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This study investigates classroom experiences (CE) related to second 

language (L2) leaming from a learner point of view. It examines the L2 learning CE 

reported by six Engiish-major undergraduate students over the course of one 

academic semester in Brazil. 

The investigation is framed by theoretical and empirical studies in the fields of 

second language acquisition (SLA), cumculum, and aduR eûucation. It considers that 

a theory of SLA should be comprehensive to integrate various aspects of the L2 

leaming process. especially those specific to claçsroorns. Therefore. it is grounded in 

the following beliefs: (1) that the process of SLA development is cornplex but 

worthwhile trying to describe. (2) that L2 leaming is ultimately a socially constructed 

process, (3) that classrooms are places where many variables meet and (4) that 

learners' points of view can bnng insights into the understanding of L2 classroom 

learning . 

To this end, an ethnographic approach to data collection was adopted. 

Instruments included : video tapes to promote student reflection ; interviews to elicit and 

record l earners' in terpretations of videotaped events; and a questionnaire to evaluate 

reflection as an aid to learning. The data analysis led to a taxonomy of CE. Cognitive. 

social. and affective events were coded as direct CE; those related to setting and 

learners' personal background, beliefs and goals were coded as indirect CE. Findings 



uncovered the surface and deep levels of action in the classroom, and the collective 

and individual realms of CE. 

A deeper analysis of collective CE uncovered the interrelationship among 

different socio-psychological issues, bringing insights to patterns of participation in the 

12 classroom . A similar in-depth analysis of individual experiences revealed the 

relationship among previous learning experiences. beliefs and goals in each 

learner's perception of CE and, ultimately. in their L2 learning process. 

From this indepth analysis, the richness of the L2 classroom learning process 

emerges. In the implications, findings are discussed as to their importance for SLA 

research, teachers, learners, and foreign language pedagogy. It is hoped that this 

insider's view of the learning process can contribute to the understanding of the 

dernands of L2 classroom learning. 
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"As you teach so will you learn. 
If that's true, and it's tme indeed, do not forget 

that what you teach is teaching you. " 

A Course in Miracles 
Tara Shgh 

1 . lm PROLOGUE 

I have been teaching English as second or as a foreign language (ESUEFL) 

since 1975. In al1 these years. my conceptions of teaching and learning have 

undergone major transformations. These transformations have followed changes in 

myself, transferred to my professional practice, be it inside or outside the classroom. 

Below, I refer to the process that has inspired these transformations since it places this 

thesis as part of a still developing outlook on the teaching and leaming process of a 

foreign language within the larger education field. 

The process begins with an urge to understand more of those around me in my 

professional life. In the classroom, it has rneant understanding language learners' 

failures in the classroom. No matter how successful I have been, my students' failures 

have always been the force behind changes in rny classes. They have been the 

reaçon for trying out new methodologies, techniques, and activities. However, as 

these do not always work. the process moved towards an understanding of rnyself as 

a teacher. In the process of trying to become a better teacher, I read authors who have 

revealed that experiencing and action are essential to knowing about self and world; 

arnong these are the works of Neil (1960). McMurray (1969). Rogers (1969) and 

Freire (1 972, 1 973). 

I read about learning and about being a learner. I found myself a learner as I 

practiced Zen Buddhism and read the works of Tich Nhat Hanh (1976. 1991) on 



mindfulness; of Capra (1975) and Wilber (1982) on a new view of science; of 

Campbell (1949. 1980) and Jung (1 965) on symbolisrn and Jungian psychology. In 

the language classroorn iiterature, the works of Stevick (1 W6), Moskowitz (1976, 

1978). Allwright (1 984. 1988). and Van Lier (1988) have reflected some of the ideas 

found in those readings, thus becoming influentid readings to which 1 frequently go 

back. 

As a consequeme of this informal persona1 learning process, my role as a 

classroorn teacher has been transformed. I now approach teaching as leaming. Thus, 

rny role has become that of a hybrid teacherAeamer, a role which the literature refers 

to as Yacilitator' (Boud 1987). In this role, I have found a new meaning to king a 

teacher, i.e., as the one who can participate in 'seif-diçcoveredn or 'self-appropriated 

learningn (Rogers, 1969 :153) or as the one who can get 'closer to the meaning that 

(one's) experience actually seems to haven (Rogers, ibid., :154). What is created, in 

this new role, is CO-leaming, a mutual and collective notion which is 'equally 

fascinating and challenging for al1 who meet in the educational encountef (Ross, 

1 990). 

In this process, 1 am still trying to find ways to make my students succeed as 

language learners. On one hand, I have become convinced that I do not have the 

power to make successful learners. My experience has taught me that. The research 

literature in our field has also corne to this conclusion (Allwright 1984, 1988). On the 

other hand. rny experiences as a leamer have led me to conclude that the 

appropriation of leaming is in learners themselves. For example. leaming to sit quietly 

as one does in meditation is, in rny opinion, one of the most difficult things to learn. 

Yet, when one is open to searching for the source of difficulty, it usually happens to be 

within oneself. Any learning process brings problems and difficulties. I would like 

every leamer to know that the power is within them to cunfront the difficulties of the 

learning process, especially if they are aware of its challenges. With that in mind, I 



decided to use journals as a tool to prompt discussions about the foreign language 

(L2)i learning process with my own students. 

l had learned about the use of journals as part of a language classroom while 

at UCLA (Miccoli 1984). In 1985 and 1986, being in a university setting, I decided to 

use journals to get my çtudents to reflect about their learning process as well as to get 

comments from them (Miccoli, 1987). Once a month we discussed the issues students 

found relevant in their journals. I had expected the use of journals and the discussions 

to involve students in the understanding of the teaching and learning process, and 

thus contribute to their success as language learners. However, a later analysis of 

their joumals reveaied much more than I had expected. 

First, I did not expect journals to have such a positive impact in getting learners 

to reflect and discover the issues they had to confront to succeed as language 

learners. Second, I did not expect that learners' description of their language learning 

experiences would include more issues than those usually found in second language 

acquisition (SLA) models. Finally, I alsa did not expect to find similarities among the 

experiences leamers had gone through. 

These three unexpected findings, together with the evolution in rny conceptions 

about teaching and learning, made me interested in what aduR learners could reveal 

about their language learning processes. Therefore, in this thesis I (a) have invited 

classroom language learners to describe and share with me how they perceive the 

process they experienced in a foreign language classroorn, (b) have analyzed their 

descriptions and compared findings with previous similar studies. The objective is to 

contribute with insiders' views of what is involved in the process of learning a foreign 

language inside a classroom for the benefit of learners, teachers and the research in 

the field. 

- 

in this thesis, Pm following the convention of ustng U to mean Engùsh as a second or as a foteign 
language. However, when refaring to this study, L2 has to be understood as EnWh as a foreign 
language. 



In this section I present an overview of the thesis research process. I begin with 

a description of the rationale for the research questions that guided me during the 

data collection stage. Then, I describe the ernergence of a metaphor during the 

preliminary data analysis phase. I continue with the restatement of çome of the 

questions as a consequence of the data analysis. Finally. I end with the new set of 

questions, including an analysis of the implications that the changes in the questions 

had on the writing of the thesis. 

1.2.1. The Data Collection Stage 

The process described in the introduction constituted the motivation for the 

interest in learners' classroom experiences. This led me to a research proposal in 

which I intended to investigate the foreign language learning process inside a 

classroom. As I started from what 1 had learned from my teaching and learning 

experience, I expected that my study would corroborate the existence of a 

descri bable, unified learning process. 

As the learning of an i-22 involves a multitude of variables that reveal its 

complexity, I proposed to investigate the process inside a university classroom. My 

review of the literature in different areas of S M  research indicated that although 

research had been extensive, little attention had been dedicated to what adult 

learners had to say about their experience inside classrooms. Therefore, I developed 

a series of questions aimed at guiding me through the data collection stage. The first 

guiding question that this thesis investigation atternpted to answer was: 

- - 

* I beiiwe it wmid be moce accurate to use a more neutral term such as hon-prfmary languagli' 
glhoduced by Van Patten (1990a) to refer to the leamhg of both second and foregn langages. 
However, 1 will use L2 because it is the most widely used t m  in SLA research. 



1. What insights can we gain about the iearning of an 12 
from the experience of aduit leamers in a classroom 
situation? 

The specific questions were: 

2. What do leamers say about their L2 leaming process? 

3. How do leamers make seme of the information they 
have acœss to from the language dassroom? 

4. Do leamers perceive that talking/refiecting about the 
leaming proœss has an effect on their learning? 

The guiding question aimed at the general focus of the study, i.e., the 

description of the learning process from the learners' point of view. The specific 

questions focused on (a) the leamers' perception of the leaming process. i.e.. the 

aspects they considered relevant in their experience and (b) the leamers' 

interpretation of the things that happened in class. The la& question aimed at 

learners' evaluation of reflection in their learning process. 

Since, in the process of tapping into their experience, the learners and I would 

be selecting and interpreting 'data' as we collected them. Le. working together, I 

conceived Our effort towards the understanding of the learning process inside the 

classroom as "a joint investigation". 

1.2.2. The Data Analysis Stage 

Document collection took four months (Chapter 3). During the five months of 

data analysis (Chapter 4). 1 came across a metaphor for the work I was doing. After the 

metaphor, I came to a realization about the research questions. Below I refer, first, to 

the power of metaphor, and, second, to the effect of this realization on the questions. 

The process of dealing with the data in several preliminary forms of data 

analysis led me to a metaphoric image of the work in which I found myself. According 

to Munby, in a study of metaphors and the thinking of teachers, metaphors are "central 
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to our thinking" (1 986. p. W i ) .  His work and the work of others such as Clandinin, 

(1985) in the field of curriculum and Scarcella and Oxford (1992) in SLA are 

influenced b, the work of Lakoff and Johnson (1980). For them. metaphors are 

powerful images. more than mere linguistic devices. They represent knowledge 

grounded in experience (Lakoff and Johnson. ibid.). 

The alternative title to this thesis refers to the process of approaching the data 

and conducting different levels of analysis to reveal the various types of experiences 

learners undenvent in their learning process; experiences that are steeped in the 

rneanings attributed to the classroom events from which they derive. 

In the process of data analysis. I realized that my original questions only 

scraped the surface of the learning process I intended to investigate. What the data 

reveaied was an array of experiences. some originated inside the clasçroorn. others 

outside the classroom. These experiences influenced the participants' perceptions, 

creating not only a cornmon ground of experiences among them but also, for each 

one of them, a unique experience of the learning process inside a language 

classroom. 

In this process, I realized that the data pushed me to see the relationship 

between the experiences and each participant's leaming process. The descriptive 

questions that guided me through the data collection stage had to be restated as 

relational questions. Therefore. the initial guiding question was modified. becoming 

more specific and reflective of the richness of the data. 

1. What are the participants' perceptions of the experiences 
created by the lesson's leaming opportunities? What do 
these perceptions reveal of the leaming process inside 
the dassroom? 

Besides that, the original set of 2 specific questions on the individual nature of 

the leaming process had to be restated as follows: 

2. How are these perceptions related to participants' 
histories and motives? How do these influence participants' 
learning process? 



3. How do partiupantç constnict th& leaming process 
fmm the leaming opportunities amilable to them? 

The specific questions became more detailed to capture the relationship 

between participants' perceptions. their histories and goals and their ultimate 

experience of the language classroorn. The lad specific question. which aimed at 

evaluating the effect of reflection on participants' leaming process. was the only 

original question that was maintained without any changes. In the section below. I 

rewrite the set of research questions that guided me through the data analysis stage, 

and analyze the implications of the changes on the writing of the thesis. 

1.2.3. Implications of a New Set of Research Questions 

Below is the new set of research questions which emerged from the process of 

dealing with the data. The guiding question was restated as : 

1 . What are the participants' perceptions of the expriemes 
created by the tesson's leaming opportunities? What do 
these perceptions reveal of the leaming process inside 
the ciassroom? 

This new guiding question maintains the focus on describing the learning 

process inside the classroom from the participants' points of view. However. it 

specifies that there are opportunities in each leçson provided by the teacher and that 

learners' experiences result from the interpretation of these opportunities. 

Rom the original three specific questions. the first two, which tapped into the 

individual nature of the leaming process. were restated to capture the relationship 

between participants' experiences and their histories and goals. These two specific 

questions were restated as follow: 

2. How are these perceptions related to participants' 
histones and motives? How do these influence participants' 
learning proceçs? 



3. How do participants constNd their leaming process 
from the learning opportunities available? 

These two new questions maintain the interest in the description of the 

individual nature of the learning process inside the classroom, yet they airn at an 

understanding of the relationship among experiences and individual histories and 

goals. The last specific question. which airned at an evaluation of reflection in the 

learning process. was kept unchanged. 

4. Dol~mrsperceivethattalking/reflectiiigabolitthe 
leamirq proœss has an effed on their learning? 

These changes in the wording of the original questions had a maior implication 

for the writing of the thesis. I had originally intended to write a thesis that presented 

the cornmonalties among participants' experiences of being in the language 

classroom. My experience and a previous diary study (Miccoli 1987) had pointed to 

the similarities in learners' descriptions of the classroom learning process and t hose 

presented in SLA models. I intended the thesis investigation to corroborate these 

initial findings. 1 intended to write about the differences found in model descriptions of 

the leaming process and those experienced by the participants. I did not intend to 

write about the participants' individuai experiences. I believed their individual 

experiences would be similar and any differences would be explained within the 

classroom experiences themselves. Yet, the data revealed that participants' individual 

differences could not be explained as a consequence of different perceptions alone. 

Individual characteristics, different histories, and motives molded the different 

experiences. Therefore, the data revealed that there was a relationship between 

individual perceptions and the individual interpretations of the learning process. 

As a consequence of realizing the uniqueness of participants' experiences, the 

original orientation towards a general description of the learning process had to be 

complernented with a more indepth look at participants' individuai experÎences. 
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In conclusion, the objective of this thesis. which started as the description of the 

classroom learning process, has been changed to include an analysis of participants' 

individual experiences. This analysis aims towards the understanding of participants' 

interpretation of classroom experiences. Therefore, this thesis has a duai purpose. It 

refers to the collective experience of being in a classroom as it describes the 

similarities in participants' experiences. It also refers to the individual experiences of 

being in a classroorn. Together they offer an initial understanding of the process of 

learning a foreign language inside a classroom from a learner point of view. 

1.3. AN OVERVIEW OF THE THESIS 

Before wncluding this introduction. a brief review of the content in each of the 

chapters that follow is presented below. 

In Chapter Two, I begin with an analysis of the theoretical and practical nature 

of research inquiry. I continue with a critical literature review in the four different 

research areas that provide the theoretical and ernpirical framework of my research. 

The four research areas I review and critique are: the search for a theory of SM., 

classroom-centered research, classroom language learning, and the research in the 

fields of curriculum and adult education . In the conclusion of the chapter, I present a 

staternent of what this thesis attempts to illustrate. 

In Chapter Three. I describe the methodology chosen for the development of 

this thesis. I describe the steps and instruments used in the data collection stage of 

the research process. I al= introduce the participants; the document collection 

scheme; and a listing of the documents collected. I end the chapter with a description 

of the problems encountered during the collection stage, as well as an evaluation of 

the documents that were more productive as sources of data. 
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In Chapter Four, 1 refer to the process of transforming documents into data and 

the data analysis process. I present the procedures of transforrning taped interviews 

into transcriptions and of identifying the themes of meaningful segments that became 

the basis for the development of a coding scheme. Next, I report on the procedures 

followed for an interrater reliability check and the subsequent refinement of the coding 

çcheme. Finally. I refer to the other sources of data: learners' histories, field notes, the 

final-evaluation questionnaire and rn y knowledge of the Brazilian educational system. 

Chapter Five presents the findings. It is divided into 4 parts. The first three 

correspond to the main findings whose presentation sequence refers to deeper levels 

of data analysis. The last one presents their summary. First, through a sample task. I 

refer to the identification of two levels of action in the classroorn: the surface and the 

deep. I continue with the presentation of quantitative data to detail the different types 

of experiences reported by participants. From the analysis of similarities and 

differences in their accounts, I present the last finding where a distinction between 

collective and individual experiences completes the description of participants' 

perception of the learning process. Qualitative data illustrate findings in this part. I 

finish the chapter with a summary of these findings. These are visually represented 

and related to previous research in the field. 

Chapter Six presents the implications of the findings for S U  research in its 

theoretical and practical aspects. 1 also refer to the specific implications for research in 

the foreign language context and for learners and teachers in that context. 

In Chapter Seven. I refer back to the research questions, attempting to unify the 

discussion in the preceding chapters. Besides this, since in the introduction I began 

with myself to explain how I had becorne interested in classroorn experiences. 1 finish 

with a reflection of how the thesis research has contributed to my present 

understanding of the L2 learning process. 



A CRmCAL REVIEW OF THE LERATURE 

Regardles of the sornetimes obscure relationship between theory and practice 

(Mitchell 1985, Stern 1983). the force that pushes research inquiry in education is a 

search for answers to questions originating in daily practice. Theories organize our 

conceptions and guide our practical choices (Schwab 1960, Stern 1983). In the field 

of SLA, research about the process of learning an L2 has been extensive in the past 

25 years. Due to its applied nature. such research has focused on theoretical and 

practical issues. 

From the theoretical perspective, the search has been for a model to describe 

and explain the process of learning a second or a foreign language. This search has 

revealed the cornplexity of what is involved in the learning of an L2, yielding an array 

of models that have taken one of three different perspectives: interactive. 

linguistic/cognitive, or social (Ellis 1986, 1994; Van Lier 1988). These models attempt 

to synthesize the findings from the investigations on the nature of L2 learning. 

Therefore, a comprehensive understanding of the demands and variables which 

influence SLA is only achieved when taking into account the complementary nature of 

the three dimensions (Brown 1980, Stern 1983, Ellis 1994, Van Lier 1988). 

From the practical perspective, the search has been for aspects of the 

classroom dynarnics that may positively or negatively contribute to the L2 learning 

process. Two main research areas take this practical perspective: classroom-centered 

research and classroom language learning research. Classroornçentered research 

(Allwright 1983) or classroom-proces research (Gaies 1983) has mainly investigated 
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the relationship between input and interaction, and the leamer's contribution to L2 

learning. Classroorn language learning research also known as instructed SLA 

research has predominantly studied the effect of instruction on SLA. These research 

areas have increased significantly in the past few years. However. the results they 

have generated still do not thoroughly depict the l2 leaming process (Ellis 1994). 

Thus, more investigations are needed for a better defined picture of the L2 learning 

process. especially the one that happens inside classroorns. 

In the following literature review, theoretical and practical aspects of SLA 

research will be critiqued in how they relate to the understanding of classroom 

experiences (CE). It is organized in four parts. First. I analyze the research towards a 

theoretical model for SU. SLA research will be characterized as: (1) searching for a 

theory that descnbes the L2 learning process, (2) utilizing traditional and alternative 

approaches to data analysis in this search, and (3) whose results do not directly 

transfer to the foreign language teaching and leaming situation. Second, I review 

classroorn-centered research focusing on classroom interaction. leaming strategies, 

diary studies, collaborative studies and learners' experiences. SLA research in these 

areas will be characterized as: (4) having broadened the view of L2 learning as a 

predominantly cognitive process given the complexity of the issues involved in it. 

However, it will be highlighted that such research (5) has not sufficiently explored the 

particular çocio-affective issues learners experience in the classroom as a social 

setting, and that (6) the tendency has been to consider these issues in isolation. Third, 

I present two conceptual frameworks in rny review of classroorn learning research. 

These frameworks rely on the importance of describing the classroom context to 

understand the interrelationship between : classroorn events, leamers' experiences, 

learning opportunities and learning outcornes. SLA research in this area will be 

characterized as (7) not very revealing of the reasons why learners may çometimes 

be motivated, engaged. and confident in clasçroom tasks and. at other times. seern 

unmotivated, introverted, silent, and anxious. In sum, the review of the literature in 
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these areas aims to describe what SLA research into the classroom context has 

revealed about the L2 learning process. Finally. I review research in the field of 

cumculum on the concept of a reflectivepractitioner. I aJso review research in the field 

of adult education, especially on the learner as central in the learning process. 

Research in these areas presents findings whose insights may be applied to S U  

research for the understanding of CE. 

I consider the research in these areas to be directly related to the issue at hand: 

there seerns to be an understanding in SLA research that the explanation for L2 

learning focuses primarily on the description of the cognitive aspect of the learning 

process. According to Ellis (1994), theories of SLA have provided varied accaunts of 

the processes involved in the learning of an L2. These theories "are cognitive in 

nature, Le., they attempt to account for the mental processes that enable learners to 

work on the input, and for the knowledge systerns that they construct and manifest in 

the output" (p. 30). However, in an effort towards a more thorough description of this 

process, S LA research has also investigated non-cog nitive aspects. For example, the 

relationship between leamers' social and emotional adaptation to the L2 and the L2 

culture and their influence in classroom language learning (Giles and Barnes 1982, 

Gardner 1985) ; the amount and the types of activities available to learners inside and 

outside classrooms (Allen et al 1984, Van Lier 1988. Harley et al 1990, Wenden 

1984) and leamers' reactions to classroom activities (Slirnani 1989). In addition, the 

role of the leamer in the learning process has also been investigated (Seliger 1977, 

Allwright 1980), especially as it relates to the use of strategies (Naiman et al 1978, 

Rubin 1981, O'Malley et al 1985. Oxford 1990). Moreover, there have been 

investigations on how the quality of participation relates to success (Gaies 1983, 

Swain 1985). F rom this type of research, the complexity of the nature of learning an 

L2 ernerges. However, in spite of the description of what happens inside the 

classroom, and of the interest in the learners' contributions, leamers' perceptions of 

their L2 learning experiences have not attracted much attention in research. Very few 
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researchers have investigated leamers' experiences. Exceptions are Budd and 

Wright (1992), Swain and Miccoli (1994) and Peirce's (1995) whose studies give 

voice to learners' perceptions, emphasizing their L2 learning experiences. Therefore, 

it seems that S M  research has not sufficiently explored what learners' CE may reveal 

about the L2 learning proces. 

I conclude the review of the literature with a statement of what this thesis 

attempts to document by bringing together the diffetent issues presented in this 

chapter. 

2.2. THE SEARCH FOR A THEORY OF SLA 

According to Van Patten (1990), the questions that have guided the 

construction of a theory of SLA have been: how and why people acquire languages; 

which conditions are necesary as opposed to beneficial for acquisition to take place; 

how diff erent outcornes can be explained; what the constraints for acquisition are; and 

where they corne from. In this section, I begin by referring to the search for a theory 

that explains S M  and the perspectives that underlie SLA models, including a bnef 

review of the models within these perspectives. I continue with a critique of the 

predominant type of data that inform such research, and of the types of data analysis 

as a possible explanation for the relative absence of a body of research studies 

addressing the investigation of CE throug h the analysis of learners' description and 

interpretation of classroom events. I then refer to some of the limitations in traditional 

data analyses to present the ethnographie tradition as an alternative approach that 

rnay reveal more of the interrelation between experiences and the classroorn as a 

specif ic social setting . Next, I refer to sociocultural approaches to SLA research where 

a sociocultural perspective in the data analysis provides details in the description, 
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explanation. and understanding of classroom events. I conclude this part by analyzing 

how results from these different research areas affect those in the FL context. 

2.2.1. The SLA Process 

In the past 25 years, the search for a theory of SLA has been the aim of rnuch 

research. The different models developed with this objective offer an interpretation of 

the SLA process. By SLA process I mean an understanding of the issues related to 

the description and explanation of the factors that intervene in the development of L2 

proficiency. This process rnay take place in the context of formal instruction or not. 

However. an analysis of how the term has been used may clarify the understanding of 

the above. 

Ellis (1994) states that SLA research has grown so much in this period that it 

"has become a rather amorphous field of study with elastic boundaries" (p. 2). As a 

consequence, the understanding of what exactly is meant by the phrase SLA process 

has alço becorne problematic. Explicit definitions for SLA process are not found in a 

literature survey (Stern 1 983, McLaug hlin 1 987, Brown 1 994, Ellis 1 994 and Richard- 

Amato 1996). but rather descriptions of what the phrase has meant in different 

pefiods. These indicate the different research agendas throughout the years. 

In the early years of S M  research. understanding the SLA process seemed to 

refer to the study of what L2 learners produced during their developrnent. In other 

words, a description of the SLA process then was indicative of what learners had 

acquired, or the product or outcome of 12 learning. Later. the focus shifted to include 

also how learners proceeded towards the L2 or, in other words, to a description of the 

process as well. Nowadays, the phrase SLA process seems to refer to the complex 

set of issues that underlie an understanding of SLA where both process and product 

are the focus of the research agenda. This twofold understanding of the phrase is 

congruent to the dictionary definition of process l'a  connected set of human actions 
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that are performed intentionally in order to reach a particular resuR as a part of an 

official system or established method of doing something (the process of leaming to 

read; the electoral.democratic process)" (Long m an Dictionary of Contem porary 

English, p.285). In this definition, reference to sequence and results relate to process 

and product. 

2.2.2. SLA Models 

As mentioned previously. SLA models fall into one of three different 

perspectives on the nature of learning : linguisticlcognitive. interactive, or social (Van 

Lier 1988). but only an integrative view captures the totality of the S M  process. The 

nature of 12 feaming from a linguistic/cognitive perspective suggests that there is a 

sequence in language development unaffected by the order of a grammatical syllabus 

for classroom teaching. This perspective relies on a description of the mental 

processes or cognitive mechanisms learners use to notice particular features of the 

input and to integrate them into their mental grammars or interianguages (Selinker 

1977). This approach also accepts the existence of a language acquisition device. 

The morpheme studies (Dulay and Burt 1975) support this view. Krashen and Terrell 

apply the findings of this research to the classroom with their Natural Approach 

(Krashen & Terrell 1983) to L2 teaching and learning. 

The interactive perspective rests on the belief that lang uage learning develo ps 

in the process of participating in speech events. The work of Wells (1 981, 1985) on 

first language acquisition, and the Discourse Theory, proposed by Hatch (1978). 

follow this underiying principle to uncover the process of SLA development. 

Researchers who followeâ this line of research have investigated how leamers 

discover the m eaning potential of language by partici pating in communication. They 

have accepted the principle that through interactions learners discover the workings 

of the 12. Empirical studies such as the one reported by Schmidt and Frota (1986) 
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dernonstrated how noticing specific features in the input contributeci to the L2 

development of one learner. Although there have been many studies investigating the 

interaction principle, the importance of meaning negotiation for acquisition and the 

relationship between interaction and development is still being investigated (Hatch 

and Wagner-Gough 1976. Larsen-Freeman 1976. Long 1981, Snow and Hoefnagel- 

Hohle 1982 opus cit. in Ellis 1994. and Lightbown 1983. Pica 1987. 1988, Pica et al 

1986. 1987. 1989). 

The last outlook on the nature of 12 learning takes a social perspective where 

language development relates to, 'the relationships between individuals and groups" 

(Van Lier 1988. p. 74). ARhough this perspective includes the principles of the first 

two. it considers social context central to the L2 development process. Four different 

models take this perspective: the Acculturation Moder (Schumann 1978) sees L2 

leaming as dependent on the level of adaptation to a new culture; Andersen's 

Nativization Model (Andersen 1980) expands it with an explanation for how this 

process happens at the cognitive level; Accommodation Theory (Giles et al 1977) 

sees L2 development as a resuR of the relationships between learners (ingroup) and 

the target language community (outgroup), considering motivation the major factor for 

L2 proficiency. Finally, Gardner's Socio-Educational Model (1 979, 1 985. 1988. 1990, 

1991) refers to classroom L2 development and macro-social factors. 

2.2.2.1 . Macro-Social Factors 

Macro-social factors refer to the social and cultural milieu that surround the 

classroom. The first three models above attempt to account for the role for macro- 

social factors in L2 leaming in naturalistic or informal leaming situations. Gardner's 

Socio-Educational Model (1 979, 1985, 1988) attempts to explain how macro-social 

factors relate to L2 development in the classroom and to the interrelationship among 

affective issues such as motivation, self-confidence and attitude. In the four models, 
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learners' attitudes towards the target language. its culture and its speakers affect L2 

achievement. Moreover, these factors will determine learners' amount of contact with 

the L2, the nature of interactions learners wili seek, and their motivation to learn. 

2.2.2.2. Micro-Socla/ Factors 

Van Lier (1988) describes the micro-social context as consisting of classroom 

socio-psychological aspects of group dynarnics in either discursive or interactive 

contexts. SLA research has focused on the discursive aspect of classroom interaction 

(Allwright 1988. Van Lier 1988). Collier (1979) is an example of a çtudy that 

investigated micro-social factors in the interactive context. Studying classrooms in 

Alaska, he found that the 'pace' or the rate of movement, actions and events in the 

classroom depended on conditions that originated outside the classroom. If the 

teachers were outsiders. the Pace would not be tuned to that of the students. Local 

teachers' pace coincided with that of the Alaskan school children. Unfortunately, 

although çome studies have investigated small-classroom cultures and their 

respective micro-social factors f rom an interactive point of view (Collier i bid. Coleman 

1987). they do not come from the investigation of S M  classrooms. 

2.2.3. SLA Research Data and the Classroom 

The data that have generated the models discussed above have come mostly 

from outside-the-classroom situations. Also called naturalistic data, these data were 

collected from learners in contact with the target language community. This tendency 

was also found in classroom oriented research. In an analysis of data underlying frfty 

classroom-oriented-research studies, Nunan (1 991 ) showed that the majority of the 

data originated from naturalistic situations. Since then, much has changed; the field 

has seen a development in the number of studies addressing classroom 12 learning 
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also referred to as insfructed SLA (Eltis 1990). However, these studies have not 

sufficiently improved Our understanding of what happens inside classrooms. The 

trend has been to investigate the classroom as a site for data gathering on overt 

aspects of the L2 learning process such as learners' outcornes (Swain 1985) or the 

relationship between type of instruction and outcornes (Allen et al 1990). The ways 

classroorn micro-social issues rnay affect the L2 learning process have not received 

as much research attention. 

From the models deveioped in SLA research. two include the classroom as a 

variable in the L2 process: Krashen's (1983) Monitor Model and Ellis's (1984) 

Variable Competence Model. In Krashen's Monitor Model, learners have access to 

comprehensible input in the classrwrn. Yet, Krashen also argues that instruction, the 

way to comprehensible input. does not make a difference to SLA. In Ellis's Variable 

Competence Model, classroom data explain the variation in L2 development arnong 

ESL leamers. Yet, Ellis also presents a series of classroom activities that promote L2 

developrnent parailel to naturalistic leaming, highlighting leamers' initiative as crucial 

to L2 development (1984). These two models recognize the classroorn as a place 

whete an L2 can be leamed. However. both rnodels idealize naturalistic learning ; as if 

the learning process inside a classroorn had to reproduce the outside world. In 

addition, just the surface of what goes on inside classrooms is captureù, instruction 

and variable performances. in sum. it seems that in spite of the expansion in 

instructed SLA investigations. the established findings have not been enough for the 

description of the L2 process that takes into account the influence of micro-social 

factors in classroom L2 leaming. 

2.2.3.1 . Traditional Approaches to Data A nalysis 

Focusing on either the linguistidcognitive aspect or the product has influenced 

the prevaiiing type of data analysis in the SLA field. Most research in extensive 

reviews such as Ellis (1 986, 1994). Van Lier (1988), and Andersen (1984) is based on 
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linguistic analysis of leamers' output. This traditional approach to data analysis 

assumes a rationalist, cause and effect perspective where the objective is to 

understand the process by inferring from the product without directly examining the 

former. Such focus on the product has been criticized by Van Lier (1988. 1994) for not 

being suited to understanding the cornplexity of classroom issues. He argues that the 

L2 classrooms require a more holistic approach to data analysis to uncover the L2 

process. Van Lier believes that describing what happens in classroom interaction will 

reveal insights into the process. According to him, new insights come from the multiple 

perspectives that anse from various data collection techniques. For example, note- 

taking. interviewing, questionnaires. ratings of personal opinions. and written 

documents gathered in the data collection site (Van Lier 1988). 

Breen (1986) uses a metaphor to describe the more traditional approach to 

SLA research -- that of considering the classroom as an expenmental laboratory. The 

data analysis from such an approach to the classroom "reduces language leaming to 

the linguistic and behavioral conditioning independent of learners' social reality" 

(Holliday 1994). Although the two approaches to data analysis have been the object 

of a heated debate (Beretta et al 1993. Van Lier 1994), the issue rests ultimately with 

the objective of the research endeavor. rnaking the debate essentially futile. 

According to Van Lier (1988), classroorns are just too cornplex for the testing of 

pred ictions about the 12 learning process. A traditional research perspective, where 

the learners' production is analyzecl separately from the context in which it occurs. 

restricts the analysis of the L2 learning process. It captures the linguiçticlcognitive 

aspect of the process, leaving its interactive and social aspects unaccounted for. For 

Ellis (1 994). Holliday (1 994). and Van Lier (1988, 1994). the investigation of the L2 

learning process requires a variety of research approaches, and an integration 

between them. 

Many people learning an L2 language witl, at çome point, look for classroom 

instruction to support their learning process. Therefore, the importance of the 
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examination of classroom çocio-psychological dynamics is justified since "we still 

know too little about al1 the variables that play a role in the classroom to be able to 

make recommendations about methods of teaching and ways of leaming" (Van Lier, 

1988, p. 7). Holliday (1994) reinforces Van Lier's statement when he daims that our 

knowledge of classrooms is Hill full of gaps that hinder the development of 

methodologies appropriate to different teaching contexts. In spite of that, people 

continue to teach and leam languages inside classrooms. For exarnple, the amount of 

knowledge amassed through years of research in the field has led to an acceptance 

of a communicative approach to language teaching which has changed classroom 

dynamics. teaching materials and testing procedures significantly in the past 30 years. 

However, for SLA research, classrooms are still 'black boxes' (Long 1983) when it 

cornes to the description of its çocio-psychological interna1 dynamics. 

2.2.3.2. Alternative Approaches to Data A nalysis 

In order to capture the classroom dynamics, and as an aftemative to the 

traditional methodology in SLA research, Van Lier (ibid) argues for an ethnographic 

approach to data analysis. He considers ethnography an adequate method for the 

investigation of the classroorn as a culture with its own characteristics. An 

ethnographic approach provides researchers with the possibilrty of observing. taking 

notes, describing , anal yzing , and ultim ately understanding the object of their 

observation. He states that, 

"the central question that 12 clssmm research addresses can be 
expressed as follows: how to identify, describe and relate, in 
intersibedive ternis, actions, and contributions of participants in 
the L2 c 1 assmm, in such a way that their signif'mnce for 
laquage leaming can be understood." (Van Lier, ibid, p. 47) 

Ethnography means describing a culture or a group of people possessing 

some degree of cultural unity. Educational ethnography is the 'study of any or al1 



22 

educational processes. whether related to a 'xhool' or notn (Spindler 1982, p. 2). For 

Spindler and Spindler, one of the most important characteristics of ethnography is its 

concern with cultural interpretation, 'it is not ethnography unles it uses some model 

of social or cultural process in both the gathering and the interpretation of data" (1987, 

p. 2). A concem for cultural interpretation means an effort to interpret findings from the 

understanding that those involved in the study have of the actions and events being 

investigated. 

Due to the long term spent in the field and the usual 'thick' analysis (Geertz 

1973) which ethnographies entail. the product of an ethnographic study is usually a 

book. Van Lier (1988), however, believes this should not hinder researchers, and 

proposes an ethnographic approach to L2 classroom research as well. The 

conception of eth nography which he presents as a method of investigation, 

'aims to employ al1 reasanable methods of data gathering and 
analysis in order to investigate an educational setting or pmblem. 
Here both quantitative and qualitative techniques are mmbined 
as and when appropriate to setting, aim and tasksn (1988, p. 55). 

