning. After
completing the program, they also mentioned that they had those characteristics.

Firstly, all of them reported in the interview that they had ability to accept

criticism. In the interview, they were asked what they would do if they expressed their

opinions in a seminar and other participants started making comments on their ideas. The
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participants reported that they would listen to others’ comments because it is important to

accept different opinions. The following excerpts show how Noon, Biew, and Ting Ting

expressed the ability to accept criticisms.

D

3 4 A
Counselor: To 1a 1dw aiuludrez udrnuduisuaouN

expressed your opinions and
other parti rted making comme s on your ideas?

Noon:

b Y U dy L =
) H ez lsed1aReiud luilasmesva

Y v olly q L . S W o & a gy g
dudmiunguanina luatiufsveds s nfiadies dunese o liidls
|

Well... I have to rjﬁﬁ%" 0 qt; if [ were like a glass which filled of

waterynebody s perfect, If the participants hiad reasons to comment on nty

ideas anﬂ t
(Interview 5, 198 —200)

ﬂumwﬂmwmm
Wﬁﬁ%ﬁﬁw ek (bR

Well, I would listen...and later consider whether my idea is correct or not,

something like that.

(Interview 11, 164 — 165)
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because she paid more gentlon to the v ing T]ﬂ felt that she had more

concentration aﬁeﬁ ﬁ WW%GWEI ’] ﬂ ‘j
QLWGW BRI F

mmmu;uanmnmmau

How would you compare yourself with your friends or people at your age

in terms of intelligences or interests in learning?
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Biew: auluwsens nyaadl 110011 AUDY 9 8 INTIEI... N IzHYdunag nyzaslaGeu

Interest in learning? I think I’'m more interested than others because...

1 observed that I always pay attention to the class.

Wy,

(Interview 11, 61 — 62)

(&)
Ting Ting: 9u...nyAasMTO 1S NoIALN 1 NAD I MBBMAYIMYR 19 AT sUpiIuHBllaINT
v Y
HINNIUAT L3
interest in learning than
others. It d I have more basic
(Interview 7, 63 — 65)
Apart from abili edter interest in learning than

7 i

udes towards openness to

learning. The data from the first interview revealed that when they were asked to give a

-9 o
definition of leﬁ%lﬂ ﬁ}iwt Wg’j Wﬁ ﬁﬂﬁ? new and it can take

place every Wher%J The following excgrpts show ho Noon, Ting Tl&% and Aim had

posililles e b kit ’J NneIad

()

Counselor: finFeunaiimaisous nuneds oz'ls

What is learning in your opinion?
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Learning is to take something new and apply it to use for one’s sake.

Learning can ta ecause there is always something

new for us.

(Interview 5, 56 — 57)

W)

. . ~ 3 "" - 2\ \ Y I & o a 4 4 1< a
Ting Ting: mai5ougfentsGeugaqli; Tuda Idnauhssfunadui lvunld 1eiiegihe
s
SOd1e

it can take plan everywhere.

ight learn something new.

’ (Interview 7, 78 —79)
X
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Aim: maisoud.. niheis nsfisuinge &anumse 8 llszauiumgmsalang quie lifian
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Learning is to study or to experience with various events or lessons.

Evervything could be learning. For me, it can take place everywhere. In the

classroom, learning is the lessons. Out of class, it is life experience.
(Interview 9, 63 — 66)
Considering the other characteristics of.0penness to learning, there was no
evidences about participants*satistactionwith one’smitiative, expectation of continual

learning, intellectual responsibility, and sense of responsibility for one’s learning as they

\

|
reported in the questionnaire.

In summary, the data from the questionnaire together with the data from the
interview revealed that thére were no clear differences about openness to learning after
the six participants completed the counseling program. They reported that they had

ability to accept criticisms, greater interest inlézirﬁing than others, and positive attitudes

P
o foay
g

towards openness to learning.
Self-concept as an efféézfive learner
Overall, the findimgs obtained from the three research instruments showed that the
six participants/teportéd changing their self-concept as lan effective learner after they
attended the counseling program. To begin with, the data from the questionnaire revealed
that the participants changed their responses in this categorythe most comparing to other
categories. The change ranged from two to six points. The data from the interview also
supported that all six participants gained more confidence in self-learning and some of

them possessed ability to organize time for learning, self-discipline, knowledge of
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learning needs and resources, and self-view as a curious individual after completed the
program.

In regard to confidence in self-learning, before participating in the counseling
program, the data from the questionnaire revealed that the participants did not have
confidence in self-learning. In the questionnaite, they “disagree” with the statement that
“T am capable of learning formyself almost anything-Fmight need to know.” The

interview data confirmed this*finding, The participants felt that they could learn better in

classroom context. As shown in the following excerpt, Mac mentioned that if they

learned by himself, he wouldbe lazy te- leamn and might stop learning.
©)

Counselor: Do yowlearn a lot from t".hf.- teacher and class activities or do you

i =il
learn better on your own? =~

Mac: If... For me, I prefer fo learn in the class because... there are um... the

pressu'r;"'to make me study to learn. But if I learn by myself, sometimes 1

may like'tazy so I don’t learn. But if in a class, I mean it’s more effective.

(Interview 3, 63 — 66)
Consistently, Preme did not haye confidence in self-learning. He reported in the
interview that he could‘leatn better in the class because the teachers would know what
kind of skills he needed to improve and he did not have self-determination as shown in

the following excerpt.
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10)
Counselor: Do you learn a lot from the teacher and class activities or do you
learn better on your own?

Preme: Um... I think I can learn better with teachers. I mean...you know... the

they know that what Kind of skills that I have to improve

teachers...

something like that. “or slg?ne Won’t know when I learn by

self, 1 usually. ‘J“, ‘ “ have time, I don’t want to learn this.
I’'m busy Mm s a class so I have time to learn
' .-" RS \
it. I don’ o like

(Interview 1, 33 — 37)
However, after comple 0 it was found that the six participants

possessed more confidence in self-! > questionnaire, all of them changed

_..p ,.JL-'L,.» LA

their responses from :ﬂzsagree ” {0 “agreé __o‘rlg,?e with the statement “I am

capable of learning forsnys
I|£ ?l
ed to have confidence in self-learning. As shown in the

momee ﬂﬁﬁ%ﬁ%’?weﬂ“ﬂl g

(1)

FRARIAR DD P e

Mac: [ think I can because it’s no...disadvantage to learning. I just watching

elf almost any _ know.” In the interview,

they reported that they

and learning. It’s good and it’s great.

(Interview 5, 313 - 314 )
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Consistently, Ting Ting mentioned that she could learn by herself because she
was aware of her learning preferences and she was more careful to learn.

(12)

Counselor: 839109 191524 counseli

' Y Y 19 o A YA Y
/7/am az 85 ouies s lmithandn q nielaiseus

.__d
————
A m, what and how much have

. . A a """, 3 s I Y A o A
Ting Ting: au... A (191995 \u onlosivua laungozimlouny nfe

Ay : T g
Well... I think j it i

9 '
o' lsunniioen

a 1 a v > Y
N UAA msaumamm‘lﬂ

not a hundred percent. I know

‘'m more careful. Sometimes I think [

2, | ‘
m (Interview 8, 43 — 44)

As per the ability te organize time fordearning, the data from the interview

revealed that th%auimtghmegjomvﬁimﬂe’a]ﬁn ‘rjmatter how busy they

are. Talﬁaﬁﬂpac:@ﬁ ﬁ]iﬁoﬁdﬁfsﬁe ? er he eling program
- i

that she would take a break to conduct her sc’a -study 1n case she were busy with her mid

term examination or school works.
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(15)

Counselor: auyanFounpiailszmadisauesegiiulszimniu udiisnilsiuouiae

A =] oAy ' o w
naanse lun ¥9ezls Nuwezer Ndesdsaziiala

Suppose you wer language on your own as a regular
schedule, w / mid term week or a week that
there are d lot ofdiSsignme ,‘ done?

Biew: 8193z1igals

hack to do it again.

(Interview 7, 130 — 131)

After participating in tl nseling program - Biew changed her responses that
/ |

‘ o —: . .
she would not take a break to leain-by| §i she would continue learning or keep

practicing what she had lea 4 )
(16) Y \

|
Biew: # ?lnma”lv]@w aml 2 li'ldvga Lmn"luﬂwm upu 89'l@vaz unsana (practice)

ﬁH&Qﬂﬂ%iWMﬂ‘ﬁ

9 progress. I don’t know how to call it. I will only practice but I will not

learn something new something like that.

(Interview 8, 145 — 146)
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In regard to self-discipline, two participants including Noon and Aim were found
to have more self-discipline after they participated in the counseling program. First, the
data from the interview revealed that Noon gained more self-discipline because of her
study plan. The data from the counselor’s logs confirmed this finding. The counselor
recorded in the counselor’s logs that Noon came te'the counseling session with regular
journals. In addition, the data-from the learner’s journais as well as the counselor’s logs
revealed that Aim developedSeli=discipline over time. In early journals, Aim conducted

. ) o .
her self-study irregular. After she/was recommended to organize time for learning, it was

found in later journals that Aim condueted a'self-study regularly no matter how busy she
4 l;l ¥

was. She used the planning strategy to.divide episodes of the series into a shorter period,

so she could manage to follow her study pla'f_iﬁ_rl: o elaborate, as shown in the following

excerpt from the learner’s journals, Aim watcﬁ_ﬁd’)ﬁn episode of a series only thirty

minutes a day and watehed the other half the ﬁéx?déy.

(13)
Aim: Today, Fhave watched movie again ‘PrisonBreak 4°. I watched part two

nowlbutld don’t hdvelenough'time to watchuntil'the end of part two. I will

watch only half of it.

(Aim; Learner’s Journal 3)
(14)

Aim: Today, I don’t think that I will have more time, so I continue to finish

watch “Prison Break 4 part two.

(Aim: Learner’s Journal 4)
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Regarding to knowledge of learning needs and resources, all six participants were
found to know their needs and learning resources both before and after they participated
in the counseling program. The data from the interview and the learner’s journals
revealed that the participants appeared te know what they wanted to learn. They reported
extensively in the interviews that they knew whatdanguage skills that they needed to
improve. In the learner’s journals; they always speeified what they wanted to do next.

Additionally, the six participantsswere also found to know the learning resources. When

being asked how they typically find inforrrjiation that they wanted to learn, they could list
learning resources including English websites, books, and resource persons and so on.

: )
Finally, there wasionly Noon who reported having a self-view as a curious

FRAd g

individual. The data from the intervjeyv reve!ji_lrgd that Noon is a kind of learner who

always wanted to learn. As shown i1 the follojéiii‘?ljé excerpt, she said that if she got stuck

with questions that she needed toknow, she \ioﬁi-c'l_'t—ry to find-answers immediately.