In addition to the relative absence of ethnographic studies when compared to 

experimental studies (Johnson 1992), research in SLA has tended to leave the adult 

leamer, as a research participant, out of the research inquiry. Holliday (1994). 

interested in more informative research, recommends investigating not only what 

people say but alço what people do to discover what lies under the surface of L2 

classroom behaviors. Thus, learners, as the ones who experience the L2 leaming 

process, may reveal aspects of the çocio-psychological dynamics of L2 classrooms 

through their CE. Nonetheless. the tendency has been to see learners as the objects 

of investigations. This is an oversight; since. as subjects of their experiences. leamers 

can contribute with an insider's view of classroom language leaming. 

Accounts of the leaming process from the leamers' point of view are still 

incipient. despite the cal1 for a more active role of learners in SLA research. Van Lier 

(1 988), for exarnple, states that "few researchers.. . have solicited leamers' views of 
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their language careersn (:79). Johnson supports Van Lier's statement when she 

affirms that, 'there is surprisingly little ethnographie work on language leaming and 

cultural adjustment of adolescent and adults relative to the many experimental and 

correlational studiesn (1992 335). A notable exception is the work of Peirce (1995) 

who investigated the experiences of immigrant women who. as language leamers. 

described their naturalistic language learning experiences in the home. workplace 

and community contexts. Peirce's çtudy paints a picture of the personal stniggles and 

confiicts that affect learners in naturalistic L2 learning and of the social factors which 

also intenrene in the SLA process. However, the field still lacks a body of studies of 

the same kind on the experiences leamers face inside L2 classrooms. 

2.2.4. Sociocultural Approaches to SLA Research 

In this sub-section, I refer to a recent trend -- ernpirical studies making use of 

sociocultural approaches to SLA research (Lantolf & Appel 1994, Schinke-Llano 

1993). These studies bring an integrated perspective to the understanding of S U  

since they refer to the importance of sociocultural conte* in the understanding of the 

L2 process. Moreover. in these studies researchers use different sources of data to 

tap into the learning process of 12. not restricting their analysis to leamers' linguistic 

output. These studies are informed by the theories developed by the soviet 

psychologist L.S. Vygotsky and his most well-known collaborators A.N. Leont'ev and 

A.R. Luria which, in tum, derive from the works of K. Marx and F. Engels. 

Their recent 'discovery' and the increasing investigation of their ideas corne 

from the variety of issues they refer to such as the social character of cognitive 

processes. the relationship between development and learning, the concept of 

mediated mental activities, and the role of language in the development of 

consciousness. 

For Vygotsky. the social environment is unique in its importance for cognitive 

growth. He understood the sociocuttural setting as the primary and determining factor 
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in the development of higher forms of mental activities such as logical rnemory, 

attention, conceptual thought. planning. perception, problem çolving. voluntary 

inhibition and disinhibitory facuities Vygotsky proposed that the explmation of 

thinking as a process had to consider the interaction of "thinking bodies (humans) and 

between thinking bodies and objects (or çocioculturally constnicted artifacts)" (Lantoif 

and Appel 1994 p. 4). Consciousness as a mediated mental actMty. therefore, 

emerges and develops as a consequence of one's interaction with reafity. One way in 

which humans interact with reality is through work - "the prototype of humm goal- 

directed activrty" (Lantoif and Appel 1994 p. 7). It is through work. mediated by the 

toolsi that stand between the individual and object of an actiwty. that man transcends 

nature, transfoming it. Sig&, on the other hand, are intemally oriented towards the 

subject of the activty, acting on an individual's psychology, that is. they bring out 

change in the behavior of the individuai or of others. Thus, humans' interaction with 

reality is charactenzed by mutual transformations; at the same time as they act and 

transform nature, they transfomi their own nature. Moreover. human actions influence 

the actions of other individuals, creating an interactive syçtem of mutual inter- 

influences where one affects the other, causing and experiencing change in this 

process (Freire, 1992). Thus, human activity is conceived as çocioculturally influenced 

which, in tum, leads to the development of wnsciousness. Activity theory, as 

proposed by Leont'ev, provided a more 'Marxian' expianation for the development of 

higher mental functions (Lantoîf and Appel 1 994). 

According to Lantoif and Appel (1994), activtty theory is cornposed of three 

dimensions - those related to (1) the ~ n i e x i ,  (2) the intention and the circumstance of 

the activrty, that is, the motive or the purpose and (3) the goal or the object toward 

which an activity is directed. Thus, according to activity theory, 

motive, for wRhout a motive there is no activity. Likewise. an 

In the hnguage c i a s m ,  books and other htnibional materials are the 
t mm01  ogy. 

Language is the sign that mediates action in a language dassmom. 

an activrty requires a 

activity without a 

&ahin Vygotskyan 

goal 
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lacks sense. Both motive and goal establish the objective and the effort an individual 

will invest in performing the activity. The realization of an activity is accompiished 

through specific circumstances and conditions. physical or mental, at the level of 

operations. Thus, "motives refer to why something is done; goals refer to the object of 

what is done, and operations refer to how something is done" (Lantolf and Appel 1994 

p.21). 

Making an inference frorn the theoretical framework just presented to the 

classroom, the L2 learning process can be understood as an activity that involves 

participants who use tools and signs motivated by the need to leam to communicate 

in an L2. Students' motives may imply different goals and distinct operations to 

achieve theçe goals. In the three studies that I refer to below, sociocuRural and activity 

theory are used to understand aspects of the i2 learning process which only emerge 

when context, motives, and goals are also investigated. ARhough these studies have 

different objectives. their findings are anchored in leamers' understandings of tasks, 

in their interactions with other learners, and in their histories and motives. 

Coughlan's and Duffrs (1994) çtudy is an exarnple of how a common language 

elicitation task3 (deçcribing a picture) generates diff erent sam ples of interfang uage 

when different individuals (or even when the same individuai) perform the 'same 

task". The authors show that the relationship between the task, the speakers and their 

understanding of the communicative activity4 explains the different activities that result 

from one same task. In this case, the context in which the task is being carried out was 

only superficially similar. 

Although Coughlan and Duff's article seems to be addressing a 

methodological issue, i. e., Yhat research tasks are indeed constants in research 

design" (1994 p. 174). 1 was particularly interested in the implications of their findings 

for classroom learning research. As language teachers. we believe leamers can 

3~oughlan and Duff define task as 'a kind of 'behavioral blueprint' provided to mbyxts to elicit 
Hnguistic data" (ibid, p. 175). 
4The authors defhe activity as "the behavior that is actuafly produceci when an individual (or group) 
performs a task"[ibid, p. 175). 
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understand the objectives of the different tasks we bring into the classroom. 

Coüghlan's and Duff's results indicate that there could be a variety of understandings 

that would generate different individuai experiences of the leaming proces. We, as 

teachers, would have to accept the possibility of multiple L2 learning processes 

happening in the same classroorn; each one based on an interpretation of classroom 

events (Luria 1979). 

Another important study in this area for its implications for my research was 

Swain (1995). In this article. Swain analyses a collaborative dialogue between two 

teenage students interacting to understand a fragment of language from a dictogloss 

ta*. From the analysis of their collaborative dialogue, Swain argues for their power 

in the CO-construction of learning and knowledge about language. 

I was interested in the implication of the argument that through interaction 

learners identified a problem and solved it. Swain (1 995) refers to the cognitive 

aspect of the leaming process in her collaborative dialogue analysis. If we accept that 

the learning process involves more than its cognitive dimension, the implication would 

be that by interacting with their CE through reflection. leamers would internalize or 

become conçcious of their meaning. This would eventually lead thern to change and 

development in their L2 learning process. Juçt as linguistic change is predicted 

(Donato 1994) for those involved in cognitive focused interactions, the same could be 

predicted for leamers engaged in interactions dealing with the meaning of social and 

affective issues arising in the 12 classroom which are so related to the its cognitive 

aspect. 

Two other studies that use çociocultural theory address issues related to the 

one in this thesis: Donato and McConick (1995) and Gillette (1994). Donato and 

McCormick's (1 995) study is reviewed in the section dedicated to language learning 

strategies. Gillette's (1 994) uses actiwty theory to analyze the differences between 

effective and ineffective learners as a consequence of their different histories and 



motives. In both studies, learners' motives play a role in their development, especialiy 

in the use of strategies for the acquisition of a foreign language. 

These studies approach data differently. Whereas Swain (1 995) and Donato 

(1994) relied on what I have been calling linguistic data. Le., protocols and dialogues, 

Donato and McComick's (1 995) and Gillette's (1 994) studies relied on different 

sources of data. Donato and McCormick (1 995) analyzed learners' portfolios while 

Gillette analyzed diaries, class notes and language learning histories. Regardles of 

the type of data, what emerged from these studies was a more contextualized and 

fuller description of the L2 leaming process as comprising the cognitive and the 

sociocultural dimensions. Moreover. these studies acknowledge the idea that SLA 

data c m  only be fully understood if the sociocultural context in which it was collected 

is also considered. Any event that generates language and experiences is unique -- 
an activity originating from actors in specific settings, perfoming tasks. bringing in 

individual motivations and histories. 

To sumrnarize, it is the integration of the cognitive, interactive and social 

perspectives found in çociocultural theory, identified as lacking in SLA research in the 

beginning of this critical review of the literature that justify the inclusion of sociocultural 

approaches to SLA as a part of the theoretical and empirical framework of this thesis. 

2.2.5. SLA Research and Foreign Language Teaching 

The preponderance of naturalistic data in SLA research together with the 

under-represented role of the classroom and classroom çocio-psychological issues in 

SLA models, present a curious situation for those who. like myself, teach English as a 

foreign language (EFL). The assumption that the hypotheses generated by SLA 

theory applies to Foreign Language Learning (FLL) and teaching (FLT) is. at least, 

debatable because the classroom, despite being the site where FLL takes place, is a 

variable in only three of the most well-known models in the SLA literature (2.2.3), 

Krashen's (1 98O), Ellis's (1 984, 1 990) and Gardner's (1 985). 
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Descriptions of the micro-social issues specific to the classroom context are still 

superficial. This is critical for those who teach in an FL environment. The common 

situation is to make classrooms fit the descriptions of Amencan or British classrooms, 

using materials developed for the teaching of English in those contexts. In other 

words, FL teachers accept research findings in an L2 environment as applicable to 

the FL context. Moreover, FL teachers tend to use materials developed baçed on L2 

context research findings. Holliday (1994) refers to this as a problem of 'technology 

transfer' that he relates not only to the transfers of teaching methodologies but al- to 

that of the "whole technology of English language education"(p.12). 

As a researcher and a practitioner in the foreign language context, I am 

surpr ia  to find that few researchers have tned to respond to the gaps in the 

relationship between current S U  descriptions and teaching practices with evidence 

from documented research on classroom processess. For exarnple. we still do not 

have accounts of the role played by some typical classroom behaviors such as 

students asking classmates or the teacher for help, relying on wntten text before oral 

activities, or even on previous knowledge to understand new concepts or 

expianations. lnstead of investigating these classroom peculiarities, foreign language 

researchers and practitioners focus their research interests on instructional issues, 

thus maintaining the source of the gap (Van Patten 1990). This makes the 

descriptions of classrooms and of the factors that intervene with the L2 learning 

process relevant for the FL situation. 

In the FL context, the classroom is central to the development of proficiency. 

The ciassroom is the only place where leamers can find an environment for the use of 

the target language. In this respect. the absence of accounts of what this entails inside 

FL clasçrooms is notable. Given the restrictions for L2 use outside the classroom, 

in a recent study, Un (1996) Investigated secondary Engiish dassrooms In Hong Kong f m  an 
ethnographie sociocultutal perspective to reveal the factors that interfere in differen t classroom 
practices. Her fine analysis of the teaching contex', teaching practices and dWemt c l a s s r m  
discourse patterns ilïushate the aomplexity of macro and rnim factors mvolved in teachmg and 
learning En@h in EFL cantexts. 
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research insights could promote leamers' understanding of classroom events. 

Fishman (1 977) refers to our ignorance. stating that 'the ethnography, the sociology , 

the social psychology and the educational psychology of the bilingual classroom are 

al1 little more than gleams in the eyes of a few researchers" (p. 34). In spite of referring 

to bilingual classrooms for children as opposed to foreign language for adults, 

Fishman's statement is relevant to the language classroom in general. More recently, 

Holliday (1994) supports his statement when he claims that although much has been 

learned about how people leam an L2. SLA research emphasizes the individual, not 

providing much information as to how attitudes and leamers' previous experiences, 

together with macro and micro contextual factors influence those who meet in an L2 

classroom . 

Therefore, since the classroom has not been sufficiently çtudied as a setting 

that may influence the process (Van Lier 1988. Holliday 1994) and. since there is a 

lack of EFL learning data. this thesis airns to add to S M  research by investigating an 

EFL classroom. Additionally, this thesis also intends to contribute to S U  research by: 

(1) presenting an investigation where the data and data analysis uncover aspects of 

the learning process beyond learners' linguistic output (2) revealing learners' 

perception of their experiences, and (3) analyzing how these experiences affect 

learners' L2 learning process. The findings should enrich our understanding of the L2 

learning process and contribute to the description of SLA in the classroom context. 

2.3. CLASSROOM-CENTERED RESEARCH 

In this section, I review the literature that has been referred to as classroom- 

centered research (Allwright 1983). This area of classroom research. has focused on 

one of three main areas: error treatment. input and interaction, and the learner. 

However, although being extensive and focused on the classroom itself, research in 
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this area has tended not to describe classroorn socio-psychological issues or the 

relationship of these events tu leamers' past histories. 

Wfthhi classroom-centered research. the relationship between discourse and 

interaction, and learner research are two areas that are pertinent to this thesis. The 

investigated variables of leamer research have been: (a) learner characteristics and 

individual differences among learners (personality. attitudes and motivation); (b) 

different styles of learning ; (c) aspects of the learning process (corn petition); and (d) 

learners' outcornes. 

Below, 1 identify the predominance of discourse-type studies, contrasting them 

with classroom culture studies. Next. I critically examine studies that have focused on 

adult learners, arguing that their perceptions on their learning experiences have not 

received much research attention. Then, I review learning strategies as an area that 

has examined what learners bring to the learning task to identify the absence of 

reflection as an aid in learners' language learning. Finally. I briefly review diary 

studies as an area of classroomtentered research which. although more personal 

than other types of research on the learner, is not very informative of learners' points 

of view on their L2 learning process. 

2.3.1. Discourse and Interaction vs. Ciassroom as 
Culture 

The many studies that have looked at classrooms have examined the 

discursive patterns of interactions between teacher and learner (Allwright 1983, Van 

Lier 1988). These studies have improved the understanding of the nature of the L2 

experience. Yet, because of their discursive orientation, these studies have tended to 

investigate the interaction between teachers and learners more than the relationship 

among and between leamers and teachers. Since the quality of relationships 

fi 4, discoursive patterns of interaction 1 refer to teacher and mtdent hm-tahg t o p i ~  and task 
analyses of classrnom dicourse (AIlwright 1983). 



between those inside a classroorn rnay affect the learning process (Schwab 1960. 

Stevick 1980). exarnining other aspects of interaction seems relevant to complement 

discursive studies? 

The methodology used in discursive studies dues not capture some of the other 

socio-psychological issues that rnay affect the nature and quality of the interaction 

among participants. Some of these issues rnay be, temporary mernbership, tacit 

understandings. and peer acceptance. Temporary mernbership refers to the limited 

time in which classroom participants meet. Such time lima rnay affect learners' 

involvement if they do not feel they belong in the class. Tacit understanding about 

what sorts of behaviors are acceptable in the classroom is another example of a 

microîontext issue. Not having an understanding of what is appropriate rnay lead to 

experiences of conflict. Finally. being accepted by peers is alço a çocio-psychological 

issue (Holliday 1994). Reference to this type of event that rnay underlie interactions is 

not found in discourse restricted analyses of L2 classroom interaction. Regardles of 

this restriction, a richer view of the issues involved in language classrooms has 

emerged from these studies, such as in the area of the relationship between input and 

i2 acquisition (Allen et al 1990) or of the role of output (Swain 1985. 1995). However, 

since researchers have aimed at the most overt feature of the interaction. Le.. 

discursive features, many others still remain to be examined. 

Van Lier (1988) sees the classroom as a culture; as a setting whose 

characteristics rnay imprint a distinguished dynamic on the learning process. Breen 

(1 986) believes that an understanding of the classroam as a culture cornes from an in 

depth view of its interactive. social and not so overt features. Holliday (1994). in an 

attempt to make the classroom as culture metaphor easier to understand, provides 

some of the characteristics of cultures to "build up a picture of the various features of 

culture" (p.22). First, 'culture' rnay indicate the histories and traditions of sections of 
-- - - 

Ln this ciireaion, Uonato (19%) and Shiesh and Daiato (19%) go beyond overt features of d a n r o m  
discursive interactions between teachers and students. By achowledg~ng their soaocUlftLTa1 and 
sodopolitical aspects, their research reveals the importance of m m  mntextualized analyses for the 
undertandng of the in classroum L2 leaming pmcess. 
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çocieties such as religious. class or urban cultures. Aithough the term culture implies 

a sense of permanence found in whole çocieties. in these temporary cultures. of 

which the classroorn is an example, the 'culture' only exists when the class is in 

session. Next. cultural traditions and histories reveal patterns of group life. Specific 

patterns of group behavior are alço found in classrooms. Moreover. cultures transmit 

tradition. In classrooms. behaviors and norms accepted by members are passeci to 

new members. Leming and sharing these norms are a condition to be approved by 

the other members of the group. Finally, change is another aspect of culture. In the 

language classroom this can be identified in the recent changes in methodologies. 

However, Holliday warns of the potential danger of harçh promotion of change that 

rnay cause its mernbers to resist to protect their own cultural values (1 994). 

There have been studies that have investigated some of the issues that affect 

classrooms as cultures. From a micro point of view. learners' sense of responçibility 

for their own learning. an expression of membership. may influence the learning 

process (Miccoli 1987. Swain and Miccoli 1994). Competition. an issue related to 

peer acceptance. has also been investigated (Bailey 1983). Frorn a macro point of 

view, variables such as the relationship between society and language programs, 

such as immersion programs in the Canadian society, have been investigated (Swain 

and Lapkin 1982. Genesee 1987). The influence of the cultural frames in which 

teachers and learners find themselves (Holliday 1994) has also been studied. just as 

how the status of the L2 and learners' attitudes towards it may influence the learning 

process (Schumann 1978, 1986, Giles and Byrne 1982). Given the status of 

investigations. macro-social aspects have received more attention than micro-social 

events. Thus. we are still far from an adequate description of the issues that are 

steeped in the cultures of 12 language classrooms. 



2.3.2. Learner Research 

An analysis of the research on learners shows that although they are the focus 

of the study, the objective is usually çomething else. For example, Hamayan and 

Tucker (1980) analyzed the relationship between input and learner production to 

support the daim that aspects of the language used by second language learners are 

related to the frequency of the occurrence of features of the input. ARhough this study 

belongs to leamer research, it focuses on leamers' production -- not the learners 

themselves. The aim of the investigation was the nature and role of input. In another 

type of study, Seliger (1977) investigated leamers1 participation patterns to find that 

participation is a variable that affects performance, i.e.. learners who generated input 

and exploited the classroom for practice, did better. Again, the investigation examines 

the learner but the objective is to account for success. Sato (1 981) studied turn-taking 

and cultural background to find that reticence in participating leads teachers to 

believe that learners are unwilling to participate. Here the objective seems to be how 

participation patterns affect teaching practices. Schin ke (1 981 ) investigated lim ited 

English proficiency (LEP) learners in mainstreamed classroorns to find that 

management prevails over trul y 'teaching ' in teacher and LEP interaction. These 

studies are examples of research on participation patterns where researchers are 

interested in what leamers are doing in the language classroom, but not on what they 

have to Say about their experiences of participating in L2 classrooms. Therefore. 

learners are the focus but not the ones who describe and evaluate their experience. 

In their extensive review of research in the foreign language curriculum. Met 

and Galloway (1992) dedicate a section to the language leamer. They point out that 

research has also investigated learning styles, including distinguishing good leamers 

from poor learners (Naiman et al 1978, Stem 1975), as well as learners1 cognitive 

style (Ausubel 1968, Bialystok & Frohlich 1978) and its correlation to their learning. 
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However, Met and Galloway (ibid) consider that this type of research "has not been 

enormously informative regarding learner processesB" (p. 868). 

Two other productive areas of research within leamer research investigate : 

attitude, "a positive attitude toward another culture and a desire to learn about that 

culture" (Taylor 1973 p.145), and motivation (Gardner and Lambert 1972). Both areas 

have been correlated with success in SU. having been extensively researched in the 

past three decades. Motivation. in its two hypothesized forrns. integrative and 

instrumental, (Gardner and Lambert 1972. Gardner 1985, Gardner and Clement 1990. 

Gardner and Mac lntyre 1991) has also received much research attention. 

Investigations in this area have identified the overlap of such tendencies in some 

leamers (Brown 1980, Burstall 1975) and of other types of motivation çuch as the 

enjoyment of the communication act (Macnamara 1973). Some researchers, however, 

argue that different kinds of motivation may be important for successful 12 learning, 

depending on the circurnstances (Homvitz 1990, Oxford et al 1989). Crookes and 

Schmidt (1 989) disagree with the primacy of integrative motivation in L2 learning and 

cal1 for a review and a new direction to research in this area. In that area. Peirce 

(1995) presents the concept of 'investment' to explain the relationship between the 

reality of the context in which women in her study find themselves and their 

ambivalent feelings towards learning and using an L2. lnvestment refers to an attitude 

to K learning where learners invest in their learning process with an "understanding 

that they will acquire a wider range of symbolic and material resources" (Peirce 1995 

p.8). Therefore, gain seems to be implicit in Peirce's use of the term investrnent. 

Brown (1994) refers to 'strategic investment' as related to learners' time and effort in 

the process of learning an L2. The difference between the uses of the word 

investment cornes from their perspectives. For Peirce the concept is çocially and 

historically constructed. For Brown it is an individual factor. In sum, research in this 

srne authors do not provide a defnitim for leamer prceses*, but given the issues pointed out as m a 
stin mdpient stage of research. the phrase seems to be referring to the issues leamers have to confront 
within and among themseJves in the classrom 
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area has been extensive but there are still "many kinds of motivation that have not 

even been researched yet" (Scarcella and Oxford 1992 p. 53) 

Another line of research that has focused on the learner is 'learning strategies' 

used to "comprehend. store, retrieve, ... in order to plan, regulate. enjoy or asses 

learning" (Met and Galloway ibid, p. 868). In this area, of major importance are the 

works of Wong Fillmore (1 976, 1979) in investigating children; the work of Oxford and 

Cohen (1992) in trying to organize the concept and classification of learning 

strategies; and the work of Oxford (1993) in writing a state-of-the-art paper. This area 

of research is reviewed in the subsection below. 

2.3.2.1 . Language Learning Strategies and 
Reflection 

Language learning strategies, Le., 'steps or actions taken by learners to 

improve the development of their language skillsn (Oxford and Cohen ibid. p.l), have 

the power of (a) increasing attention essential for language learning, (b) enhancing 

rehearsal that ailows linkages to be strongly forged, (c) improving encoding and 

integration of language information, and (d) increasing retrieval of information when 

needed for use. Language learning strategy research has investigated cognitive 

strategies and those that involve the social (interpersonal and interactional), the 

affective (emotional, motivationai, attitudinal, and personality-related). and the 

metacognitive (planning and evaluation-related) aspects of the learning process 

(Oxford and Cohen 1992). Research in this area has been extensive and productive, 

but sornetimes confusing. Leading researchers in this area (Naiman et al 1978, Rubin 

1981. O'Malley et al 1985 and Oxford 1990) have proposed not only different 

taxonomies but alço divergent and çornetimes conflicting classifications. Moreover, 

most of the research on the use of strategies has been cross-sectional and based on 

interviews, questionnaires and diaries (Ellis 1 994). Finally. Oxford (1 993) identifies 
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that strategy research has concentrated more on the cognitive aspect of the 12 

process than on what learners do to cope with the affective or social. 

The work of Donato and McCormick (1995) is an example of a longitudinal 

investigation on learners' use of strategies where findings go beyond leamers' mere 

reporting of the strategies they use. Donato and McCormick take a çocioculturai 

perspective in their understanding of the ernergence of strategies. From this 

perspective, strategies emerge in the practice of cultural groups such as classrooms. 

In their investigation, leamers are part of a language community. the classroom. Using 

portfolios as a mediational tool. leamers reflected and evaluated their experiences. In 

their portfolios. they were asked to provide evidence of having learned the language 

functions taught in clas. Leamers take a subject position in Donato and McCormick's 

research. Instead of being taught about strategies, portfolios allowed learners to find 

what worked best for them. In short. their research contextuaked language learning 

strategies. They originated in learners' practice, allowing them to make the most of 

their learning process. The portfolios served as a tool to promote reflection that. in 

tum. promoted change in learners. 

A review of the language learning strategy literature reveals that reflecting as 

an aid to the learning task is not in any of the best known taxonomies (Naiman et al 

1978, Rubin 1981, O'Malley et al 1985, Oxford 1990). In Oxford's (1 990) taxonorny, 

metacognitive strategies such as monitoring and evaluating are classified as indirect 

strategies because they do not directly deal with the language code. Their role is to 

support the leaming ta*. AIthough reflecting does involve monitoring and evaluating. 

rny understanding of reflection goes beyond the indirect, supportive role assigned to 

metacognitive strategies. 

1 am informed on the work of Dewey (191 6), Kelly (1955), Freire (1972). 

Mezirow (1981) and Boud et al (1985) in their use of the term reflection. From their 

writings. reflection is a process connected to experiences (Dewey 1916). thus 

applicable to the L2 learning situation. Kelly's (1955) theory of constructs refers to the 
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unique perceptions of the experiences every individual engages in. He identifies the 

need for teachers to be aware of learners' constructs. This suggests that reflection is 

important for leamers since the meanings that they construct may not be in tune with 

that of the teachers (Boud et al 1985). In a similar way, Freire (1 972) refers to the 

power of education as a force towards change through 'conscientization' that refers 

the process of becorning aware of one's false consciousness as the first step towards 

personal and social change. Mezirow (1981) refers to 'critical reflectivity' as central in 

his studies of aduR leaming. Reflectivity is the art of becorning aware of one's 

perceptions, meanings or behaviors or of one's habits in seeing, thinking or acting. He 

subdivides reflectivity into affective reflectivity. discriminant reflectivity as well as 

judgmental reflectivity. Affective refiecti* relates to perceptions of feelings; 

discriminant reflectivity refers to the ability to assess Our perceptions, and judgmenfai 

refiectim refers to the ability to become aware of Our value judgrnents. From these 

readings, reflection and reflecting seem to involve monitoring (or becorning aware) 

and evaluation of experiences. However, it also involves actions for transformation 

and change. For these reasons, I see reflection as more than a Çtrategy; because it 

involves monitoring, evaluation and action. Boud et al (1985) define reflection as "a 

response of the learner to experience" (p. 18). They expand on their understanding of 

reflection as a "generic term for those intellectual and affective activities in which 

individuals engage to explore their experiences in order to lead to new 

understandings and new appreciationst'( Boud et al 1985 p. 19). 

Corn pared to Oxford's (1 990) perspective, reflection cannot be categorized as 

a direct or indirect strategy. Reflection is more holistic in that it contains both indirect 

features (monitoring and evaluation) and direct features such as the responses and 

actions that follow reflective activity. Therefore, reflectiong is an activity that can play 

an important role in the L2 learning process as a whole. It can be directed towards the 

management of the cognitive aspect of the process (language code) as well as the 

Kefiection is related to Vygotsys concept of pnvate speech. In this thesis, however, the 
relationship between refiection and private speech has not been addresseci m the data nalysis. 



38 

socio-psychological aspects of the process (related to affect and interactions). 

However, the concept of reflection is not new in SLA research. In the next section, 

reflection is present in the use of introspective instruments such as diaries that report 

learners' experiences. 

2.3.2.2. Introspection and Diary-Studies 

The idea of reflecting. i.e., of becoming aware of one's learning process, is 

found in recent investigations (Van Lier 1991, McLaughlin 1990, Van Patten 1990 and 

Schmidt 1990, 1992). Moreover, a large body of SLA research based on learners' 

introspections and retrospections involve reflective activity. For example, reflecting 

seerns to be involved in what Schmidt called 'conçciousness raising'. By focusing on 

the cognitive requirements for the linguistic processing of language, these studies 

search for the "role of leamers' conscious mental processes" (Schmidt 1992:1), 

reinstating the rote of conçciousness as a requirement in the learning process. In 

contrast, introspective/retrospective~o methods (Faerch and Kasper 1987) bring out 

learners' statements about the way they organize and process information. 

Nonetheless, they have been used mainly as a research tool that provides an 

alternative to observable data such as the learners' output or as a supplement to 

inferring their thoughts (Bailey 1983, Schmidt and Frota 1986, Cavalcanti 1987, 

Cohen 1987). From these studies, the view of the SLA process has been expanded 

as a consequence of the range of leamers' introspections or retrospections. 

The parallel between introspection and reflection seems to be evident in 

Schmidt and Frota's (1986) study. Their investigation provides an example of the use 

of an introspective instrument, a diary, that provided a chance for reflective activity. R 

recorded in his diary the forms he noticed in the input which were then compared to 

10 The d i m a o n  between introspeciive and retrmpechve methods rests on timing if the leamer 
&ers ta the process while she is engaged in it, her statements result fmm intriospection If some time 
has elapsed from the behavior M g  investigated and the time the leamer rwiews it, her statements 
are caisideried iletrospedicms 
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those in his speech. The diary provided R with a chance to reflect on the input he was 

expoçed to. By noticing (becoming aware) of features in the input, the learner (R) 

incorporatecl the foms he had noticed into his speech. In this sense, the reflective 

activity (writing into a diary) allowed for a response (incorporation into his speech of 

the foms he noticed) and aided R in his learning of Portuguese. Donato's and 

McCormick's (1994) study of strategies is another exampfe of the parallel between 

introspection and reflection. In their study. the portfolios served as an instrument for 

reflection that led to changes in learners' use of strategies over the period of a 

semester. In these studies, learners' reported experiences focused on the leaming of 

the L2 code. not on classroom or out-of-the classroom affective and social 

experiences. As mentioned before, research interest has fallen more on what learners 

do to cope with the cognitive aspect of the learning task than on the other aspects of 

the L2 learning process. 

Diary studies bring a more personal account of leamers' experiences (Bailey 

1983, Schumann & Schumann 1977) to SLA research. However. in the most famous 

diary studies. the learners were the investigators themselves (Bailey 1983, Schumann 

& Schumann 1977, Schmidt & Frota 1986); a factor that, given their linguistics and 

research background, may have influenced their reported experiences. Therefore, 

although contributing to the description of the challenges in the learning process, the 

level of detail and analysis found in these studies rnay not reflect the issues that would 

affect leamers without such specialized professional background. Moreover, although 

learners have informed research on grammaticality judgments (Cohen & Robbins 

1976), metalinguistic anaiysis (Gass 1983), and classroom interaction (Allwright 

1984). a body of accounts of the L2 learning process from learners' points of view is 

still incipient. However, there are a few reports on other dimensions of the process in 

collaboratively structured classrooms that bring to light learners' experiences, and 

their point of view of the L2 learning process. 



2.3.2.3. Collaborative Studies and Learners1 
Experiences 

Drawing on ducational ideas dating back to the turn of the century, 

coliaborative teaching and leam hg  have em erged as significant concepts in 

language education. recently applieâ to the L2 classroom (Nunan 1992). 

Collaborative leaming irnplies students working together to achieve common goals 

(Slavin 1983. Sharan 1984). In the L2 classroom, the principles that underlie 

collaborative leaming, such as Dewey's progressive approach (1916), Kelly's (1955) 

theory of constructs and Roger's (1 969) humanistic psychology underlie 

methodologies such as Cornmunity Language Learning and Suggestopedia. 

Experiences are central to these methodologies and, according to Stevick (1980), lie 

undemeath the process of teaching and leaming an FL. From recent investigations on 

the use of a process-syllabus (Breen 1987) in collaboratively structured L2 

classrooms, learners' experiences emerge, providing an insider's view of the L2 

learning process (Budd and Wright 1992, Mohan and Smith 1992, Swain and Miccoli 

1 994). 

Budd and Wright (1 992) used a process syllabus in a First Certificate in English 

preparatory course for foreign students in England. Learners kept a diary of their 

reactions to the implementation of the process syllabus. By quoting from the diary of 

one Japanese learner. the study reveals more than the different interpretations and 

meanings assigned to the different tasks of the syllabus. They reveal a deeper level of 

experience. This leamer perceives the L2 learning process as more than learning the 

language code. The affective and social aspects of the L2 learning process are 

revealed as well as her ways of deaiing with them so that, in the end, her entries 

reveal that L2 learning 'lis a means of achieving intellectual and emotional 

enrichment" (p. 221 ). 
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Mohan and Smith's (1992) study is based on the perspective of language as 

socialization. By conceiving L2 learning and cultural learning as interrelated, they 

devise a task syllabus to teach a group of Chinese students in a graduate adult 

education course in Canada. By using diaries to capture learners' reactions to the 

tasks carried out during the course. their investigation did not focus on the linguistic 

processing of the tasks, but on the macro-processes surrounding the task. They 

examined the relationship between course objectives and course assignments. 

Moreover, the authors analyzed assignments as examples of students' im proved 

understanding of the content in them. The çtudy suggests the cornplementary 

relationship between studies that focus on the communication processes within tasks 

from an input and interaction approach and studies which investigate the processes 

which surround the task. 

Swain and Miccoli (1994) investigated the experiences of a second language 

leamer in a content-based collaborative classroom. In this study, the learner 

experienced the learning process as a series of three different stages. One specific 

feeling predorninated in each one of these stages, anxiety, depression and 

happiness. The happiness stage was preceded by a transition stage. In this stage, 

the learner revealed her feelings of worthlessness to the members of her group. For 

this learner, the affective aspect of the learning process affected her evaluation of 

herself and her relationship with the other members of her group. In this study, 

feelings surface as the issue this learner had to work on. 

However, the account of learners' experiences does not corne solely from 

collaborative classrooms. In a naturalistic language learning situation. Peirce (1995) 

reveals the issues confronted by immigrant women. revealing the experiences of 

those in a L2 language learning situation. In a study abroad program, Seya (1995) 

analyzes the diary-recorded affective experiences of 15 Japanese students, 

disclosing their effect on self-perception and self-evaluations. In a foreig n language 

situation, affective experiences in a sequence of stages as the ones reported by 
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Swain and Miccoli (1994) are alço reported in Miccoli (1987). This study revealed that 

a group of 35 Brazilian studentç went through five stages during their learning 

process. These five stages were labeled: (1) Feeling Lost Stage. (2) Gaining 

Confidence Stage. (3) The Insight Stage, (4) Putting Performance Aside and (5) 

Realizing Leamer Responsibility. As in the Swain and Miccoli (ibid) study, emotions 

al% influenced learners' CE. These last two studies (Miccoli 1987 and Swain and 

Miccoli 1994) reveal a developmental sequence related to affective issues. All of them 

refer to çocio-affective issues in relationship to learning environment. 

Affective variables are part of SLA models. specially those with a socio- 

psycholinguistic view of the L2 learning process. Affective variables. such as anxiety 

and motivation. have been the focus of much research. Like motivation (2.3.2). anxiety 

has been treated as a trait which affect leamers individualiy. Horwitz and Young 

(1990) refer to foreign language anxiety as composed of (1) communication 

apprehension, (2) test anxiety and (3) fear of negative evaluation. Com m un icat ion 

apprehension is a social issue since it relates to interpersonal interaction. Differently. 

test anxiety and fear of evaluation are affective issues since they are related to the 

feelings experienced by learners. However, instead of providing an analysis of what 

classroom events lead to the experience of foreign anxiety, Honnritz and Young 

suggest identifying particularly anxious çtudents and treating them with techniques to 

ease anxiety. Horwitz and Young also suggest changing the context of the foreign 

language classroom, which refers to the developrnent of support systems and closely 

modeling the classroom 'climatet. These suggestions support Peirce's (1 995) criticism 

of the understanding of motivation and anxiety. She daims these affective issues are 

usually treated as individual characteristics. The context is seldom investigated to 

describe the factors that might contribute to motivation and anxiety either inside or 

outside classrooms, pointing to the pertinence of Crookes and Schim idt (1 989) 

arguments for the reopening of the research agenda on motivation. 
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From the descriptions in Miccoli (1987) and Swain and Miccoli (1994), anxiety 

seems to be related to the social dimension of the learning process inside the L2 

classroorn where learners inevitably compare themselves to other peers. In both 

studies. events in classroom dynamics underlie learners' source of anxiety. In a 

naturalistic setting, Peirce (1 995) suggests that the difficulty in understanding the 

relationship between learners and environment derives from the absence of a theory 

of social identity that integrates learner to L2 leaming environment. 

Studies like the ones reviewed above, where learners reflect on their 

experience, lead to deeper and interrelateci understandings of L2 classroom leaming 

process. Learners' experiences characterize the learning process as more than only 

its linguistic and cognitive component. From their contextualized accounts, learners' 

L2 learning experiences are highlighted by affective issues in natural or formal çocial 

environrnents. Awareness of their experiences lead leamers to changes as in Miccoli 

(1987), Budd and Wright (1992), Swain and Miccoli (1994) studies. Alternatively. the 

studies that provide a perception of the L2 learning as a çocialization process (Budd 

and Wright 1992, Peirce 1995), lead to new realizations about the learning process. 

These studies suggest that reflecting on one's L2 learning process may assist 

learners towards learning more about their own learning processes. Moreover. it may 

foster self-initiative and responsi bility in whatever context of the social world they may 

find themselves. 

2.4. CLASSROOM LANGUAGE LEARNlNG 

In this part, I present two conceptual frameworks that focus on (1) the 

importance of describing the context in which lessons take place and (2) the need to 

investigate the relationship between the events in the classroom and what leamers 

bring in and take away. 
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The first observation about research on classroom L2 learning process. also 

referred to as instructed SLA (Ellis 1994), is that it has not been as investigated as 

other S U  areas. As presented in the previous section, claççroorn-centered studies 

have either focused on the analysis of discourse patterns or on the individual learner, 

generally without a concern for an analysis of the context in which the events took 

place. In this case, the usual objective has been to investigate çome aspect of the 

leamer's production instead of learner socio-psychological processes as members of 

a classroom community. 

The iew studies that have looked at classroorns as cultures focus on younger 

language learners (Willet 1 987). Breen (1 987) considers that researchers have 

neglected the study of the classroom context. He uses the metaphor of the coral reef 

to refer to the cornplexity of the classroorn culture. Little of the life in a coral reef can be 

seen from the surface. Similarly, classroom interaction without an analysis of the 

context in which it takes place represents "epiphenomena" (Breen 1986 p.142) or 

su perf icial manifestations of the complexity underlying classroom events. Holliday 

(1994) supports Breen's perspective when he states that in such situations teachers 

have to take the role of researcher to understand the classrooms in which they are 

involved. Finally, Johnson (1992) points out that relative to the number of 

experimental and correlational studies of adolescents and adults, the num ber of 

ethnographic çtudies on the language learning process is "surprisingly littlen (p. 135). 

Frorn the lack of empirical studies that refer to the issues this thesis investigates, the 

classroom seerns. in fact, too messy (Van Lier 1988) to deal with. 

However, the terrain is not completely arid. Some researchers (Van Lier 1988) 

refer to the classroom as a rich place to investigate, providing motivation to enter the 

classroom and face the mess head on. ûthers (Allwright 1988) write short papers in 

which the questions are more than the answers. Their research triggers more 

questions, hinting at the importance of looking inside the 'black box' (Long 1980). 

Others (Wright 1990, Shiesh and Donato 1996) daim the importance of 
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understanding role relationships as well as social and psychological processes in the 

classroom. Some of the studies presented in the previous section go beyond the 

scratching of the surface. Leamers' experiences and the context in which they take 

place are exarnined. However. most of these studies do not relate findings to 

theoretical frameworks. In this section, I first refer to the two authors that provided the 

initial conceptual framework presented in this thesis. Then. I refer to other studies that 

have investigated classroom lang uage learning. 

2.4.1. Allwright's Framework 

Allwright (1991) is one of the researchers whose work underlies the 

investigation in this thesis. His frarnework for the investigation of L2 classrooms 

represents a personal version of the "standard conceptual framework for educational 

research" (p.4). It seems to derive from Dun kin's and Biddle's (1 974 opus cit. in Stem 

1983) model for the study of classroom teaching. In addition to deriving from Dunkin 

and Biddle's, Allwright's frarnework resern bles Stern's (1 983) teaching-learning 

model where language teacher and language learner are actors. 

In the next page. the diagram of Allwright's (1 991 ) conceptual framework for the 

understanding of classroom learning is presented. Allwright considers three major 

variables as essential in the leaming process: presage, process and product. These 

refer to the 'before', 'during' and 'after' of the leaming process. Allwright points out that 

contextual variables go next to presage variables. However, he considers that the 

most basic issue for those involved in classroom language learning research is to "try 

to find a way of understanding the indirectedness of the relationship between 

'presage' and 'product" (1991 p.3), suggesting that this will derive from a 

comprehension of what happens at the 'process' stage. 
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=igue 2.1 : Allwnght's Conœptual Framework for L2 Classroom Leaming Research ( 1  991) 

Allwright (1 991 ) believes that a description of classroom language learning 

depends on the answers to the questions in the figure. Besides those under presage, 

process, and product, relational questions complete the set of questions for the 

understanding of L2 classroom learning. Starting from left to right, the relational 

questions, illustrated in the figure as the question marks among the four columns, are: 

. How is classmrn interaction influenced by what people bring into the lesson? 

- How are learning opportunities created and exploitecl through the processes of 
classmorn interaction? 

. How does what people take away relate to the learning opportunities that 
have been available to them in lesson? 

2.4.2. Holliday's Framework 

Together with Allwright's conceptual framework. Holliday's (1 994) 

understanding of classroom language leaming composes the initial conceptual 

framework in this thesis. Holliday is concerned with appropriate methodologies for 

English education --the teaching and leaming of English as a second or foreign 

language, and with the social context in which it takes place. Like Allwright (1988, 
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1991) Holliday is intereçted in what happens in the process stage. specificalfy, the 

relationship between teacher and class. However. he goes beyond Allwright in that he 

considers it insufficient to investigate only within the classroom to understand 

classroom interaction. Holliday emphasizes looking within and around the classroom 

since most of what happens inside classrooms is influenced by factors 'within the 

wider educational institution, the wider educational environment and the wider 

sociev (1 994, p. 1 1 ). 

Despite being concemed with the macro social context. Holliday refers to the 

micro social context or the 'çocio-psychological aspect of group dynamics within the 

classroomn (ibid, p. 14). One of these issues is the influence of reference groups on 

students and teachers. He defines reference groups as, 

"t ggroup of people which an individual h k s  tu for self-evaluation, 
who provide the individual. standards and goals. For students these 
would include other students and other parties such as famiîy members 
who provide mle modek" (ibid. p.16). 

Holliday does not provide a definition for clasçroom culture. but expands on the 

features of culture, identrfymg a series of interrelated cultures around the classroom 

in what he terms "a culture cornplex" (ibid. p.28). I have already identified some of the 

characteristics of cuiture (2.2.1 ). However. Holliday (1 994) claims that it is important to 

consider classroom cultures in relation to other cultures. The L2 classroom is part of 

an interrelated, overlapping and complex system of cultures of varying dimensions 

within the context of the educational environment in which the classroom is located. 

The 'cuiture corn plex' integrates "the classroom, the host institution, student, 

professional-acadernic, wider international education-related and national cultures" 

(p. 28). Thus, the clasçroorn culture is influenced by the specific characteristics of 

each of the cuitures in the culture complex and by the previous experiences of those 

who meet in the classroom. Moreover, Holliday (1994) rnakes another important 

typological distinction for the investigation of classrooms. He distinguishes two levels 

of action within the classroom, calling them surtace and deep levels of action. 



2.4.2.1. Surface and Deep Levels of Action 

Holliday's (1 994) distinction of planes of action wlhin classroom language 

learning is explained. 

'Whereas surface action is plain to see. deep action phenomena are 
those which are opaque to outsiders and perhaps only tacitly understood 
by insiders in the cultureW(ibid, p. 40). 

According to Holliday (1 994), who investigated Egyptian classrooms focusing 

on the teacher's side of the interaction, one of the characteristics of deep action 

phenomena is the tacit niles for communication found in smallclass culturesi! 

Holliday refers to a translation class in an Egyptian faculty of education. From an 

outsider point of view. there was apparent chaos in ternis of no explicl tum-taking 

systern (students talking al1 at once) and in ternis of no teacher control (they continued 

talking after being told to be quiet). Later, in discusçing his observations with a local 

lecturer, Holliday waç told that "it was culturally normal to be talking and listening at 

the same time ... and that although çome students were talking a lot. ... they were very 

much in touch" (p. 39). Another characteristic of deep action involves classroom 

instruction rules. Holliday illustrates this with another example from Egyptian 

classrooms. Local lecturers spent l e s  time explaining classroorn procedures and 

appropriate behavior than foreign lecturers. Local lecturers followed the routine of 

explaining these rules in the beginning of the terni since being systernatically retold 

what the procedures were was considerd an insuA to leamers' intelligence. Another 

deep action event was the contradictory relation between what Holliday calls the 

'lesson sanctity' and the hospitality offered by the classroom culture (1 994). Sanctity is 

explained as the classroom being closed to colleagues. Observation was understood 

as 'inspection'. This was evident when local lecturers did not seem eager tu accept 

being observed while teaching. However, the contradiction was felt when the same 

Holliday dlstinguishes between large-ciass ailhnes lup to 450 students per class) and maIl-class 
cultures (fewer than 50 students). 
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lecturers were pleased to let Holliday do the teaching or when a teacher finished her 

class half an hour earlier so that Holliday would not get tired. Finally, casualness and 

formality are two other examples of deep action events. An example of casualness 

was a local lecturer who entered Holliday's classroom to observe. He sat at Holliday's 

right, and because he did not have the materiais to follow. he sat right next to him. No 

one seemed to find this unusual. Formality was identified in sitting arrangements: 

women sat separately from men. usually in the front of the class. getting the best seats 

which were already demarcated with carved letters. In short. deep action phenomena 

refer to those that are only understood in the context of that experience. 

Holliday's description of deep action phenomena takes a teacher's point of 

view, Le.. he does not provide detailed accounts of deep action events from the 

learners' point of view. However, the surface and deep levels of action are useful in 

the description of classroom interaction. 

2.4.3. Process and Product in Classroom Language 
Learning Research 

In the previous section. I referred to various research which has expanded Our 

understanding of the demands of the learning process from the learner's point of view. 

(Budd and Wright 1992, Swain and Miccoli 1994). Allwright (1989) has researched 

the social pressures to keep everything socially acceptable in classrooms. These 

studies have focused on the process aspect of the L2 leaming process. Other 

research that has focused on the relationship between learning opportunities and the 

product of the L2 learning process is that of Slimani (1989). By using an 'uptake 

chart'. learners recorded what they believed they had learned during leçsons. The 

lessons were recorded. transcribed and she identified where the items recorded by 

learners occurred in the leson. She found little similafi among learners' claims of 

what they had leamed in lessons and the lassons per se. Her results indicated that 

student topicakation was related to uptake, i.e., items topicafized by students, rather 
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than the teacher, were rnost likely to appear in learners' records of uptake. Most of 

these studies, however, have focused on the relation ship between classroom 

instruction and the product of this instruction. 

Lightbown et al (1980) studied the effect of grammar leççons on the accuracy 

of children's and adolescents' linguistic performance in ESL Canadian schools. Their 

findings indicated that instruction led to increased accuracy. However, these learners' 

accuracy judgments did not hold after 5 months. Long (1983) reviewed eleven studies 

that investigated if learners who received forma1 instruction became more proficient 

than those who did not. In his conclusion, he indicated that classroom instruction did 

make a difference. Spada (1 986) investigated adults in a short intensive ESL course 

in Canada to establish if there was a relationship between exposure to English and 

instruction. Their performance in various tests of communicative corn petence 

indicated that overall instruction was more important than contact with English and 

that access to both instruction and exposure led to greatest gains in proficiency. Kadia 

(1 988) studied the effect of individual instruction on spontaneous and controlled 

production. She found that leamers' performance was not affected in spontaneous 

speech, but was improved in more formal assessrnent. Harley (1989) investigated the 

effect of teaching children the difference between the passé composé and the 

imparfait in French immersion classrooms. After eight weeks of instruction, she tested 

thern through a written composition, a cloze test, and interview. She found significant 

improvement which was sustained in a follow up test 3 months later. These findings 

show that L2 classroom learning has been investigated in different settings and with 

different learners. However, the emphasis is on the teaching side of L2 classroom 

interactions and on learners' production. 

Therefore, empirical studies on the process and the relationship between what 

happens in the classroom and what learners take from L2 classroom do exist. 

However, as this brief review has indicated, research on the effect of instruction within 

the classroorn context predominates over investigations on the process and on the 
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effect that the classroom context may imprint on the L2 learning process. To my 

knowledge, none have addresed the learners' points of view on the L2 leaming 

process inside an EFL classroom. 

In sum, the review of the fiterature in this part has revealed the many issues that 

are investigated in the different areas of classroom research. From areas such as the 

relationship between input and interaction, the w m  plexity of classroom phenomena 

has ernerged as well as an understanding of the L2 leaming process as involving 

more than just its linguisticlcognitive aspect. However, the review has also identified 

that classroomcentered research has not suff iciently explored the relationship 

between the socio-psychological issues leamers' experience and the classroom 

context. Moreover, from the frameworks in the area of classroom language learning, 

the concepts of surface and deep leveis of action in the classroorn seem important for 

the understanding of the influence of micro-social issues. Yet, we still lack a body of 

accounts on the socio-psychological aspects of the 12 learning process. Given its 

complexity, classroorn L2 learning requires many more investigations for its proper 

description. Therefore. in spite of the extensive research on classroom phenomena, 

S U  research has still not captured the L2 learning process in detail, especially from 

the learner's point of view. In sum, the investigation of L2 classroom learning is çtill in 

its ernbryonic stage compared to the amount of research in other areas in SLA. 

Some of the omissions in theoretical and practical aspects of SLA research 

have been presented in the previous sections. These reveal the need for learners' 

perspectives to improve Our understanding of the process of L2 classroom language 

learning. Only with various descriptions from different language classroorns and 

different leamers' experiences will a detailed SLA theory emerge. Brown (1980) 

expressed this when he stated that 'we are in the process of theory building at the 

present time, but are in need of further observation and feedback in order ta press 

towards the goal of a viable, integrated theory of SLAn (p. 229). 



2.5. RESEARCH IN THE FIELDS OF CURRlCULUM AND 
ADULT EDUCATION 

In this part, I review research from two areas outside SLA. First. I refer to the 

concepts of reflective practitioner in the field of curriculum. Then, I refer to the central 

role given to the learner in the field of aduit education whose findings present insights 

to apply in SLA research of CE. 

in the field of curriculum, two different areas of research and a research 

rnethodology relate to this research project. The concepts of practitioner's knowledge 

(Hunt 1987, 1992) and of reflective practitioner (Schon 1983) refer to the research 

that has investigated the theoretical constructs that guide practitioners' in their 

practice. ARhough referring to the teacher more than to the learner, the research in 

these areas Lias led to accounts of how self-built theories, Le., theories built from 

experience, guide practitioners' decisions (Schon 1 983). E3esides that, the use of 

narrative as a research method (Cunnelly and Clandinin 1988) has not only given a 

rich personal character to research descriptions but has also led practitioners to 

implement self-initiated change in their practices as a consequence of the reflection 

process that characterizes narrative inquiry (Diamond 1991). 

As mentioned earlier (2.3.2.2). reflection is not new in SLA research. It has 

been used mainly as a research tool but not as an aid to learning. Research on the 

use of reflection as an aid for learning indicates that it promotes learning in general 

(Boud et al 1985) and leads to the development of learning skills (Main 1985). If, as 

Ellis (1 984) points out, learners' initiative is essential for language development, the 

idea of a reflective learner, Le., a learner who reflects on hisher learning experience, 

seems appropriate for learners to act on their L2 leaming process. The trend in SLA 

research has been to recommend training for the development of autonomous 

learners (Wenden 1995). Yet, learners in SLA research have not been sufficiently 

asked to reflect on their CE. 
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Curriculum research. li ke SLA research. has not sufficiently explored learners' 

knowledge or the idea of a reflective learner. This may be due to the fact that change 

in practice, the desired consequence of narrative inquiry, seems to relate more to the 

teacher than to the learner. However, it does not justify overlooking leamers as 

capable of reflecting on their experiences. Leamers can reflect on their leaming 

process and implement change in their approach to learning. One of the few studies 

that has explored the concept of a reflective practitioner with a learner is Putrnan 

(1991). In this article a learner reflects about his leaming process with positive 

wnsequences. As the learner reflects about particular episodes through the coaching 

provided by Putman himself, the learner moves from superficial use of a technique to 

a more meaningful practice. This article captures the benefits of having learners 

reflect on their learning proces. ln a way, instead of being trained to become 

autonomous, reflection promotes autonorny because it originates from the reflective 

activity. The leamer, in Putman's study, is not given strategies and trained in thern. He 

reflects on what he does and finds what works best for him. In a different way. the 

publication of the book e ntitl ed. Reflective Teaching in Second Language Classrooms 

(Richards & Lockhart 1994) is an example of the same philoçophy transferred to the 

S M  field and, in this case, focused on the teacher. 

In the field of aduR education, the emergence of the terni 'andragogy' - the art 

and science of teaching adults (Knowles 1975, 1980, 1984) has brought an approach 

to teaching adults which 'places the unique goals of individual leamers as central to 

the learning process and provides a structure to assist learners to achieve their own 

endsn (Ebud 1986, p. 224). Adult education takes into account the need for a 

supportive climate in the learning process, for the clarification of leamers' own goals, 

their plans of action for learning, and the evaluation of their success. However, it is in 

expenential leaming (Kolb & Fry 1975) that the basis for an analysis of learners' 

description of their learning processes (Keane 1986, Taylor 1986) is found. 

Experiential learning, or leaming through direct experience has been shown to be a 



primaiy source of knowledge (8oud & Griffin, 1986). For example. Kolb (1 984 opus 

cit. in Boud & Griffin 1986) describes the learning cycle as a process which begins 

with experience, is followed by reflective observation and abstract conceptuaiization 

and, finally, active experimentation. 

Two different studies from this field address the learning process. The first of 

them, Gnffin (1986), identifies issues ihat are part of the learning process based on 

learners' accounts of their experience. Her list of issues (ibid, 1986, p. 211). 

reproduced below, applies to learning processes regardless of the subject of study 

and includes: 

a. maintaining self-esteem ; 
b. becoming increasingly responsible for own learning; 
c. finding own direction for learning; 
d. investing energy. involving and committing oneself ; 
e. dealing with persona1 energy ebb and flow; 
f. relating to others; 
g. finding personal meaning in content and experiences; 
h. noticing, clanfying, consolidating, synthethizing new learning; 
i. testing new ideas, skills, behaviors. ways of being; 
j. asking for, using feedback; 
k. planning uses of new learning in other situations; 
1. f inding and accepting satisfactions. joys, excitement in learning . 

Griffin characterizes a process as (1) being a verb and denoting an action; (2) a 

happening within the learner; (3) a process that happens over tirne, and (4) only 

known by the learner who experiences the action (1986). She defines learning 

process as 'the stages of learning within any particular approach to learning or 

teachingn (Griffin. p. 210). She proposes a new use of the word 'process' in the phrase 

'basic leaming processes' that she defines as 'inner happenings or experiences the 

leamer has when engaged in learning" (Griffin, p. 210). According to Griffin. these 

happenings will occur irrespective of the situation in which the leamers find 

themselves, Le., alone, in groups, listening to a lecture. reading a book. or reflecting 

on their experiences. 

Griffin's list of learning processes is related to Oxford's (1990) metacognitive 

and çocio-affective çtrategies except for the ones she labels (a) bemming 
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increasingly responsible for one's own learning and (b) investing energy, involving 

and committing oneself. However, It seems that becoming increasingly aware of the 

responsibility for one's learning is the objective that justifies language learning 

strategy research. As for investing energy and committing oneself, this is similar to 

Brown's (1992) concept of strategic investment which is related to time and effort. The 

difference between the two taxonomies is in their çcope. Griffin's (1986) liçt 

emphasizes learners' inner happenings that corne from experience and refers to the 

learning process as a whole; that is, learners can make inferences from the learning 

process to their own individual development. Oxford's (1990) taxonomy refers 

primarily to the learning of the language code, Le., to just the linguistic and cognitive 

aspect of the learning process. Oxford states that as cornpetence grows. learners' 

strategies can be used to "foster particular aspects of that competence: grammatical. 

çociolinguistic, discourse, and strategic elements" (1990 p.9). Therefore. Griffin's list is 

more comprehensive in terms of its application. 

Gnffin (1986) lists five advantages in helping learners understand their learning 

processes. namely: (a) leamers feel valued because their experience matters; (b) 

teachers focus on what the learners experience not only on what they do; (c) it reveals 

to leamers and teachers that not everyone learns the same way; (d) it helps learners 

and teachers to accept that learning takes time; and (e) it promotes the transfer of the 

awareness of learning processes to other learning situations (ibid 1986). 

In this area of research, Taylor (1986) analyzes the learning experience of 

eight learners in a self-directed learning course. She identified a pattern consisting of 

four phases and four-phase transition points. 

Taylor names her first stage, Disorientation, where learners feel confused and 

lacking confidence. Explorations is the label of the second stage. This stage is 

characterized by relaxation with unresolved issues, leading to an exploration to 

gather insights, confidence and satisfaction. Taylor stresses that learners engage in 

more collaboration dumg this phase. Next. Taylor identifies the Reorientation stage. 
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In this stage learners have "a major insight or synthesis experience with a new 

approach to the learning tash" (p. 183). In her words, this stage represents a coming 

together where they can understand the issues that may have arisen during the 

disorientation phase. This new understanding prompts a new approach to the 

learning task. Finally, Taylor identifies the Equilibrium stage where learners new 

perspective or approaches are elaborated, refined and applied. This stage is 

characterized by (a) conçolidating the new perspective on the learning task. (b) much 

l e s  emotional intensity, and (c) involvement with others. Leamers' description of this 

stage shows that they find thernselves integrated, expressing a meaningful 

understanding of the phases they went through. Two important findings from Taylor's 

çtudy are (a) that learners go through these stages at different paces and. (b) that not 

ail learners go through all the stages. In sum, leaners move from feeling confused 

and lacking confidence to having an understanding of the issues that made them 

initially feel confused. In the end, learners have a new approach to the learning task. 

feeling more integrated than in the beginning. Although coming from a different 

subject area, Griffin (1 986) and Taylor's (1 986) findings share similarities with the 

results of Miccoli (1 987) and Swain and Miccoli (1 994) previously reviewed (see 

2.2.2.3). 

As we can see, these studies reveal the complexity of the learning process in 

general and of the L2 leaming process as well. Comparing these findings to those 

carried out in SLA research. the concepts of (a) process as inner happenings or of (b) 

learners reflecting on their experiences are not as wmmon. SLA research has tended 

to see L2 learning mainly as a cognitive process. In this thesis, the process of L2 

learning is conceived as more holistic than that. it comprises teacher and learners' 

actions at surface and deep levels of action. From this holistic perspective, the L2 

learning process also involves metacognitive, cognitive, social, and affective issues. 

Furtherrnore, the learning process, thus conceived, is inf luenced by the previous 

experiences leamers bring into the learning experience which, in l m ,  affect what 
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leamers take away. Focusing on the learners' points of view, the description of the L2 

learning process also comprises learners' understanding of these issues through 

reflective activity. and of the mntext in which these issues happen. From this 

perspective, it seems that Our field needs a body of studies that document these other 

aspects of L2 leaming to compose a more holistic view of the process. 

2.6. CONCLUSION 

This chapter has reviewed some of the inherent theoretical and practical 

difficulties in attempting to describe the process of leaming an L2 language. The field 

is vast and the issues involved in the process are many. Because learning is 

ultim ately a social ly constructed process, where affective and social experiences 

affect learners' individual experiences (Gillette 1 994. Taylor 1 988), and classrooms 

are places where many variables meet (Allwright 1991. Van Lier 1988). this thesis 

aims to contribute to a more comprehensive understanding of the L2 leaming process 

inside a classroom. 

This thesis embraces the idea that a theory of S U  should be comprehensive 

so as to integrate the various aspects of the learning of an L2. A theory of SLA should 

also consider the classroorn as an environment where learning c m  take place even if 

diff erently f rom naturalistic language learning (see 2.2). 

In order to achieve the desired comprehensiveness, this thesis adopts an 

ethnographie approach to data collection, has the learner as a research participant 

who can reveal aspects of the leaming process too difficult to tap if a more traditional 

research approach were used (see 2.2.3.2), and considers that the use of 

sociocultural theory (see 2.2.4) can contribute to the understanding of aspects of 

classroom language leaming. 
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Since it researches learners in an FL classroorn. it proposes to contribute to 

diminishing the gap between SLA theory and FL applications (see 2.2.5). As it 

investigates a classrourn, it aims to the broaden the scope of the current descriptions 

of classroom L2 learning. ARhough different aspects of classroom interaction. such as 

dimurse analysis of patterns of interaction between teacher and learners have been 

investigated (see 2.3.1), the quality of the relationships or the factors that may 

contribute to the type of interactions have received less attention. It also considers that 

by approaching classrooms as cultures, these issues will be accounted for. Learners 

thernselves, in their individual differences (see 2-32}, in their use of strategies, 

through reflection (2.3.2.1) or in the dianes that they have written (see 2.3.2.2). have 

been the focus of research. but few of these studies have invited leamers to provide 

an insider's view of the L2 learning process. 

Moreover, it considers that the research on the concepts of practitioner's 

(teacher) knowledge and of a reflective practitioner has documented their relevance 

to classrooms in the individual and professional change they can engender. These 

concepts start to find resonance in the field of S M  related to teaching but could also 

be applied to the learning aspect of the process (see 2.4). They underlie the belief that 

teachers and adult learners can benefit from the experience of reflecting on their 

teaching and learning processes. Therefore, the insights from the findings in these 

areas contribute to the theoretical and empirical framework in this thesis. 

In conclusion, this thesis argues that, from the participants' point of view, the 

learning process of an L2 inside a classroom involves thern in experiences that go 

beyond the linguistic and cognitive domain. These include social and affective 

experiences originating in the classroom as well as those related to previous 

experienceç as learners. This thesis attempts to document the interrelation between 

the experiences and the classroorn context, as well as how these experiences relate 

ta participants' personal histories and motives. lt thus constnies a description of 

collective and individual experiences in the L2 learn ing process of these participants. 
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Aithough limited in the number of participants and in its representative 

potential, this thesis embraces the idea that by investigating different aspects of the L2 

leaming process, SLA research can continue to contribute to the development of the 

English education field and those involved in it. This thesis is, I hope, a contribution 

towards that goal. 



CHAPTER THREE 

THE RESEARCH METHODOLOGY 

Documenting and understanding the experiences reporteci by a group of 

leaners in the process of leaming an L2 inside a classroorn was the objective of this 

research project. In order to adequately document this process I chose ethnography 

as an approach to cany out this investigation. In the previous chapter I presented 

ethnography as a more suitable approach for the investigation of classroorn 

dynamics. Before I elaborate on the pflnciples that guide ethnographic research, I 

would like to refer to the personal and pedagogical reaçons for choosing an 

ethnographic approach for this study. 

As mentioned in the introduction. 1 share the belief that an atternpt to bring 

solutions to the problems of daily practice (Schwab 1960, Stem 1983) pushes 

educational research inquiry. I also mentioned that, if we consider leaming as a 

process that leads to change (Rogers 1972, Boud 1985). learners could transform 

their learning experiences into more meaningful ones. In addition, I also referred to 

the use of diaries as a tool for reflection. I share with Kemmis (1985) the belief that 

reflection is not an internal, individual, devoid-of-interest kind of process. Through 

reflection individuals interpret their experiences, acting on them; thus, it is action- 

oriented. Since experiences are embedded in the social world, and change serves 

the individuals' interests, reflection is alço a socio-politicai process (Kemmis ibid). 

Since my research interest was on participants' experiences and their 

understanding of these experiences. the underlying goal of the investigation was to 

allow for change in participants' interpretations of the leaming process. Moreover, the 

collection of documentary materiais for the sake of the thesis was not the only 

objective in the research process. I saw it as an exchange process: participants lived 
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their experiences and 1, as the researcher, offered them the opportunity to ponder over 

the meaning of these experiences. Therefore, the research methodology had to also 

allow for reflection and action to becorne a rewarding educational experience for the 

participants. In other words. it had to contemplate the orientation towards 

transformation. Ethnography as a method allowed a research design that 

conternplated these two goals: the collection of documentary materials and the 

possibility of participants' transformation. 

3.1. METHODOLOGY 

Ethnography as a method implies the use of ethnographic techniques for data 

collection, and an ethnographic approach to the analysis and interpretation of the 

data (Van Lier 1988). The objective of an ethnographic study is the description and 

interpretation of "the culural behavior. ... , of a group" (Johnson, 1992. p. 134). In the 

present study the objective is to describe and interpret the experiences of a group of 

participants learning English as a foreign language in a Brazilian university 

classroom. 

In ethnography. document-collection procedures involve the researcher in 

watching and asking (Johnson 1992. Van Lier 1988) or in obseMng and intentiewing. 

These procedures can Vary from unstnictured to structured (the more structured. the 

more selectivity) and from non-controlled to controlled (the more controlled, the more 

intervention). The objective of ethnographic inquiry is to uncover the insider's view of 

reality, or to make explicit the emicl theory. Therefore. 'fieldwork' or the time spent for 

h i c  / etic are terms whkh provide a conceptual distaidion between diffaent standpoints or 
alternate ways of viewing reaïity. Ernic refers to IYhe view from within that notices just those 
features of the scene that are marked as significant by intemal cnteria"(8reen 1974, p. 3 opus cit. in 
Van Uer 1988). Etic refers to a view from outside. Quantitative riesearchers who detmine  variables 
to mvestigate, collect data by mntrolltng these variables, anaFe and i n t e p  these data accoriding 
to extemal perspectives and criteria âre t a h g  an etic standpoint (Advise, 1995). 
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the collection of documents is usually of one year or more (Johnson 1992). During this 

period the researcher, as a participant obsewer. collects documents. learns about the 

group and, by attending to actions and events, attempts to conshue what they mean to 

participants. The researcher should alço relate the data obtained to "other 

components of the whole culture or similar pieces studied in other cultures" (Heath 

1982, p. 35 opus cit. in Van Lier 1988) so as meet the holistis principle. This 

principle, together with the emic principle, guide ethnography (Van Lier 1988). Finally, 

triangulation. ''the attempt to arrive at the same meaning by at least three different 

approaches"(Johnson 1992, p. 90) prevents the observer or intewiewer from bias, 

enhancing the accuracy (validity and reliability) of the description. 

The importance of an ethnographic approach to research lies in its ernic and 

holistic view. By comparing and contrasting what people say and what people do in a 

given context, one value of ethnography is a fuller representation of what actually is 

going on when compared to other research approaches. Another value "is the 

potential for new, unexpected and unpredictable understandings to emerge" 

(Hornberger 1995). However. as with any approach to research, there are limitations. 

The moçt referreâ to limitation is the insider and outsider dilemma (Hornberger ibid, 

Van Lier 1988, Watson-Gegeo 1988). On the one hand, if a researcher is too familiar 

with the context being researched, this farniliarity rnay influence and misconstrue the 

interpretation towards shared biases. On the other hand, being too much of a stranger 

to the culture rnay have a negative effect and even prevent an ernic understanding. 

Another limitation involves the degree of participation: too much participation rnay 

interfere with the course of events; too lime participation rnay not capture the events in 

their entirety. The degree of power given to participants can also be a problem. 

Granting toa much power to participants rnay constrain the research whereas allowing 

the researcher too much power rnay inhibit those being researched and their normal 

21he holistic principle refers to attention to context "Observations are wntextualized, bath m the 
immediate setthg in which behavior is observed and ni fmther contexts beyond that contextl as 
relevant' (Spindler & Spmdier 1987, p. 18). 



6 3 
process of change. Being aware of the value and the limitations of any orientation is 

crucial for attempting to find a balance between the two poles. 

In the present study. both the guiding principles presented above. as well as 

the tensions inherent to the choice of an ethnographic approach have been taken into 

consideration in the development of the research design. However. this study does 

not daim to be an ethnography of a classroom. The time spent on fieldwork. four 

months or one academic semester, was too short to "provide a comprehensive and 

accurate picture of a cultural setting and to explain the implicit cultural knowledge of 

the participants'' (Johnson 1992. p. 142). Although the data provide a view of 

participants' experiences. and the interrelation of different issues offers an 

explanation of participants' behaviors. it is not enough to consider the study an 

ethnography of a foreign language classroom. More time and, possibly. following 

participants over a course of two or three semesters would yield the quantity of 

documents necessary for a more accurate representation of a foreign language 

culture. Then. one could aim for the writing of an ethnography of the culture of a 

foreign language classroom . 

In this chapter I refer to the research design devised to meet the principles 

presented above. It represents an attempt to find a balance between the tensions of 

chooçing an ethnographic approach. The research design description that follows 

contains reference to the site. the initiai contacts, the participants. the tirne spent in the 

field, the research instruments, the procedures. the data collection scherne, and 

finally, the various types of documents coilected. 

As 1 mentioned in the introduction of this chapter. the guiding principles in the 

research design of this study had to incorporate two objectives: (1) bring out 
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participants' experiences in their language learning process and an understanding of 

them; and (2) allow for participants to l e m  from reflecting on their learning 

experiences. Ethnography (Van Lier 1988) was chosen as the method that would 

bnng out the participants' expeflences and their understanding of these experiences. 

Reflection (Kemmis 1985) is the activrty that allows participants to leam from their 

experiences and, ultimately, act on them. In the description of the research design 

below I present how ethnography and reffection were combined. 

3.2.1. Site 

The site I chose for the study is the Faculdade de Letras (Faculty of Letters) in 

the Universidade Federal de Minas Gerais (Federal University of Minas Gerais), 

located in Belo Horizonte. Minas Gerais. Although Brazil is a country known for its 

people, its rich resources and its social problerns, only two cities are well-known: Rio 

de Janeiro and Sao Paulo. Therefore, before referring to the reasons for selecting the 

Universidade Federal de Minas Gerais (UFMG), I would like to briefly describe Belo 

Horizonte and the University. 