(17) \7 _

. ' o A & ar o |
Counselor: To 1 @50 do'li) senez IdiinGouassussoeatiesdn aneududizouuunvu

Okay, Next question is could you desaribe yourself as a learner?

S Y a v < . o iy <
Noon;_n..duaadGeuss liuda aulanvzaosuysgiien linaiy 1nspiie idine Gounee

T T vy o Ay ar v YA Yy 1 A
liﬂuuﬂiuﬁﬂ\‘lagﬂﬂﬂ UADTDYNYUINY DITUNAIDYN DD D10YININAD ABNIBS AT NAB

Y Y

A 9 a a d' = a d! 1 Y v n Yy 1
MU UUUY DITNNALVUAALTDIUVUNIUA U m“lwnmz“lu”lﬂnwa effects az'lﬁmﬂ 14|

4
=

' I LY o Y o = [l J IS A Y
UUUN mmmﬂuﬂﬁﬂﬂﬂmnum E]W%ZLE]HJWINTLAWM‘LJWUHE]&’hlSE]EJNNEJ ﬂﬂﬁ]hlﬂﬂu@]ﬂ
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Well...if I want to learn something interesting, 1 will commit myself to it.

Some people may learn only in class and that’s it. But for me, if [ want to

know something, I have to know it. If I got stuck, 1 will search more

information even though it dees not affect much. I think it may help me

improve ny work better.

4 (Interview 5, 43 —48)
In summary, after the'Sixparticipants completed the counseling program, they

\

|
reported having more confidence in self-learning, ability to organize time for learning,

knowledge of learning needs and resousrees; self-discipline, and a self-view as a curious
individual.
Initiative and independence in learning -~

TN

In general, the findings obtained fromi_'lﬂlé%our research instruments including the
questionnaire, the interyiew, the learner’s jouf;ié{ig,_ and the counselor’s logs revealed that
the six participants répi)fted changing their initiative and iﬁdeﬁendenoe in learning. All
six participants were found to be less dependent on the teacher after they participated in
the counseling program!

Before participating in the counseling program, the data from the questionnarie
and the interview reVealed that the six participants were found to have a-strong
dependence on the teachers. In the questionnaire, all of them “agreed” with the statement
“In a classroom, I expect the teacher to tell me exactly what I'm supposed to do.” The

data from the interview confirmed this finding. In the first interview, the participants

regarded the teacher as an authority to make all decisions for their learning.
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Among the six participants, Noon and Ting Ting expressed their dependence on

the teacher extensively during the interviews. They reported that they learned better with

the teachers. As shown in the following excerpt, Noon said that she could learn better in

class because of the pressure to learn.

(18)

' o o P | 9 Y Y A
Counselor: 5zn1FeNRIATHLS o1 iAo o Ui @15 05 ou3 1auna1e3 Tnu

Noon:

Do you learn better with te?chers or by yourself?

1 ax A v, g @ @ 19 a = Yy
199... ’J‘ﬁ‘miEJuﬂ‘lJEﬂmifJﬂ%LWﬁmjuﬁﬂu force (511ua7 LADUAAIUIVY 13IUINIYAULD

=t

i
\ -

A Y

. 4o d'.l ol T AR
Ao o lueenalSeudian n"lﬂmﬂﬂnﬁu% (H1912) fle

o

(=) Y A 1
u'hluﬂu force 131 QUNUDULUUUN
4 .._l' ? v
= Yy A 9 g T <3| @ A ~ oA
LiﬂugmﬂmuzmmuauﬁmmuLmuﬂ‘ﬁ'm.effort 1Wuve9A 104 ﬂﬂ!L‘]J‘]JBEﬂﬂLifJu@%uliOEJNQ
—

Unn... 1 learn better with teacher because he will force us to learn. Ifl

learn bymysebamzd—l—donit—vmnf—m—leam—fwdl do something else (laugh).
It’s like nébody forces me. If I'learn by mysevlf, I will have my own effort to
carry out learining some thing like that.

(Interview 5, 80 — 84)

Apast-from preferencesion.classroom learning, the,participants alsp expressed

dependence on the teacher. They described their perceptions of an effective classroom in

which the teacher had an authority to make all decisions about their learning. As shown

in the following excerpts, Ting Ting thought that the teachers in an effective classroom

should understand all learners. For the learners, they should pay respect to the teachers.
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19)

Counselor: 1inGouaainieassuniilszanimmadsidnyayediels

What should an effective classroom be like?

udents do?

Y v
ﬂu’J'l!,ﬂ1ﬁl’3]\1ﬂ'lifJ$lli LHaINvyIn

P v v A 3 S W o gy P
lla?ﬂﬂil...ﬂ']blull\?uﬂ! ! 1]f’)uﬂ‘]J'J']Gh’iﬂ'anlﬂ]iWﬂiuﬂuﬁlla'Jﬂ 1381

e :J-"':‘*

~ | M = Y |
?,'.J, IS NYIS 1T D AN AN

Um...forﬂacher' , 1 think he ¢ ¢ ould.-lderstand every student about

vfaﬂu Also the teachér should transfer all knowledge to students

:jwwegjn’;lﬂ:jl for students, they

hey should be

AR

q quiet in order to concentrate on learning.

(Interview 7, 167 — 171)
However, after completing the counseling program, the data from the
questionnaire revealed that all six participants were less dependent on the teacher. In the

questionnaire, all of them changed their responses from “agree” to “disagree” or
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“strongly disagree” with the statement “In a classroom, I expect the teacher to tell me

exactly what I’'m supposed to do.” The data from the interview as well as the counselor’s

logs supported this finding. Noon changed their views towards an effective classroom

during the interview that the teachers sheuld allow that students to learn by themselves

along with regular teaching as shown in the following excerpts.

(20)

-

1 ddy Ja, = 1Y ~ o v A a 19 = Aa a A
Counselor: 1o 1a 91 nuammﬂwmamamﬂum %) “hJuz HnFeunaNvossounidseansan
!

Noon:

=59
miuaﬂumzuuﬂwu
Fe

- =t

Okay... um. &1 would like ydjt to think of a general classroom. What

should an effective »clcllssroon:tj'lpalg like?
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[ thinkum..! learning nowadays should be like...how'to eall it. It’s like the

teacher should allow students to learn by themselves along with regular

teaching. I mean the teacher can give the introduction of that topic. What

are we going to learn in that topic? The teachers may have some learning

activity in which the students an do by themselves otherwise they will just
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listen passively. The teachers may not know how much their students

learn, something like that.

(Interview 6, 154 — 160)
Similarly, Ting Ting changed her views towards an effective classroom that
teachers should let students participate in thedessens as much as possible. Also the

teachers should ask what the-students wanted to-learn:

21

. . ' o : ' ' { ' ' 3 '
Ting Ting: nyi1i0sgun 02l iminGouildausalfuinigaas [15u...] Nedrusy
. F *

- =t

v A a =} II 1 1 Y = d' & o YA
muumswuﬂummmmi-ﬂuaﬂs '}Wiﬂé’ﬂﬂm'ﬂ’ﬂ... DUTUTIUMNUNIITOU 1]1!%31/]1“1@@

o

[ think the class should let thé;:itudents participate as much as possible

ald o 1

[Can you give examplée? | For éf)édlﬁple, the teacher should ask what the

students wanted-to-learn because.+it's like if we study what we want to,

we will ‘E_io well. Y|

| _.(Interview 8, 154 — 160)
Apart from the findings from the questionnaire and the interview, the data
obtained from leatner’s journals as well as the counselor’s logs also provided evidence to
support'that'theSix partiCipants-developed ifidependence/in dearning over time. In the first

counseling session, Ting Ting mentioned that she was reluctant to conduct a self-study.

She did not know how to start learning by herself. She approached the counselor to seek

help what she should do. To elaborate, as shown the learner’s journals that she brought to
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discuss with the counselor, Ting Ting chose words to practice pronunciation without
setting goals.

(22)

Ting Ting: Today, I learnt about English pronunciation by watching the video

clips. I learnt thre e v ‘::;w tha vitlnerable, achieve, and advantage.

As a result, she .

following excerpt from

ccessfully as shown in the

burnals

(23)
“ (r
Ting Ting: I triedio follow the Auetor.. ollow it slowly but sometimes
é& £)
I can’t pronounge it ce “.Qm, 4
(e -
“ EC R (Ting Ting: Learner’s Journal 1)
o BN T
However, afterTin viven cou hat she might formulate a goal
when she chose vocabula 7 /€ J‘o to pronounce the words
correctly.

o GUHINYNINYINT

Ting Tlny This time, I started ‘;0 see more detazls about the stress and the accent

A W8 St BB v e

For example, in the word “understandable” will stress at the word stand.

In the website, it’ll separate the word like un-der-stand-a-ble. The

example of the word “understandable” in the sentence is “It’s
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understandable why she got so upset when he yelled at her.” I noticed that
the instructor will say “yelled at” like “yell-dat.”
(Ting Ting: Learner’s Journal 2)

In later counseling sessions, Ting Ting came to the counseling sessions with the
ideas of how to learn rather than ask what to dot She always chose words to practice
pronunciation with criteria-and she tried to evaluate herself how much she learned.

Considering other characieristics of initiative and independence in learning, active
pursuit of baffling questions, ability to init}atg new learning projects, and satisfaction
with reading comprehension gkills wére not:—vfoqnd from the analysis of the interviews,
learner’s journals, and counselor’s logs. ?‘

Informed acceptance of responsibih_'é _.r“_. |

Overall, the data obtained form the qué_ét%fi)"hnaire and the interview revealed that
the six participants reported chéﬁging their rééi;gii;s:ibility after they completed the
counseling program. H;()—\yever, the data from the learner’s joufnals and the counselor’s
logs provided no evidenee about participants’ responsibility.

In the questionndire, the (participants changed theiriresponses in this category
ranging from two-to four scores. The data from the interview also supported this finding.
The participants wete found to gain more sense of responsibility andiblame oneself as a
part of learning problems.

Among the six participants, Preme changed to accept his own responsibility the

most. Before attending the counseling program, the data from the questionnaire revealed

that Preme reported “not sure” with the two statements including “No one but me is truly
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responsible for what I learn.” and “If I don’t learn, it’s my fault.” The data from the
questionnaire confirmed this finding. As shown in the following excerpt, Preme reported
that he would blame the teacher if he did not learn in the class.
(25)
Counselor: Have you ever had any experiences going to a class and felt that you
didn’t learnmmeh from that class? [ ¥esj What do you think might have

caused the problem?