Belo Horizonte is the 4th largest city in Brazil. Located about 500 km northwest 

of Rio de Janeiro and about 900 km form Si30 Paulo, %s population is estimated to be 

around the 3.5 million people mark when the cities that rnake up A Grande Belo 

Horizonte (the Metroplitan Region of Belo Horizonte) are included. Belo Horizonte is 

named after its beautiful skyline which. due to the mountains that surround the city, is 

never the same from whatever vantage point one looks. Belo Horizonte. the capital of 

Minas Geraid, is a fairly young planned city, which in 1998. will turn 100 years old. 

The Universidade Federal of Minas Gerais (UFMG) is one of the 54 federal 

public universities in Brazil. Founded in 1926. it started with the Faculty of Medicine 

Minas Gerais neans iiteraïïy g e n d  mmes. In the 1700 's the state was the cenier of ail the 
Pottuguese @d and predous *ne extradion and M e  Aithough most of its riches am reduced when 
compared ta what they were 200 years ago, it is rich m gold, m o u s  stones and other minerals such as 
ironore, 
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and the School of Law in the heart of downtown Belo Horizonte. In the 1970's. due to 

the expansion of the number of programs offered, a campus started to be built to 

house UFMG in one space away from the dowritown area. The Faculty of Letras 

(FALE) was one of the first programs to move to the Pampulha Campus in the early 

1980's. In 1993. UFMG was considered the second best university in Brazil (Estado 

de Minas, August 12. 1993). From the 37 programs offered at UFMG, 24 of them 

received four stars, being considered very good in the Guia do Estudante (Students' 

Guide) where these data are annually published4. The ~etrass program offered by 

FALE was one of the 24 programs that received the four stars. 

Access to universities in Brazil is conditional on passing an entrance exam 

known as Vestibular. Entrance to public universities is very cornpetitive. The 

Vestibular is done in two stages. In the first one. the number of students competing for 

a seat may range from 30 to 1 for programs such as Cornputer Sciences. to 10 to 1 for 

programs such as Letras. In this stage. the exams are multiple choice. In the second 

stage. cornpetition is usually at the 2 to 1 rate and the exam includes open questions 

and essay writing. It takes çome students 2 to 3 years to pass the Vestibular for public 

I joined the Department of Germanic Languages at FALE in 1985. Our 

department is responsible for the teaching of the undergraduate courses that prepare 

students to become teachers of English and Geman. The English Section of our 

department, an intemal administrative division, is responsible for teaching 

approxirnately 400 students every semester in about 35 different courses towards the 

language and literature components of the English curriculum. I chose to collect the 

documents for this study at this site for three main reaçons. 

* 1 do not have tecent data But, in 1992 U FMG came m 4th place, moving down finm its more constant 
3rd place in 1991 and 1 !NO. Given the faa that our univerrity is concemed with its reputation with the 
outside community, L believe that tf we had moved down again, it would have been tpported in 
university publications. 

A general terni refemng to an academic program that involves the study of languages. 
The ody 'tuition' students pay in public universities is a semestral registratim fee. mis makes them 

very attractive to potential students. This explains the harsh dispute for seats. 
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First, UFMG is the university I am affiliated with. The faculty and the 

departmental members of the Board supported and approved my request for a four- 

year study-leave to pursue a Ph-D. degree abroad starting in 1992. Since I will return 

to UFMG, going back to the same Department, it was of interest to me to research this 

context. 

Second, the teaching conditions at FALE met the requirements desired for 

canying out this study. The English classes offered by our department are 

communicatively structured, involving students in interactions with one another. This 

adds a special dynamic to the classroom which more traditional teaching approaches 

may not overtly expose. Moreover. since the study intended to ask students to reflect, 

adult students were the desired participants; the students at this level are considered 

adults. 

Finally, the results of this çtudy contribute to the research presently being 

carried out by the English Section of our Department. Since 1987 when the 

Department approved the interna1 administrative division into Eng lish and Germ an 

Sections, the profesçors who teach the language courses in the English Section 

started a research project aimed towards implementing several changes in the 

teaching approach. This project. known as the Projeto do Setor de Lingua Inglesa. or 

PSU (the English Language Section Project), has implemented changes in the 

materials and testing procedures used in the English language murses. The PSLl is 

part of the acadernic and research policies of the department and English Section 

profesçors participate in the project as part of their duties. 

3.2.2. Initial Contacts 

When the objectives and procedures of this study had been defined. I 

contacted the English Section and the Head of the Departrnent to request their 

authorkation. The initial contacts were made through electronic mail. but the formal 
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authorization was received in writing and subrnitted together with the thesis proposal 

to the Ethical Review Cornmittee. I sent the Department the final version of the 

research proposal for their reference after it had passed the ethicai review. 

The Germanic Department granted me authorization to conduct a one- 

semester-long study of the experiences of five intenediate adutt students in a FALE 

classroom from August to December 1994. Below, I present the reasons for these 

limits. 

Two reasons justified the decision to study the experîences reported by only 

five7 students of the maximum 25 per class found in FALE classraoms. The reasons 

are related to the results of the pilot study of this thesis where the learning process of 

one ESL learner was investigated (Swain and Miccali 1994). This study yielded a 

revealing description of the language leaming process, enhanced by the interaction 

between participant and researchers. The one-on-one interaction allowed for trust to 

be established so that talking openly about the learners' perception of even the most 

difficult events was made possible. As a consequence of this positive experience, the 

decision to ask only five learners to becorne research participants in this study was 

made. The first objective was to maintain the level of personal interaction without 

risking the desired depth of analysis. Second, the analysis and cornparison of the 

experiences reported by five different participants provided enoug h documents to 

bring out the variety of experiences necessary for the emergence of patterns, 

sim ilarities and differences. 

Two main reasons justified the choice of researching learners' experiences at 

the intemediate level. First, intenediate level leamers have already met some of the 

challenges of being learners, having enough training to describe their experiences 

from the point of view of an 'en route' leamer. Second, intermediate learners are 

neither overwhelmed with the novelty of learning a foreign language and the 

in the proposal 1 subrnitted to the C;emianic Uepaatment. 1 requested permission to mvestigate the 
expmiences of five volunteer studerrts. in the end, from the nine students who volunteered, six 
conipleted the study. 'Ihe Depaxtment was ntformed and appmved this procedure- 
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difficulties usually experienced by beginners, nor have they forgotten the demands 

that the learning process places 

on them. 

When I arrived in Belo Horizonte in August. 1994. the Department assigned the 

morning class of English Language IV as the class I could visit. Since there are seven 

semesters of English language in the curriculum. and I was interested in learners at 

the intermediate level, the possibility of observation was restricted to English IV or 

English V classes. The teachers of these classes were approached by the Head of the 

Department and the English IV teacher accepteci me in her class. This was not a 

problern for her since she already knew me. I had taught a conversation class some 

years before and she was one of the students. Although this opened her classroorn 

door to me, it çornewhat affected the classroorn dynamics. In the beginning of my 

visits, this teacher expected feedback on her teaching, çornething. at times, difficult to 

refuse, even if that was not the reaçon for my being in the classroorn. With tirne, she 

grew more confident of herself though and she did not approach me as much as she 

did at first. However, it is my belief that an observation in another situation would affect 

the class dynamics in a different way, as any observation does. 

It was my responsibility to make the initial contacts with the students in the 

classroorn, present them with the research objectives. and obtain their written consent 

for carrying out the research project. After explaining its objectives and procedures, I 

obtained unanimous consent from al1 students in the class. 

3.2.3. Participants 

In addition to describing the research project and requesting formal consent 

from the students to carry it out in their class, I also asked for volunteers due to the 

demands of the research project on research participantss. The demands required 

" Lwin be refemhg to research participants as infonnanh as well. 
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those who volunteered to corne to i n te~ews  and keep a journal along with their other 

course cornmitments. An involuntary, more randornized selection of learners may not 

have guaranteed the necessary cornmitment. 

ARhough I asked for 5 volunteers. 9 çtudents from the 23 in that class 

volunteered to participate. At first, I stniggled with a criterion to select the five 

participants. Then, I was reminded that it would be better to start with al1 volunteers 

since some of them might drap out halfway. Therefore, I started with the 9 volunteers. 

However, as preâicted. one of them dropped out of the class after signing the 

volunteer fonns; another one after the first two weeks. The first one later realized that 

corning to interviews would interfere with her other courses. The second one to drop 

out was forced to start a job search, thus making it impossible for him to continue with 

the interviews. 

The interviews started with seven volunteers. In mid-October another research 

participant started to have problems corning to interviews. Besides, our schedules did 

not seem to allow for meetings at alternate times. We reached a point when to make 

up for what we had missed meant longer intewiews. Since this research participant 

worked part-time, she could not commit for longer periods of tirne. After tiying 

unsuccessfully to meet for a couple of interviews, we agreed that it was better for this 

participant to concentrate on her studies rather than on the frustrating attempt to make 

our schedules meet. Six volunteers completed the study; five females and one male. 

Before I present a brief description of each research participant. a word about 

their names: to assure confidentiality, the participants themselves chose a fictitious 

name ta take during the study. The descriptions below contain information about their 

age, their most salient personality traits, and a cornmentary about them as research 

participants. A more detailed description of their personal and learner biographies is 

provided in their individual learning experiences (Chapter 5). 
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Ana Esther: 

Ana Esther was the youngest of the femafe informants. She was 21 years old at 

the time of our interviews. She was lively and energetic. Ana Esther had no problems 

talking about h erseif. As a research participant, she provided detailed descriptions of 

bath personal and scholastic experiences. She was always willing to clarify 

interpretations and invited me to ask her more questions. She was alço passionate 

and enthusiastic about being a university student. 

Criana: 

Cristina was 28 at the time of the interviews. She was assertive and direct in 

her comments about herself and others, deçcribing herself as a communicative 

person. 

As a research participant, Cristina was very open from our first intewiew. She 

had no trouble revealing details of her personal background. She came across as an 

independent and self-assured individual. 

Femanda: 

Fernanda was 25 at the time of our interviews and a cooperative research 

participant. She had no problems describing herself personally and as a leamer. She 

softly recounted episodes from her personal and xholastic life, being careful in her 

evaluation of classroom issues. She provided in-depth analyses of specific events, 

coming across as a mature, contemplative person. 

Isabel: 

Isabel was 27 years old at the time of the interviews. She was careful in her 

choice of words, coming across as a balanced and responsible person. 

As a research participant, Isabel was cooperative from the beginning of the 

inte~ews. She was descriptive in her observations, showing that details were 
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important for her. When she talked about herself, she did it in relation to others or 

other things. 

Paula: 

Paula was 22 years old at the time of our interviews. She was soft spoken. 

revealing a quietness about herself. her perceptions. and reactions. As a research 

participant she was cooperative. providing detailed descriptions of her expetiences, 

yet frequently having problems ansivering specific questions about them. 

In talking about herself, she describeci herself as reserved and silent, preferring 

to keep to herself. 

Reg inaldo: 

Reginaldo was the only male informant. He was 21 years old at the time of our 

interviews. In talking about himseif, he referred to his need to do things his way, 

showing his self-knowledge and his initiative in taking charge of his learning process. 

As a research participant. Reginaldo was a cooperative interlocutor. adding 

details and expanding on the topics we covered during our intewiews. 

3.2.4. The Teacher 

As mentioned before, the teacher who taught English IV had been my student 

at FALE. At the time of data collection, she was 28 years old. She had been hired for a 

1 year non-renewable substitute position at FALE. Before that, she had had a 5 year 

teaching experience. She had taught EFL in pnrnary and çecondary public schools as 

well as in preparatory courses for the English language component of the Vestibular. 

Teaching English IV was her first experience teaching EFL at the tertiary level. 

Sutana, her fictitious name, was at first, insecure about teaching at the 

universlty. However, she considered it a challenging experience. As a dedicated 
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teacher, she cornpensated for her insecunty by preparing very well for her classes. 

She was very close to her students who called by her first name. 

Suzana followed the communicative approach in her classes. Her classes 

provided a balance between controlled and uncontrolled activities for communication 

in speaking and in writing. She encouraged students to use as much English as 

possible in her classes. Moreover, she constantly moved around the roorn to provide 

help and corrections when tasks required group work. In sum, her relatively limited 

experience was counterbalanced by her dedication to her teaching and her students. 

3.2.5. The English Curriculum at FALE 

The English curriculum at FALE is divided into two tracks: the language and the 

literature track. In the language track, students take 7 required courses of English. The 

literature track is divided into American and British literature. It consists of 5 required 

courses that begin after the completion of English III. In addition to the required 

courses, students have to take a minimum of three courses from the electives offered 

in language and literature by the Germanic Languages Department. Students have to 

take the required courses in both tracks plus three electives to graduate. However, 

before they begin their Engiish curriculum. students must have completed the 

required courses in the common curriculum for the study of languages that requires 

them to take courses in linguistics and in Portuguese. 

The language approach to teaching English at FALE can be deçcribed as 

communicative. In the first two semesters. the Collins Cobuild series is used. From 

English III to English VI, the Headway to English series from Cambridge University 

Press is used. The intermediate book is used for English III and IV whereas the 

advanced is used for English V and VI. These materials are supplemented by 

materials created by the teacher. English VI1 is geared towards preparing students for 

the Cambridge University Exam. In this course, teachers are allowed to make the 

selection of material that will be best suited for their students. 
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Headway Intermediate presents English functions and structures in thematic 

units. The part of the book that English IV covers has many units that expand on the 

funciions and structures presented in English III. All units introduce students to 

language contextualized in dialogues. conversations. and texts from a variety of 

sources. Following the presentation of functions and structures. the material follows a 

task approach. Students are asked to complete tasks to apply the information found in 

dialogues. conversations and texts. In sum. leamers experiences with the use of the 

language complement instruction about the language. 

3.2.6. Research Instruments and Procedures 

In order to assure triangulation (Erickson 1981), the document collection 

included: (1) videotapes of learners in classroom zctivities accurding to a calendar of 

observations; (2) written field notes; (3) audio recorded interviews with research 

participants; (4) research participants' joumals; and (5) participants' responses to a 

final-evaluation questionnaire. Below I present the specific procedures used for the 

collection of documen tary materials 

3.2.6.1. Video Tapes 

As in Swain and Miccoli (1994) the video tapes had a double function. They 

were used to prepare for the interviews with research participants. The procedure was 

to view the video tape of each class in order to write a summary of the sequence of 

activities in the lessons which provided the guidelines for the interviews. During the 

interviews. the video tapes functioned as a toof to promote reflection. Research 

participants saw segments of each of the activities in that class to prompt thern to 

remernber their reactions and experiences related to the activities. Then. they 

answered questions regarding class tasks and their experiences. Classes were 
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videotaped according to an observation and videotaping calendar (see 3.3 for a 

detailed description of the scherne for data collection). 

3.2.6.2. Field Notes 

As an observer in this study, I went into the classroom on the days scheduled 

for class observation and videotaping (see 3.3). In the beginning I tended to sit in the 

back of the classroom but. because of the need to be close to the video camera, I 

moved to the left side of the classroom from the fourth videotaped class until the end . I 

do not believe the change of place interfered any more than my presence did. I paid 

attention and took notes on the development of the class tasks; the research 

participants' behaviors as the teacher introduced the tasks: their interaction with the 

teacher and other classrnates; participants seatting choices as well as the others', and 

their general engagement with the events taking place during class tirne. When I took 

notes on the teacher's behavior it was always in relation to my research questions; 

about how research participants and learners in general reacted to the teacher at that 

specific moment. 

3.2.6.3. Interviews 

Research participants were interviewed individually at FALE. The first interview 

labeled Persona1 History l n t e ~ e w  had a specific objective: to ask research 

participants for biographical information with a focus on their careers as learners and 

as foreign language learners in particular (see Appendix A for the questions asked). 

All other interviews focused on the videotaped classes. The objective of these 

interviews was to collect reports of the research participants' reactions and 

experiences during the class activities. During the interviews, the researcher started 

with an oral description of the sequence of activities (2.2.5.1) of the class that would 
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be the object of the interview. After making sure research participants rernembered 

the events in that class, they were shown the segment referring to the first activity. 

After the viewing of each activity, research participants' usually answered the 

following questions: 

a. What do you think was the objective of that activity? 
b. How did you do in it? 
c. What affected you either positively or negatively? 
d. What other things do you remember about this activity? 

Questions served as prompts. since the objective was to get research 

participants to reflect about what was going on in class and in themselves as learners. 

The questions above were not always phraseâ exactly as above. In fact, as 

participants becarne familiar with the interviews, they cornmented on specific activities 

without any overt questioning. Moreover. the questions were sometimes not asked at 

al1 because participants wanted to focus on other aspects or issues related to the 

classroorn activities. In this case, participants answered other questions which 

naturaily emerged during the interviews. This procedure led to a joint analysis of class 

activities where issues of particular interest generated further questions which led to 

deeper analyses. When the discussion and analysis of particular aspects were long, 

the researcher attempted to provide participants with a summary of their comments for 

confirmation or refusal. As much as possible, the researcher refrained from leading 

participants into issues that did not emerge frorn observations they themselves had 

made. Later in tirne, in further analyses, the researcher çought clarifications on issues 

and perceptions of events that were shared by participants. The objective was to 

identify possible underlying factors and shared understandings. The interviews were 

conducted in Portuguese, the participants' LI  , and audio recorded. 



Volunteers kept a journal of their classroom experiences for the duration of the 

semester. They were asked to make entries after each ciass (twice a week). The 

objective was to record anything (classroom-based experience or not) they noticed 

about their learning process that they found interesting or important for their L2 

learning . Researc h participants received these guidelines in writing ( see Appendix B) 

as well as a notebook for their journal entries at the beginning of the study. 

3.2.6.5. final Evaluafion Questionnaire 

An open-ended questionnaire aimed to investigate research participants' 

appreciation of reflecting on their learning process (see Appendix C). The objective of 

this questionnaire was to have their evaluation of their participation in the research 

process and its effect on their individual leaming processes. Their responses 

complemented the other documentary rnaterials. Research participants filled out the 

evaluation questionnaire in the last research week. 

3.2.7. Time Spent in the Field 

From August 24 until December 8, 1994, 1 gathered documentary materials for 

this thesis. The second semester of the 1994 academic year had started on August 

1st. Therefore, the English IV class had already been meeting for three weeks when I 

joineâ thern. 

At FALE an academic semester takes 15 weeks. English courses are 60 hours 

long and classes meet Nice a week for 1 hour and 40 minutes. 

I entered the English IV class for the first time on August 24 to explain the 

research project. After requesting students' fonal  consent and volunteers. I started 
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the personal histories' interviews on September 6. The first classes to be videotaped 

were the classes of September 12 and 14. The last observed and videotaped class 

was the class of November 28. 1 met for the last time with research participants on 

Decem ber 12 and returned to Canada on December 15. 1994. 

3.3. DOCUMENT COLLECTION SCHEME 

The document collection scheme previously prepared for classroom 

observation and videotaping planned for them to be every three weeks during the 

semester, çtarting one week after obtaining fonnal consent. Therefore, they were 

planned for research weeks 1, 4, 7, 10. and 13. The first week in between 

videotapings was for the preparation of the interviews. The following week was 

reserved for the interviews. Therefore, the sequence was: videotaping of class, 

followed by researcher viewing of tape for intewiew preparation, followed by the 

research participant interview. 

Although class observations and personal histories' interviews started 

according to the planned schedule, problems in getting the equipment for the 

videotaping of the classes caused this scheme to be modified. Actual videotaping 

started on the fourth research week. This change in the observation calendar, further 

modified to accommodate test dates, had repercussions for the entire document- 

wllection scheme. Not only did the videotaping dates have to be altered but also the 

intervals in between. lnstead of three weeks in between obsemations, I prepared a 

new observation and videotaping calendar in which they were spaced every two 

weeks. 



Document-Col lection Problems 

In spite of the preparation of a new videotaping calendar that maintained the 

shortened interval. the actual videotaping of classes still did not follow this new 

calendar. The factors that detenined the additional changes were: human enor, 

changes in the academic calendar and civic holidays. Firçt, two classes that were 

planned for videotaping were not recorded because the person responsible for the 

installation of the equipment did not show up. Second. another class that was 

scheduled to be videotaped was not recorded because the teacher made changes in 

her original scheduling of one of the mid-term exarninations. I also could not 

videotape in the last week of October because of an academic activity? Finally, I 

inadvertently scheduled a videotaping on a civic holiday. These problerns led to 

further changes in the observation and videotaping schedule. After October. they 

became weekly (see Table 3.1 ). 

There were also problems with research participants' interviews. In the original 

plan, inteMews were to happen in between the weeks dedicated to observation and 

videotaping. For this, participants committed themselves to be available for interviews 

at a tirne and place of their convenience. However, their availability for i n te~ews  was 

not regular. As students, they had other job or study-relateci responsibilities which 

made it difficult for thern to keep the initial dates, çometimes even to the point where 

they cancelled previously agreed-upon meetings. In some cases, I myself had to 

reschedule interview dates. In the end, the best procedure was to confirm or alter the 

interview calendar weekly, according to the availability of each research participant1 0. 

In the next page, Table 3.1 refers to the final data collection scheme for the video 

taped classes. 

The Gennanic Languages Department pmotes  once a year the "Semana de Estudas Germ&~icos' 
which consists of a week of facutty members' and guests' psentations on various topics of interest to 
students of Engtish and German. 
O A final schedule for the interviews is presented in Table 4.1. 



Table 3.1. Final Calendar for Videotaped Classes 

Month 

Septem ber 

Date 

September 

Reseatch Week 

12 

Septernber 

4 

26 

October 

6 

28 

November 

6 

10 

Novem ber " 

1 November 1 28 1 15 1 

8 

9 

Novernber 

The research instruments and procedures described above generated 

research documents that were later converteci into written texts. Class observation 

notes, videotaped classes and interviews were the most productive documents, i.e., 

generated more data for analysis. When I left Brazil, I brought 1 notebook of field 

notes, 9 class video tapes, 21 audio tapes with a total of 36 recorded interviews, 6 

final evaluation questionnaires, and 6 journals. 

From these documents, the only ones that proved unproductive were the 

jaumals. Only one of the six research participants, Paula. followed the directions 

given in the beginning of the research project and made journal entries until the end 

of the term. The others, for different reasons, apologized for not completing this 

procedure. The excuses ranged from not remembering to not having tirne to make 

journal entries due to work or study reasons. Given the depth of analysis of the 

12 

16 13 

21 14 
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learning experiences in which- research participants were involved during intewiews. 

they rnay have considered the function of the journal unnecessary. In other words. 

since in the interviews informants recounted their experiences. feelings and problems, . 

they probably did not find anything to write about that had not already been 

mentioned during interviews. Therefore. journals were not included in the documents 

used in the next phase - the transformation of these documents into reliable data and 

the subsequent data analysis. These are presented in Chapter 4. 



CHAPTER FOUR 

DATA ANALYSE 

Erickson (1 986) states that audio tapes and other types of documents collected 

during fieldwork do not properly represent data. Instead. they are documentary 

materials that must be transfomed into data. As I mentioned in Chapter 3, in returning 

to Canada I brought a piece of luggage containing audio and video tapes as well as 

other printed documents. These were the documents that had to be transformed into 

data. 

The production of data requires converting documents into written texts 

(Etickson ibid). Since the documents collected were too rnany. the data conversion 

process was divided into 2 stages. I began with the audiotapes of interviews and 

continueci with the other documents. Below I surnmarize the steps followed in each 

stage. 

The first stage starteâ with (1) the transcription of al1 the interviews to produce a 

written text of the participants' experiences in the classroom; (2) these transcriptions 

were later read and divided into meaningful segments; (3) these rneaningful 

segments generated the first version of a coding scheme which was refined after a (4) 

interrater reliability check. The next step was (5) to sort each participants' data 

according to the categories and subcategories in the coding scheme and count their 

frequency. The final step was (6) to calculate the percentages and averages of these 

counts. This process, which took 7 months, generated the primary source of data, Le.. 

the data from which moçt of the findings reported in this thesis corne. 

The second stage of the data analysis process involved (1) writing each 

participant's learning profile from the trançcripts of the first interview; (2) selecting 
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important information from the field notes; and, (3) the translation and analysis of 

research participants' responses to the f inal-evaluation questionnaire. In addition to 

these documents, an account of each participant% development over the course of the 

semester taken from a copy of the teachets class roster together with rny knowledge 

of the Brazilian educational systern and a letter from one of the participants received 6 

months after leaving Brazil became the secondary source of data. In this chapter I 

refer to these stages in detail. 

The process of transforming documents into meaningful and reliable data 

required a series of procedures. These procedures, describeci below, refer to the two 

different sources of documents collecteci for this thesis. 

4.1.1. Primary Source of Data 

From the docurnentary matenals collected for this thesis the interviews became 

the primary source of data. In the following sub-sections. I present the sequence of 

steps followed for the transformation of the recorded audio tapes into meaningful data. 

4.1.1 .l. Transcription of lnterviews 

The first stage in the process of data analysis involved a series of procedures. I 

started with the transcription of the interviews conducted with research participants. 

The first ones to be transcribed were the personal history intewiews. where 

participants deçcribed their personal and scholastic biographies. In addition to these 

interviews, participants were interviewed on the videotaped classes. The number of 



interviews varied depending of the participants' availability as described 

Below, a table with the nurnber of intewiews based on videotaped 

participant. is presented. 

Table 4.1 : Number of Intenhws per Participant 

Participants 

Ana Esther 

1 Fernanda 1 7 interviews 1 

Interviews 

6 interviews 

Cristina 

83 

in Chapter 3. 

classes. per 

4 inteMews 

Cridina, Fernanda and Reginaldo workeâ as assistants in different libraries at 

UFMG. When they cancelled an interview. Cristina and Reginaldo were l e s  available 

to make up for that interview at a different time. Cristina. besides that, had to take 

another part-time job in the middle of October, making it more difficult to meet at 

alternative times. This explains Cnstina's and Reginaldo's fewer number of intenn.ews. 

After transcribing all interviews. the data analysis process involved the reading 

of the transcripts. which were divided into meaningful segments and then coded 

according to themes. Since, to my knowledge, there were no similar studies that 

investigated leamers' perceptions of their classroom experiences. I relied on the work 

of Donato and McCormick (1995) who, in spite of working with portfolios, proceeded 

similarly for the coding of the  data, i.e., he identified the themes recordeci in portfolios 

from which a coding scheme ernerged. These coded segments became the emergent 

categories that. after an interrater reliability check, were refined. 

Paula 

Reg inaldo 

Average 

8 interviews 

5 interviews 

6 interviews 



4.1.1.2. First Version of the Coding Scheme 

The absence of studies addressing learners' reports of classroom expenences 

implied having to develop a coding scheme. The coding scheme preçented below 

was developed taking into consideration the procedures described by Donato and 

McCormick (1 995) in their analysis of portfolios. 

In reading research participants' transct-ipts it was clear that they referreâ to 

different kinds of experiences. Initially. these expenences were highlighted and 

analyzed as themes, producing a first version of the coding schernel. This preliminary 

analysis alço reveaied that the themes in research participants' reports could be 

divided into seven different groups. The coding scheme that ernerged from this 

process contained seven major categories, divided into subcategories which captured 

the variety of issues reported by research participants. The rationale for the division 

into seven categoriesz and subcategories is presented below. Categories and 

subcategories refer to the different experiences reported by infomants. The first three 

- Cognitive Experiences, Social Experiences and A ffective Eirperiences - re present 

the experiences that originate in the classroorn, i.e., they refer to events that arise in 

the classroorn as a consequence of being a student. The other four categories - 
Persona1 Background, Setting, Beliefs and Goals - represent references to issues or 

experiences which affect research participants. i.e., they do not originate in the 

classroom but influence research participants' perceptions or explain behaviors 

related to their classroorn experiences. Each of these large categories is divided into 

a different number of subcategories. The first version of the coding scheme is 

presented below . 
- - - 

The first version is presented here to aUow the reader to have an idea of the data analysis process- 
The process of coding the data which led to the development of the first version d the mcling scheme 
and the subsequent intenater reliability check is describeci in detall in the Appendix U "Developmg 
the Coding Scheme and Achieving interrater Reliability*. 
For a detafled description of each category and fllustmtive examples of the kinds of experiences in 

each of them, please refer to Appendix D. 



1. Cognitive Experiences 

C. 1. Activityl Taskf Student Presentationsl Self-Studyl Speaking Activity 
C.2. Objectives/ Doubt/ Difficultiesl Asking Questions 
C.3. Participation/ Perfarmance 
C.4. Learningl Evidence of Learningl Learning Process 
C.5. Teaching/ Teacher's Explanation 
C.6. Strategies 
(2.7. Homework/ Workioad/ Material/ Mid-termsl Tests 

II. Social Experiences 

S. 1. Interaction 
S.2. Interpersonal Relationship 
S.3. Self asLearner/LearnerJsRoIe 
S.4. Corn petit ion/ Risk Takingl Conflict/ Exposurel Incentive/ Criticism 
S.5. Teacher/ Teacher's Rolel Teacher's Power 
S.6. Groupsf Pair Work/Group WorW Mernbersl Dynamicçl lnteraction 
S.7. Classroom Atmosphere/ Behavior 

III. Affective Experiences 

A.1. Positive Feelings (eagernessl feeling comfortablelat ease) 
A.2. Negative Feelings (anxiety/ fearl frustration1 inhibition/ tension/ fatigue/ 

nervousnesd isolation/ stress/ embarrasment) 
A.3. Interest/ Effort/ Motivation 
A.4. Self (self-perception/ personality traits/ self-esteeml learner attitude) 
A.5. Teacher Attitude/ Stress 
A.6. Copingl Dealing with Feelings 
A.7. Personal LifeMurnan needs 

IV. Setting 

Se. 1. University/ FALE ContexV Institutional Factors/ Classroom Situation 
Se.2. Professional Situation 
Se.3. Social Background 
Se.4. Influence of Research/ Researcher 
Se.5. Time 
Se.6. Status of Foreign Languagel FL Situation 
Se.7. Classroom situation1 Grades/ Sitting choices 

V. Personal Background 

P. 1. Social Background1 Social Status 
P.2. Previous Learning Experience 
P.3. Other Learning Experiences 
P.4. Other Courses 
P.5. Personal Lifel Working 
P.6. Schooling 



VI. Beliefs 

B. 1. Learning Process 
B. 2. Teac h i ng 
8.3. Own Learning Process 
8.4. ldeal T/S Relationship 
6.5. Learning English 
9.6. Learner Responsibility/ Learner Role 

VII. Goals 

G.I. Being a Teacher 
G.2. Native-like Pronunciation 
G.3. Becoming a Fluent Speaker 
G.4. More Classroom Participation 
G.5. Confronting Fear of Classroom Exposure 
(3.6. Wishes/ Intentionsi Needs/ Wants 

The subcategories3 of the coding scherne represent the specific issues 

research participants referred to. For some subcategories it was difficult to find a title 

phrase that synthesized the variety of issues described by research participants. In 

these case. a series of issues of the same order make up the subcategory. For 

example. the title phrase Negative Feelings which refers to feelings such as anxiety. 

inhibition, fear, etc. contrasts with the listing Motivation, lnterest and Effort which 

refers to research participants' statements related to these same issues. 

4.1 .1.3. Interrater Reliability Check 

After coding the data using the first version of the coding scheme it was time to 

implement a data reliability examination to protect "ouf research and theory 

construction from our enthusiasms" (Lather 1986. p. 67). In order to check the 

For a detailed description of each subcategory and an illustrative ewmple frorn the data. please 
riefer to Appendix D. 



trustworthiness of the coding xheme, the data analysis process required an interrater 

reliability check% 

A Portuguese-speaking colleague from the department served as an 

independent rater for the interrater reliabiiity check, since ail interviews were in 

Portug uese. A descriptive version of each category and subcategory with il lustrative 

examples was prepared so as to acquaint her with the coding scheme. 

Approximately 10% of the data were selected for the second rater to code 

using the coding scheme. The data were selected by choosing 5 pages of every 50 

pages of interview transcriptions. This procedure assured that the selected data 

included samples of data transcripts from the 6 research participants. A total of 50 

pages taken from al1 the transcripts made up the data for the interrater reliability 

check. 

The segments to code in the selection of transcript data were bracketed to 

rnake the independent rater's job easier and more efficient, since it allowed her to 

focus on the most relevant data segments. Before the actual coding, the independent 

rater was trained in the use of the coding scheme. After the training session, the two 

raters coded the sample of data individually. Later, her separate codings were 

checked. 

The following criteria were used in corn paring the rater's coding with the first 

rater's coding. Since the coding scheme consisted of categories and subcategories, a 

match meant that her coding had matched the previous coding at both the higher and 

lower level. Le., at the category and subcategory leve!. For example, if the second 

rater had coded a segment as belonging to C. 3, Le., Cognitive (higher category level) 

and performance (lower subcategory level), and this currespnded to the original 

coding, it was considered a match. A similar coding at the higher level only, Le., at 

A compiete and detailed desdption d the steps and pmcedures foiiowed in this stage of the data 
analysis proœss is also found m the Appendix U. 



category level, was al- considered a match. For example, if the second rater had 

coded the same segment as C.4. Le.. Cognitive (higher level) and learning (lower 

level), although codings differed at the lower level. it was still considered a match 

because the independent rater had recognized it as a segment of a cognitive 

experience. 

A decision was made that an agreement of 80 percent would be considered 

satisfactory. Achieving this desired rate of agreement proved to be more difficult than 

anticipated since our unanalyzed agreement rate was only 60%. However, the 

process to achieve an agreement rate of 85 percent involved the analysis of 

mismatches. The objective was to find if there were underlying patterns in the 

independent rater's coding s that explained them. 

The analysis of mismatches revealed two main patterns. First, it indicated the 

second rater's misunderstandihg of some of the categories and subcategones. A 

further analysis of mismatches revealed that there were four different types of 

systematic mismatches"in which the secund rater had overîooked criteria that 

separated categories and subcategories. These led to a different coding. Along with 

the identification of this first pattern, for srne of the segments, the second rater 

provided double codings. A double coding meant that the rater considered that a 

specific segment could be coded under two different categories given its content. For 

example, the segment, 

' I l  believe that it is the teadier's role to analyze if thse  activities require a lot of 
time. But, I know that students sornetimes think that they need more time 
whereas the teacher disagrees". 

was double-coded as a belonging to 5.4 (Social - Perception of Teacher's Role) and 

as Se.4 (Setting - Time). Although doublecoding was possible as the previous 

segment illustrates, it was not offered as a possibility to the independent rater 

because it was assumed to complicate things. In the mismatch analysis, some of the 

Fi For a detaüed description of the mismatches and the overlooked dtena for a m e c t  mding , please 
Mer to the Appendix il. 



independent rater's mism atches revealed dou ble-coding instances. These wdings at 

first were not considered because they had not been given as a possibility in the 

training session. 

After this analysis, the second rater was invited to discuss the identification of 

these two patterns in the mismatches. She was accepting of the mismatch analysis 

results. Her accepting reaction restored the shaken trust of the researcher in the 

coding scheme. It became evident that a discussion of the issues which underlay 

miscodings during the training session had not corne up at this level. This factor. in 

addition to the identified patterns, are possible explanations for the miscodings. 

However, the discussion also indicated that some of the descriptions for the 

categories and the labelli~g of subcategories had to be rewritten. This should make 

clearer the specific critena which distinguished each category and subcategories from 

the others. The independent rater also suggested the inclusion of not so frequent and 

less than representative subcategories into those more frequent and representative. 

As a result of this discussion, the number of mismatches which revealed an 

underlying pattern were added to the first count yielding an interrater agreement of 

85%. Later, a second coding of the same sample of data was performed yielding a 

similar result. 

In spite of the higher agreement rate between rater and second rater, it was 

necessary to check for intrarater reliability to eliminate any doubt regarding the use of 

the coding scheme. The same sample of data transcripts given to the independent 

rater were recoded by myself, the first rater. The agreement rate with the previous 

coding done two months before was 92%. 

However, the codings were put to one more test6 before going further in the 

data analysis process. They were re-counted at the higher level. i.e., at the category 

fi For a detaikd description of this procedure and a table illustrating the results of the analysis of 
codings ai the larger category Ievel, please refer to the Appendix D. 
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level only. This was done to check if. in spite of some different codings between raters, 

both identified the same tendencies in research participant reports. This analysis 

proved that despite the different codings both raters coded approximately 80 percent 

of the segments in the cognitive, social and affective categories and the remaining 20 

percent of the segments in the last four categories (see Appendix O for a detailed 

description of this procedure). However. in spite of this last result, as mentioned 

before. al1 describecl procedures indicated that adjustments needed to be made to the 

first version of the coding scherne. 

4.1.1.4. Changes in the Coding Scheme 

In this section 1 refer to the major changes in the firçt version of the coding 

scheme' presented in A.2. 

Achieving interrater reliability indicated that there were two areas that required 

modifications. First, it was necessary to rewrite some descriptions to remove 

am biguities and clarify differences between categories and ref ine the labeiing of 

subcategories. Therefore, new descriptions were written for the categories Beliefs, 

Goals and Affective Experiences and for the subcategory Intentions. The second set of 

changes, to refine the labeling of subcategor~es, involved checking their 

representativeness and frequency. The word representativeness refers to being 

representative, Le.. "having quafities or characteflstics that are typical of the group to 

which it belongs" (Collins Cobuild, p. 1228). The criterion for a theme to qualify as 

representative was to have been mentioned by four of the six research participants. 

Frequency involves the number of times something happens. Something that is 

ïhe reader is referred to the AppendDt D for the M version of the Codmg Scheme and a detailed 
desaipon of the changes m it as a consequence of the interrater reHabiiity check 
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frequent rnay not be representative if, in our case. only one research informant refers 

to it. The following examples from the data illustrate the difference. 

On the one hand. al1 research informants referred to feelings in the classroom. 

Feelings varied from positive to negative. However. although research participants 

frequently reported positive feelings. they were mostly reported by one or two of them. 

This made the subcategory Positive Feelings not representative of the feelings of the 

majority of research participants. Therefore. the maintenance of a separate label for 

positive feelings within the affective category was questioneds. 

On the other hand. issues referring to participants' persona1 problerns were not 

as frequent, Le.. not frequently referred to in every interview. However. al1 research 

participants at some point dumg the interviews referred to issues in their personal life 

affecting them in their learning process. In this case. although not frequent, the 

subcategory Personal Life. concerning the role persona! life problems have in 

research participants' experiences was considered a representative theme. 

In order to resolve the issue between representativeness and frequency, an 

attempt was made to find more inclusive phrases to label the subcategories. For 

example. the subcategory Positive and Negative Feelings in the first coding scheme 

was relabelled as Feelings in the final coding scherne. In the Setting category, for 

example. the first subcategory in the first coding scheme contained issues related to 

life in the university. The seventh subcategory contained a different set of issues. more 

related to the classroom situation, but still related to life in the university. Therefore, 

after checking their representativeness and frequency, these issues were included in 

the subcategory Institutional Factors in the final version of the coding scheme. 

See Appendix D for other subcategorles that were aolhpsed mto more frequent and representative 
ntbcategories 



4.1.1.5. The Final Version of the Cading Scheme 

The final version of the coding scherne is presented below. The main difference 

between the two versions is in the number and labeling of subcategories. 

1. Cognitive Experiences 

C. 1. Perception of Class Activities 
C.2. Identifying Objectives, Difficulties and Doubts 
C.3. Participation and Performance 
C.4. Perception of Learning 
C.5. Perception of Teaching 
C.6. Perception of Class Related Matters 
C.7. Learning Strategies 

II. Social Experiences 

S. 1. Interaction and Interpersonal Relationships 
S.2. Friction in Interpersonal Relationships 
S.3. Perception of Self as Learner 
S.4. Perception of Teacher Role 
S.5. Groups and Group Dynamics 
S.6. Classroom Behavior 
S.7. Social Strategies 

III. Affective Experiences 

A. 1 . Feelings 
A.2. Motivation, lnterest and Effort 
A.3. Perception of Self 
A.4. Perception of Teacher 
A. 5. Affective Strategies 

IV. Setting 

Se. 1. Institutional Factors 
Se.2. Foreign Language Issues 
Se.3. Research Repercussions 
Se.4. Time 

V. Personal Background 

P. 1. Social Background 
P.2. ûther Learning Experiences 
P.3. Personal Life 
P.4. Working 



VI. Beliefs 

B. 1. Teaching English 
8.2. English Leaming Process 
8.3. Own Learning Process 
8.4. Learner Responsibility 

VII. Goals 

G. 1. Intentions 
G.2. Wants 
G.3. Needs 
G.4. Wishes 

A final interrater reliability check was not formally done. However. in the 

discussion of the analysis of the mismatches with the second rater, the new labels for 

subcategories were used and approved by the second rater. Thus. the less detaildg 

final version above reflects the synthesis of the process of achieving interrater 

reliability. 

4.1.2. SECONDARY SOURCE OF DATA 

In this section, I refer to the process of transforming the following documents 

into rneaningful and reliable data: (1) the transcripts of each research participant's 

language iearning history recorded in the personal history interviews; (2) the field 

notes; and (3) the participants' responses to the final evaluation questionnaire. 

4.1.2.1. Learners' Histories 

The reading of the six personal history interview transcripts focused on the 

issues which revealed how each participant saw their language learning trajectories. 

Clandinin and Connelly (1995) use 'landscape' as a useful metaphor to refer to the 

The detads are m the descnptim of the categories and subcategories. 
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professionals' knowledge as "corn posed of a wide variety of components and 

influenced by a wide variety of people, places and things" (ibid. p. 5). In writing each 

history, the objective was to map the personal landscapes participants carne from as 

well as their different language leaming careers. These data would complement the 

primary data to understand how participants' experiences were related to those 

experienced before. These data are presented as part of participants' individual 

experiences in Chapter 5. 

4.1.2.2. Field Notes 

The notes collected during fieldwork were not greatly transformed. However. 

they were re-read and highlighted in the original notebook to select those relevant for 

the understanding of classroom events. 

4.1 .2.3. Final Evaluation Questionnaire 

Responses to the final evaluation questionnaire were first translated to be used 

in illustrative examples. Since it consisted of open-ended questions, the individual 

responses were collapsed sa as to provide an appreciation of research participants' 

assessments of reflecting on their tearning process. In addition. I highlighted the 

reçponses where research participants stated the changes they perceived in 

them selves as a consequence of their participation in this investigation. 



4.2. THE FINAL DATA ANALYSIS PROCEDURE 

After completing the procedures described above, it was possible to continue 

with the data analysis procedures. Wth the primary data, the procedures involved 

counting the segments per categories and subcategories and the subsequent 

transformation of these numbers into percentages. With the secondary data. the 

procedure was to identify aspects of the learning profiles and field notes which 

explained participants' interpretations. 

These data analysis procedures yielded three m ah different findings. Th ese 

are presented and discussed in Chapter 5. 



CHAPTER FNE 

FlNDlNGS 

5.1. INTRODUCTION 

In this chapter, I present the findings of this irivestigation into leamers' 

interpretations of dassroom language leaming. The chapter is divided into four main 

parts. The first three correspond to the main findings, presented in a sequence that 

reflects deeper levels of data analysis. The last part summm~zes these findings. 

In the first part. Surface and Deep Levels of Action, throug h the anaiysis of a 

classroorn task, the three main findings are briefly descnbed: (1) evidence of surface 

and deep levels of action in the language classroom. (2) the variety of experiences 

participants underwent, and (3) the similarities and differences arnong participants' 

perceptions. 

The second part. Classroom Experiences, refers to the deep level of action 

from the leamers' point of view. Different tables. in the subsections. present direct and 

indirect experiences, with the frequency of segments coded according to the scherne 

detailed in the previous chapter. An anaiysis of the various factors involved in 

learner's perceptions of classroom experiences (CE) follows each table. 

The third part. The Collective and Individuai Ekperiences. introduces another 

view of deep level experiences. These different realms of experiences resuit from the 

merging of quantitative and qualitative data analyses. Shared experiences in 

cognitive. social and affective dimensions of the leaming process make up the 

collective realm whereas individuai experiences are influenced by leamers' 

perceptions of setting personal background, belief and goals. These are presented 

and illustrated with excerpts from interview data. 
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Finally, the fourth part of this chapter, A Summary of Findings, attempts to unrfy 

the findings by graphically presenting them and relating them to previous research. 

5.2. SURFACE AND DEEP LEVELS OF ACTiON 

The data that follow illustrate the different levels of action in the classroom. The 

data used to present the findings refer to one of the tasks structured by the teacher in 

the class of Septernber 14. 1994. This specific class was chosen for three main 

reasons. First. it was representative of the tasks camed out in English IV in which after 

the teacher presented new materials the students were asked to work on a specific 

follow up task. Second, al1 participants were present that day. Finally. from the five 

different lesson tasks in that class, it was the task which elicited the richest comments 

from participants. 

These data are presented in Table 5.1. Its first colurnn presents a sumrnary of 

the procedures the teacher followed, Le., the actions obvious to an observer or the 

actions at the surface level. The lad six columns contain a surnrnary of participants' 

comments, Le., they reveal the deep level of action. These are divided into four rows 

that divide them according to the categories of the coding scheme. The first row. refers 

to learners' comments on the cognitive demands of the task, Le., the learners' 

descriptions of what they did to mentally process the new language being introduced 

by the teacher. The second row wntains the comments about social events. The third 

row contains participants' accounts about affective issues. Finally, the last row 

contains comrnents that referred to other issues or expenences elicited by that 

particular task. The comments found in this last row refer to the coding scheme 

categories of setting, participants' personai background, beliefs and goals. Table 5.1 

is on the next page. 
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The first finding from the analysis of the data in Table 5.1 corroborates the 

existence of two levels of action in the language classroom. Holliday (1994) cafls 

these two levels the Surface and the Deep Levels. In the sections below, the data 

analysis presents empirical evidence of the existence of these two levels. 

5.2.1. The Surface Level of Action 

If two observers had entered the English IV classroom when the task in Table 

5.1 was being presented, they would have seen teacher and students behaving 

according to their classroom roles. Table 5.1 provides a summary of teacher and 

student actions. Below. an anaiysis of the video tape of the Septernber 14 class 

presents a more detailed description of what observers would have seen. 

In the recording, the teacher presented, explained. and asked students to 

complete a task. The task begins with the teacher presenting a sample of a formal 

letter in English. The letter is in the student's textbooki. The text contains active and 

passive adjectives (tiring versus tired), which she explained as she read the letter. 

She asked if there were doubts and, as nobody had any, she continued. She pointed 

to the format used in the forrnal letter. She referred to the place where the date was to 

be placed, to different possible forms of address and of closure. Again, she asked 

students if they had questions. Since there were none, she asked students to continue 

with a practice task. in which they had to unscramble and punctuate the paragraphs of 

another letter. 

As for the learners. the observers would also have seen students paying attention 

to what the teacher said. As the teacher explained the sample letter, students followed 

her reading, occasionally taking notes as she explained vocabulary. Some of them 

talked to their classrnates. When asked if there were questions, no one seemed to 

have any. As the teacher moved into the details of format, most students continued 
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following her explanation. Note-taking continued. as well as textbook reading. When 

she asked students to unscramble and punctuate the paragraphs of a letter. they 

followed her instructions and started working without overt problems. Some of them 

worked individually. while others discussed the task with their neighboring 

classm ates. 

The observers may not detect problerns in either the teacher's or the students' 

levels of action in the classroorn, What is obvious is the surface level of action. Since 

çtudents followed the teacher's explanation and had no questions, the observers 

could leave the classroom at this point wRh the impression of a trouble-free class. 

However, what çtudents had to say about this task when prompted reveals another 

level of action - the deep level. Investigating the deep level of action would require 

observers to find out more about those in class. If, as it is case in this thesis, 

researchers were interested in students' perceptions and interpretations of the 

lesson's tasks. they would have to interview them. . 

5.2.2. The Oeep Level of Action 

The deep level action surfaced when research participants reported their 

perceptions, interpretations and reaction to lessons. Table 5.1 illustrated that there 

was more than the issues observed at the surface level. The analysis of reports 

reveals experiences in different domains and both sim ilarities and differences among 

participants' perceptions of tasks. The analysis of the task presented in Table 5.1 is 

representative of the type of anaiysis carried out with the entire data. 

5.2.2.1 . A Variety of Experiences 

Participants' reports reveal the variety of issues raised by the tasks presented 

to them. Their comments refer ta experiences related to cognitive, social and affective 
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issues as well as to other events refening to the setting, their personal background, 

goals and beliefs. 

In the sample task presented in Table 5.1, an analysis of participants' cognitive 

accounts indicate that. despite the visible lack of questions to the teacher, most 

research participants had doubts. These doubts were not brought to the attention of 

the teacher*. Isabel hinted at a possible reaçon for the lack of questions, i.e., fear of 

criticism. Moreover, not al1 participants used strategies, and those who did used 

different strategies for different objectives. 

The analysis of the social experiences reveals that, in some interactions, 

participants tried to compensate for their doubts by asking or working with classrnates. 

Furthermore. not every interaction had this objective. For Fernanda, the interaction 

informed her of what another classrnate knew about native speakers. Le., that they do 

not follow the model presented as the format in formal letters. Finally. the analysis 

reveals that only Ana Esther reported using çtrategies in the social domain. 

In the affective domain. a variety of feelings were revealed. Frustration was the 

most common, since most research participants would have liked the teacher to work 

more on issues directly related to the task. Le., active and passive adjectives, and on 

issues indirectly related to the task; in this case. syllable separation in English. 

Feelings of inhibition and fear of criticism affected and explained Isabel's silence. 

Lack of motivation and feeling tired were the feelings that underlied Paula's 

experience in this task. 

Finally, in the domain where other experiences are recordeci, almost ail 

participants referred to some kind of belief. Additionally. time was an issue that 

affected their understanding and performance. Four research participants would have 

liked to have more tirne, bath for teacher explanation as well as for further practice. 

Participants also rnentioned that as the activefpassive distinction was new 

information, they needed more exercises to master this difference; that they intended 

If any of the participants had asked questions, these would have been recordeci as strategies in the 
Cognitive row. 
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to complement this task with some çtudying at home, and that work interfered in these 

pl an S. 

5.2.2.2. Similar and Different Experiences 

Anaiyzing the data in Table 5.1 from another point of view, Le.. cornparing 

participants' reports, leads towards the identification of sirnilarities and differences 

arnong participants' accounts of their CE during the task in question. The same 

tendency towards similarities and differences is found across the rest of data. 

In the row for cognitive experiences. data show that most participants saw the 

task as an assignrnent whose objective was to teach them the format of a formal letter 

in English. Moreover, most of them reported having had doubts about the nurnber of 

paragraphs and on punctuation rules at the practice stage. 

In the domain for social experiences. although the teacher asked students to 

work individuall y, most research participants sought peer interactions. hoping to =Ive 

their doubts with Meir classrnates' help. Finally. in the row for the category of affective 

experiences. frustration was a common feeling because of not being able to perforrn 

well. 

However, in addition to these shared experiences, the analysis pointed to the 

existence of different individual experiences. In the area of cognitive experiences, Ana 

Esther was the only one who noticed the teacher refemng to the difference between 

active and passive adjectives. Isabel did refer to doubts regarding this difference, but 

does not explicitly see active and passive adjectives as one of the objectives of the 

task. Femanda was the one who did not explicitly refer to task-relate& doubts. She 

- - 

She does refer to feeiing insecure about bemg able to repeat the task at andher time which may be 
understood as a statement of doubt Howevq that statement which rekrs to her perfurtnance is 
daferait frorn a specific reference to having daibts at the time the task was bemg presented by the 
teacher. 
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also wondered about her ability to do well if she were asked to repeat the same task. 

Finally, Paufa's strategy was not actually doing the task. but just reading it. 

As for social experiences, Ana Esther was the only one who referred to a social 

strategy; in this case, an avoidance strategy, Le., avoiding to respond to the teacher's 

questions. Cristina and Paula did not refer to any interaction at ail. 

As for affective experiences. Femanda was the only participant who did not 

refer to any feelings during the task development. Isabel was the one who could not 

find a way to overcome her fear of being criticized in case the teacher called on her. 

Finally. Paula, differently from the others. did not seem to be too engaged in the 

activity, lacking enough motivation to complete the task. 

In the last row in Table 5.1, Fernanda and Ana Esther are the research 

participants who referred to a larger variety of issues. Ana Esther was the only one 

who identified a need - that more exercises would have helped in the mastery of the 

difference between active and passive adjectives. She was alsa the only one who 

evaluated her how rnuch she had learned when she stated that her doubts remained. 

Fernanda was the only one who stated she planned to study at home, waming that 

the challenge would be finding time. She also mentioned learner responsibility, 

stating that unless students study at home, classes alone are useles. When 

compared to other participants' comments, Ana Esther's and Fernanda's perceptions 

were richer regarding what would make this task more productive for them. 

5.2.3. Revelations from Learners' Perceptions on a 
Task 

From the analysis of the task presented in Figure 5.1. it was possible to 

empirically document the existence of surface and deep levels of action as claimed by 

Holliday (1994). In addition to this finding, the analysis of participants' accounts of 

their perceptions of this task has led to: (1 ) the identification of experiences related to 

cognitive, social and affective issues, and those related to other issues such as the 
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setting, their persona1 background. beliefs and goals; as well as (2) the identification 

of shared experiences and individual experiences given participants' similar and 

different perceptions of the task. In the parts that follow. these findings are further 

documented and illustrated with quantitative and qualitative data. The view of the 

leamer's deep level of action will be expanded as these findings are presented in 

detail. 

5.3. CLASSROOM EXPERIENCES 

The data analysis process described in Chapter 4 consisted of theme 

identification in the transcripts of interviews. These themes were grouped into 

categories. As seen in the preceding analysis of the classroom task, three of these 

categories Cognitive, Social and Affective Experiences orig inate in the classroom 

from the interaction between the learning opportunity that the task represents, and the 

perceptions and interpretations participants attributed to the task. The other four - 

Personal Background. Seffing, Beliefs and Goals were brought up by the learners 

during the interviews, either for the explanation of behaviors. or as experiences 

associated with the issues being discussed. 

In this section, I refer to the category quantitative analysis. Table 5.2 below 

presents the number of segments coded in each category per participant. 

Table 5.2: Number and Average of Segments Coded per Category 
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Table 5.2 shows the different size in the corpuses of data for each participant. 

The difference in size depends in part on the number of interviews. Ana Esther's 

corpus of data is the largest, with a total of 641 mded segments in the binterview 

transcripts. Paula is the research participant who participated in the most interviews, 

with 335 coded segments collected over 8 interviews. The next two largest corpuses 

of data belong to Fernanda. with 299 coded segments in 7 interviews, and Isabel with 

256 coded segments from the transcripts of 6 interviews. Reginaldo's data. with 255 

coded segments, corne from the transcripts of 5 interviews. The smalleçt corpus of 

data belongs to Cristina. with 213 coded segments collected in 4 interviews. 

In Table 5.3, the same information is presented as above, but in percentage 

num bers. 

Table 5.3: Frequencies and Group Averages of Segments Coded per Category 

1 Counitive Ex~eriencës 1 470h 1 48% 1 51% 1 53% 1 57% 1 57% 1 52% 1 

I 

Despite the dissirnilarity in the size of the corpuses of data illustrated in Table 

5.2. Table 5.3 reveais that not only did some categories of experiences dominate in 

the reports, but alço that, at this level, research participants' reports of their CE were 

similar. 

The last column in Table 5.3, which presents the group's average percentage, 

illustrates the predominance of experiences related to cognitive, social and affective 

events. These accounts predorninate since, as mentioned earlier, they directly refer to 

learners' perceptions and interpretations of the events in the leçson. 

Cognitive experiences led in the reports. with 52% of the segments coded in 

this categoty. This is followed by experiences dealing with social events. with an 

CategoriedParticipant Cris. Isab. A.E. 

Socid Ëxperiences 
Affective Experiences 
Peruonal Background 
Setting 
Beliefs 
Goals 

Pauf. 

=/O 

15% 
05% 
040h 
01% 
05% 

22% 
11% 
06% 
06% 
05Oh 
03% 

- - -  

17% 
15% 
03% 
Mo/O 
04O/0 
06% 

12% 
16% 
04% 
02% 
06Oh 
03% 

'22% 
12% 
02% 
07% 
O3Oh 
O1 % 

r 1 8 %  
14O/0 
03% 
02Oh .. 

03Oh 
03% 

19% 
14% 
04% 
04% 
04% 
03% 
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average of 19% of the coded segments. Next corne affective experiences with an 

average of 14% of the segments coded in this category. Issues relating to personal 

background. setting and beliefs follow with the same average frequency of 4%, and in 

last place corne segments referring to goals with an average frequency of 3%. 

An anaiysis of the data across participants indicate that individual reports were 

similar, Le.. the majority of the research participants' individual data stay close to the 

group average percentage per category. In cognitive experiences, for example, Paula 

and Reginaldo. with the same individual frequency of 57% are 5 points above the 

average of 52O/0. Ana Esther (47%) and Cristina (48%). are about 5 points below the 

group average. In social experiences, where the group average was 19%. the sarne 

pattern is observed. In this category, Ana Esther, Cflstina and Isabel share an 

individual frequency of 2Ph. Le.. 3 points above the group average. Reginaldo and 

Fernanda with individual frequencies of 18% and 17%, respectively, are about 2 

points below average. Paula is the only research participant who distances herself 

from the average in this category. With an individual frequency of 12%. she is 7 points 

below the group's percentile average. In affective experiences the pattern of similarity 

is repeated one more time. Here. the group's average is 14%. Cristina, Femanda, 

Paula, with individual frequencies of 15% and 16% are about 2 points above the 

average. Ana Esther (1 1 %) and Isabel (12%) are about 2 points below average. 

One final observation regarding the data in these three large categories 

deserves attention. For five of the participants, the order of reference to experiences 

originating in the classroorn follows that of the group's, Le., cognitive, social and 

affective. For Paula, this order gets inverted, becoming cognitive, affective and social. 

Although Paula's reference to affective experiences (16%) is still quite close to the 

14% average, in social experiences (1 2%). she is 7 points below the group's average. 

This last value illustrates that, in at least one way, Paula's classroom experience is 

different from the others': Paula seemed not to give as much importance to social 

issues as other participants did. 
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In the categories refening to personal background. setting, beliefs and goals, 

other differences among participants are observed. These differences in individual 

experiences are in general very small. However, in their further qualitative analysis 

their relevance will be revealed. For example, in personal background. Ana Esther is 

2 percentage points above the average. This seerns to indicate that for her, perçonal 

background issues are more related to the learning process than for the others. 

Femanda, Reginaldo. and Isabel are about 2 points below the group's average. 

reporting less on the influence of personal background. 

The category of setting, which comprises on average 40h of research 

participants' reports, receives different attention from Isabel and Ana Esther when 

cornpared to Paula and Reginaldo. Isabel and Ana Esther, with percentages above 

the average. seem to perceive that the university and the faculty context have a 

greater influence on their learning process. In contrast, Paula and Reginaldo share a 

similarity in their low individual percentages, indicating that they are not as affected by 

issues related to setting. The beliefs category presents a contrast between Cristina, 

who refers very little to her beliefs (1 %), and Paula, who expresses beliefs the most 

(6%). Ana Esther is also 1 point above average whereas Isabel and Reginaido are 1 

point below average. 

Finally, in the category of goals, the marked contrast is between Fernanda and 

Isabel. In this case, Fernanda is the participant who expresses more goals (6%). 

contrasting with lsabel (1%). Cristina is also above the group's average with an 

individual frequency of 5%. 

One final observation emerged from this data analysis. Adding the average 

values for the three most frequent categories, i.e., cognitive, social and affective, a 

clear difference emerged. The reports in these three categories compose 85% of the 

data. The remaining 15% refer to reports on setting, personai background, beliefs and 

goals. For their direct origin from the classroorn's events, I have called the former, 
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Direct Experiences. The latter. for their influence on research participants' CE, have 

been called l ndirect Experiences. 

The sum of participants' percentages per direct and indirect experiences further 

illustrates a similanty in the frequency of their reported experiences as Table 5.4 

presents: 

Table 5.4: Direct and Indirect Experiences per Participant 

1 1 DIRECT 1 INDIRECT 1 

Although this division into two different kinds of experiences reveals a similarity 

in participants' experiences as, for example. the results for Cristina and Paula 

indicate. individual experiences are quite different. These differences become 

quantitatively more visible in the next stage of analysis. 

PARTiClPANT S 
ANA ESTHER 

, CRISTINA 
, FERNANDA 
ISABEL 

, PAULA 
REGINALDO 

5.3.1. Direct Experiences 

As seen in the previous section, in the deep action level, learners go through a 

variety of CE. This section goes deeper into the analysis of direct experiences by 

analyzing the data in their respective subcategories. 

Each subcategory refers to the specific issues or experiences reported by 

research participants. In this section. tables present the relative frequency of 

segments coded according to different subcategories. For the analysis of these data. 

the following criterion is used: frequencies 10 percentage points above or below the 

group's average were considered relevant for further discussion. The comments and 

interpretations of these data are compiemented with qualitative data starting in 5.3.3. 

EXPERIENCES 1 EXPERIENCES 
W ! o  

85"h 
83% 
87?& 
85% 
89% 

aOD! 
1 5Oh 
17h 
13% 
1% 
1 1 O/* 



5.3.1.1. Cognitive Experiences 

The first of the direct experiences refers to cognitive experiences (52%). This 

category is divided into 7 subcategories. Table 5.5 below presents participants' data 

for each of these subcategories as well as the group's average percentages. 

Table 5.5: Frequencies and Group Averages for 
Subcategories within Cognitive Experiences 

The average col um n shows that, from the seven su bcatego ries. Participation 

and Performance has the highest value (28%). ldentifying Objectives, Difficulties and 

Doubts cornes in second (22%). followed by Perception of Learning (14%), and 

Learning Strategies (1 2%). Perception of Class Activities, Class Related-Matters. and 

Teaching al1 have percentages below the 10% value. This means that participants 

reported more on their performance than on objectives, difficulties, and doubts, or 

their perception of learning . This reveals a preoccupation with performance above 

any other su bcategory. 

As at the category level (5.3), rnost research participants stay close to the 

average value in all subcategories but one. In the Learning Strategy data, Ana 

Esther's 22% is 10 points above the group average. This means that Ana Esther 

reported more use of learning strategies than others. 



5.3.1.2. Social Experiences 

The second of the three direct CE refers to social issues. The category of social 

experiences has a group average frequency of 19%. and is divided into seven 

subcategories. Table 5.6 below presents the frequency of participants' segments 

within the social category and the average value for each subcategory. 

Table 5.6: Frequencies and Group Averages for 
Subcategories within Social Experiences 

Interaction and lnterpersonal Relationships is the subcategory that dominates, 

with a 45% average. This means that almost half of the accounts dealing with social 

events refer to aspects of interaction and interpersanal relationships. In çecond place 

cornes Group Dynamics, which refers to experiences involving group work and 

interactions between groups in the classroom. Group dynamics events correspond to 

an average of 21%. The third most frequent reference to social issues involved 

problems in interactions. This subcategory. called Friction in Interpersonal 

Relationships. had an average of 12%. 

The analysis across participants indicates that in the subcategory, Interaction 

and lnterpersonal Relationships, three participants stand out. Cristina has the lowest 

frequency (30%), followed closeiy by Isabel (32%). It seems that this aspect of 

classroom dynamics is not as important for them as for the others. On the other hand, 

Fernanda seems to be more attentive to issues of this nature. since her 62% is well 

above the 45% group average. 
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In Friction in Interpersonal Relationships, two participants stand out: Cristina 

and Paula. Cristina's 25% is quite above the 12% average while Paula did not refer to 

conflicts at all. These data reveal Cristina's and Paula's scholarly nature. This will be 

further anaiyzed in the third part of this chapter. 

Groups and Group Dynamics presents a contras: Paula seemed to focus more 

than anybody else on group issues whereas Fernanda seemed to focus the least on 

these issues. 

In Classroorn Behavior. Ana Esther stands out as the only participant who paid 

much attention to the behavior and responses of the classroom as a whole, with a 

frequency 18 points above the group's average. Finally, al1 participants have low 

averages in Social Strategies. 

5.3.1.3. Affective Experiences 

The last direct experience refers to affective issues. Affective experiences corne 

in third with an average of 14% of participants' accounts referring to issues in this 

category. It is divided into four subcategories. Table 5.7 refers to data in these 

su bcategories. 

Table 5.7: Frequencies and Group Averages for 
Subcategories wlthin Affective Experiences 

Feelings dominated Affective Experience reports with the highest average 

(50%). This means that half of the affective accounts focus on feelings. The negative 

feelings that dominated in this subcategory are further discussed in the analysis of 

collective experiences (5.4.1.3). Statements of Motivation, lnterest and Effort corne in 

second, with a 24% group average. The next most frequent theme in this category 
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refers to Perception of Self. This means that participants refer to their personality or 

individual traits at an average of 19%. Affective Strategies, Le.. çtrategies to deal with 

affective issues, are the least reported in this category, corresponding to 4% of the 

coded segments. 

Across participants, in the Feelings subcategory, Paula stands out as the 

research participant who refers the most to negative feelings. Her 70% average is 20 

points above the group's average. Paula is also the one who refers the least to 

Motivation, Interest and Effort. Her 10% is 14 points below the group's. Paula not only 

reports the most on negative feelings, but also the least on motivation and interest 

when compared to the others. 

In the subcategory Perception of Self as Learner, Fernanda seems to be more 

aware of herself than the others are with ten percentile points above the group's 

average. 

Final ly, contrary to the variation among research participants in Cognitive and 

Social Strategies' subcategories, there was little variation in Affective Strategies. This 

may indicate that al1 research participants have difficulty in dealing with affective 

issues. 

5.3.2. Indirect Experiences 

Indirect experiences do not originate in the classroom. They refer, instead. to 

experiences which influenced participants' perceptions and interpretations of the 

classroom tasks presented to them. Grounded on their individual perceptions of 

setting, personal background. as well as their beliefs and goals, indirect experiences 

correspond to the likelabeled categories of the coding scheme. This section 

continues the in-depth investigation of learners' CE by analyzing the data in their 

respective subcategories. 



5.3.2.1 . Setting 

Setting is one of the four indirect experiences. Approximately 4% of research 

participants' reports referred to issues in this category. It is subdivided into 4 

subcategories. Table 5.8 below presents research participants' and group's data in 

this subcategory. 

Table 5.8: Frequencies and Group Averages for 
Subcategories within Setting 

Institutional Factors which include issues referring to the University or the 

College of Letters, were the ones most referred to by research participants (43%). This 

seems to indicate that the immediate context in which the classroom is located 

influences their experiences the rnost. The second most frequent issue was Time 

(33%. These data seem to indicate that time plays an important role in classroorn 

dynamics. Research Repercussions, which included segments referring to the 

influence of the research or researcher cornes next with a 12% average. In last place 

corne Foreign Language Issues with an average of 1 1 %. 

For both Paula and Fernanda, institutional factors seem to have more 

influence on their CE than to the other participants.. Paula is 24 points above average 

whereas Fernanda is 18, i.e., both are quite above the 43% group average. In 

contrast, it seems that factors related to the University are much l e s  important for 

Reginaldo and Isabel. Reginaldo and Isabel are, respectively 18 and 20 points below 

the group's average. 

Foreign Language Issues seem to be more important to Fernanda and Ana 

Esther than to the other research participants. Weh the same frequency of 23%, they 

-- - - -  

Inti i ional Factors 
Foreign tanguage Issues 
Research Repercussions 
fime 

A .  E .  
38% 
23% 
05% 
33Oh 

Cris. 
42% 
10% , 

- 
47O/0 

Fem. 
61% 
23% 
08% 
MO/O 

Aver. 
43% 
11% 

Isab. 1 Paul 1 Regi 
23% 
12% 

, ~P/o 
52% 

67% 
- 

25% 
- 

- 1 25% 
33Oh 1 25% 

8% 
33% 
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are more than 10 points above the 11% average. Paula and Reginaido do not refer to 

these issues at ail, indicating that they do not seem to be relevant in their learning 

experiences. 

In the Research Repercussions subcategory. Reginaldo seemed to have felt 

the influence of the research project and the researcher more than the other research 

participants. His individual figure of 25% is far above the general average of 8%. In 

contrast to him, Cristina and Paula did not refer to this at all. 

Finally, in the subcategory Time, there is another contrast. Isabel and Cristina 

seemed to consider time issues to be affecting their CE more than they seemed to 

affect Fernanda. Isabel's references (52%) and Cristina's references (47%) were weil 

above the grmp's 33%. Fernanda did not seem to consider time to have that much of 

an influence; her reference to time issues is only 8% of her comments in the setting 

category. The greater variation in this category, corn pared to categories within direct 

experiences, reveals the individual quality and the indirect nature of the statements 

reported by participants as to the setting in which they find themselves. 

5.3.2.2. Personal Background 

Personal Background is another of the categories of indirect CE. Table 5.9 

presents 4 subcategories, the percentage of participant's reference to each of them, 

and the group's average on each subcategory. 

Table 5.9: Frequenciea and Group Averages for 
Subcategories within Perronal Background 
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ûther Learning Experiences is the predominant subcategory with 65% of 

participants' accounts. This means that they found their previous learning experiences 

much more related to their leaming process than those related to their socio- 

economic background. personal life or their work. These, which refer to the other three 

subcategories, share very similar averages (10-14%). 

Social Background is the subcategory in which Cristina is 10 points above 

average, indicating that this issue influences her leaming process. An interesting 

point is that Isabel and Paula do not mention the influence of their socio-economic 

background in their learning proceses. 

Other Leaming Experiences present an evident contrast among four of the 

research participants. On the one hand, Paula and Reginaido are the ones who refer 

the most to these issues at frequency of û4% and 78%, respectively. On the other 

hand, Fernanda and Cristina, in particular. seem to be l es  attentive to their previous 

learning experiences since their reference to these issues is well below the group's 

average. 

References to perçonal issues in the subcategory Personal Life presents 

Fernanda as the research participant who is 10 points above the groups' average. 

This indicates that she finds that events in her perçonal life influence her learning 

process more than they affect the others. lsabel is the only participant who did not 

refer to issues in this subcategory at all. 

Working is the final subcategory in which a contrast is evident. Cristina, with a 

40% frequency, is quite above the group's 14%. This means that she felt the influence 

of her work on her leaming process more than others. On the other hand, Ana Esther 

with a 4% frequency is the one who referred least to working as an issue that affected 

her learning process. Isabel did not refer to this at all. 



5.3.2.3. Beliefs 

Beliefs is another of the indirect experiences. In this category participants refer 

to convictions related to their leaming process. Table 5.10 presents its 4 

subcategories, with individual and group data. 

Table 5.10: Frequencies and Group Average8 for 
Subcategories wlthin Beliefs 

Two subcategories dorninated in participants' beliet accounts. Beliefs about 

one's English Learning Process came first, with an average percentage of 39%. This 

means that beliefs about the nature of the English learning process as a whole were 

reporteci more than those referring to participants' individual leaming process as the 

average of 26% for Own Learning Process reveals. 

Table 5.10 reveais that some participants referred to some beliefs more than to 

others. For example, the subcategory English Learning Process has a group average 

of 39%. Fernanda and Reginaldo referred the most to the concept of a definable 

English process. Isabel referred the least to this subcategory, with an average of 12%. 

In the subcategory Own Learning Process, three of the participants stand out. 