Preme: Waste thesttimesAlso'l shoujl'dn’t take this elass may be you know... I don’t

a &

have to pay that much attention 1o it.

i
\ r

)
Counselor: Who do you think might be responsible for that problem?

Preme: Teachers for sure. Thqir job lS jLeaching me. If they teach something 1

, I bk “0-s2 4 ., }
don’t learn... um. - anything from that class, it’s their fault.

""" @nterview 1, 272 — 273)

However, after Preme completed the counseling proéram, he changed his

responses in the questionnaire from “not sure” to “strongly agree” in the above
statements. Theintérview data also ¢onfirtned this fifiding: ASishown in the following
excerpt, Preme changed his answer that it was his responsibility if he did not learn.
(26)
Counselor: Have you ever had any experiences going to a class and felt that you
didn’t learn much from that class? [Yes] Who do you think might be

responsible for that problem?
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Preme: I think it’s me who should um... responsible for this problem. I'm the only

person who learns, so if I don’t learn, it’s my fault.

(Interview 2, 261 — 262)

The other five participants were

to have responsibility for their learning

)questionnaire, some of them
J.

“agree” and other “strongﬁleeib\x/ith!he statements “No one but me is truly

. ' \ ‘Mult.” The data obtained from

responsible for what I lea
t ire. In the interview, they

since the beginning of the counse E’;_.m o

the interview also supp

participants reported th ir own learning. As shown in

the following excerpts,

activity as well as she had
(27

__.p|' -J‘e

Counselor: ﬂ"lim{ﬂﬂ'lﬂﬂﬂﬂ amn%flﬁ{mw

Next quefﬁé’

< a o 3 ' S g o
Noon: 7 dufindriFepezlsudr sild aulafezfommezumliimaiu ffte draulaudninla

AU IEIINENT

DYNNYAT LAZN DABUUVNUISIUIVUSAS

o Vi

1t’s like if I’'m interested in any activities, I will devote myself to do it. And

M mzmzﬂumiﬂuuuﬂwu

If ﬁ a learner?

1 also have self-discipline.

(Interview 5, 32 —33)
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Additionally, when Noon was asked who should be responsible if she did not
learn anything for that class, she said that it’s her fault as shown in the following excerpt.

(28)

=

9 1 '
Counselor: tinseunyliGoulududenuiisnidninlildGoues 15 lvy [Az] inGoudninlas

o Y

I Y a Ao o = ) g
ﬂ’)ﬁﬂzlﬂuQﬁﬂﬂﬂ%@ﬂﬂﬂgﬂ?ﬂuﬂﬁﬂuﬁﬂu hJELﬁ@Q
-t

Have you ever had any experiences going to a class and felt that you
didn’t learmimuch from that class? [Yes| Who do you think might be

responsibleforithat prbbleniz .

i
\ -

' ' o o, -3 W ' < vy A
Noon: daulngudrigiuwieagns WlvufigonuligulaGon fzvgaas lijiTeuas

Most of the time, it’s me. If I tq«l_k_ with my friend without paying attention, 1

44

cannot learn anytﬁ‘ing. — p

o J ot
gl

(Interview 5, 265 — 266)

Considering dt};e_r characteristics of accepténce of re;‘ponsibility, there were no
evidences about a view 0f oneself as average or above average in intelligence, belief in an
exploratory fungction of education; and abilitytojudge one’s owmrlearning progress.

Love of learning

In general, the data from the questionnaire reyealed that there were no clear
differences about participants’ love of learning. However, the other three research
instruments including the interview, learner’s journals, and the counselor’s logs yield that
the six participants developed love of learning over time during their participation in the

counseling program.
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To begin with, the data from the questionnaire revealed that there were no clear
differences of the participants’ love of learning. The change ranged from one to three
scores. However, the findings from the interview did not support the findings from the
questionnaire. In the interview, the partiecipants were found to have willingness for
difficult study, enjoyment of inquiry, and interest.in learning.

Among the six partieipants; Noonreported-ehanging about her love of love of

learning. She changed to have willinguess for difficult study. To elaborate, before

attending the program, Neon geported that{sh; had willingness for easy study as shown in
the following excerpt. A7
29) iz
Counselor: To 1n t’fmm“lﬁ’ﬁﬂsgﬁ;ﬁaﬂ%ﬁ@yézwjn aau93a 9 uz Jnfideud lihauls fu

. S 7l
Jnfennuatiaule HnGesasaens eIy la imszimgla

5 J 4y g
g

Okay. _PZ_ease answer this question frankly. If_";there were two subjects for

you to choose to study between “easy, but not interesting” and “difficult,

but interesting”, Which subject would you choose? Why?

a

A < = ) o v A o o ' '
Noon: 8.1 'J%TVN'IfJLmlliJuflﬁ]Gl"ﬂ (M) [1W5 1. LLIWS1270... oY HUAUNANUBDIIN FIANY 9

o o P [l ~ 1
91.9) El%‘Vﬂllﬂﬂﬂz mglluammiﬂuuumnﬂ ) B fe

Well... I choose easy subjects (laugh) [Why?] because I observe myself

that I learn best when I learn something easy and I don’t want to study

something difficult.

(Interview 5, 210 — 211)
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However, Noon changed her answers in the fifth-phase interview that she wanted
to study a difficult subject because she realized that it would be challenging to do so.

(30)

7" | & (Interview 6, 195)
Moreover, the findin ’s jou vealed the all six participants
reported having enjoy AT 16 sively throughout the

y themselves. Take an

movies would help her improve lawe skill

= DA

€1y

Aim: [ felt happy mhe best way for me to

improve m*-s&akmg skill lzste‘fjo the native foreigners speak can help me

Btk mmwmm

%W’]ﬂﬁﬂ‘ﬁm NAAINTIRE

Aim: Today, I still watch the movie called “Prison Break 4.” Every time when [

do this activity, I always feel happy, fun, and ready to learn new things

from the movie.

(Aim: Learner’s Journal 4)
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Even though Aim encountered problems during the self-study, she still wanted to
study more. As shown in the following excerpt, Aim still felt happy and fun to learn by
herself and she started to consider self-learning is challenging.

(33)

Aim: In my opinion, I think watching movie made me feel excited, happy, and

fun because-d-lovetowatch movie-and-ithink it is more challenge than

before too.
J" (Aim: Learner’s Journal 7)

Besides, after Aim completed the program, she expressed the love of learning.
4 l;l ¥
She said that she would continue doing the self-study because she realized that they could

learn a lot form that. 2 < 4,

(34) = Y

-
=i

Aim:  This is'the last time that I'm going 10 récord this in paper, but I will

continue watch series and movies. So, I can mprove my speaking skill

because Fcan use many words that I have learnt from this activity in

speakinglin my\daily lifé niow:

(Aim: Learner’s Journal 15)
Apart from the findings from the interview and the learner’s journals, the data
from the counselor’s logs also revealed that the participants had love of learning during
their participations in the counseling program. The data from the counselor’s logs yielded
that they expressed enjoyment for self-learning when they were asked how they felt

during the self-study period. Also when asking what they planned to do in the next
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counseling sessions, they said that they would continue doing the self-study. They said
that they enjoyed learning and they thought that it would help them improve language
skills that they wanted to.
Creativity

Overall, the data obtained form the fougresearch instruments revealed that there
were no clear differences about-ereativity-after the six-participants attended the

counseling program. The data revealed that all of them already had creativity including

ability to think of various‘techniques to 1ee{rn before they attended the counseling

program, but the counseling sessions made them more aware of it.
34 \ s

To begin with, the'data from the interview revealed that the six participants
possessed ability to think various techhiques to larn before and after participating in the

counseling program. As shown in'the followhjgégcemt, Preme could come up with

several techniques to learn a ne-v_v'-iénguage that he wanted torsuch as buying self-study

books, studying in an"- f::it_ra class, or living in a country that;s'e the language that he
wanted to learn.

(35)

Counselot: Are you interested in learning another foreign language?

Preme: A lot.).but for majority language, I want to learn Spanish.

Counselor: Okay. Suppose that you were to learn Spanish, how would you learn?

Preme: Um...it’s kinda hard to learn Spanish in Thailand because not many Thai
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people can’t speak Spanish, so I might have to buy books or have to find

place to learn Spanish. Or may be I can go to um... the foreign country to

learn this language.

(Interview 1, 132 — 135)

)ink of numerous ways to learn. As
. Q—-_s that she could do to learn a

Similarly, Noon was fo
shown in the following ex

new language that the wa

" \ k
Counselor: 1ini3 92159101 HIN N Bnn bl i
Are you in lear ning anoth n eign language?
Il
S o Aitﬁ'/:‘n
Noon: @ijuns , :
Japanese

Counselor: 1 TG IHIHOIZEOMEAT Z

Supposemat you were to learn Japanese }@w would you learn?

Noon: ) A R Goomn tmmi
g RO IRy oy i

Luy ’E]'Iuﬂ’JEJ LL@’JﬂV\IQLWﬁQﬂ’JEJ Lla’lﬂﬂﬁu\iﬂi}ﬂ ua’Jmmuauﬂﬂmwaumﬂmmmumﬂuw
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wanwdang lded1ate Adegedui1 ms1zidineeumsinguiuaniues lsed1ateny
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Well...like I said, if I'm interested in learning something, I will find

information to learn by myself first. I will try to use variety of materials. 1

will read, listen to musicyand watch movies. Also if I have Japanese

friends who can speak English. 4 will chat to them because they are not

good at English-We can take turn-learning languages something like that.

(Interview 5, 98 — 103)

Even though the participants possegsed the ability to come up with several
techniques to learn, theywerg not awe.lre of:Ii-t. The participants started to realize that they
had this ability when they attended fhe first 3a::(_n;nseling session. The data obtained from
the counselor’s logs revealed that ti},e_;r_e Weré_':';iglc'ussions of approaches in learning if they

encountered problems during theself-study. Eé"ﬁé&ample, in the first counseling session,

Mac came to the counseling session with questions about how to overcome learning

problems that he enc&iﬁ'gered when he watched a TV series: At first, Mac watched TV
series with English subtitles and he said that he could not tnderstand some key ideas in
the series. Howgever, aftér the diScussions of techniques to'overcome those difficulties,
Mac changed the'approach to learning; he could think of other techniques to help him
learn better. As shown in the following excerpts from the learner’s journals, Mac changed
to watch movies with Thai subtitles and he could learn some words that people use in

daily life.