Paula and Ana Esther are well above the 26% group average, seeming to have a 

better perception of their development. Reginaldo is well below the group's average, 

referring the least to his beliefs about his own learning process. Fernanda and lsabel 

do not refer to these issues at all. Leamer Responsibility has a group average of 18%. 

At one end of the spectrurn, Isabel referred the most to the importance of responsibility 

in the leaming process. At the other end, Reginaldo and Paula referred the least to the 

issues in this category. Cristina and Ana Esther are the research participants who did 

not refer at al1 to this subcategary. 
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Finally, Teaching English has a group average of 16%. Cristina is the one who 

has the highest frequency of reference at 33%, whereas Fernanda has the lowest, at 

an 8% reference frequency. This may indicate a difference between their beliefs about 

the teaching of English. Paula is the research participant who did not refer to this 

subcategory at al. 

5.3.2.4. Goals 

The category Goals is the last of the indirect experiences. It represents 3% of 

the reports given by research participants. As with the previous categories, it has four 

su bcategories. Table 5.1 1 presents them, participants' and groupas percentage 

averages. 

Table 5.11: Frequencies and Group Averages for 
Subcategon'es within Goals 

In the Goals category. Intentions - statements in which research participants 

planned actions - is the subcategory that took first place in participants' references 

(56%). This seerns to indicate that research participants have more planneâ actions 

than other perceived goals. In second place corne Wants, with a group average of 

16%. This relatively low percentage rnay to indicate that research participants seem to 

have more trouble identifying what they would like to improve in their learning process 

than planning for actions. Needs and Wishes have almost the same group 

percentages, 1 3% and 14% respectively. 

In the Intentions su bcategory, çome research participants stand out. For 

example, Isabel, Paula and Fernanda are the research participants who seemed to 

have a clearer idea of their plans. Ana Esther and Cristina stated the lowest 
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percentages of pians, which may indicate that they had less planned actions than the 

others. 

Wants has a group average of 16%. A contrast is evident between Ana Esther 

and Reginaido. Ana Esther, with the highest frequency, seemed to be more aware of 

what she wanted. Reginaldo had the lowest individual frequency. and Isabel and 

Paula did not refer to their wants at all. 

The group average in Needs is 13%. Paula and Reginaldo have the highest 

individual frequencies in this subcategory, indicating a higher awareness. Femanda 

is the participant who least referred to her needs, while Ana Esther and Isabel did not 

refer to them at Al. 

Finally, in the Wishes subcategory. where the group average is 14%. Cristina 

and Ana Esther expressed their wishes the most. Fernanda referred the least to 

desires; both Paula and Reginaldo did not refer tu them at al. 

5.3.3. REVEALING VARlETY IN CLASSROOM 
EXPERENCES 

From the quantitative analysis of the frequency of participants' corn ments 

referring to the categories and subcategories of the coding scheme. it was possible to 

document the variety of issues reported by participants (5.2.2.1) as well as existence 

of similarities and differences in their experiences as 

with the analysis of the classroom task (5.2.2.2). 

The identification of experiences originating 

opportunities with participants' perceptions of them Il 

it had been previously described 

from the interaction of learning 

ed to their distinction into direct 

experiences (5.3.1) and indirect experiences (5.3.2) whose analysis further illustrated 

the variety of issues research participants experience in the deep level of action in the 

classroom. From these data, in addition to the variety of issues reporte., the 

interesting finding is that when participants talk about CE, the cognitive aspect 
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corresponds to approxirnately 50% of their accounts. The remaining 50% refer to the 

other aspects related to classroom L2 learning experiences. 

In the following part. the laçt finding, i.e.. the identification of shared patterns of 

experiences as well as of the individual nature of çome of them are further 

documented and illustrated. 

5.4. THE COLLECTIVE AND THE INDNIDUAL 
EXPERIENCES 

Along with the distinction between direct and indirect CE presented above. 

quantitative and qualitative data analyses yield two additional realms of experiences 

in the deep level. From these analyses, CE can also be collective and individual. 

Those that were shared by al1 research participants make up the collective 

experience; while those specific to participants make up the individual experiences. 

In the next sections, I first refer to the collective patterns found in participants accounts 

of direct experiences; then I refer to participants' individual experiences. drawing fmm 

their personal histories and accounts of indirect experiences. 

5.4.1. The Collective Experience 

Collective experiences em erged f rom the quantitative and qualitative analyses 

of participants' reports. The sirnilarity arnong participants' experiences was briefly 

presented in Table 5.1. where, through the analysis of a sarnple task. the data showed 

similarities among participants' accounts of their perceptions and interpretations of the 

task related events. Across the participants' data, where many more classroom tasks 

were dixussed, the same tendency towards the identification of a collective pattern of 

experiences is found. 
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So far, the content of these shared experiences has only been illuçtrated 

through the analysis of the classroom task presented in Table 5.1. Therefore, the 

objective of the following section is to present these cornmon patterns in participants' 

accounts of direct experiences and illustrate them with specific intewiew excerpts. The 

excerpts selected are representative of the collective patterns they illustrate. 

5.4.1 .l. Collective Cognitive Experiences 

The data in Table 5.5 presented the percentage breakdown per subcategory 

within Cognitive Experiences. The data in the group average column indicate that the 

majonty of participants' comments involved issues such as: (1) the identification of 

task objectives. difficulties and doubts; (2) the perception of leaming; and (3) 

performance and participation. The identification of shared experiences among 

research participants in these subcategories is presented. illustrated and discussed 

below. 

5.4.1.1 . l .  MentMication of Objectives, DDiicuMes and 
Daubts 

The first collective pattern identified in this subcategory refers to participants' 

identification of objectives. In participants' reports, the identification of a variety of 

objectives attributed to the same task is shared. 

In excerpts that follow. participants' understandings of another task. from the 

many in the semester, further illustrate and explain the identification of vanous 

objectives for the same task. In this specific instance, the teacher had a question and 

answer interaction with students about national stereotypes. An analysis of the 

textbook revealed that the grammatical objective was the use of adjectives to describe 

people. The teacher had a communicative objective in mind when she asked 

students, "Who do Brazilians tell jokes about?" and, "can you tell a stereotyped joke in 



English?". Her objective was to &art a short discussion to get students to use 

descriptive adjectives. 

Ana Esther's and Reginaldo's comments illustrate that their identification of 

distinct objectives was based on their different understandings of the task's purpose. 

hum: Do you remernber this task? What do you think is 
the teachefs objective in asking you questions? 

Reginaido: I believe her objective is to develop the clas's 
(speaking) abilrty. To check if we c m  tell a joke or 
a story in English. (Int. 2) 

Lam:  This activity - a discussion of stereotypes, what 
would you Say was its objective? 

Ana Est.: I believe that in addition to speaking in class. the 
objective is to have us cnticall discuss in English; 
to question in English wtiat is Lpening. And, for 
us to discuss how stereot p.. are seen in different 
countries... nationalities. his issue was part of 
objective of the discussion in English. (Int. 2) 

Reginaldo and Ana Esther saw two different objectives in the same task. For 

Reginaldo, the teacher's objective was to see if students could tell a joke. For Ana 

Esther, the objective was to develop a criticai vision of the issue being discussed. 

Both of them understand a discussion as a communicative activity where the objective 

is practicing the use of English in class. Their perceived objectives could ciearly have 

been part of the teacher's objective. However, both participants overlooked the 

objective of practicing descriptive adjectives through conversation. 

Innumerable instances of the same nature are found throughout the data. 

Coughlan and Duff (1994) reporteci a similar finding in their investigation of different 

speakers' responses to a picture description task. In spite of the 'same task', the 

samples of interlanguage generated were different. The explanation the authors 

offered for the differences consisted in the relationships between task, speakers and 

their comprehension of the communicative activity. From a çociocultural perspective, 

the same theory Coughlan and Duff use, participants' different motives and 

perceptions corne from their different interpretations of the task. Since the task 

involved the learners in wmmunicating, they did not see it as an opportunity to 



practice a linguistic aspect of the language they were using to communicate but rather 

as a iegitimate opportunity to use the language they study in that class to meet 

different objectives. The motive. for leamers, is to practice the use of language. The 

teacher. in tum, assumes that learners will understand the task as a pedagogic 

activity. For her, the motive is: usage of descriptive adjectives. In sum, while the 

teacher had a pedagogic motive. students perceived a different one. 

In this m e  subcategory, a second collective pattern was identified in the way 

research participants behaved in response to difficulties and doubts. The collective 

behavior seems to be: avoid expressing difficuities or doubts in front of the class. 

Dealing with difficulties and doubts is not as easy as it seems for students. 

When in doubt. the expected behavior would be to question the teacher. Yet, this was 

not always the action taken. Instead, participants relied more on their classrnates to 

solve their doubts than on the teacher. 

As previously presented, Table 5.1 illustrated that five of the research 

participants experienced doubt even though there was no overt behavior which 

signaled doubts at the surface level. 

The following excerpts further illustrate this collective pattern and the different 

decisions following participants' experiences of difficulty and doubts. In the first 

excerpt. Isabel comments on a class task in which the teacher read a long section on 

a grammatical topic. The teacher had asked students to read this part at home for 

discussion in class. Isabel's comments refer to her interpretation of the objective, her 

doubts. and her explanation for not explicitly asking a question. 

Laura: Right. So. you think that one of the reasons which made you go 
back to the grammar book to study was because she (the teacher) 
was tw fast? 

Isabel: That's oonect. She even asked us if we are used to 
referring to aie gmmmar book. I always look here 
((points to the gramrnar part ai the end of the book)). 
you know. I prepare at home. I look at it. But. in this 
speafic case, I remernber that as I read I thought, " Itm 
gonna have to pay attention to this". And then, she 
explained it, she went through it so fast, that 1 feR ... lost; in 
the air, right? I got home and my doubts had not k e n  
solved. .. We had to read at home to corne to dass and ask 



her questions. So in m case, (rot asking questions) is 
because I got c0~fusedY I didn't even know how to ask 
her. Because ((if I asked a question)) I would have to ask 
for a longer explanation. Then, she'd have to make 
a pause and say the following - Yhis works like this and 
like that. And we didn't have time for that. (Int. 3) 

lsabel correctly identifies that the teacher's objective was ta have students ask 

her questions. Yet lsabel did not ask her the questions which she originally had. She 

justifies not asking a question by referring to her deepened confusion resulting from 

the teacher's explanation and the perceived lack of time. She assessed that the time 

left was not enough for the amount of information an explmation would have 

required. Isabel's solution to her doubts was to go home and attempt to find a solution 

in her grammar book. 

In the next excerpt, Reginaido states that he and his partner had trouble in 

understanding the directions for a role-play. 

Laura: 

Reginaido: 

taura: 
Reginaldo: 
hum: 
Reginaldo: 

Laura: 

Reg in a ldo : 
Laura: 
Reg inaido: 

Do you remember having any difficulties during 
the preparation time? 
On the roleplay? Oh, I remember L had difficuity, 
but I believe it was on the directions. At the time, 
we didn't know what we had to do. But, it was this 
kind of doubt. 
And you think this kind of doubt is irrelevant? 
I think I do. 
Why ? 
Because you solve it yoursetf which, sometimes, I 
think it's even better. 
And did you cal1 the teacher to help you with the 
directions? 
No, we didn't. 
And how did you solve the problern? 
We asked one amther, and one pro- a 
suggestion we agreed on and the work mntinued. (Int. 2) 

Reginaldo further illustrates the common solution to the avoidance of asking 

questions to the teacher by working out a solution with a partner instead. In this case. 

the solution did not seem to affect the role-play he and his partner were working on. 

However, in many instances across the data, not asking the teacher left participants in 

doubt. Some of them even took Our interviews as opportunities to clarify these doubts. 

This recurrent behavior for ail research participants is also related to social 
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expenences. It will be discussed again in the analysis of collective patterns in the 

social domain. 

In spite of the distinct perceptions regarding task objectives. research 

participants notice some  type of learning, even if their interpretation of the task 

objective does not match that of the teachefs. Ana Esther and Reginaldo, in the 

Perception of Objectives' discussion (5.4.1 .l. 1 ), recognized different objectives for the 

task proposed by the teacher. When asked what they had learned from that task, they 

had this to say: 

Lam: So, do you believe you learned something from that 
activity ? 

Reginaido: I did. I did learn. I learned the vocabulary. 
'stereotypes' and a few other words. I always l e m  
something. Let me see... 'oke; tell a joke. To express 
'contar piada' you say 'Ye I a joke". I rernember 
that. (Int. 2) 

1 
Lam:  So, do think you've leamed anything? 
Ana Est.: Oh yes, for sure I've ieamed! For example. I 

learned about hospitality. the adjectives that we 
have to use; nationalrty ... Even as far as vocabufary 
it is always developing as you are talking. right? ... 
I've leamed some stereotypes. Yes, I did leam. (Int. 2) 

Ana Esther and Reginaldo consider they have learned from the activity. As part 

of her assessrnent of her learning, Ana Esther referred to the use of adjectives in 

addition to vocabulary learning. Reginaldo also referred to vocabulary learning and 

identifies the verbal phrase, 'tell a joke', as something he had learned. There are 

many other instances where this pattern is observeci. However. the cornmon 

observation is that research participants report learning from the task even if their 

perceived objectives are different from each other's. 

The specific items they report to have learned Sem to match their learning 

styles. Reginaldo, although interested in grammar issues, usually has his attention 
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focused on communicative issues. This may account for his focus on vocabulary items 

and on verbal expressions. Ana Esther, on the other hand, seems to focus on both 

structurai and communicative aspects of the leaming proces. Her confessed love for 

grammar and her desire to deveiop fluency rnay account for her identifying the use of 

specific adjectives together with the development of conversational vocabulary as 

what she had learned. 

5.4.1.1.3. Percemon of Participation and Perforniance 

A shared pattern is alço found in research participants' staternents about 

participation and performance. Speaking was a problem for al1 research participants. 

They al1 claimed that they performed better in writing. Ail, at one point, referred to a 

need to feel secure and certain of what to say, and how to say it, before they could 

participate more actively in class speaking tasks. A final observation, which is also 

shared by ail infamants in this area is that they al1 realized a more active participation 

in class would make them perforrn better. The excerpts below illustrate these 

collective patterns. 

Laura: 

Isabel: 

Fernanda: 

iaura: 

Ana Est.: 

So, usually, when the teacher asks a question, you 
fi& try to answer in writing and then you speak if 
she asks you to. But, offenng to speak - that you 
wouidn't do, M M ?  
Yes. That would rarely happen. Unless the answer 
is a short one which I had mentally answered before. 
Only then, would I risk rnyself. (Int. 3) 

... Because when I have to write I know perfectly 
wetl when to use will or going to. I know when to 
use one and when to use the other. .... But, when it's 
time to speak, when I have to speak, and I have to 
make associations, ttiat's when it -mes 
diffiiR 

After this, she (the teacher) asks for volunteers for 
this mle-play and you don't volunteer. My question 
is why not? 
Oh, we were finishing writing our arts. So, 1 was 
rereading mine because I i n t e d t o  be a 
volunteer. But, it ended u that it was not 
necessary and we didn't Ka ve to pfesent. 



Cristina: It was easy to wnte about it. I mean. easy in one 
aspect. but Brazilians are so ... uhm ... so mixed, a so 
very mked people that it was difficut to pick one 
feature to charaderize them. In speaking. for 
example, I rernember it was diffiilt to express 
mysetf. Saying that Brazilian people Iike to talk a 
lot; not al1 of us, AgM? This was the difficuity - 
characterizhg a people with one word. 

Lam: 
Paufa: 

Do you participate? Do you volunteer to speak? 
Onfy to read a paragraph ((laughs)). Because. 
sometimes, for me at îeast, juçt Iike the other day, 1 
didn't speak because 1 was afraid of making 

6 ronunciation rnisbkes. Because I think i don't 
ave a good pronunciation. I prefer to write or to 

read sometimes; follow something, it's more helpf ul 
( ( ~ ~ u g ~ ) ) - - -  

As can be observed in the excerpts above, speaking is a problern for research 

participants. The explanations they offer are many. Some. as in Paula's and Cristina's 

case, have to do with a self-evaluation of performance. For Paula. her unsatisfactory 

pronunciation serves as the argument to justify not speaking in class. For Cristina. it is 

the difficulty of finding a word to describe Brazilians that explains her problems in the 

speaking component of the task. Others. like Ana Esther. explain that. in the end, it 

was not necessary to volunteer. For al1 of them. writing cornes before speaking, and it 

is something research participants relied on as Isabel clearly states. 

These collective experiences bring to light aspects of the 12 learning process 

that go beyond the mastery of the topics presented in class. They transcend the 

aspects usually aççociated with the cognitive dimension of the L2 learning process 

such as the ideas of trial and error, hypotheses testing, or the learning of rules of 

syntax and conversation. Participants' shared experiences underlie these cognitive 

aspects of the L2 learning process. The same tendency is found in the following 

discussion of collective perceptions in the social domain. 

5.4.1.2. Collective Social Experiences 

The social aspect of the learning process has received much less attention 

from researchers. An exception is Bailey's (1983) review of diary studies which has 



captured the stress caused by cornpetition and the relationship between affective and 

social aspects of the learning process. In this thesis, the corn plexity and the influence 

of social issues on the cognitive aspect of the leaming process becornes clearer 

through the excerpts that iflustrate the collective experiences in the social domain. 

Table 5.6 presented the percentage breakdown of infamants' reports per 

subcategory within Social Expariences. The data in the group average colurnn 

suggest that the majonty of participants considered that the events found in Interaction 

and Interperçonal Relationships. along with those in Groups and Group Dynamics, 

and in Friction in Interperçonal Relationships were the issues that most affected them. 

The identification of shared patterns in these subcategories are presented, illustrated 

and discussed below. 

5.4.1.2.1. Intimctidn and Iniierpersonal Relaironships 

Throughout the data, helping a classrnate is a common pattern within 

interactions, being the first social collective pattern. All research participants report 

experiences of helping a c lamate  as they interact in pairs or in larger groups during 

a class task. Some do this mare than others. but al1 of thern do it many times dumg a 

class. The following excerpts illustrate this collective pattern. 

iaura: But, what was it that you ((Cristina and a 
classrnate)) had to do? 

Cristina: She ((the teacher)) gave us this list for us to, it's a 
shopping list for Peter, with the things he had to 
buy. She had taught us the difference between the 
will and oing to, so we had to use these inour 
activity. % he also asked us to add what else Peter 
was going to buy. He ((her ciassrnate)) had a terrible 
difficuity! I tried to explain to him what we were 
supposed to do; he couldn't understand. Because 
she had given us two examples of what he was going 
to buy. The question we had to answer was - what 
else was he going to b y ? .  Weil, what else fmm the 
ISt, right? But, he didnY get 1. He asked me: "How 
am I gonna do this if I don? know what he neeâs". 
I toM him: 'But, it's on the list!' Right? It was tough! 
((laughs)). (lnt. 2) 



Ana Est.: 

Laura: 

Reginald0 : 

Laura: 

Femanda: 

(Telling me how she answered questions about a poem.) 
Because my classmate showed me where it was. asked her 
"but why here?" because in this part of the poem: the 
division ... I was kind of lost with that. So, she explained it 
to me, showing me where (reference to distant future) was, 
and the words from the poem which indicated that. 
Understand? (Int. 4) 

So, how did you do? You and S. were working 
together, right? 
We worked together; me, S. and M. I did not find it 
difficult. We did well. Each one talked and when 
one had a doubt, for example, about vocabulary, 
the other knew it. So, we exchanged ideas. I believe 
the objective was achieved. (Int. 3) 

Right after that, she (the teacher) moves into the 
vocabulary. Did that help? 
My difficulties were only solved after the 
comments from my colleagues, understand? As 
they talked ... I started to understand. It was with 
thefr help ... and adding up the little I had 
understood that I ended up understanding. But, it 
wasn't the vocabulary explanation, understand? 
That is, since we were interpreting a text. what the 
text attempted to say, that's what we had to get, 
what the text passed to us. 

The first excerpt shows how Cristina struggled to get her partner to understand 

what they were supposed to do. Yet, despite his problems, she does not give up; she 

continues to give him examples until he understands. 

Ana Esther's excerpt shows that she needed to know more than which words of 

the poem indicated distant future. She needed to know why, and she prefers to 

continue relying more on her classmate's explanations than directly asking the 

teacher. 

Reginaldo's excerpt focuses on the collaborative nature of interactions, where 

everybody gets a turn and where the one who understands the lesson or knows more 

helps those who do not. 

Finally, Fernanda's excerpt illustrates how she is helped by her classmates' 

comments. She is able to understand the meaning of the text - not from the vocabulary 

explanation given by the teacher - but through the association of her comprehension 

with the comments from her classmates. She stresses that the text interpretation was 

more important than the understanding of vocabulary items. 
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These excerpts show that the purpose of interactions goes beyond the carrying 

out of a class task. The task is being carried out while learners are interacting, but the 

purpose is to share knowledge. What one knows is shared with others. illustrating that 

learning is CO-constructed. The help classrnates offer each other during a class 

discloses this collective experience within the social dimension of the lang uage 

classroom. However. the social dimension includes interactions in groups too. Here 

another collective experience is uncovered. 

5.4.1 .2.2. Gmup and Gmup Dynamfcs 

In this area, participants share the perception of the classroom separated into 

circles of students. The number of circles shifts, depending on how participants 

analyzed the reasons underlying their assembly. In some instances, reference to 

these circles suggested the existence of coteries. since the cohesiveness among 

members of the group seemed to reject outsiders. Seating choices corroborate the 

existence of student circles. Moreover. participants identified that sitting choices were 

related to peer-group membership. Along with that. participants reported better 

performance when closer to the rnembers of their peer group. Furthermore, not being 

part of one of these circles is less problematic than not being accepted by the group 

identified as dominant. Lack of integration in the dominant circle couid affect 

performance in class. Yet, division into circles is so subtle that not every participant 

agreed on its effects. 

The following excerpts illustrate these collective perceptions as to circles in the 

claçsroom. They refer to different students' presentations. In these oral presentations, 

students were asked to choose a topic to present to the rest of the class. The excerpts 

refer to three different group presentations. The striking difference between them was 

the level of risk taking involved. 

In one of the days for these presentations, two different groups presented. The 

first, of two students, presented a Paul Young song. They distributed the lyrics, worked 
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through the vocabulary and played the sung for classrnates to follow. They were 

followed by a three rnember group who presented on the origins of Raggae music. 

Although with as much difficulty to express themselves in English, this group was 

more ambitious, nsked more, and atternpted to meet the speaking objective contained 

in the assignment of a classroom presentation. The following excerpts refer to the 

comments on these two different presentations. 

iaura: 

Ana Est.: 

Laura : 

Ana Est.: 

Laura: 
Ana Est.: 

Laura: 

Reginaldo: 

hum: 

Cnstina: 

((Clanfying a comment on the 2 students' group presentation.)) 
But, at the same time that you say that they didnY 
speak as much, you say that they have reawns for 
not feeling cornfortable; that they don? feel they belong 
in the dassroom. RigM? 
Exactly. It works this way, there's a group that 
dominates. It is the group who has becorne more 
friendly with the teacher; that seeks out 
interactions with the tacher, it's the group that is 
always sitting together in the cafeteria; in other 
classes the re always together. It's the same 
group. ~t's t i!L same group who do assignments 
together at FAE (Facuity of Education) and here. 
(lnt. 3) 

((Seeking to understand how Ana Est. explains different 
performances in the two different presentations.)) 
What do you think is behind their risking more in their 
presentation as compareci to the others? 
This second group, they take other classes with us. They 
always ask, even if they don't express themselves well, they 
ask. The have been with us for a while, but they never 
studied 2 nglish before, understand? They have a certain.. . 
they have more difficulty. ... But, they are studying more, 
they are getting to feel more secure, and they are taking 
other classes with us before this; but, the only pmblem is 
that they have a little bit less ... 
knowledge. .. ((accepts my fifl-in)) And the other two? 
l don? know them. They rush in and out. 

OK. But do you think that these two girls that did 
the presentation, would they be part of this ti ht 

group? 
B group/or/would they be in the more periphera 

/No/. They belong to the more peripheral group. I 
don't even know their names ... 1 haven't seen them 
much in class. So, they are part of this more 
isolated group. 

Ok. So, now I'm gonna ask you that question we 
had talked about &fore. What do you think 
explains a group's hiding behind a song and 
speaking vefy little and ... another group risking so 
much? 
OR, I believe it's a matter of convenience. Ok? It is 
to the grolp's convenience. And, in addition to that, 
for two people it is much easier to prepare than for a 
group of three. (Int. 4) 



131 

On another presentation day, a 4-ciasmate group presented a Simply Red 

Song. However, instead of just presenting the lyrics, they played a listening game with 

their classmates. They brought words taken from the lyncs on poster board paper and 

laid them on the floor. They asked classmates to iisten to the çong and pick up as 

many words as possible fram the floor as they were Sung. Those who got the more 

words would win. After this, they presented the new vocabulary. which were the words 

they had selected to wnte on the poster board cut-outs. Although their oral skills were 

limited, they gave al1 the instructions for the game in English and had more oral 

interaction with their classmates than the other first group that alço presented a song. 

The comments below refer to this presentation in cornparison to the others. 

Laura: 

Fernanda: 

Lam:  

Isabel: 

hum:  

Paula: 

((Seeking confhnation for the explanaiion that different 
performance and risk-taking is related to the level of 
integratin or acceptame into the ciassnxlrn social arcles.)) 
Do you think that they would be ... the discussion 
we already had about the groups in the chss, 
right? Do you think they are part of the big group 
in the dassroom? When I say if they are part, I 
mean if ou believe they get a10 well in class or z do you t ink that they are margina "9 to the 
happenings because they don? get along well? 
I don7 think they get abng well in the classroom. 
They kind of get along. They are not as isolated if 
you compare them to those other two, right? There 
is some improvernent. But, not that much. But, in 
relationship with the big group in the class, they 
are known, they talk. But they identify with each 
other so much that they only work together. This is 
not the first thing they do together. You see that 
they al1 behave similady. 

Do you believe their performance is affected by 
their fear of cntickm because the are not part of Y the group that has more contact, hat iç tighter? 
Oh, yes I do. You see that the class is not 
hornogenous, right? There are those who kmw 
more, and those who have more difficutty. So, stand up 
there with al1 the other looki ng... Really, all kind of 
things go through your mind! So, really, it's better 
to do something small and speak as little as 
possible. 

Do you consider accurate this perception that inside 
the classnwxn there is a wmrnunity and that this 
communrty is not wholly working together? 
I do. I do agree. Just like I told you about feeling 
isolated, right? There are people that remain 
içolated. Understand? In my case, specifically, I 



stay with another 3 people at the most. Sometirnes 
I work with V. or wÏth the g i b  ... Sol you stay with 
the ones you have met. Then, there are those who 
already have their work group. right? So. there's 
this isolation from those who are part of this 
tighter group. And, then there's the group who is 
closer to the tighter grolp. So. I believe that this 
exists in the classrwrn. But, not only in the English 
class. In al1 of them you generally perceive that. 

laura: But, why do you think people read. present videos 
or songs... imtead of using th& time to test their 
own oral skilis? 

Cristina: To take the attention off of Viem and to.. . irnpress, 
to take the attention off of them. That's it. To take 
the attention off from them. They show the vida 
and talk at the same time or they read at the same 
time and the class sees the song in the video. So 
they end up saying just something very small. I 
think it's only to take the attention off of thern. 

An analysis of the excerpts above reveals that Ana Esther, Fernanda and Paula 

saw the class divided into three circles. For Ana Esther, circle division was associated 

to the degree of interaction among peers as well as their knowledge of English. This 

explained the dominant circle as the group of peers that had been together since 

English 1. The second circle, although l e s  academically able. took other classes with 

the dominant group, therefore, their members could interact with the central, dominant 

circle. Fernanda's excerpt alço suggests that the other two groups are related to the 

larger, dominant group by degree. Both recognized the most isolated circle included 

those classmates they did not know well. and those not known at ail. or the 

"newcorners". Paula observed that some people in ciass remained isolated. For the 

three of them, the circle divisions in the classroom would resemble the ripples moving 

out from a cast Hone. There is a dominant and central circle of classrnates; another 

circle of students who is closer in interaction to this dominant group, and a more 

isolated circle where newcomers and those who do not interact as much are found. 

Seating choices seerned to confirm this view of the circles. The dominant circle. 

sat in the front, clustering around the center of the classroom, the second group sat 

closer to the members of the dominant circle, and those more isolated sat to the back 

of the classroom. The two classmates identified as newcorners sat closer to the door. 
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Isabel and Reginaldo provide a different interpretation. They saw only two main 

circles. Reginaldo qualified them as central and peripheral circles. He labeled the 

classmates he was discussing as part of the peripheral circle because he did not 

know their names4. For Isabel, two circles shared the classroom. Membership. for her. 

was related to sirnilar acadernic abilities; the circie of those who knew more and of 

those who knew les. Therefore, although Reginaldo and Isabel disagree from the 

others in the number of circles, their excerpts corroborate the criteria that explain 

membership into circles - time together and academic ability. 

However, Isabel's excerpt aJço explains why the performance of two 

classmates during a class presentation was so different from the group that had 

preceded them. These two classmates did not feel part of the class. Therefore, 

because they feared the criticism from the more dominant, cohesive circle, they 

preferred to "do something small and speak as Mile as possible". 

Ana Esther's. Femanda's and Paula's comments also confirm that people tend 

to work with those they know. If they feel they know the people they work with. they 

work together better. Paula's and Fernanda's comrnents, taken from a discussion to 

understand different performances in classroom preçentations, seern to confirm the 

suggestion that being accepted by the larger, dominant group positively affects one's 

performance. Paula saw herself as more accepted by the larger circle because she 

sometimes worked "with the girls". However. she still felt isolated to a certain extents. 

Finally, althaugh Cristina saw groups in the class, she did not share the 

perception that problems in the social aspect of the language classroorn could 

account for different performances in classroom presentations. She was the only 

research participant that considered that either convenience or a self-serving interest 

explained different attainment in presentations. Cristina's interpretation of the reasons 

4This is , in fact, a sipficant point considering that the interview Look place in October. i.e, 3 
months after the beginning of the tem. 

A deeper look at mdividual participants' experiences is the objective of the next section. Paula's 
perceptmn of performance is related ta her feehg of isolation m the social aspect of the leaming 
P-. 
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for different achievement clashes with the interpretations of the majonty of the 

participants. Cristinab does not recognize the stress that not interacting with the 

central circle causes in classrnates like the newcomers. 

These excerpts, including Cristina's, show the impact of circle division in the 

classroom. Classrnates may end the semester without knowing each other if they 

remain in their circles. Yet, circles have to be respected since performance was both 

positively and negatively affecteci by circle rnembership. All excerpts corroborate the 

subtlety of the effect of circle divisions in the classroorn. pointing to the importance of 

the social domain in the learning process. 

Friction in Interpersonal Relationships refers to different kinds of conflict ; there 

may be conflict between students as well as conflict between teacher and student. In 

this area. a collective perception of competition is reported by research participants. 

This collective perception exists more as a perceived threat than as a realrty. 

Research participants could not g ive exarn ples of instances where classm ates 

compared and commented on a person's grade on a test. as an explicit dernonstration 

of cornpetition. For the research participants in this study. it was the possibility of 

criticism which brought out the collective perception of competition in the social 

dimension of the leaming process. The excerpts below illustrate this elusive collective 

perception . 

Ana Est.: ((About consciously avoiding the use of the present 
perfect.)) So, this is deeply moted. You know how to 
use it and when to use it. So. you feel good. 
But, at the same time you feel as if you were 
condernned. You don? express yourseif 
because the others are going to criticne you ... 
They're gonna say you're k i n g  ... a. .. a show- 

In Ana Esther's, Femanda's and Yauia's perspective Cristnia belonged to the second group. Ln 
Reginaldo's perspective, she wuld  be a manber of the œntral group. CNtPlab smal  interaction muld 
-lain t heir interpretation, Another reason for this intqretation may be relateci to her mdividual 
traits (see Crisma's Individual Ecperience, in the next part). 



off in dass and things like that. Ws suct~ a 
weird thing ... it shouldn't be like that ... 

Cristina : ((About her not k i n g  aMe to face the class during a 
class presentation.)) I don't know, you feel so low, so 
much comparing yourself to tbe others ... to those 
who are better. And we think oh, such and such is 
so beautiful and I'm Iike this, i'm like that and we 
end up losing our confidence. Everything ends up 
influencing us. Then you &art thinking that the 
person who is obse~ng you, is o b s e ~ h g  
everything; everything exœpt that which you are 
presenti W... We feel the others ari? mticing alf of 
that, exœpt our work. 1 womy about these things ... 
(int. 3) 

Fernanda: ((Ehborating on a previous comment where she feit 
criticized by a classrnate wtio questioned her opinion.)) 
Cornpetition inside the cksroom isn't explicl. 
rïght? You notice it in between the lines, 
undemeath what is happening. But, it surely exists. 
Weil, I notice it when you say something in class 
and sornebody contests what you say, ngM? Sol this 
is how I see it: the person knows that your opinion 
is pertinent; it's OK, but she has to find a defect, 
sornething to throw it down. Understand? To take 
the glamour off of your opinion ((laughs)). 

Isabel: ((Expanding on how cornpetition is felt in L2 ciassrooms.)) 
As I was telling you, the person sits in her place 
and if she thinks she kmws something about the 
subject, if she disagrees or believes that she 
knows more than you, she simply ignores you. And 
then what ha pens? She may even ask you a 
question just P O get you. Understand? . . . I don't 
know where this cornes from. 1 don7 know if it 
cornes from home. The father may be telling 
her 'you have to be the best'... Sol she laughs, she 
takes her colieagues' attention to interfere with 
their development, for the otherç to stay in the 
same place. "l'm great. Dont wony, you can stay 
where you are. I'm the greatest." I don? kww 
wkre it m m  fmm. .. something kind of ... 
undefined. (Int. 4) 

Lam: And how does the problem ((cornpetlion)) show itself? 
Reginaldo: People get angry at us. They think we're 

obnoxious, showing off. 
Laura: How do you perceive this? lias this ever happened 

to you? 
Reginaido: No. But, I notice that wknever there's someone 

w h  speaks more, the others talk, you know. They 
ame to me and comment 'look there and bla, bfa, 
bla. Oh, 1 don? know what... So, we don7 want that 
to happen to us. ... The problem is thinking about 
what the other is gonna think about us. 

The statements above depict the various ways which competition and criticism 

affected research participants. Although competition and criticism existed, research 
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participants did not identify those who criticize7. They did comment on uneasy feelings 

about classmates or specific instances of conflict with certain classmates. but not 

about those who made them feel at risk of being criticized. Cornpetition and criticism 

was a real threat to research participants because it restrained their participation and 

performance. 

Ana Esther, for example. regrets that she cannot use the present perfect as she 

would like to. If she did, she would be criticized because the others in the class would 

interpret it as showing off. As Reginaldo stated, no one wants this to happen. 

Therefore. Ana Esther gives up her chance of practicing proper usage. feeling 

'condemned' by the threat of criticism. 

Cristina refers to her beliefs as to what classmates noticed as she presented. 

She remernbers comparing herself negatively to others. This belief of a negative 

audience explains her difficulty in looking up from her notes during the presentation. 

Regardless of its realization, the power that the possibility of criticism has on Cristina 

affected her performance. 

Fernanda's perception of the relationship between criticism and competition is 

unique. She seems to be the only one who analyzed how it was expressed, even 

being able to joke about it. Her statement does not transmit the stress conveyed by 

Ana Esther's and Cristina's staternents. 

The statements of Isabel and Reginaldo provide dues to both the origins of 

competition and criticism inside the classroom, and their final importance. Isabel 

considered the possibility that criticism may corne from the home, that is, çomething 

people do out of habit, something ingrained, like parental advice. Reg inaldo 

surnmarizes the entire dilemma for us with his comment: "the problern is to think about 

what the other is going to think about us". These excerpts reveal that competition and 

criticism inhibit students. 

Maybe, if 1 had stayed longer. they would have told me. However, asmg for more information went 
against the permitteci b o n d d e s  1 had established until then Another possibiHty cuuid be since they 
cnticized as well, they did not feel it was ri@ to idenhfy those who did it ta them. 
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The coliective experiences in the social domain classif ied herein as (1 ) helping 

each other in interactions, (2) identifying circle divisions and (3) the effect of 

corn petitio n and criticism on performance illuminate the influence of social issues in 

the L2 leaming process. revealing the meaning of social issues at the deep level of 

action. From the surface level of action perspective, helping classrnates is seen as (1) 

cooperation: division of the dass into groups is seen as (2) assembling with peers. 

and (3) cornpetition is seen as part of the classroom dynamics. Frorn the deep level 

perspective, these issues actually mean (1) sharing knowledge and CO-constructing 

the L2 learning process. (2) forming circles where knowledge or acquaintance time 

are the criteria for rnembership, and (3) an explanation for why some students may 

sometimes seem confident and extroverted and at other times in hibited, silent and 

anxious. The patterns depict aspects that go beyond the identification of com petition 

as described by Bailey (1983) as affecting the L2 leaming process. Participants 

descriptions of these experiences and their relationship to learners' performance in 

the cognitive aspect of the L2 learning process enrich our understanding of the 

challenges involved in classroom L2 learning . 

5.4.1 '3. Collective Affective Experiences 

The role played by affective variables in L2 learning outcomes has been 

the focus of many investigations in SLA research. Studies on motivation (Gardner 

and Lambert 1972, Gardner and Mac lntyre 1991), attitude (Taylor 1973), and anxiety 

(Naiman et al 1978, Horwitz and Young 1990) have contributed to our understanding 

of the effect these issues have on the outcomes of L2 leaming. However, affective 

variables have been studied as individual learner characteristics. An exception to this 

tendency is found in Baiiey (1 983). who offers an inside look at the causes for anxiety. 

In this section, the descriptive accounts of affective experiences provide a closer look 

at this aspect of classroom leaming experiences. supporting and expanding those 

presented by Bailey (ibid) . 



The data presented in Table 5.7 suggest that negative feelings and motivation, 

interest and effort. were the issues which affected research participants the most. A 

common pattern was identified among research participants reports of negative 

feelings. but not in their references to motivation, interest and effort. This common 

pattern is presented. il lustrated and discussed below. 

5.4.1.3.1. Feelings 

Negative feelings experienced by research participants outnumbered positive 

feelings. They ranged from anxiety to fear and frustration. and seem to confirm what 

Bailey (ibid) reported on the anxiety caused by the fear of public failure, the frustration 

of measuring self against others, or the need for success and praise. However, fear of 

criticisrn is a collective negative feeling which expands the affective experiences 

reported by E3ailey (ibid). 

One recurrent observation during classes illustrates the relationship between 

performance and affective experiences. It took learners a long tirne to respond to a 

teacher's question; the teacher often asked a question at least three tirnes before 

çomeone answered. Questioned on this behavior, participants revealed that a fear of 

being criticized as a show-off or a know-it-al1 prevented them from answering 

immediately. Only Paula did not report this emotion. 

The following excerpts illustrate variations of this common affective experience. 

Ana Est.: 
Laura: 
Ana Est.: 
La ura: 
Ana Est.: 
Laura: 
Ana Est.: 
La ura : 
Ana Est.: 

Please a m e r  me, why did you wait for someone else 
to answer? 
Because I don't like to be the first one to answer 
Why not? 
Oh, I don't know ... 
((incornprehensible)) 
((laughs)) Ok, l'II tell you. 
Yes, tell me. 
Do I have to? ((laughs)) 
((laughs)) I donY know ... 
Oh, 1 don? know. but, I'm afraid of being ... like the 
srnart one in dass, the know-it-ail, the one who knows 
everything. I'm afraid of looking like I'm like that and 
of becoming obnoxious. So, I wait for someone to 



Laura: 
Cristina: 
Laura: 
Cristina: 
iaura: 
Cristina: 

Lam: 
Fenianda: 

Laura: 

Isabel: 
h u m :  

Isabel: 

Lam: 

Reginaldo: 

say somethi . Because I've studied that and I know 
people have%ficulty ... Then, when I responded, m 
dassrnate said "hum, look, she knows everything!" JO, 
I fear people will think that I am the best in cfass, 
that I'rn cool, that I know all these things. So, I stay 
quiet, 1 attempt not to answer too much, not to speak 
too much. So, folk wonY think I'm exhibiting 
myself ... inside the ciassroom. (Int. 4) 

Are you afraid of the class? 
Af raid? 
Yes. 
l'm afraid of the cnticism. 
But, not of the dass ... 
Yeah!. .. Not of the class ((laughs)). But, I'm afraid of 
the critickm that the dass make ... (lnt.3) 

Could it be that you're afraid of speaking? 
Maybe. As you mentioned, the question is asked three 
times before someone responds. You are afraid. nght? 
Afraid of bei mnsidered a show-off. afraid of saying 
something si1 "P y.. . So, çome people don? expose 
thernselves at ail! This influences folks in this area 
too. (lnt. 3) 

In this one-waits-for-the-other, rigM, as you put it, 
what are people waiting for? Is it to let others speak? 
Is it to avoid k ing always the same to talk? to initiate 
the discussion? 
Yes ... It may be. Generally ... 
For example, in your case, what would be behind that 
in your opinion? 
No ... really ... for me everything is behind ... fear, fear 
of saying sumething wrong, fear of having 
someone think that I am really exhibithg myseif. 
(int. 4) 

I was talking about criticism a few minutes ago. of you 
rot offering yourseif to read for a correction, /of 
whatlthe others are going to say ... 
/Oh. of the fearl ... ft is more a fantasy of criticism, 
because there rnay even be one or two who 
cnticize. ..but 90% of it, I believe it cornes from our 
minds ... I believe we should leave this aside and not 
be afraid and vue would do better. If we were not so 
afraid of the cnticism, we wuM do a better job. 
(int. 6) 

Research participants share the feeling that fear of criticism was often behind their 

lack of participation or contribution to a classroom task. 

Ana Esther's excerpt shows that criticism does happen, even after waiting for 

çomeone else to answer. Cristina acknowledgeâ that she feared the criticism she 

could receive if she offered an answer to a teacher's question. Fernanda's and 
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Isabel's excerpts illustrate that fear of being considered a show-off. or of exhibiting 

oneseif. cornes hand in hand with fear of public failure. or fear of saying çomething 

silly or wrong. Reginaldo. although avoiding being always the first to answer, put 

things into perspective when he acknowledged that fear of criticism is in people's 

minds. Regardles of being concrete. as Ana Esther reported, or abstract. as 

Reg inaldo im plies. participation in the classroorn , which is crucial for foreign lang uage 

learners. is hampered by this cornmon negative emotion. As the excerpts above 

indicate, fear of criticism may be behind many of the instances of lack of participation. 

5.4.1 .4. Collective Experiences Unco vered 

The analysis of similarities among research participants' accounts of 

experiences in the cognitive, social and affective domains of the learning process has 

uncovered collective experiences for the research participant students taking English 

IV. The analysis of these collective experiences through the selected excerpts 

broadens our understanding of the challenges they had to go through during that 

term. Moreover. collective experiences hint at the existence of understandings about 

the proper behavior and the values important in this language classroom. These 

findings reveal a preliminary view of the classroom culture for this language class. 

However, in spite of the similarities of their reports, each participant went 

through an individual experience as well . These singularities in participants' reports 

compose the realm of lndividual Experiences. presented in the section below. 

5.4.2. The lndividual Experiences 

lndividual experiences further corroborate the existence of the deep level of 

action. Quantitative data presented earlier indicated that differences among research 

participants ultimately affect each participant's perception of their learning process. 
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Qualitative data, through the description of individual experiences, are presented in 

the following subsections. Each of them summarizes participants personal and 

learning histories as well as their trajectory through English IV. Moreover, they are 

illustrated with excerpts from the transcripts to link the relationship between personai 

histories and learning experiences. 

5.4.2.1 . Ana Esther's Experîence 

Ana Esther cornes from a middle class background. Her father, a retired 

business administrator. works as a saxophone and piano player. Her mother. a 

homernaker, did not finish school because "she came from a small country town."B 

English was part of Ana Esther's life since she was a little girl. Her father. who 

had frequent contact with Americans. studied English. and. being a musician. played 

foreign songs. Therefore, she always liked English. As a teenager. Ana Esther had 

German friends who spoke German and English. Her family hosted two American 

exchange students and her ex-boyfriend lived in New York for three years. These 

different epiçodes in Ana Esther's life may explain her dreams: to travel abroad to 

study, to irnprove her English and to be on her own - "even if only for a short tirne? 

Ana Esther's formal contact with English started when she was 7 years old in 

first grade. This is unusual in Brazill! Ana Esther studied in a private school that 

trained students to speak English from an early age. When she went to secondary 

school, she chose a professional high school which gave her a primary teaching 

credential. Ana Esther recalls that throughout primary and secondary school English 

was taught the "traditional"" way - books. readings, translations, writing and "no 

çongs or speaking"? 
- - 

i n t e ~ e w  1 
l n t e ~ e w  1 

10~ngllsh or a foreign language are required m the cmicuktm staMng from Grade 5. ' Interview 1 
j2 Intenriew 1 



After getting her teaching degree. she decided to take Letras. This makes Ana 

Esther the only informant who took the Vestibular because she wanted to become an 

English teacher. She started at FALE in 1992. Besides English, Ana Esther alço 

intends to graduate in Spanish. 

The communicative English methodology she found at FALE surprised her. 

Since al1 English classes were taught in English she took private classes with a native 

speakerl? Moreover, she al% took classes at a language institute. At the time of our 

inteMewç, Ana Esther was complementing her studies by studying with a friend who 

taught at the language institute. As a learner, she described herself as an intereçted 

student who took leaming seriously. 

Ana Esther was the most enthusiastic research participant, expanding the most 

on the issues discussed during interviews. Her trajectory through English IV was not 

marked by any serious event. She always saw a learning opportunity in the class 

tasks introduced by the teacher. If she did not understand, she would cal1 the teacher 

for further explanation. In addition, many times when she did not believe tasks offered 

what she wanted, she would atternpt to make them more interesting by 

complementing thern with humor or making them more challenging. This explains her 

high use of learning strategies (see Table 5.5) compared to the other research 

participants. Examples are provided below. 

Ana Est.: I'd really like to be able to talk more in class. When I 
leamed the simple present, that now 1 know how to use 
and that it is more used than other te-, I feef like 
using it. So, I really feel Iike talking but the time is too 
short for that. I'd reaiiy like to have more opportunrty to 
talk and to develop myseif. (lnt. 2) 

Laura: And what did you do in this case? If you felt the book 
was restricted, how did manage to get to the point you 
wanted ? 

Ana Est.: We used creativrty. In certain parts we had to use 
Portuguese because the vocabulary we wanted was not 

l3 In Brazil, it is quite usual for students to be us& to taking Engash classes at the primary and 
secondary level without ever hearing English. Enghsh as a subject tends to be in the textbook and 
classes are most uniaUy taught in Portuguese. This explains Ana Esther's surprise to find English 
classes taught in Enghsh at FALE Her decidon to take private classes was a strategy to enable her ta 
follow English spaken classes more easily. 



in the book. Then, we looked them up in the dict io~ty 
and we tried to irisert our ideas, nght? (Int. 2) 

Her enthusiasrn and her cornmitment to make the most of her leaming process are 

apparent throughout the interviews. 

Like some of the other informants, she started to have problerns at mid-ten 

because of the teacher's fast Pace to cover the c ~ ~ c u l u m  before the end of the term. 

She felt her motivation decrease and her frustrations increase as she could not keep 

up with the pace. However, she reacted differently than the others. After feeling 

helpless for some time, Ana Esther decided to react by leaving her feelings of 

frustration and anxiety aside for a while. She consciously decided she had to 

participate actively in classes again to take the rnost out of the course. 

Ana Esther dernonstrated a greater concern with foreign language issues than 

other participants (see Table 5.8). She worried about not getting the fluency she 

would like to have, expressing concern over the possibility of having to teach in the 

public school system in the city's outskirtsl4 as a result of the restricted practice 

opportunities in the foreign lang uage environment. 

Ana Est.: So, I believe there's an economic differenœ which plays 
a role, specialty in the leaming of English. Sometimes I 
find English an elitist language. I see that those who 
have a better econornic status have already lived 
abroad and they are very fluent. .. So, I wonder if those 
wtio can't afford a trip abroad are going to make it ... or 
are they gonna raduate and end up teaching in distant 
public schools? %/ha t's going to happen to me? Wll I get 
a job? Will I graduate speaking fluently and well? These 
things worty me ... (Int. 4) 

Complernenting her worries with the reality of learning and teaching English in 

Brazil, Ana Esther shows awareness of the demands of her own leaming process in 

the context she is in (see Table 5.10). 

ïhe I'ublic Schools in the outslorts of the city usuaiiy receive les fundmg have more lower incorne 
students and a large number of students per d m ,  which make the teachmg of a W g n  language 
in such context a very controver';ial issue m Brazil. This expkins Ana Esthefs fear of ending up m one 
of those schwls m case she Ls not wen prepared to take a job m the more afffuent and private schook 



Ana Est.: But, this is how I see it: you have to drive ... I know 
I'm putting effort in everything I do. At home, 
every day. Sometimes, I start to speak English 
alone, by myself. I read in English at home. I 
study. I see it as a process that is not restnctec! 
to the classroom, but outside as well. I see that 
I have to work on my own. Becalse in ciass 
everything oes too fast. And we canY talk and 3n practice, rig ? So, this is what I see. I have to 
strive to speak, to develop, to go forward. (Int. 6) 

Ana Esther knows what she needs to achieve her goals. Being the only research 

participant who entered the university to becorne a teacher, she has a motive or a 

purpose that differentiates her experience from the others. This may explain 

quantitative data which indicate that Ana Esther does not refer too much to intentions 

(see Table 5.11). She already knows what she wants as seen here: 

Ana Est.: So. when I notice people referring to cultural issues, I 

E ay lots of attention, I want to know more about that 
ecause you may find yourself in a dassroom one 

day and a student rnay ask you: "do they do this? 
what do they do?" So, 1 feel this eagemess to leam and 
d i m  these things more. (Int. 4) 

Ana Esther's understanding of her context and learning needs are matched to the 

strategies for achieving her goals. Ana Esther's skills as a learner are alço noticeable 

in her use of social and affective strategies. Since she knew classrnates might criticize 

her if she volunteered too much, she encouraged those around her to volunteer. To 

avoid feeling discourageci by the jack of motivation in others, she encouraged 

classrnates to work. Towards the end of the tem. when she felt the teacher was going 

too fast, she was depressed and anxious for a week. However, she was able to 

recover by recognizing that she would lose more if she continued to feel depressed. 

Therefore, despite the social, affective and cognitive demands, and the indirect 

expeflences which affect her the most, Ana Esther finished English IV with a sense of 

accomplishment. 
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Ana Esther's success with English can be explained by her love-story with the 

language. In her words. "English is my passionn1s. Here she describes herself as a 

student who takes learning seriously: 

"1 force mysetf to study. I write sentences. forcing mysetf 
to leam them. I pay attention in cfass, ask questions if I 
have doubts. I try to do everything the teacher requests. 
Once I even mernorizeâ a long list of verbs in the present, 
past and participie f o m  because I have always wanted 
to do well in English". (Int. 1 ) 

Moreover, as a student at FALE. she has learned that if she wants ta develop 

the fluency she wishes for herself, she will have to do her part. In her words. 

"If you want something, you have to search for it. You 
may even leam a lot in the university, but you will not 
ieam everything. If I want to be a good English teacher. 
I have to invest in rnyself". (Int. 1) 

Passion and hard work explain Ana Esther's success. Her experience reflects 

that her main motive for being in the university and her interpretation of the events that 

happened in class have a significant influence on the way she goes about her 

learning proces. 

5.4.2.2. Cristina's Experience 

Cristina cornes from a poor background. As part of a large family, at an early 

age she learned to take care of herself. Her parents never had to worry about her 

studies because she took pleasure in learning. 

Cristina studied in public schools. Her first contact with English was in 7th 

grade. At that time, she found it "snobbish and unnecessary"16. In spite of disliking it, 

she took 1 as a cornpulçory requirement of the curriculum. As a learner, Cristina 



remembered she used to mernorire her English lesçons. She described herself as a 

dedicated student. but not of the "attached-to-books"l7 type. 

At 16, the year she entered çecondary school. Cristina started working, looking 

after an elderly lady. She worked during the day and studied at night. Eventually, she 

dropped out of high school. A year later. Cristina entered a Supletivo program - an 

adult program that allows students to complete primary or secondary school. After 

graduating. she took a senes of different jobs. When she got married. she stopped 

working, but mon found herself wanting to do more. 

She decided to try the Vestibular for a degree in Communications. However. 

due to her academic background. she registered to take the Vestibular for Letras's. 

She started her university studies in 1 992. 

Cristina started to enjoy English after entering the University. She began to see 

English as a universal and important foreign language for her to leam. At that time, 

she had bought a VCR. Renting movies aroused her curiostty for English. Therefore, 

when she had to choose the languages for her major. she decided on Portuguese 

and English. At FALE, Cristina described the methodology as "totally new"? there are 

v ida tapes in the classroom; students are asked to listen and work on English çongs 

at home; students listen to audio tapes, and get to talk in class. However, she makes a 

point in saying that "new is not a synonyrn of efficient? 

In her trajectory through English IV. Cristina was the research participant who 

showed more determination in dealing with her own limitations. Coming from a low 

socio-econornic background, Cristina leamed from an early age that she would have 

to work hard for the things she wanted. 

l7 interview 1. 
Crisrnia makes this statement referring to her always midymg in public schools. This together with 

the intmption of her stuciies gave less chances than other students who take the Vest i ïar  after 
spenchng fortunes m the many prepa~atory schools. Moreover, Letras is a p m p m  that does m t  attrad 
many candidates &iven the low salaries paid to  teachers in Br& Consequently, the rate between 
candidates and openings is lower than that for other programs Therefore, her decision, as wel1 as of 
the other participants in this situation, is baseci on these two factors. 
19 Interview 1. 
20 ~n terview 1. 



Entering the University was a major ammplishment for someone with ber 

economic and educational background. However. it is only one of the rnany that 

Cristina evaluates here: 

Cristina : l work two different jobs, I have a house to take care of. 
I don? have much, so rny situation iç dinerent from 
other classrnates. I believe alt of that influences one's 
pmcess. i believe it's not that I'm lesç intelligent S o m  
times I wish I could be one of those students who knows 
the answer to every question, that would be great, don't 
you think? But, at the same tirne, the difficukies heQ 
you in rnany ways, right? We learn to appreciate small 
accomplihrnents more. (Int. 3) 

Cristina's abilrty to confront her challenges is remarkable. Cornpared to other 

research participants, Cristina showed a superior use of learning strategies (see 

Table 5.5). She was not as afraid as the others about asking questions in public. She 

would open the book to accompany the teacher when she could not understand well; 

she pronounced words mentally as others read; she paid attention and spotted 

mistakes; she did homework as requested. Alsu, she did not waste time in trying to get 

phonetic transcriptions in class because she believed time was short; she asked 

classrnates questions, and she attempted to increase her participation in speaking 

activities. 

In addition to that, she reported more on conflict (see Table 5.6) than others. 

She was outspoken about problems. She reported that she did not like a particular 

clasmate who "çounded patronizing" in his corrections. She also revealed conflict 

among the members of her own circle, and the cornpetition between groups to show 

off "technological equipment". 

La ura : Do ou believe there's this need too? Of bringing in 
VC 's, videos, tapes. rnuli-media presentations? 

Cristina: 
A 

Yes, I do. Specialty in (name of classmate)'~ 
presentation- that bore! 

iaura: Why don't ou like him? 
Cnstina: ((laughs)) g ecause he is really boring. Nobody likes him. 

He is always saying the wrong thing, going against 
everybody. He thinks he is the best. He's obnoxious. (Int. 3) 



However. her decisive views concerning others did not stop there; it aiso extends 

towards herselt. Cristina showed a high degree of self-knowledge (see Table 5.7). 

which allowed her to direct her energies to the issues she needed to improve on. 

Cristina frequently refers to shyness and inhibition in front of the classroom. 

Cristina: What happens is that I start shaking. I just canY seem 
to be able to look ple in the eye when I'm in front P" of the classmm. get very nenrous. ... I'm outgoing 
as long as I don? notice people are paying attention 
to me. If that happens, my palms get sweaty and I 
can't do anything else. ... I donY know how to work 
on th&; how to overcome this shyness. (Int. 2) 

As we can infer from the passage. the frequency of her reference to these feelings, 

corresponds to their negative impact on her class participation. Working was one of 

Cristina's main obstacles to a better performance (see Table 5.9). She worked in two 

part-time jobs for 35 hours per week. Since she cornmutes for about three hours to 

and back from the university. she is left with little time to study. Yet, she studies 

whenever she can; in the library while she is working, for example. This explains 

Cristina's more evident concern with time (see Table 5.8). She complained more 

about the teacher's fast pace at the end of the tem. She was aware that, unlike her 

classrnates, she could not compensate for the teacher's faster Pace by dedicating 

more time to her studies. 

Cristina reported that her beliefs about the teaching of English (Table 9) have 

developed in her years as a student. She believes classroom presentations should be 

more than only entertainment, which, in her opinion, is what predorninated. She even 

approached the teacher to suggest irnprovements to the methods she was using. 

Cristina: "So. I don7 believe this is a valid way to evaluate ouf 
oral skills. In addition to that. I don't believe we have 
time for that. 1 even talked about this to the teacher 
the other day. 1 told her, 'Last year, our teacher had 
us do an oral task in groups. We stayed in groups 
outside the ckssroom; she would cal1 us and give us 
a situation to improvise on. I believe that was more 
effective because it tested out abilities. So, I told her 



that. I also told her we're wasting time and we're not 
getting rnuch out of it." (Int. 3) 

Cristina believes that teacher and student relationship should be cooperative. Her 

input to the teacher is also an example of her confidence21. 

Cristina did not report as many intentions (see Table 5.1 1). but she did wish 

that she could to be a better student. overwme her problems with oral presentations, 

and increase her participation. She referred quite frequentl y to these three issues. 

Cristina decided to take Letras because she knew it would be difficult to pass 

the universrty entrance examination for the course she preferred - Corn m unications. 

Therefore. her main motive is to learn English; not tu teach it. She works towards that 

goal by forcing herself into situations which require her best. 

"1 believe the key is power. Will power and lots 
of studying. You know, 1 do want to leam. Because 
my objective is to leam E Iish. I have to kam. I F have to leam and rnaster nglish as best as a I c m "  (Int. 5) 

Cristina's sense of determination pays off in the end. Her experience of English 

IV revealed what she still had to do, as well as the things she had to change to 

achieve her goals. In her final interview, she reported being satisfied with her 

learning process, but also admitted that personal problems had affected her 

performance more than she wanted to acknowledge. She assesses her achievements 

during the term thusly: 

"1 notice that I've made progress in the greater 
ease I feel when I write. Listening has also 
irnproved. And, even speaking! i notice I'm 
risking myse% more, I1rn becoming les  
inhibited. I1m getting better. Day by day. lave 
noticed progres.. . I've learned a lot. . .. And I am 
the one who notices that. N o M y  has corn to me 
and has told me 'you're better'. I notice I'm better". (Int. 5) 

Despite her limited study time, Cristina believed that she had achieved a great 

deal. Cristina's positive evaluation of the English IV tenn is related ta her life 

21 bpression of dissatisfaction to the teacher is something contidered Nky by other research 
participants. However, for Cristina it seemed very natutal to express her opinion to the teacher 
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experience. In her life she has had to play the role of a stubborn fighterz*. Working her 

way through school is an example of the force that pushes her and of her 

determination to get an education. In secondary school she had to quit studying so as 

to work and help her family. A few years later. back in school, she paid for her studies. 

studied at night. and worked during the day. 

At the university, she continues fighting. She has had to keep above the many 

discouraging comments she has heard implying that students like her23 end up 

dropping English to pursue a Portuguese degree only. However. since she befieves 

she has the right to pursue what she "wants and likes"24 rather than "what is easier 

and demands l e s  investment"2s. she has approached her English IV studies 

detemiined not to give up. In her words. "this is more than a challenge for me? 

Cristina's trajectory through English IV reflects how the combination of her 

previous experiences, as well as her motive and expectations. are related to her CE. 

5.4.2.3. Fernanda's Experience 

Femanda was born and raised in a small town a few hours from Belo 

Horizonte. Her maternai grandfather was Italian. She inherited some of her parents 

characteristics; from her mother who was serious, strict and demanding. she sees 

herself as çomewhat of a periectionist; from her father who was always working, she 

learned to keep busy. 

Fernanda's mother had a direct influence on her education. Since Fernanda 

was a woman, her mother did not allow her to move to Belo Horizonte after finishing 

primary school - something Fernanda's brother did. After finishing secondary school, 

Fernanda, who always enjoyed studying and had been a very good student, tried the 

22 In one of the rides 1 gave her, this is how she once talked about herself. 
23 C o M g  from a poor educatiunal background 
24 interview 1. 
z5 Interview 1. 
26 Interview 1. 
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Veçtibular for Journalism. As she did not pas,  she was disappointed. However, later 

she understood why. In her own words: "The teaching I received was decent, but 

deficient. For the environment in which I lived I was knowledgeable, but not enough to 

compete for a universrty seat in Belo Horizonte".27 

After the disappointment of not passing in two attempts, she decided that she 

would take Letras because it was "easier to passW.*8 She passed in the beginning of 

1992, moving to Belo Horizonte to start a new phase in her life. She had a few 

problems, mainly getting used to working and studying. Femanda has a part-time 

night job to partially support herself. In spite of the changes, she considers herself 

adapted to the big city rhythms. 

Fernanda's first contact with English came in the 5th grade at the age of 11. 

She rernembers the teacher who attempted to make English more than just 

rnemorization. However, she recalls that English was "book, grammar. and copying 

from the blackboard"? 

As a young teenager, her interest in English was increased through a John 

Lennon çong. Leaming what the words said awakened in Fernanda the desire to 

learn English "beyond the book". However, when she entered secondary school, she 

did not see English dflerently from any other subject. She evaluated that she did not 

learn as rnuch as she could have in that period of her scholastic career. 

At FALE. Fernanda found everything to be different from her previous learning 

experiences. The major change was becoming more responsible for her own learning 

proces, something that required effort and time. Working took much of Fernanda's 

time. Therefore, she wished she could dedicate herself more to her studies. 

Becoming a universtty student has brought changes in Femanda as a learner. 

She realizes that she cannot blame her teachers for her failures anymore. She sees 

herse1 as more mature and responsible, with positive consequences: "what you learn 

27 i n t e ~ e w  1. 
28 lnt erview 1. 
29 lnt ewiew 1. 



becornes reai learning - you don? forget it because, in a way, you have created that 

In her trajectory through English IV, Fernanda demonstrated an awareness of 

the demands of the learning process that was incomparable to other research 

participants. In the cognitive domain of experiences (see Table 5.5), Fernanda was 

able to describe her difficulties with details of the processing requirements involved in 

a classroom task. The selected excerpt is a sample of this awareness: 

Laura: What do you mean with "it's difficuit to make the 
association of ideas"? 1s it to know that in this 
situation you have to use 'going to' or 'will'? 

Femanda: No. This is how leaming English is problematic. You 
not only have different structures, you also have 
different ideas. And. what I'm saying, that the 
ideas are different, they are really different. They 
mean different things. 

Lam: Oh, I get it. ((not really sure of what she meant ...)) 
Femanda: Do you understand? The meanings are different. 

For example I can't say in English the thi s l'd say 
in Portuguese, I mean, using the same ve % S. the 
same words. It doesn't work that way, rigM? 'Will' 
is for certain situations and 'going to' for others. 
This is what I mean when I say association of 
ideas. That is, I have to think about how people 
would sa that in English. This is difficutt. I have to 
think in g?lish. That k. we still have the mental 
structure O Portuguese, 1 mean, at the time you're 
going to Say it in English. And this is difficuit. (Int. 2) 

This segment illustrates Fernanda's ability to describe cognitive processing in the 

cognitive domain. 

On the social front, Fernanda experiences show she has the highest frequency 

of reference to issues in Interaction and Interpersonal relationships (see Table 5.6). In 

fact, this is an area that concerns Fernanda. The data reveal that aithough she did not 

reach the point of being detached from groups. she preferred to keep to herself, 

associating with only a few classmates. ln the class presentation, she preferred to 

work alone. In the excerpt below Femanda describes her relationship with 

classmates. 



Uhm ... I obseive that I'm not too close to my ciassrnates.. . I 
have my cirde of friends. (Int. 4) 

In classroorn discussions. she aiways contributeci with her points of view. 

However, when she did. she usually addressed the teacher. What was unique about 

Fernanda was that she repeatedly called the teacher's name before she spoke. 

Questioned about this recurrent behavior. she said: 

Now you got me with this question. I Say "teacher" because I 
know Itrn going to make rnistakes and she can correct me. I 
also donY Gare if others are lktening or not. Realiy, I don? 
care. .... I believe I talk to her because she asked the 
question ... I believe every student addresses the teacher. 
Maybe this is a defect, right? Not caring about what others 
are going to say or if they are listening or rat... (Int. 3) 

At one point she mentioned problems with one of her classmates who, as she 

perceived it. contested what she said. This specific student came from Law School 

and took English as an elective. Later in the semester. Fernanda had to work with this 

same classrnate in a pair-work task. Her initiai cornplaints about him turned positive. 

Actually interacting with hirn made her change her first impression. 

Fernanda's problerns reflect her rare use of social strategies. This is something 

she recognized at the end of the term and improving in this area becomes a goal for 

her. 

Personally. I need to have more ... I realize I have to atternpt to 
interact more with groups in the chssroorn tu have more ... 1 
believe this helps in the leaming pmœss, right? I c m  take 
some of my doubts with one. talk to others. This helps in the 

That's what I need - irnprove in my 
in class to improve in my leaming 

is bad, but which c m  get even 
better. (Int. 8) 

Too much independence ended up being a problem for Fernanda. However, as 

illustrated above, she was able to understand the need for more social interaction. 

In the affective domain. Femanda stands out as the research participant who 

has the most self-awareness ( s e  Table 5.7). She knows her limitations and her 

strengths. She sees herself as a demanding person who wants people to be sincere 



with her. This trait disturbed her. since she realized, "there are al1 kinds of people31" 

and that could not expect everybody to meet her expectations. After entenng the 

university. she was disappointed in people and became more withdrawn. As the 

semester progressed, she observed that she was "making a u-tumn' in her attempts 

to reestablish more contact with others. This is a response to the understanding that 

her self-im posed isolation. identified above. bothered her. 

One epiçode that illustrates how social issues affected Fernanda refers to a 

comment she received from her teacher. The comment coufd be considered normal 

from a teacher. However, it had a long-lasting effect on Fernanda. After her oral 

presentation, the teacher told her that she had expected more of her. It took Fernanda 

three weeks to recover from the frustration she felt at that moment. Fernanda had 

worked alone for weeks and she had done her best. The teacher wanted to see 

creativity in oral presentations, something Fernanda did not consider as relevant as 

the objective she perceived for the task - the developrnent of fluency. Yet, despite 

feeling that her effort in preparing for the presentation had not been recognized, she 

ended up leaming from the experience. 

Now I feel much better. Time has passed and so has the pain, 
MM? But, of course, the frustration lingers. Vs mt gone yet. 
But, today I feel much better than on that day. The important 
thing is that I'm not going to give up. I'm nd going to thmw 
everything up in the air, because that would mean throwing 
out my own work. Nothing justifies that. I am goirig to finish 
my course. l'Il go on with my other language courses too. And. 
in spite of the frustration, I know I still have strength to 

study. I'm not giving up. (Int. 8) 

Fernanda showed her resilient nature and her determination in the incident 

above. It also represented a test on her affective strategieç. During the three weehs 

which elapsed between her first report of how she had felt and the comment 

excerpted above, she had to find a way to deal with her feelings. In the end, she did, 

31 iast interview. 
32 Last interview. 



but rneanwhile six classes had gone by. She took much less from these 6 classes 

than she would have taken if she had been feeling better. 

Fernanda is also concerned with foreign language issues and institutional 

factors (see Table 5.8). Like Ana Esther, Fernanda cares about fluency. From her 

perspective, however, too many people in the classroorn reduce her opportunities for 

practice, which she considers is the only way ta develop her fluency. She 

acknowledges that there is not much she can do. 

Fernanda: "l'd Iike to participate more, right? But, you have to 
consider that there are many people. So, sometirnes f 
feel like saying something and I donY because you 
have to let others talk too... right? (Int. 4) 

Laura: So, what can you do to develop your fluency? 
Fernanda: Itd have to practice. There is no other way. In 

addition to that. continue studying and practicing 
The problem is that opportunities are few.. . (Int. 2) 

This is one the many times Fernanda used the phrase 'opportunities are few'. In fact, 

her lack of opportunities for practice are related to her need to work. 

Fernanda's references to working corne second to Cristirta's (see Table 5.9). 

Femanda cornes from a town about 200 km from Belo Horizonte and she has to work 

to support herself. Like Criçtina, she feels that lack of tirne affects her learning 

process. 

Fernanda's beliefs (see Table 5.10) reflect an awareness of the dernands of the 

learning process. More than once she referred to the relationship between classes, 

time, practice opportunities and student involvement, as in the excerpt below: 

"Again, I refer to that point I made before. If you don1 take 
studying into your hands and attempt to present the 
knowledge you have to yourself, classes are worth very little. 
But, to leam and master this knowledge is your responsibility. 
So, it ail depends on the time l'II have to do that, the practice 
opportunities and things like that. This is what I believe. (Int. 2) 



Fernanda is able to see the learning process 

tests. She seems to be aware that being 

responsibiltty leads to more or less success. 

as not only wming to class 

able to manage studying, 

Finally, Fernanda seems to have a set motive (see Table 5.1 1). 
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and taking 

time and 

In spite of 

Letras not being her first choice career, Fernanda is determined to becorne a good 

teacher. The following excerpt surnrnarizes her goals. 

"lt's because I've made up my mind that if 1 donY get to have 
the fluency that f want, I don't want to be that teacher.. . uhm.. . 
a htf teacber. 1 don7 want that for me. I want to be a good 
teacher or not be a teacher at all. If I don't get the fluency I 
want. if I canY articulate my thoughts in English, I'm not. ... I 
have to practiœ more and work on these things'. (Int. 3) 

Fernanda's trajectory through English IV documents the relationship between 

the experiences she reported, her objectives and her rendition of the classroom 

happenings. She ends the semester feeling that her learning process was fruitful. 

learning more than English along the way: 

1 end the semester wth a feeling of learning. I ask myself: 
'Want to leam English? Yes is the answer; a lot. So, I did leam. 
All those expressions ... 1 believe 1 leamed a lot and that 1 wili 
always learn, right? And that it will never stop ...(( laugh)) (Int. 8) 

... I've also found out that whatever happem. 1 wonY ever stop. 
Understand? Even if something frustrates me, I believe I can't 
let rnyself be overcome by that ... I'm too vulnerable. So, I cant. 
I gotta learn to go ahead. (Int. 8) 

... I also need to be more attentive. I don7 know if it's relevant, 
but I also have to remain calrn during tests, avoiding the 
tension that cuts my reasoning. I have to improve in this: 
manage rny test anxiety" (Int. 8) 

To conclude, Fernanda's awareness of the demands of the leaming process is 

influenced by the situation in which she lives. Having left her hometown. Fernanda 

has learned to be alone and to reflect over her experiences. More than once, 

Fernanda analyzed how her behavior was shaped by previous experiences or by her 

background. She has searched for the meaning of experiences she goes through. In 

turn. they guide her. 