159

37

Mac: In this episode, I learned a few interesting words and phrases. I have to

say that I watched this episode with Thai subtitle. The first word is

“stodgy.” I could catch this word clearly with Thai translation that it

In later journals o reali movies with Thai subtitles
e wanted to as shown in the
following excerpts.
(38)
Mac: This is the fourth -: -‘-' ird episode of “Lipstic Jungle.” I said

—-’ ﬂ;“‘ﬂj ‘ '_' g
in the %kus joumafs o watch the series with Thai

'D(Mac: Learner’s Journal 4)

poste om0 £ )5 21 7)5

Generallﬁ)the data from the f%ur research 1nstruments revealed that the six

s Gy A TR B o s

the counsehng program. They were found to develop goal orientation over time during

their participation in the counseling program.
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To begin with, the data from the questionnaire revealed that the participants’
positive orientation to the future after participated in the counseling program were higher
than before. The data from the interview also confirmed this finding as follows.

Among the six participants, Ting Ting expressed goal orientation the most after
she completed the counseling program. Before attending the counseling program, she
always studied something immediately without setting-a goal and it usually turned out

that it did not work. Howeyer. after completing the counseling program, Ting Ting

reported that it helped herfocus on plannir{g. She said that she could set goals before
doing things. — -
(39)

@ U ) o @
Counselor: ndsnds aul)sunsimis dnlsnywd dnisenldiseuses l5ths

I “s2 44
After participating in th;e Counseljﬂﬁg!pmgmm, what did you learn?
e ; 2 ':"'-_‘_;—_

v
o 9 ~

. . < v A Y = < 2 V
Tlng Tlng: Wléﬂ‘ﬂﬂzllilﬂﬂzlﬁﬂug v WHEﬁﬂ??WHmﬂumullﬁﬁﬂw_iJL“lshmﬂ‘c’JﬂJWﬂﬁllu LUANDUDYIN

= 4 ; ' a A & "o 9] . ) Y 1 1
Liﬂuﬂ%‘liﬂgjﬂu "lnlﬂﬂﬂﬂ‘ﬂﬂgﬁﬁlﬂ’]ﬂu'lﬂ LL@]W@\‘]"I]"IﬂL"UJ counseling HAINUUY Eﬁﬂ'ﬂ NOUIY

o 2 2
faas s ﬂH%zﬁQlﬂTﬂMWﬂWﬂ“Uu

I got a lot of things that is I feel that¥m more diligentand I have more
goals. Before that I'will learn immediately if Fwant to'learn. I never set

the goals. But after completing the counseling program, [ feel that before

doing any thing, I have to goals first.

(Interview 8, 56 — 58)
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In summary, the participants were found to develop ability to set goals for
learning during their participation in the counseling program.
Ability to use basic study and problem-solving skills

In general, the data from the four sources yield that the six participants changed
their ability to use basic study and problem-solving skills after the six participants
attended the counseling program. For ability to-use basie study skills, the participants
were found to develop planning ability. For problem-solving skills, they could solve

problems by themselves iSingWVarious tecl{niques.

For ability to usebasie study skills; among the six participants, Noon was found

# JI ):-
to change her basic studyskills the most. Before attending the counseling program, Noon
“disagree” with the reversed statemen “T dé_).'{’p_’.t have any problems with basic study

skills.” This means that she had bfbbiems w1@éf basic study skills. In the interview, she

also expressed that she _typicallsz_ did not plan when she learnssomething. As shown in the

following excerpt, Noof attempted to learn a new language‘,{Japanese, by practicing from
various resources without having a systematic plan.
(40)

Counselor: dviniFeunngtjuiisaziEondals

Suppose that yowweretolearn'Japanese, how'would youlearn?

. A v 9y < ' A A oA v v
Noon: 99... L']JENWullajﬂ']ﬁualﬂﬂﬂgllﬂw“ﬂ\iﬂﬂu ALY mm]‘LAEIEJN‘VITi‘LJi‘UE]ﬂ mL!‘IJ‘lJ’d‘LAGl%Lm?
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Well...like I said, if I'm interestedsin learning something, I will find

. . D = " . .
information to learn by myself first. T will try to use variety of materials. [

will read, listen to music, and watch movies. Also if I have Japanese

friends who can speak Englisfﬁ, 1 will chat to them because they are not

good at English. We can tak?j’tum learning languages something like that.

4
- (Interview 5, 98 — 103)

However, after she'completed the coﬁ]a:spling program, the data from the

#es b

questionnaire revealed that she cﬁlanged her responses from “disagree” to “agree” the

..,';-._ =

=i

reversed statement “I don’f have éﬂy 'problerns with basic study skills.” This means that

she did not have probiefns with her basic study skills. After;l'l'e was trained to see the
importance of planning and to plan an achievable self-study in the third phase, designing
a self-study plang she changed her responses to the above question. As shown in the
following excerpt, Noon reported that.if she were to learn a new language, she would
break a new language into small entity and started learning each enfity reéspectively.

(a1)

Counselor: mninGouazissunmiaadsemeadnnmeivitaile 1nis suazisuEoudale

Suppose that you were to learn a new language, how would you learn?



163

A < v S ' Yy 1o & & Y g2 a A
Noon: naudutay ﬂﬂﬁﬂ1ﬂlﬂgﬁﬂ1y1u1‘lﬂﬂ‘l‘lﬂ$ LLﬁ?ﬂLLﬂ\?LﬂuL“ﬁﬂ%u (section) LAINLTULTIUAIUN

[l Y 1 < 1 1 [ < ] Y
uial3 Ay pau] Aegnau wieilulway (Vocabulary) 405431 (Grammar) ud20i5oufiaz

4
au ?leliﬂﬂ'lﬁﬁ yne

out that language and divide it up

%n each section. [Can you give
, the vocabulary or grammar
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typically solved problems about ; articipants could come up with
l-,.-"'.a‘l’ ./J »
et e i

(42)
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If I don’t understand something, I will ask my friends who are good at it; for

example, I will ask my friends who are good at Math.

(Interview 11, 227 —228)



164

Additionally, the participants also analyzed learning problems and tried to solve
the problems they themselves. As shown in the following excerpt, when having
problems, Noon reported that she typically analyzed the cause of problems and tried to

Wy,

solve problems as soon as possible.

(43)

2 4 3
Noon: ﬂ'n{lﬂ'lﬂg INYINDDE 45 HLAANAD N l3is fl.l'ﬂ'luu LLﬁ'JﬂWfJ']EﬂlJLLﬂGlﬂﬁ'Jﬂﬁﬂﬂu
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ﬁ u w ’] ﬂ 47 - 251)
Inqsummaryanﬁ ﬂrevezgy that the six p:almpan s changed their ability to use

basic study and problem-solving skills. They started to have more planning ability.
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Conclusion
This chapter reports on the findings in response to the following research
questions that “To what extent does the English language counseling program enhance

self-directed learning?” The data revealed that the English could enhance self-directed

the participant’s self-directed

e cou nse%m were higher than before.

and : oumals confirmed this

learning. The data from the que

learning readiness after c
The data obtained

If-concept as an effective

Ly to organize time for

elf-view as a curious

nts w‘b} :“ ,; ] to be less dependent on the teacher as

e oneself as a part of learning

e participants developed

otinseling program.
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CHAPTER V

DISCUSSIONS

This chapter presents a summary: of the study, summary of the results, and a
discussion of the results. The effects of the Englishlanguage counseling program on self-
directed learning are discussedin-comparison with-theresults from previous studies as

well as considering Thai contexts: Then, the limitations of the study, pedagogical

implications, and recomumendation for future research are also presented in this chapter.

4

Summary of the Study
The present study€mployed both quantitative and qualitative research methods to
investigate the effects of an'English lahguage counseling program on self-directed

learning. The participants were SIX upper seCQiid?ffy school learners who studied in the

English Program at Samsenwitie&ﬁlai School.JThé}mf ‘were randomly selected from the

participants who voluntbered to participate in and completed,,the counseling program.

The English langtiage counseling program comprised of five phases as follows:
understanding the l€arnér, raising/ledrnet’s awaréness, désighing-a self-study, counseling,
evaluating learning. In the first phase, understanding the learner, the researcher employed
a questionnaite, an autobiography, and an interview to examine leatner’s background
information. Theses backgrounds were used to understand the learner in order to give
effective counseling based on the learner’s expectations. In the second phase, raising
learner’s awareness, the researcher employed a reflective task to help the learner to be

aware of his or her learning preferences. Later, the learner used his or her learning
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preferences to plan a self-study in the next phase. In the third phase, designing a self-
study plan, the learner planned a self-study to improve his or her language skills that he
or she wanted to. Before that, the researcher used a problem-solving to help the learner
see the importance of planning and a learning goal situation to help the learner plan an
achievable self-study. After the learner planned‘the self-study, he or she started doing
activities and wrote learner’s-journals detailing what-he or she did, how they felt, what
difficulties they encountergdswhat they planned to overcome those difficulties. In the
fourth phase, counselinggthe learner brought learner’s journals to discuss with the
researcher regarding to their leaming progr:esls. The learner was required to attend this
phase three times in the first, second, and fo;:l_rtil weeks. Also, they could approach to
seek for extra help by making app(;ir_l%‘ment. Il}at}le last phase, evaluating learning, the

researcher discuss with the learner about theiﬁlﬁﬁi‘hing success and his or her suggestions

i
8 J oy
o el

for future program improvemerit_.ﬂ »

The Counseliﬂg;érogram was conducted during the i)afticipants’ free time on
voluntary and appointmient basis. The research instrumentsto assess self-directed
learning consisted of d quéstionfiaire; dn‘ifterView, alearner’sjjournal, and a counselor’s
log. The data obtained from those instruments were analyzed by using coding technique
to answer the followinguesearch question: “To what extént does the English language
counseling program enhance self-directed learning of upper secondary school students?”

Summary of the Results
The quantitative and qualitative data revealed that the English language

counseling program could enhance self-directed learning. First, the quantitative data
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obtained from the questionnaire showed that the participants’ self-directed learning
readiness after they completed the counseling program were higher than before.

Second, the qualitative data obtained from other three research instruments
including interview, learner’s journals, and eounselor’s logs also supported the finding
from the questionnaire. The participants changed their self-directed learning readiness
which were grouped based-en-the combination between the themes emerged from coding
analysis as well as the categeriesdn the questionnaire. The findings from the qualitative
data are summarized as follows. “i‘

Openness to learning 4

The data revealedithat there were nofllc_léar differences about openness to learning
after the participants attended the c-ou-nselingz i;rééram. All participants were found to
have ability to accept criticisms; they mentionédi{flat listening to others’ comments is
very important because, it created the opponuﬁ;fs; qto leain. Seme of them reported having
greater interest in leafniﬁg than others; they said that it was bécause they had more
attention and concentration in class than others. Also someparticipants had positive
attitudes towards opennéss to leariiing; they reéportéd that theyiwonld know something
new and it can take place every where.

Self-coniceptas an effective learner

The data showed that the six participants changed their self-concept as an

effective learner after they completed the counseling program. Before the six participants

attended the counseling program, they reported in the interview that they did not have

confidence in self-learning. They said that they could learn better in class with teachers.
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After they completed the counseling program, all of them gained more confidence in self-
learning. They reported that they could learn by themselves. In addition, some of them
possessed ability to organize time for learning, self-discipline, knowledge of learning
needs and resources, and self-view as a eurious individual.
Initiative and independence in learning

All six participants-were found to-be less dependent on the teacher after they
participated in the counseling program. They came (0 the counseling sessions with the
idea of what and how to déarnrather than zlSk lfor a prescription what they should do.
Some of them changed their perceptioﬁs of an effective classroom in which the teacher
had an authority to make.all décisions abou‘cgllthéir learning to a class that integrate regular

classroom teaching with self-learning. )

Acceptance of responsibility ' 223

] A

The data obtained form the four reseaf.c.fl- -i*r.l_s'.truments revealed the six participants
reported changing théir écceptance of responsibility after they completed the counseling
program. The participants were found to gain more sense of responsibility and blame
oneself as a part-of learningproblems.

Love of learning

The data from the questionnaire revealed that there were no'clear differences
about participants’ love of learning. However, the other three research instruments
including the interview, learner’s journals, and the counselor’s logs yield that the six
participants developed love of learning over time during their participation in the

counseling program. They had willingness to study in a more difficult subject since it was
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challenging. Also they enjoyed to conduct a self-study even though they encountered
problems during the self-study periods.
Creativity

The data obtained form the four research instruments revealed that there were no
clear differences about creativity after the six‘participants attended the counseling
program. The data revealed-thatall of them alreadyhad creativity including ability to
think of various techniques.to'lcarn before they attended the counseling program, but the
counseling sessions made'them more awar“é; of it.
Positive orientation to the future | 4

The data from thefour regearch instf‘u_rr;ents revealed that the six participants

reported changing their positive orientation o the future after they completed the

counseling program. They were found to devej_hf){éoal orientation over time during their

P
o foay
g

participations in the counselingﬂ bibgram.
Ability to use basic study and problem-solving skills

The data from the four sources yield that the six participants changed their ability
to use basic study afidptoblém-solving skills-after the sixX paiticipants attended the
counseling program. For ability to use basic study skills, the participants were found to
developiplanning ability. For problem-solving skills, they could solve problems by
themselves using various techniques.

Discussions
In the present study, the data revealed that the English language counseling

program could enhance self-directed learning. The findings in the present study were
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consistent with previous studies including Altshul (2001), Reinders (2006), Keyuravong
and Maneekhao (2006), and Victori (2007). The participants in all studies were found to
direct their own learning more effectively after they attended the counseling programs.
This section presents the discussions of the findings in the present study in relation to
previous studies together with consideration t0.the‘Thai context as follows.

Openness to learning 4

In the present studygthe data showed that all six participants were found to have
openness to learning; they reperted that théy had ability to accept criticisms, greater
interest in learning than ethers, and positive;;ﬂalltt_itudes towards openness to learning. The
data were consistent withépreyious studies (:tl}_uglielmino, 1977; Skager, 1978; Lounsbury
et al, 2009). However, when compériﬁg befo?r;é._lv _{1;1d after the counseling program, the data
revealed that there were no significant changeiéb%ﬁt openness to learning.

The possible explanatioh iﬁhy their opennéss to learning did not change clearly
may be they have alréady possessed high degree of openness fo learning. When they
volunteered to participate in the English language counseling program, it might be they
were open to leatn. The(ddta froin thé questionnditeé confirmed this claim. In the
questionnaire, the participants reported having openness to learning before they attended
the counseling progtamiranging from fourteen to twenty seven points.

Self-concept as an effective learner
The data showed that the six participants changed their self-concept as an

effective learner after they completed the counseling program. All of them gained more

confidence in self-learning, ability to organize time for learning, self-discipline,
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knowledge of learning needs and resources, and self-view as a curious individual. The
findings in the present study were consistent with previous studies (Guglielmino, 1977,
Smith, 2000; Lounsbury et al, 2009).

The possible explanation why the participants changed their views towards
themselves may be the counseling program in thepresent study consisted of sessions that
were designed to help the participants aware of themselves as a learner. Before attending
the counseling program, thesparticipants did not believe that they could learn by
themselves. After raising@@wageness aboutﬂlholw they learned best in the second phase, the
participants started to believedin theméelves:f "Ifhe reflection during the counseling session
may also help the participants gain confideli;lcc 1n self-learning. In the counseling session,
the participants had to reflect abou; \f&%hat an(i Jkagw much they learned during the self-
study. By doing this, it created a sénse of acccz}r_;lf)J}:'ishment and may lead the participants
to believe in themselves that thé_yﬂéould condii;{.fﬂe‘self-study.

Initiative and indepeﬁ;lénce in learning '

In the present study, the data revealed that the partieipants were found to be less
dependent on the tedchef after they partiCipated in the cotinseling program. The findings
were consistent with previous studies (Guglielmino, 1977; Victrori, 2007; Lounsbury et
al, 2009). To elaborate, " Victori (2007) pointed out that the counselifig program was
successful in helping the participants to study independently; they were less dependent on

the counselor as well as they came to the counseling sessions with what and how to learn

rather than asked the counselor to tell them what to do.
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The possible explanation why the participants were found to be less dependent on
the teacher may be the counselor encouraged the participants to take active roles during
the counseling program. The participants were the ones who make their decisions about
their own learning. They had to design a self-study plan and implemented learning by
themselves. During the counseling sessions, the participants were the one who come up
with solutions if they encountered learning problems:Fhe counselor’s role was just a
facilitator who asked questiens to'trigger an idea that functioned best on the participants’
terms. Therefore, for thesake of helping t}le participants to become independence in
learning, down playing gounseling api)roacl% &Pemberton etal, 2001) may help.
Acceptance of responsibility |

The data obtained from the-fo-ur reseéﬁé{l uinstruments revealed the six participants
reported changing their acceptanee of responsj_lia.jrli';fy after they completed the counseling
program. The participants were found to gain. mofe sefise.of responsibility and blame
oneself as a part of léarﬂing problems. The findings obtained from the present study were
consistent with previous-studies (Guglielmino, 1977; Lounsbury et al, 2009).

The possibléexplanation why thé participants started-to accept their responsibility
may be the preparation that the counselor helped the participants to prepare themselves
before they conducted the self-study. First, the present study-allowed the participants to
design their own learning with providing support during the period. Before designing the
self-study plan, reflective task was employed to help them aware of how they learn best

and learning goal situation was used to help them see the importance of planning. Last,

before they plan a self-study, they were raised awareness of the components of an
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achievable goal. The above process implicitly implied that the participants must be
responsible for their own learning.

In addition, during the counseling sessions, the participants had to do a lot of
reflection about their own learning; for example, what difficulties they confront, what
challenges they encounter, or what make them.achieve the goals and objectives. Little
(2007) and Chia (2007) saidethatdearners’ reflection about their own learning may help
the learners take responsibility for their lealiming.

Love of learning -

The data revealedithat'the participanis developed love of learning over time

during their participation in the coﬁnéeling p{(;_lg_;am. They had willingness to study in a

more difficult subject and enjoymeént of inquir@_g The findings were consistent with

P
iyl e

previous study (Guglielmino, 1977).
The possible éxpianation why the participants had mofe love of learning may be
because the English language counseling program allowedthem to plan to improve
language skills thatthe wantéd, t6' based 6n his:own learhitig preferences. Benson (2003)
said that providing learning options may contribute to the love of learning. More
importantly, when the participants encountered problems, the researcherprovided support
by encouraging them to learn and raised awareness about the benefits of the self-directed
learning. They mentioned in the fifth-phase interview that the counseling phase helped

them learn the most and they started to enjoy learning because of that phase.
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Creativity

The data obtained form the four research instruments revealed that there were no
clear differences about creativity after the six participants attended the counseling
program. The data revealed that all of them already had creativity including ability to
think of various techniques to learn before the yatiended the counseling program. The
finings were consistent with-previous study (Gughelmino, 1977).

The possible explanationwhy there were no clear differences about creativity
may be the participants already hadhigh d};grlee of creativity before they attended the
counseling program. | 4 |
Positive orientation to the fufure #‘

The data from the four rese;r_(;jh instrl:;ﬁlfz;lts revealed that the six participants
reported changing their positive orientation toiﬁg;future after they completed the
counseling program. Fhey were found to devéié?édal orientation over time during their
participation in the cél;ﬁseling program. The findings were- coﬁsistent with previous
studies (Guglielmino, 1977; Skager, 1978).

The posSibléexplanation why thé participants have goalorientation may be
because the English language counseling program consists of sessions that were
developed to enhance the goal-sétting ability. In the third phase, designing a self-study
plan, the researcher employed several tasks to develop goal-setting ability. In the first
session, the problem-solving task was used to help the learner recognize the importance

of planning. In the second session, the learning goal situation was employed to help the

participants plan their own self-study.
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Apart from sessions developed to train the participants to set goal, the counselor
also raise participants’ awareness about goal setting process. During counseling sessions,
the participants had to do a lot of reflection about their goals. If they encountered
problems or they seemed to be lost, the eounselor asked them to go back to the goals.
Moreover, guided questions in the learner’s journals may help them aware that they have
to plan before learning something: T'o elaborate; inthe‘learner’s journals, the participants
had to record that they planned to'de in the next self-study.

Ability to use basic study and problem-S(;IZvi(zg skills

The data from the four sourceé yielc:}vftlha_lt the six participants changed their ability
to use basic study and preblem-solving skilli_after the six participants attended the
counseling program. For ability to use ba51CS}u§iy skills; the participants were found to
develop planning ability. For problerh—solvingisléfﬁs, they could solve problems by
themselves using various technic_lﬁés. The f1nd1ng§ werecongistent with previous studies
(Guglielmino, 1977, VS;knager, 1978). |

The possible explanation why the participants had more planning and problem-
solving ability maybel thie [diSeussion duting-thecounseling sessions. The participants had
to reflect about their problems and how they solved those problems a lot. Some times, the
counselor asked them to, refer back to the goal setting process if theyiseemed to be
reluctant to learn.

Conclusion
The findings of the present study indicated that the English language counseling

program could enhance self-directed learning. It was found that they were the
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participants’ self-directed learning after they completed the counseling program were
higher than before.

There were many features that contributed to the increase of self-directed
learning. First, the participants were encouraged to take active roles in shaping their
learning during the counseling program. This'helped the participants to have initiative
and independence in learning:Seeond, the counselorprovided a preparation before the
participants conducted the self-study. The supports consisted of raising their awareness
about learning preferences, the importancel'ofl planning, and the components of
achievable goals. This helpedithe parficipanttsl to aceept their responsibility. Last, the

reflection during the counseling sessions helped the participants to have self-concept as

an effective learner, acceptance of rgsponsibil}_ty, love of learning, and ability to use basic

study and problem-solving skills A=~ g

The present stuay contains some limitations which nﬁght affect the implication of

the findings as follows. First, the data obtained from the reésearch instruments were
mainly self-reported: Theérefore, some fiidings did not have€onéctete evidence. Learner’s
works during the'program were not collected.

Second, the time, during the counseling phase was also limited. The data were
collected over the period of two months in the second semester of the academic year. In
that semester, the participants had to participate in extra-curricular activities including

sports days, festivals, campaigns, and academic competitions at the same time. This made
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them write only a few journals because they were busy with the preparation for those
activities. It also seemed to affect the continuation of attending the counseling program.
Pedagogical Implications
The findings from the present study suggested the following pedagogical
implications.
First, the findings revealed that the English-language counseling program could
enhance self-directed learning, thus English teachers and self-access center counselors

\

|
could use the counselinggprogram developé;d in this study as a guideline to develop their

own counseling programs to help theirdearners during their self-directed learning.

. o
To develop the counseling program, the teachers and self-access center counselor

should encourage the parti€ipants to take actiygr.oles, prepare the participants to conduct

= T_J"IJ

a self-study, an encourage reflection. S

ig -

Recommendations for f‘ﬁtﬁre Research

As mentioned iilnf[he introduction that no study has Beén conducted to investigate
the effectiveness of language counseling programs in Thailand context, the results of the
present study have providédprelimifiary findings for future t€seatch in the fields. Some
recommendations-‘are proposed for further research studies as follows.

First,/the learners’ works should also be included as another research instrument
to provide concrete evidence about the learner’s self-study.

Second, the time to conduct the research should be longer than in the present

study. As revealed in the limitations that the participants had other extra-curricular



179

activities to participate as well, more time for the participants to make appointments
would increase the opportunities for the participants to conduct the self-study.
Last, the future research could be conducted with lower secondary school learners

because they had more free time than the upper secondary school learners. Additionally,

if they participated in the English | i1 o program earlier, it might help

promote the independent learnir s of the Basic Education

Curriculum.
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Appendix A

Self-directed learning readiness scales
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d‘ "9 L 1 l"
(donuiiiudsii lidh 14 mwmfﬂzegﬂ u,mﬂmuu)

14 | | know what | want to learn. = 1 .

Y 9 Ay 9oy ¢ ‘i
(Glnwmmmmtﬂnwmsﬂmmsﬂxtiﬂuaﬂi;) s

15 | In a classroom, | expect the teacher to teIJTne exactly what I'm
supposed to do. (Glnwnnmﬂwaﬂwﬂiuaﬂmﬂ’e)fmttﬂﬁlnwmnmmm
02 '15714) i s

16 | Understanding whatl read is a problem for me. -

@i ddamiumshamein ladandnidiov)
17 | If | discover a ne€d for information-that | don’t have; | know where
. Y 9 v vy v Ao 12 Y P '
to get it. (mmwmwuammmiﬂjaga%mENUlmJ PWAWLINTIVUNIETHA
9 oy ~
Joifari 191 hle)
18 | Even if | have a great idea, | can’t seem to develop a plan for

N Yy Y A A daa 2 'Yy gy
maklng it work. (!LﬂJm’]WLi]’lﬂJﬂ'J’]ﬂJﬂﬂVlﬂlﬂﬂqlu !LW"U’]WH]’]ﬂUhJﬁ']?J']iﬂ

nwaniluusualfiiaams¥inana 14)
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19

Difficult study doesn’t bother me if I'm really interested in
R I T SN U S v A J g A A
something. (GIHWLmth!,‘]JI’JVl%zLﬁEJuLiEN‘I/]Eﬂﬂ ausoeiuiuson

naule)

20

| believe that thinking about who you are and where you are going
o
should be a part of every person’s education.
v Y A a4 g ~a o I
(slnwmmmmmsmﬁgﬁmumwuazzﬁmuwﬁluﬂf’;mmmmamnﬂu

! = = 1
ﬁ’JUWHQBLUﬂ'Ii?fﬂEVU@QVJﬂﬂH) .

21

| prefer classes wheredam encou‘r:aged 10 take partin deciding

- _—
i

J
Y 1 s
@wweuduissuinnod lasunisauasuliidausanlums

what will be learned and how. 4

Al
d

o Vv = ~ 1 y
fruandesmsisouss lsunzSgnotiele)

22

If | don't learn, it's my fault. = _“

1 4 1 & i = ‘T-l e
@tmdisoulufise Doduiluanuiauesinmdie)

23

| can tell whether ImJeaﬁmﬁtgégmethHQQ_weH_@Lnot—_

@wdheunsalszaaumed lanGeu laanse li)

24

| admire people who are always learning new things.

(@ FurER S s ATl odidie)

25

There are soimany things | want to learn that | wish that there were
) Yy oy a 2 Vo A A 42
mare, hours«in adayi (ﬂﬂWLiﬂ@EJ'IﬂiJL’mHﬂﬂ‘lllﬂuLmﬂZ’J‘L! INONVS A

= 9 A Ay Y =
lﬁﬂugiu‘ﬁﬁWfJL‘S’fN‘VI‘lﬂWH]WI’ENﬂTiLiEJU)

26

| really enjoy tracking down the answer to a question.

(@i dnayniumsdumidinouvesdoiiniuaig )

27

I’'m good at thinking of unusual ways to do things.

@iennsafadsmsuan o Tny «q lumsides )
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) FTAUANUAATY
Yo NU
112(3]4|5
28 | | can think of many different ways to learn about a new topic.
@A afaIsmIisswsed e 1dvaeis)
29 | I like to think about the future. (11I91FDUAATIOUIAN)
30 | | think of problems as challenges, not stop.signs.
[~ 1 I~ e ] |q'Ji { o °
@ urunilymidud e hilsdaneii liiigan)
31 | | don’t have any problems with basic study skills.
9 9 (= = [y O, dy I' 9 ~
(m1w1%1hluu‘?]tyﬁflm mfnﬂUﬂﬂyzwujﬁumamuﬂmifJu)
32 | I'm happy with the way'| investigaté prdbl'ems.
- =
(ﬂi’hwg%’wﬁmmqmﬁu?’ﬁmﬁﬁﬂshwL%”lﬁuﬁu'ﬁwmmmﬂmm@m )
33 | I'm looking forward to learning. as leng a's__'[.’,ml_living
9 v o ' = 9, ~a I A -
(summmﬂﬁnmmﬂugﬁaa%m)_’,_ ¥/
34 | It takes me a while to get stared on new projects.
Y} Y v v & g ARy A .p
(Slnwzmsslm%mmszﬂzﬁmﬂ’ﬂmimmmi@ﬂm)'
35 | | don't work very Wei-en-my-ewn:
Y Y o ) L LI .
WU IeaTea 1o lAin)
36 | | can learn things on my own better than most people.
(@draunsnfoldeh 0 Fabatio TRem 7 ld i i)
37 | No one but me is truly responsible for what | learn.
9 Y a1 12 9 v A = Y 9 9 @
(@ dentliddlefuAaven sty euesthig Iaupnvania
Y 9
VINDUDY)
38 | I try to relate what | am learning to my long-term goals.
@Fwnneneuron Teadanmaussunuihnneszezeue 1w
39 | | like to try new things, even if I'm not sure how they will turn out.

v 9 A ' Y19 ) v ' Aa 2
@wsevasdda i q us i lumilawainedy)
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I’'m better than most people are at trying to find out the things |

]
a A

need to know. (‘lﬂWﬁﬂllﬂ’NllW81813J1uﬂ1iﬂuﬂ31’d\11/l WWL%"Ié]}’fNﬂ"Ii

Flaaniaudinlngg)

41

| become a leader in group learning situations.

3 o @ o !
@ uiludi Tuaoumisainis G ougiuundgd)

42

| enjoy discussing idege(@ s idnnumselsnandouniny

Aaudiu) )

43

| don't like challengingflearning sifuations.

' 4 i~ { j 4
(ai’J'wwg%’w“lwam{mumsmﬂmsﬂu-i’ﬁﬁ'mjﬂ)‘-

44

| have a strong desire tolearn. nevv th[ngs

A ¥

(mwmmmmﬂsﬁnmaﬂmmﬂaﬂummﬂusﬁﬂwu' 1)

45

The more | learn, the more eXCltI@ the world 6ecomes

v
1A

(W ﬁ'ﬁmmmaumm Ay lulante ”rﬁ"m A1)

46

Learning is fun. ﬂiﬁiaﬁia%‘ﬁﬁﬁﬁﬂﬂ-)— -1

J
J

47

It's better to stick WIth the learning methods that we know will work
instead of always trymg new ones. (%}ML%ﬁﬂimﬁ%aﬂﬁ‘ufj%mi

~ A o Yo 1B = 1 A 1
LﬁfJu'VlVI']U;ﬁ?ﬁ'lliﬁ]ﬂﬂ')’lﬂ’liaﬂﬁﬁﬁﬂ’lﬁah’i11 G])

48

| want to learn more so that | can keep growing as a person.

RO S S| a { 7
(T iReams SN nBviedg IR0 TeTuAn aiady sl

49

Learning to learn is more important to me.

v
a

~ Yo A A 9 3 g ¥ o o 14
(ﬂTiLiﬂuETﬁ!ﬁﬂuﬂgﬂﬁ@\uﬁll'lgﬁﬂlﬂu’ﬁﬂﬁ'l UTAINIUY TWH]'])

50

| will never be too old to learn new things.

v ]
o = =

@ L unanunzissudisealni o)

U
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51

Constant learning is a bore.

(@wihdaanmssoudegaueiluds i

52

Learning is a tool for life.

9y Y a 1 Y
(mwmﬂmmﬁﬁﬂugz

53

| learn several new t

(Quueazd) wd a5 e .-

54

Learning doesn't make a

=~ Y 1o Y a
m3iFeus I ldinamaalc

55

| am an effective learper ig \

AULDY) o ' . |

. .
@l udisaunials:

U

3 Yy
23813 AY

56

Learners are leaders.

a ' S -

@A ndisauines

AU IRENINIAT
AN TUNM NN Y
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Appendix B
Interview Questions
Introduction Questions

1. Why did you choose to participate in the English language counseling program?
2. Among the 4 language skills; listening, speaking, reading and writing skills, which
ones do you think you are good at and which-you want to improve?
Self-directed Learning Readiness Ques}yions
1. How would you describesvourself = as\a learner (lazy, diligent etc.)?
1.1.Please describgsthe learning stéps when you are learning something.
2. How would you compar€ yourself'with your classmates or other people in the same
age in terms of intelligence or interest 15 learning?
3. What is learning? i‘_
3.1.Where and when should learmng take place?
3.2.What do you think about your learnmg in a class and on your own?
3.3.Do you learn a lot from the teachemnd class activities or do you learn better

on your own?

4. Are you interestedfi’n—fearnmg another foreign 'languagé‘?'f'.v
4.1.Suppose you were to learn that language, how would you learn it?
4.2.How do youwévaluate the success of your own léarning?
4.3.What,would'you'do if you encounter problems during learning?
4.4.Whatiwould you do after you finish learning that language?

5. What should.an effective classroom.dook like?
5.1.What sheuld the teacher do in‘class?
5.2.What can the students do in class?

6. Suppose you were learning a foreign language on your own as a regular schedule,

what would you do during the mid term week or a week that there are a lot of

assignments waiting to be done?



10.
11.

12.

13.

14.

15.

16.
17.

200

6.1.Would you still continue to study regularly or wait until you have more free
time?

Suppose that you attended a seminar and a lot of participants were talking repeatedly
about a terminology that you didn’t understand or had never heard of before, what
would you do?
What would you do if you express your opinions in a seminar and the other
participants start making.comments on youradeas?
If there are two classes for.youto take:J ‘(easy but not interesting or difficult but
interesting), which ong.would you choose to study? Why?
Typically, how do yousfind information about something you want to learn?
Typically, what would youdo/ifyou had'to answer questions that there were more
than one possible answer? _J

11.1. How would you feel to answi:r that kind of question?
How do you solve a problem i in learmng‘7 .

12.1. Please describe what you normalLy do when you are solving a problem.
What do you normally do after you fmlsh_le_armng something inside the English
classroom? -

Have you ever hadfeiny experiences going to a class and f@]t that you didn’t learn
much from the claés?

14.1. What do you think might have caused the pfoblem?

14.2. What might Have happened?

14.3.  Who do you think might be responsible for the problem?
How.do,you.normally prepare for a test?

15.17 "How-much time do'you spend before the test-date?

15.2. What would you do if you couldn’t finish studying before the test?
What do you think about people who always read or learn something new?

Do you read?

17.1. What do you normally read?

17.2. Do you have any difficulties when you read?
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Questionnaire Reliability Analysis: Cronbach’s Alpha Coefficient

Scale Mean if Scale Variance if ~ Corrected Item-  Cronbach's Alpha
Item Deleted Item Deleted Total Correlation if Item Deleted
Item 1 215.2000 126.028 404 .832
Item 2 218.1333 126.947 587 .832
Item 3 216.0000 129.586 153 .837
Item 4 215.9000 122.990 .563 .828
Item 5 216.2667 121.030 446 .830
Item 6 217.2333 123.357 466 .830
Item 7 215.9000 127.059 152 841
Item 8 215.6333 123275 527 829
Item 9 216.0000 1237793 J 487 .830
Item 10 215.9333 125:513 410 .832
Item 11 216.1333 , 130.189 205 .836
Item 12 216.0333 12425515 '_y .380 .833
Item 13 216.3000 126.769 = . 473 .832
Item 14 215.3667 125137 — g 326 .834
Item 15 217.1000 127472 Sfds 230 836
Item 16 216.1000 129.197 280 .836
Item 17 215.8000 130.234 1086 .839
Item 18 216.8333 130.075 131 .838
Item 19 215.2667 131.375 048 .839
Item 20 215.3000 128.355 324 .834
Item 21 215.3667 132861 -.088 841
Item 22 215.3000 126.493 .348 .833
Item 23 215.8333 130.902 .067 .839
Item 24 215.3000 131:390 .044 .839
Item 25 215.2000 130.510 143 .837
Item 26 216.0667 124.892 421 .832
Item 27 215.8333 127.730 254 .835
Item 28 216.5333 132.257 -.038 841
Item 29 215.5333 128.602 219 .836
Item 30 216.6000 127.352 261 .835
Item 31 216.1000 129.748 284 .836
Item 32 215.6000 123.007 .538 .829
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Appendix (Continued)
Scale Mean if Scale Variance if ~ Corrected Item-  Cronbach's Alpha
Item Deleted Item Deleted Total Correlation  if Item Deleted
Item 33 215.6333 128.930 270 .835
Item 34 217.2000 132.924 -.081 .843
Item 35 216.8000 129.683 177 .837
Item 36 217.2333 129.357 181 .837
Item 37 215.8667 129.844 .080 .840
Item 38 215.7000 130.079 177 .837
Item 39 216.1000 126.645 .399 .833
Item 40 216.4667 122.257 576 .828
Item 41 216.9333 130.340 060 .841
Item 42 216.5000 129224 % 2217 .836
Item 43 215.5333 123:63% 405 .832
Item 44 216.1333 128.051) 368 .834
Item 45 215.9333 . 126.340'i‘“- v 436 .832
Item 46 215.7333 1335130 J‘"ﬂ ' 020 840
Item 47 216.1000 $28.231 ‘r‘ ' 244 .836
Item 48 215.7667 4279871 1622 262 835
Item 49 215.7333 ~330.823 _4 ' .089 .838
Item 50 215.7333 130.892 .083 .838
Item 51 215.7333; 124202 492 .830
Item 52 215.1667- 130.902 AT1 .837
Item 53 215.9333. 121.720 .673 .826
Item 54 215.1000 132.369 -.049 .839
Item 55 217.0667 128438 1262 .835
Item 56 216.3667 127.068 332 .834

Reliability Coefficients

Number of cases = 30

Number of items = 56

Alpha = 0.84
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Appendix D

Sample of English Language Learning Resources

http://www.cdlponline.org/

| &V%/ Working, law and government, family,

c 001 health and safety, housing,
w, science and technology,

rvices, going places, nature.

Description:

There are many topics that you c
listen along with the reading pdssage
such as family, school, nature ete.
Some topics provide video cli

help you understand better

Weat@r, family, animals, technology,
health, sports

. ‘o
Description: ﬂ u EJ ’g v'] ﬁ ﬂéﬁrs
| Types of file:

There are many topics that you can Audio/ Video

listen al jr ipt; / ./
el ANR YT INYG Y
nature etc. Some topics provide

video clips to help you understand

better.
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Appendix E

Samples of counseling manual

Phase 1: Understanding the lrarner
Session1.1:  Questinnnairy and Autobingraphy
Tirmes 30 minutes

1. Objective:

1. The learner will be able to complete the questionnaire and write the

autobiography.
2. Materials:

+» Self-directed Learning Readiness Questionnaire (see Appendix A)

¢ Autobiography Questions
3. Procedures:

» Thecounselongreetsthe learner: e S8

» The ¢ounselor informs the purpose of the program that it aims to help the
learner te master his or her language skills that he or'she-wants to
improve. The counselor makes it clear to the learner that the purpose of
this program is not for tutoring, but to facilitate him or her during

learning by giving counseling and recommending English language

learning resources.
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» The counselor asks the learner to complete the questionnaire and write
the autobiography. Before that, the counselor informs the purpose of
completing the questionnaire that it aims to gauge “learning preference
and attitude toward learning” and the purpose of writing autobiography
is to obtain learner’s backgrounduhich.will be used in later sessions.

» The counselor reviews what the learner has completed and clarifies every
part in the autebiography that is not clear:

|
» The counselor makes an‘appointment for the next session.

4. Appendix: Autobiography Qiuacsﬁons

1.

2.

When do you use English with your faf;ﬁ'ill);"‘members?
4 '
) o
How do your parents support.to.do English out-of-class activity?

When did you start studying English? -

How did you feel When you first studied English?

Who will be your laét language teacher? Please explain how he or she taught.
Describe language teachers whom.you.admire.,Why do you admire them?
What did youlike or dislike about the way you were taught in the language
classes?

How often do you practice learning English outside?

What kinds of English activities do you do out of classroom?
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Phase 1: Understanding the Irarner
Session 1.2:  Interview
Time: 30 ninutes

1. Objective:

2. The learner will be-able to report on his or her self-directed learning.

2. Materials:

3. Questions fortheinterview [Seé Appendix B)

3. Procedures:

» The counselor greets the learné‘i%“ éﬂd reviews what the learner did in the
last session -l

» The counselor informs the learner that he orshe will be interviewed
asking questions about “learning preferencé and attitudes towards
learning”

» The counselor interviews the learner using guided questions (Appendix
C). The interview willbe recorded.and later transcribed.to analyze

insight data about learner’s self-directed learning.

» The counselor reviews what the learner has completed.

» The counselor makes an appointment for next session.
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=
Phase 2: Raising Learner’s Awareness
Session 2.1:  Refleetive Task
Time: 30 minutes

1. Objective:

% The learner will be.able to reflect his-or her own learning process.

3 ﬂ/_‘ ,
2. Materials: g Tt

e
e

AT
enn L

+ Reflective Task

3. Procedures:

» The counselor greets the learne'fta"n.d reviews what the learner did.

> The counselor tells the fearner that Féday they are going to conduct a
reflective task to discuss his or her previous léarning experiences in
English lessons.

» The counselomasks the learner te recall his or her memory about English
lessons that'he of'she can remember very well and'try to explain why he
or.she can remember those lessons..The following.questions will be
employed to elicit the learner’s answers.

- What s an English lesson that you can remember very well?
- Why can you still remember that lesson?

- Whatkind of activities did you do in that lesson?

- What do you think might have helped you learn that lesson well?
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The counselor points out that the activities the learner did in the
lesson he or she described are the ones that help him or her learn well
since those activities matched with his or her learning styles.

The counselor shows the learning styles taxonomy for the L2
classroom proposed by Christisen (2001) (see Appendix D) to the
learner and'then discusses with the learner what his or her learning

styles are. _ \

)

The counselor debriefs _th('; session that learner should be aware of his

J’l.
or her own lgarning st}_/les?u;ing his or her learning.
- o .4‘ ‘
The counselor makes an appeintment for the next session.
b 4k ik ‘}. u;
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i
~

Phase 3: Planning a Seif-Study Y §
Session 3.1:  Problem-Solving Task
Tirmes 30 nminutes

1. Objective:

€ The learner will be.able to discuss the importance of planning for his or

her learning;
2. Materials and Equipments:

*

+ Problem-Solving Task

3. Procedures:

» The counselor greets the learner and reviews what the learner did last
session

» The counselor asks the learner to perform a problem-solving task
describing how to cook a Thai spicy avocado salad. The counselor gives
the task te the learnern by explaining that he or shethas ten minutes to
complete this task. To.complete the task, the learner will have to
complete two steps as follows. First, the learner will have to rearrange
the steps of how to cook spicy salad dressing. Second, the learner will
have to rearrange the steps of how to cook the Thai spicy avocado salad.
While the learner is doing the task, he or she will have to do a concurrent

think aloud protocol reflecting his or her thinking and what he or she is
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doing the task. The think aloud will be audiotaped and later used to
discuss with the learner how he or she completes the task.

» The counselor and the learner together discuss how the learner

completed the t@,\ the audiotape and asking the following
questions. /’
4

- How Whe
] Wh/ '

before doing the task, it wil  him or her complete the task within the
TN

timeframa} it helps him or} k of learning. However,

if he or she de e the task. Therefore, to

master langlia.ge skills that the learner wants to improve, it is important
o

LY
o B SR 11T
U
> The counselor makes an appointmentsfor the next session.

ARIANNIUARIINE IR Y



211

k. Appendix: Problem-Solving Task
Adopted from Thong-lam (2064)

Directions:
Look at the picture “Thai Spicy Avocado Salad”.

* %k k% ke k ok ok ok
Ingredients
Avocado
Shrimp
Red onion
Hot chili
Lime juice
Coriander
Water
Cooking oil
Sugar
Fish sauce
Egg
Lemongrass

% %k kK ok ko k ﬁ*

k -

AU INYNTNEIM
ARIAN TN INGINY
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Step 1: Cooking “Spicy Dressing”
Look at the picture of spicy dressing and read the unarranged instructions of
cooking spicy dressing. Then rearrange them into correct order.

) -

............. Mix ¢hili and red onion,in the bowl.

............ AUHINYNINGINS
SLG R Hinen (ML

.......... sugar, fish sauce, Eime juice and water.

1 Wash the chili and red onion in water.
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Step 2: It’s time to cook you spicy salad
Rearrange the instructions of cooking into correct order.

.......... ?ﬁi p-fr Sfiﬁ ﬁ;ﬁ;ﬁuntl}jolden and crisp.
'Q RIR wsmmﬂwa 188

......... Boil an egg in boiling water.
.......... Cut avocado and lemongrass into pieces.
.......... Pour the “spicy dressing”.

.......... Add coriander leaves and boiled egg before serving.



Answer

Step 1: Cooking “Spicy Dressing”

Will beh the chili and red onion in wa

Cut chili and red onion into i\\? :
Mix chili and red onion i

Add sugar, fish sauce, li

Stir the dressing wel

Step 2: Cooking “Thai
Will beh avocado, lemo
Cut avocado and lemongrass in i..:- aces.
Boil an egg in boiling \ i

Deep-fry shrimps i “"

Mix cut avocado and lemJ) érass in the bowl

rour i) NYNINYINT

Add coriander leaves and boiled egg before serving

ARIANN T URIINYA Y

214
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Phase 3: Planning a S¢if-Study
Session 3.2: Learning Goal Situation
Time: 30 nminufes

1. Objectives:

€ The learner will be ableto describe the components of achievable goals.

2. Materials and Equipmnts:

+» Learning Goal Situation

*

s Framework of ‘General’ and ‘Fundamental’ Skills

3. Procedures:

» The counselor greets the learner and r_e;/_iews what the learner did last
session.

» The counselor asks the learner to conduct a learfiing goal situation task. To
complete the task;'the learner will have to do two things as follows. First, he
or she will have to read a handout that describes a learning situation named
Somchaiwho plans.to improye his listening skills. Second, after reading, the
learner will be asked to following questions.

- What is Somchai’s language problem?
(Ans: He has problems understanding lectures in the class)
- How is he trying to improve his language problem?

(Ans: He plan to practice vocabulary and listening two hours a day)
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- What do you think may make him achieve the goal?
(Ans: He sets a clear goal, He plans to improve skills that are able to
enhance listening, He records his learning, He monitors his progress)
» The counselor debriefs the session to point out that the plan of Somchai is
effective to improve his listening skill'because it is achievable. For example,
he has a clear purpose, he identifies the timeéframe, he identifies necessary

language skills todmpreve; and he has a plan te monitor his progress.

i
Therefore, to plan an‘achievable self—study, the learner should keep in mind
of those components especially the language skills that he or she is planning
)

dad

to practice.

> Then, the counselor introduces frafﬁ'éwork of ‘General’ and ‘Fundamental’
S1ad 2
Skills to help learner indentify language skills to improve.

gl

Problems with General Skills  Fundamental Skills

Listening Vocabulary and Pronunciation

Speaking Viocabulary, Pronunciation, and Grammar
Reading Vocabulary and Grammar

Writing Vocabulary.and Grammar

- This is the framework of ‘general’ and ‘fundamental’ skills. You can
see that it shows the relationship between how the lack of a

‘general’ skill may be caused by some ‘fundamental’ skills. For
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example, the lack of ‘general’ speaking skills may be caused by the
lack of ‘fundamental’ skills of vocabulary, pronunciation, grammar
- How about the lack of ‘general’ writing skill? What are the

‘fundamental’ skills that can cause the lack of the ‘general’ writing

» The counselor asks the lea y self-study at home by filling
in the fo 4 ooals, timeframe, suggested activities,

e self-study plan will be

» The cou nappointment he next session.

Goals Timeframe ~  Activities laterials Self-assessment Method
listening - 4umonths - Websites - Write journals
- 2 hmrs a pronunciation - mdeo clips reflecting how much

ﬂ HUANEMINYING e

Vgcabulary

AW RINIUURIANYIAY

examples of

lectures
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k. Appendix: Lrarning Goal Situation

How can I understand
the lecture in English?

08.00 - 16.00

16.00 -18.00

18.00 - 20.00

il
ig programs on the websites

b '
20.00 - 22.00 Prac;?ce vocabulary & Listen to Engl

AUEANENTNEINT
'y _ ,
[ started practice riéhNt away and I aﬁ/vays recorded what I have studied, how I felt

LA okt KB s overcome

those difficulties, and what activities that I plan to do next. Also I always checked

when I d vitie

how much I have learned during the learning.
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Phase 3 Planning a Seif-Study
Session 3.3: Working with Resources
Time: 30 minutes

1. Objective:
€ The learner will be ableto use E;glish Language Learning Resources.
2. Materials and Equipminis: |
+ English Language Learning Rvesou:r,(’:;es

, o
3. Procedures:

J v.l. F
> The counselor greetsithe léarner.

Aol A

» The counselor and theql_éigrner discq?s_fh_e_self—study plan that the learner will
be assigned tolo at home.
> The counselor tells the purpose of this session tha% it aims to introduce
English languagé learning resources. |
» The counselor reviews what the learner has learned from this phase.
- ..As you completed several tasks.in previous sessions, what have you
learned?
- Inthe first session, you learned your learning styles. In the second
session, you learned the importance of planning. In the third session,

you learned how to achieve the goals and objectives.
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» The counselor then asks the learner to do the hunting task. In this task, the
learner will have to answer questions about what he or she can find in the
English language learning resources within ten minutes. The questions are as

follows.

-  How many ty
resource?
- Whatar

- Howis

ar, vocabulary,

ordered. In each category,
the learner will s s%e the name of the book and web51te with a short

demﬂumww‘ﬁwmn‘s

» The counselor makes an appointment for,the next sessions./

ARIANNIUARIINE IR Y
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k. Appendix : Manual Hunt Workshert
i

M —

How many types of materials in the English language learning resource?

F
i

&

What are the categories in the Englishlanguage learning resource?

3. Howisthe mateyﬁgrdered? E

F F
4. What can you seedin each material?
! & o <l
4 . :,
/ gt o B
i o -
add .-'j'[",.
4 (et et /

At ‘."".a."ll_'a . .
5. What are learning resources that you can use to practice language skills you
\ JI i

-
want to improye? How are you going to use them? |




222

Phast 4: Counseling
Session 4.1, 4.2, 4.3: Lounseling
Time: 30 ninutes

1. Objective:

€ The learner will be ableto reflect his orher own learning.

2. Materials and Equipmnts:

& . . & A
| \ _%rg ~ :[IP __(."
. - T o
+¢ Learner journals , Y R §
b S : Y,
} \ ."/-% T j“!
? d | | I
3. Procedures: 9 = B E N ¢

» Move 1 The counselor greets the leﬁi‘ﬁg}r.
» Move 2 The counselor asks the learnér g(_) report on work.
- e.g. What English activities have you doneso/far?
» Move 2a (Optional) The counselor check the learner’s understanding about
the content that he or she has done gut of class.
- e.g. When.can'you use present simple tense?
» Move.3 The.counselor.then asks the learner to.state his or'her problems
when carry out the out-of-class activities.
- e.g. What are your problems in doing out-of-class English activities?
» Move 3a (Optional) The counselor gives explanation about the language use

in case the learner asks for.

- e.g. Present simple tense can be used....
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» Move 4 The counselor tries to elicit learner’s opinions about self-directed
learning.
- e.g. How do you feel when I ask you to study by yourself?
» Move 4a (Optional) The counselor ,guides learner to the process of self-
directed learning in case the learner.ask’him what he or she should do.
- e.g. Why don’t you start to plan what you are going to do first?
» Move 5 The counselor.and the learner summarize and make an appointment

!
for the next session.

After the counseling session, the cé_uriselor records the counselor’s log
describing what the learner has do.n'_é, what problems he or she has, how the

counselor gives counseling, and whether the counseling session works well

.

or not.

k. Appendix: Example of Fournal Guided Questions

1. What activities did you'do today?

2. How did you feel when you carry out the activities?

3. Whatdifficulties did you encounter duringcarried out the activities?

4. What are you going to do next time in order to overcome those difficulties?

5. What activities do you want to do next? Why?
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Phase 5: Evaluating Learning
Session 5.1:  Questionnaire and Inferview

Time:

30 ninufes

1. Objective:

4 To investigate effectiveness of the English language counseling program

2. Matzrials and Equipments:

*

% Self-Directed Learning Quéstionnaire (see Appendix A)

+» Interview Questions (see Appendix B)

3. Procedures:

¥

> The counselor informs the purpose of this session that it aims to investigate

the effectiveness of the counseling program.

» The counselor asks the learner to complete the questionnaire.

» The counselor interview the learner:

» The counselor informs the learner that he or'she has completed the program.

k. Appendix H: Guided Interview Questions

1.
2.

What and how much have you learned during the program?

Do you achieve the goals you have set at the beginning of the program?
What is the session that helps you the most? Why?

What should be improved in order to help the program better?
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Appendix F

Symbols used in the transcription

XXX marks inaudible
marks

(laugh) marks

[ ] marks el ention during the response

AULINENINYINT
IR TN TN
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