5.4.2.4. Isabel's Experience 

lsabel cornes from a low middle class background. Her farnily lacks a tradition 

for schooling. On the one hand. her father never supported lsabel in her desire to 

learn. He criticized her for choosing to continue her studies after completing primary 

school. Her mother. on the other hand, always encouraged Isabel, making sure that 

nothing interfered with her daughter's studies. Isabel's father is retired. so her mother 

supports her. This has allowed Isabel to avoid the necesstty of work. 

In spite of her family's lack of an educational tradition. lsabel believes that 

studying is necessary. She recalls that she started school at the age of six. She was 

never afraid of going to school. She believed that she was in school to learn, so she 

had to study. She enjoys studying and learning. 

Isabel's interest in English started before she was in school. She used to see 

English books and wondered why she did not speak English. Her formal contact with 

English started in 5th grade. She found English "beautiful and differen1."33 Isabel liked 

English from the very first day of class. She used to sit in the first row and pay attention 

to everything that happened in class. 

Isabel continued studying English in secondary school, which she finished at 

the age of 18. She then tri& the Vestibular for psychology, but did not pass. She 

spent the next year working and entered a private language institute to study English. 

At the age of 22 she decided to go back to school and tried the Vestibular at a private 

college. She studied in that college for two semesters before she had to quit because 

she could not keep paying the expensive tuition fees. 

It was her rnother who encouraged her to try another Vestibular. Isabel would 

have liked to pursue Veterinary medicine, but chose Letras because it would be 

easier. lsabel passed the Vestibular at the end of 1992. Besides taking English, she is 

taking French courses. 



One of her memories about 

methodology that focused "more on 

secondary xhool, she started to 

newsstands. She used to read thern, 

lessons. 
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the first years of learning English refer to the 

reading than on speaking."34 When she started 

collect issues of an English Course çold at 

listen to the accompanying tapes and repeat the 

At FALE, Isabel found a more communicative approach to teaching English, as 

well as a more encouraging environment. She feels sunounded by English at FALE. 

Isabel's trajectory through English IV is not rnarked by any major event. From 

the firçt intervÏew, Isabel mentions that her main problem in English classes is 

speaking. She feeis self-conscious when she has to speak. Although Isabel does not 

deviate from the average, in the cognitive domain of experiences (see Table 5.5). she 

seemed to have a recurrent behavior: if she had a doubt. she preferred to find the 

answer without asking the teacher. This behavior was also reported by other 

participants, but their uses of this strategy were less frequent than Isabel's. The 

excerpt below illustrates how she explains her behavior. 

"I didn't ask the questions. Because if I asked k r ,  I would like 
her to explain it to me ... somethi alrnost personal. if she 
explained it at the time, she wu! 7 be expfaining it to the 
whole claçs, and I wanted to talk to her in private; ask her for 
an explanation which, even if it were short, would be just for 
me, so al1 her attention wouid be mine. So, it would be easier. 
If she answered the question in class, someone could interfere, 
ask her something else and that might confuse me ... So. in 
these cases, I prefer to talk to the teacher in private." (Int. 6) 

Isabel seems to know she cannot get the kind of assistance she wants in a classroom 

situation. Asking questions was the one most frequently useâ learning strategy 

reported by participants. Although Isabel said that she preferred to ask the teacher in 

private, she did not do this. Therefore, what looks like a strategy for Isabel, i.e., to 

question later, may actually be considered an avoidance strategy. 



f n 

criticism . 

showing 
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the social domain, an explmation for Isabel's behavior emerges. Isabel fears 

She knows that if she asks too many questions this may be interpreted as 

off. Moreover, public exposure of not knowing sornething may also cause 

ridicule from other classmates. ln fact, as Table 5.6 shows, in this area, Isabel's 

strategies are quite above the average. The çtrategies she uses the most are either to 

avoid criticism or the possibility of ridicule. 

"Even if you are prepared, you may speak the least possible- 
Because they rnay find that you belong somewhere else... You 
feel not valued at all. So, Ws wise to do sornething not very 
arnbitious and speak the b s t  possible. (Int. 6) 

Isabel dernonstrates a highdegree of selfconsciousness because she believes her 

classmates are paying attention to her in a critical fashion. 

In reporh'ng other learning experiences (see Table 5.9). Isabel reveals previous 

scholastic experiences which explain her self-consciousness. According to her. in 

prirnary school she loved to participate in class. In secondary xhool Isabel went 

through two different experiences which made her change from an active participant 

into a more quiet one. In the firçt incident. a teacher asked students for a research 

project. After correcting them. the teacher chose Isabel's project as an example of 

what a good project should look like. This is the memory that has stayed with her: 

"When he did ttiat, e v e w  boked at me ... with that look ... 
Gosh! That. illsfead of making me feel happy, made me very 
sad because m classmates felt I should have told them how to r: do the project. heyweresamstic, saying I had been a very 
good f&nd ... With tht, I believe i started losing that ... that 
drive to be the first. I believe I lost a bt with that ..." (Int. 4) 

In the other episode. lsabel recalls how she loved a chemiçtry class. The teacher 

asked questions that Isabel eageriy answered. until her clasmates complained she 

was not letting anyone else answer. When they told her she was the teacher's pet. ber 

reaction was to keep quiet. Regarding this second epiçode, Isabel said: 



"From then on, I was never the same. I prefer to restrain 
rnyself. Even more at the university.. . because everybody 
here ... because of this competiive climate ... " (Int. 4) 

These social experiences may account for Isabel's seif-consciousness and her 

avoidance strategy in solving her doubts. 

Table 5.7 shows Isabel is quite above the average in reports of motivation, 

interest and effort. In fact, Isabel seems to have maintained a constant level of interest 

in class activities. In terms of effort, lsabel has strong beliefs about being a çtudent 

and what this role entails. In the excerpt below she comments on the low attendance 

rate to an extra class: 

"Not that I came to show~f f .  But, if the teacher is willing to 
teach us an extra class. when she could be resting.. . She IS 
trying to catch up with the time lost, in other wordç, help us to 
avoid having classes in ûecember ... I believe everybody should 
come instead of giving these silly excuses. The problem is that 
they'il have to wake up eady ... This is really a demonstration 
of lack of interest". (Int. 7) 

Isabel, as a student, felt an obligation to come to class on account of the teacher's 

extra effort. 

Isabel, like other research participants refers often to tirne (see Table 5.8) as a 

factor affecting the learning process. For example. she perceived that time affected 

pair work tasks, where only one could fully finish it in the allotted time. However, 

Isabel also appreciated the teacher's decision to complete the curriculum even if the 

pace was faster. 

" I find her decision a good one because, I don7 know if pu 
noticed, but this book is divided into units which cover things 
we've already seen, others which are reviews, and yet others 
which present new topics. Most of the topics are review. In 
fact, this is how the book is divided: 3 lessons, one with new 
information, 3 more lessons and a review. Therefore, these 
reviews are good. But, if she had to stop to review point by 
point it would take forever. So, she has to go faster with that 
which has already been taught. Sb's  emphasizing the things we 
don? know. So, I like her decision. She leaves the stuff she 
knows we already know to do at home. Just because in class 
there's no time to see everything". (Int. 7) 



Isabel understands that the leaming process has to be complemented by the students 

if they want to achieve their goals. 

Isabel was the research participant who referred to learner responsibility the 

most (see Table 5.10). She recognized that time spent doing homework and other 

assignments represented more time in contact with the language. She also preferred 

working alone because she believed that it developed her independence. On 

weekends she prepared for the topics to be covered during the week. In the excerpt 

below she summarizes her belief in the importance of leamer responsibility in the 

learning process. 

"1 believe I'rn a student, sol for me. there are no holidays, 
there are no weekends. If I have to go out or on a date and the 
teacher asks me to corne on a Friday or on the weekend ... I do 
not stick to my original plans. IIiSfead. I apologize for mt king 
able to keep the appointments and explain that I have to corne 
to school. I gladly let those plans for another day because 
pleasure and fun can corne later. but an extra class happens 
only once, right? Why I am studying, right? I have to be flexible. 
Of course, I have my life, but there are times we have to put 
it on M d ;  because it pays off in the end, right?" (Int. 7) 

Finally, Table 5.1 1 presented how often Isabel stated her intentions. lmproving 

her grades to an A level was one of them. More participation in class activities was 

another. Isabel's repeated references to working on her class participation was still an 

ongoing process at the end of the term. 

"1 dont know if the others feel shy. but I do. I am shy. I'm 
t ing to change that. Sornetimes 1 feel I have to confront the 
c 7 ass, I have to speak up. .. even if I make mistakes". (Int. 6) 

Isabel's primary motive in taking English is slightly different from that of the 

other participants. Her objective was to graduate in English and get a job so as to pay 

her way through veterinary school, the career she truly wants. Therefore, she takes 

her studies seriously. 

Her interpretation of classroom events and her approach to learning show the 

relationship between her objectives and her experiences. Isabel did her best in class, 
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working diligentiy towards her goal. She ended the semester feeling she had had a 

productive term, particularly as a research participant. 

"It was very good to think a bit more carefully about our 
objectives and what we were doing about them. If what we 
are doing is working. I learned to reflect about my 
performance. about other issues related to the chss, and about 
the Mure". (Final-Evaluation Questionnaire) 

Paula alço cornes from a lower middle class background. She always had an 

interest in learning English, but financial conditions prevented her from studying 

English early on in her life. She does not speak any other language and has never 

had contact with other languages. 

Her parents have different attitudes towards the importance of education. On 

the one hand, Paula's rnother is supportive of her daughter's choice of entering the 

University. Her father, on the other hand. does not believe in the value of education. 

He would rather see Paula working. Paula did not work when our interviews started; 

but halfway into the semester she took a part time job. 

Paula was 15 when she entered a technical high çchool. She was there to 

complete a technical degree in sanitation. At the age of 17. she completed her 

apprenticeship, but never worked in the area. 

Her mernories of learning English start at 15. In her second year of high school. 

Paula transferred to another public technical school. The kind of English teaching she 

received there was better because. 

'7th book they used was very demanding, it demanded more ... 
basically, it was the study of grammar structures, exercises 
and tests; no conversation. There, it was only ~ril ing."~5 
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Entering the University as a Letras student in 1992 came from the reaiization 

that she "needed to learn English well."" However, Letras was not her first choice. 

She wanted Communications, but did not pass the Vestibular. 

As a learner, Paula never had much difficulty learning English until she entered 

the University. Comparing it to her previous learning experiences, Paula sees a 

significant difference - the learner has to search for learning too. In her words: "you 

leam from yourself.a7 As for herself inside the claççroom, she says, 

"l've always been shy, thus, when I began to study English here, I 
used to feel a bit out of place. HonestIy, I did not k m w  what to 
do. Nowaâays, it's different. Because of the farniliarity that i'm 
having with the language, I'm irnproving. I still feel shy, but less 
t han before ."38 

Paula had a singular experience of English IV when compared to the others. 

After cognitive experiences, she referred more to affective issues than to social ones. 

In addition, she was the only research participant who ended the terrn feeling she had 

learned almoçt nothing. In the paragraphs below, Paula's experience is described 

with excerptç which illustrate her perceptions, interpretations and behaviors. 

Paula stayed close to the group average in her experience of the cognitive 

domain (see Table 5.5). She had a good perception of objectives, and reported 

having Iearned from tasks. However, despite identifying objectives well, Paula 

criticized most class tasks. Sometimes she pointed out the task was a review that did 

not add anything; at other moments, it was the material which was limited. Paula 

repeatedly uses the word 'tiring' to evaluate class activities, but also stated that when 

the task involved grammar, she paid more attention. The excerpts below illustrate 

Paula's reactions to different class tasks. 

"When Ps a grammar exercûe, I click in, understand? I 
pay a bit more attention. But, when it's a task I'rn not 

36 interview 1. 
37 ln terview 1. 
38 Intewiew 1. 



too interested in ... Grammar, I really Iike. I did that in a 
second". (Int. 2) 

(A bout role-plays) "1 believe they are a bit tiring . Not 
totalfy since I do believe it's a valid task. When I say 
tiring I mean that sometimes 1 hesitate talking, right? 
Role-plays that you have to corne up with the dialogue, I 
find those nice, because the make you reason. But, 
when you have a ready-ma d' e dialogue and you have to 
complete it, it doesn't appeal as mudi, you donY get 
interested in that". (Int. 2) 

As the third sentence in the first excerpt indicates, Paula leaves it unfinished when 

she mentions uninteresting tasks. In this case, her usual behavior is to pay peripheral 

attention, Le., she knows what is going on, but not in detail? In addition. she prefers 

not to participate as much as she could. 

"1 may even the know the answer; have everything clear 
in my mind but, 1 say to myself, 'oh, I'm not going to 
answer". (Int. 3) 

In sum,  Paula's experience of the cognitive domain was conflicted. On the one hand. 

she followed class tasks, paid more attention when tasks interested her, and she did 

not have major difficulties. On the other hand. she seemed not to take much from 

class tasks given the criticism often included in her statements. and the partial 

attention she reported during tasks. 

Paula's affective experiences reveal clear differences when compared to her 

peers (see Table 5.7). She reported many more negative feelings and much less 

motivation, interest and effort. Her negative emotions range from finding class tasks 

tiring, to fear of public failure, nervousness, inhibition. frustration, and feelings of 

isolation. 

"1 don't know what happens but when I have to go up front, 
the first that happens is that I start shaking. I told myseif. I'rn 
not going to present. But, the teacher forced me and I had to 
go. Up there I lost my breath; she asked me to speak up and I 
jlst couldn't. My voiœ seemed to get ca ht in my throat.. . I 
don7 know, I just couldn't s p e a k  louder ... 'f' t's not easy for me 
to speak in public. .. I find it really difficult.. ." (lnt.3) 

- - 

39 Ihis interesthg concept is also found in Lave and Wenger (1 991 ). 



"1 believe 1 uns... I don? know ... very nervous. That's how I 
feel when I take tests like that. in a hurry. I didn't do well. I 
ended up not reviewing anythingn. (Int. 4) 

"1 donY answer and I believe inhibition is the problem. People 
feel inhibited to talk ... being the first ... start up the 
conversation. At least. I believe this is what happens to me. I 
donY answer ... For the uninhibited, speaking is not a problem, 
but those who are inhibited, they just can't do it". (Int. 3) 

Ail research participants reported negative feelings similar to these. However, 

for Paula they were not only more frequent, but also did not change over the terrn. In 

our second interview, Paula's first comment was that she had not paid too much 

attention because she did not feel integrated. At the end of the terrn, she still reported 

feeling isolated. 

"1 continue feeling a certain isolation beca use... Not 'ust an 
indMdual isolation. but an isolation from the group. 1 believe 
the type of tasks we do, for example. pair work, you end up 
not getting integrated with the rest of the class. I talk about 
this isolation which I feel due to the activities, due to what 
happens during the dass. Understand? Sol the isolation 
continues. (Int. 8) 

Nor did Paula's frequent reports of feeling tired. discouraged and lacking energy 

improve over the course of the term. 

Laura : What was causing this unwillingness to participate? 
Paula: ((laughs)) I believe I was tired. I was very 

sleepy. I was on the verge of leavin , so tired I B was. had stayed up working on a I erature 
paper. It was to be done in groups and I went to 
sleep worried about that. I woke up very eariy. 
Sol I was very tired. (Int. 2) 

Paula: I even wrote in rny diary that I found the activity 
quite tiring. So. I didn't get much out of it. But, I 
also wrote that when the reviews are not 
rnotivating, this also contributes ... I wrote dom 1 
was not very encouraged to do it, finding it tiring 
to get stuff from the book. Sometirnes, the book 
helps you, but other times it doesn't. This habit of 
constantly looking into the book ... you feel tied up. 
So, I didn't get much fmrn this pair work. (Int. 2) 

Paula: (in response to a question of why she believes she 
feels this way) Yes. I've been reffecting about 
everything. But, you know, sometimes I feel so 



discouraged. I don? feel like corni9 to ciass. 1 feel 
like staying home, not doing anything. Then. there 
are days I feel better. I don? kmw why. Maybe 
because we're getting to the end of the terni and 
papers start to pile up; you end up getting tired ... 
You feel tired and you want to take a rest. But. I 
believe this is normal. 1 believe there are days we 
feel like ((incomprehensible)). (Int. 6) 

"1 even wrote down this obsewation. ln this class I 
wasnY feeling too integrateâ. She (the teacher) even 
asked us to do this assignment and I wasnY tuned in. 
I wrote down that it was because I felt tired. I hadn't 
slept well and I wasnY tuned into the dass. I was kind 
of distant, my mind was quite distant". (Int. 3) 

Only once did Paula corne to an interview and report having enjoyed the class 

unrsservedly. Regardless of my attempts to make her reflect on her typical 

dissatkfaction, Paula did not find an explanation that went beyond feeling tired or 

finding tasks unstimulating. Nor did she feel this was çomething she had to work on. 

In the social domain, Paula stands out as the research participant who made 

no reference to friction in interpersonal relationships (see Table 5.6). In the second 

interview. she did report feeling içolated. but Paula was not new to this class, a 

possible explanation for her isolation. On the contrary, she had been accompanying 

the same group since English 1, the group previously characterized as socially 

predominant. She systematically sat and worked with the same classrnates. making 

them her circle. Other ciassrnates would approach her to talk to her, but she would not 

initiate conversations with those outside her circle. She might exchange a few words 

with them, but nothing more. Paula's avoidance of contact with other classmates is 

another unique social strategy she uses. The following excerpts illustrate how Paula 

fully understands her isolation. and the strategy she has developed to make sure she 

and her classmates stay together. 

"1 was alone. So that the teacher asked me to rnove to anotkr 
place and SR with those girls. I did not get to dkcuss il wrth 
them because they had afrnost finished the whole para raph. 
So, I worked by myseff. I just wrote. I did not discws. L n  
V., who was by my side asked me what I thought, but it didh 



go beyond that. I did everything by myseif, writing and 
putting the paragraph togethet'. (Int. 2) 

(About registering) "We always do that. Because if you don? 
plan to corne for registration on the same day, you rnay find 
ourseIf in a class where you don7 know anybody. Then. you t ave to start al1 over again, right? New friendships ... and that's 

difficult. ... You have to find a way to keep the group you have 
because the institution does not care about that". (Int. 7) 

The reaçon for her distance to classmates outside her circle seems to be that making 

new contacts would not be able to provide the secure sense of continuity Paula 

needs. 

Paula's reports on institutional factors is quite above average (see Table 5.8). 

She finds that registration per course, as it is done in the university, limits students' 

possibilities to establish deeper friendships. She also cornments that the number of 

classes per term as not enough to cover the curriculum. Finally, Paula has reports 

about the influence that the end-of-term period and the attendance requirement have 

on her, as t he  excerpt below illustrates: 

"Lately, I've felt this pressure to do things and fast to hand them 
in. That is so difficu B... These weeks I've been coming to class 
because I have to 40..." (Int. 8) 

Some of the lack of motivation which affected Paula may be explained by her 

frequent references to previous learning experiences. As the excerpts below illustrate, 

Paula remernbered seeing much of the material before. 

"By the way, this was an exercise I had already done. Because 
last semester we had worked on this. I had even Xemxed those 

g ages because I wanted to practice more. I had asked for the 
ook and copied the exercises on the present perfect. So, I had 

no dWcuRiesU. (Int. 5) 

"1 started to remember English III. We saw that a lot last 
semester". (Int. 6) 

"Look, to be very honest I did not notice the differenœ. But, 1 
rernernber what the difference is because this book, I don? 

* At FALE, students have attend 75% of the classes taught otheiwise they may not be pmmoted cm 
acoount of absenteeism. 



know if you've alread noticed, but it reviews a lot of the r things we saw in Eng ish III. So, f did not notice, but I know 
the differenœ because we saw a lot of that last semestei"'. (Int. 2) 

In fact, English IV expands on the topics presented in English III, bringing in more 

cornplex issues. This may have given Paula the feeling that there was nothing new in 

English IV. However, that could apply to the structural items, not to the topics, the 

vocabulary or the development of the four skills which are alço part of the curriculum. 

Paula seems to believe English IV should bring her new structural items only. instead 

of the additional chance for practice and development in those other areas which are 

not grammar-orient&. However, to develop in those areas would require her to work 

on the areas she had more trouble with in the sociai arena. 

When Paula talked about her learning process she was aware of the issues 

she had to deal with. She referred to thern many times relative to others; Paula is quite 

above the average in this area (see Table 5.10). The excerpts below illustrate her 

analysis of this process. 

"For example, I talk a lot to myseif. In my own words ... I 
believe that is more than learning. it's self-leaming. Cornes 
from within". (Int., 2) 

" When I have to talk.. . 1 believe I lose the selection of 
structures to put a sentence together, or a question.. . I lose it. 
Of course, when 1 have to write it's easier". (Int. 5) 

(About non participation in a class discussion) "1 believe that is 
my normal behavior. But, when I pay attention, I kee m 
questions in rny mind. Yet, I don7 express mysel, rigk? &ut, 
1 try to question it myseif. I don1t believe it's a problern not to 
share rny point of view with ottiers. When they say something 
to which I agree, I say 1, in my mind, I agree with them, but I don7 
express rnyself , understand?" (Int. 5) 

It seems clear that, despite her understanding of her behavior in different aspects of 

the leming process, Paula gives more emphasis to its structural aspect. In the 

following excerpt when asked to describe learning. she focuses on the structural 

aspect again. 

"Oh, I believe learning is when you think. You stop, think and 
reflect. And you say to yoursetf; 'it's th@, this, and this'. At 
least when I learn grammar or something new, I test mysetf 



mentalfy. Then, I believe it's clear for me. I believe you've 
leamed sornething when you can transmit it in your own 
words". (Int. 2) 

Paula ends up missing much frorn this perspective of learning. By focusing only on the 

structurai aspect. Paula misses the function of code she is learning - communication. 

Her final frustration with English IV may be explained by this belief about the English 

learning process. 

Paula also seem s to believe learner responsibility invo!ves doing assignm ents 

and corning to class. these being the behaviors she reported on. However. there are 

other areas which also demand her attention, and despite knowing that she alone is 

responsible for improving in these areas, they remain intentions (see Table 5.1 1) for 

future action. 

(About working in pairs) "1 restrain myself a bit. I have to 
loosen up and these pair work activities, I believe they k l p  to 
loosen up. But, 1 restrain myseff." (Int. 3) 

(About participation) "No. Sometimes. I think about something 
to Say, but I don't Say it. Sometirnes. I feel have to be pushed 
((laughs)) to do fi... But, I can't, I... (Int. 3) 

(About implernenting action) "1 believe what's missing is 
getting rid of this inhibition. But, I know ii's my pmblem. It 
has nothing to do with the teacher. 1 m eif have to find a way Y" to give myself a push ... It has to corne rom me". (Int. 3) 

(About lack of participation) "1 believe what's missing is a 
personal attitude. ... I know I have to get better. But, 1 k m w  
that it is exadly because I haven't k e n  able to Say Yorget 
about it and just do it' that I haven't done anything. But, I 
will ((laughs))". (Int. 9) 

Paula realizes she must overcarne her inhibition and find a place in the classroom. 

She knows this requires her to confront her fears. She says she will. but this did not 

happen before the end of the t e n .  

Like Fernanda. Paula attempted to p a s  the university entrance exam for 

Communications, but failed. She entered the Letras course knowing she would have 

diff iculties; her experiences confirm the difficulties she expected. Paula's experience 

of English IV is conflicted throughout the whole term. Her interpretation of classroom 



events and her approach to dealing with them show the relationship between her 

perceptions and her experiences. 

Paula ended up passing to English V as she had predicted. She approached 

English IV the way she was used to leaming. However, at her stage in the leaming 

process, she needed to do more. As she put it. she needed a push. It seerns that 

Paula originally expected the push to come from her teacher. but realized it has to 

come from her. Taking responsibility for the areas she has problems with is her 

greatest challenge. It may be that. for Paula, the most important task of English IV was 

to realize that she would have to push herself in English V if she is to make it a better 

experience. She ended the term unhappy about what she was taking from English IV. 

and provided the beçt summary to her own experience with these comments: 

"l've leamed some, but not what 1 expected I was going to 
leam. Understand? I expected more. 1 believe ii was not 
enough, t mean ... most of the structures we saw, we had 
already seen. So, the terni was mostly a review.. . At least 
that's how I see English IV, as a review. With just a few new 
structures which came in the end. So, because of this review it 
does not add too much. right? It doesnY add to your 
knowledge or to your leaming. But, 1 believe that. king 
something we had afready seen, we should have developed 
more. I don't know, in these same structures, find ourselves 
better. I don't see myself achieving th&. 1 believe it was the 
sarne thing. I feel as if I were halfwa through English III. This 
iswhatlsee .... 1tdidnYaddmiich.f l e  lievelaminthe 
sarne level I was when t started. The sarne ..." (Int. 9) 

5. 4.2. 6. Reginaldo 's Experience 

Like Cristina, Isabel and Paula. Reginaldo cornes from a working class 

background. He holds a part-time job and lives with his family in a distant 

neighborhood. He is at the university in the morning. and at work in the afternoon. 

getting home around 9 PM. 

Reginaldo's first mernories about English come from his older brothers and 

sisters' English books. When he got to 5th grade in a public school, Reginaldo recalls 

paying attention to English as if it were "something very special, more special than 
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other subjects like rnathemat1cs."~1 After he transferred to another public school, 

repetition started and he began to [ose interest until çornebody brought him songs 

whose translations he enjoyed reading. 

Throughout his secondary school years. Reginaldo continued to collect lyrics, 

developing the habit of singing along to leam English pronunciation. When it was time 

to take the Vestibular, Reginaldo wanted to study Communications, but he did not 

pas.  The following year, without a preparatory course, Reginaldo pas& the 

Vestibular for Letras and started his courses in 1992. 

Reginaldo decided to take not anly English but also Spanish and French. At 

first, he thought that taking three different languages would confuse him, but instead, 

he noticed that cornparhg languages helped him. His grades told him he was doing 

well in the three of them. The most extraordinary thing he experienced at FALE was 

the new approach to teaching that focused on communication. 

As a leamer, Reginaldo was never a "grammar-book student"d2, preferring to 

make his generalizations from the things he has picked up from çongs. readings and 

movies. He prefers to do things his way, when he wants to do them. He does no? like 

to do homework, but he does it because he has to. He considers not liking homework 

a defect. Finally, the difference he observes between himself as a 5th grader and as a 

university learner lies in their changed perspectives. As a university learner, he 

focuses on his future career, which demands a kind of attention he did not have as a 

5th grader. He continues to enjoy English, but as a university learner. he has a new 

mentality - that he has to l e m  in order to teach. 

As in the previous descriptions, Reginaido's experience of English IV is 

unique. It reveals how his self-knowledge is important for his leaming proces. In the 

cognitive domain. Reginaldo does not stand out in any of the subcategories (see 

Table 5.5). However, throughout the semester, he became more aware of the 

objectives underlying classroom tasks. He did not refrain from asking questions when 

41 intmew 1. 
42 interview 1. 
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he had doubts. but like his peers, he occasionally resorted to classrnates to =Ive 

them. He recognized leaming from cfass tasks and his use of learning strategies 

matched his preferences. He preferred to repeat pronunciations of words mentally 

rather than copying phonetic transcriptions. He also preferred listening to music tapes 

and watching movies with covered captions, instead of liçtening to the tapes which 

accompanied the textbook used in class. However, contrary to the collective pattern of 

prefemng to write before speaking. Reginaldo preferred oral activities to written ones. 

His previous experiences with English explain this preference. 

In the social domain of experiences, Reginaldo reported more on interactions 

and interpersonal relationships than the group average (see Table 5.6). He had a 

good relationship with everyone in class. but. like the others, he preferred to work with 

those of his circle, recognizing that he had known thern since English 1. In addition, 

Reginaldo acknowledged that it was common to switch to Portuguese. particularly 

when working with people who were not too interestecf in class tasks. Therefore, he 

preferred to work with those he considered responsible. As for strategies, he believed 

cornpetition and cr~ticism are part of the leaming process. He dealt with them by just 

going on with his work. as aie excerpt below illustrates: 

La ura : Doesnt that (not participating because of criticism) 
bother you? 

Reginaldo: Oh, yes it does. 
Lam: And how do you deal with that? 
Reginaldo: I don't do anything I just go on. It's part of the 

process and that's it! (Int. 6) 

He acknowledged the issue. but did not let it bother hirn too much. 

In the affective domain (see Table 5.7). Reginaldo deals with affective issues 

similarly to the way he approached competition and criticism. He experienced 

frustration and inhibition like his peers, but he dealt with thern by confronting them as 

in the excerpt below: 



(about feeling inhibited in class) "Look, now I'm trying to deal 
w%h my inhibition. Trying. This is what I think is important: 
trying to deal with it, in spite of being difficuit." (Int. 2) 

For his classroom presentation he chose a daring topic43, and did very well. He 

reported he was inhibited in the beginning, but as he noticed classmates were 

enjoying the topic, he overcarne his initial negative ernotions. For Reginaldo. effort is 

what counts. He knows that what is difficult today will not be as difficult with tirne. 

Contrary to his peers. Reginaldo did not refer as often to issues related to 

setting (see Table 5.8). However. while the others had reservations about the lack of 

tirne. Reginaldo obsewed that çometimes the time allotteci for class tasks was more 

than enough. and other areas suffered for it. 

" 1  think the time she (the teacher) gave us to prepare was 
too much. l'd like to see other things king done in dass that 
don't get done because she ends up assigning them for 
homework. If she gave us less preparation time we rnight have 
time to see other things that deserve to be seen in class". (Int. 3) 

Reginaldo had a job just as Cristina and Fernanda; however, he seemed to 

take language learning differently. He did not study in the sense of sitting down and 

studying from the textbook. Instead, he read his leçsons on the bus; listened to music 

and atternpted to write the lyrics, and wrote the translation of songs. Those were the 

ways he 'studied' English. He even acknowledged he did not like to do assigned 

homework. Instead, he preferred to work on what he liked. Maybe. for this approach to 

learning. time in the classroorn was not as important for him as for the others. 

Reginaldo brings into the classroom the experiences he has accumulated in 

previous years or in different courses (see Table 5.9). His history is part of his learning 

process. 

(About the ob'ective of speaking activities) "Practice our oral 
skilis and wo r k  on our inhibitions too. I remember that in 
English II the teacher told us to speak a foreign language was 
like acting. Sinœ it's different fmm ouf hnguage. when we 
speak it is like we were acting". (fnt. 3) 

43 The topic was 'Swear Worcis in Engttsh'. 



"1 did well because I remember I was in English 1 and, it was 
in that book Collins, that we did an activity like this one. There 
was also a home that we had to name, understand? So, I 
remembered that". (Int. 3) 

Reg inaldo always saw the relationship between what he was doing and what he had 

done before. Making connections about what was previously learned and what is 

being learned brings a sense of continuity and of development. 

Reginaldo's beliefs about the leaming process (see Table 5.10) changed as 

he became more aware of hirnself. becoming more conscious of his learner role as a 

consequence of his increased understanding of his own responsibility. 

"1  don't know if you remember in the beginning I had told you 
that the teacher allowed us to take too much time in the 
preparation of pair work tasks which was a waste of time, 
remember? Well, in the course of our interviews and watching 
ourselves on video, I realized that part of the responsibility 
was ours too - wasting that time she gave us. I still find that 
she give us more time than we need, but we could use it 
better. Even if I don't like it, I should find a way to make good 
use of it." (Int. 6) 

As h e stated. accepting more responsibility for one's learning was an advancem ent 

for him. He even statted to share his experiences with others. For instance, at the end 

of the term. one classmate approached hirn to cornplain about the teacher's fast pace. 

Reginaldo told her that after watching the videos in our interviews he had realized 

how time was wasted and how students tended to expect the teacher to do much 

when çtudents did not do as much (Int. 6). 

Reginaldo's statements of intention (see Table 5.1 1) are directed to his 

perception of the issues that affect him. 

"This (feeling of frustration) is very prejudicial for us.. . The 
teacher tries hard to make us speak up, but our anticipateâ 
frustration is so way inside of us that it affects us. I think 
we should try to speak more than we do. just a little bit. If we 
forgot our shyness, we could participate more in class". (Int. 2) 
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As he understood his role in the leaming process, Reginaldo is ready to act more on 

it, not only for his own development but, as the incident above illustrated. bis actions 

benefited others as weil. 

Reginaldo ends the term with a feeling of satisfaction with what he took from 

English IV. In the evaluation of his participation in the research project. he reported 

having learned to identify the objectives of class tasks and if he had achieved them. 

''This facilitated the comprehension of many things that went unnoticed in the 

dassroom"@. By reflecting on his practice and examining his experiences, he 

concluded that he had become more conscious of his role of as a learner. and how to 

better acquire knowledge in the classroom . 

5.4.2.7. Individual Experiences Uncovered 

The descriptions of participants' personal histories and of the differences in 

their accounts of their trajectory through English IV have revealed their individual 

experiences and qualified the data in the frequency tables (5.3). This in-depth 

analysis permits the appreciation of how different experiences are intertwined in the 

classroom learning process of English as a foreign language. The demands that 

faced research participants, whose experiences were presented through the excerpts, 

shape and reveal the complexity and the interrelation between classroom 

opportunities, perception of experiences, previous experiences, and motives. The 

molding of the individual experiences within the possible range of coliective CE 

results from such intricate relationships. 

44 fina1 Evahiation Questionnaire. 



In this final section 1 surnmarize and illustrate the findings presented in the 

preceding sections. The first section. A Frame work for Classroom Experiences, 

presents a conceptualization of CE. in an attempt to localize the ones presented in 

this thesis within the body of previous research in classroom language learning. The 

second part, The Experiences of the Language Classruorn. introduces a graphic 

representation of the different types of CE. The objective is to provide a clear view of 

the findings as they relate to the description of the L2 learning process in a 

cfassroorn . 

5.5.1. A Framework For Classroom Language Learning 

In this thesis, I propose the concept of classroorn experience to refer to al1 the 

possible experiences learners may go through as they are in the process of learning 

an L2 in a class setting. This concept complements current descriptions of the L2 

learning process. 

As mentioned in the literature review, two authors, Allwright (1991) and 

Holliday (1994) proposed two different conceptual frameworks for the description of 

the process understood as classroorn language learning. 

These two conceptuai frameworks complement each other. One can consider 

that Allwright's (ibid) theory of learning opportunities and classroom interaction takes 

place at the surface and deep action levels that Holliday (ibid) proposed. However. 

both authors stop short of fully illustrating the components of the models they propose. 

Therefore, although these frameworks contemplate the specificity of understanding 

classroom phenornena for a broader understanding of the issues that affect L2 

learning, they do not thoroughly describe the experiences that underlie the proces 

they attempt to understand. 
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In this thesis. the categories of CE atternpt to complement these conceptual 

frameworks. Various kinds of CE happen at the deep-action level. The content of the 

"opaque and only tacitly understood phenornena" (Holliday ibid p. 40) becomes 

explicit with the aid of the concept of CE, which emerged from the analysis of 

participants' perceptions of classroom events. The idea of CE alço expands what 

Allwrig ht (1 991 ) calls classroorn interaction. Classroom interaction can be understood 

as the arena in which interpretations of surface-action events take place. From such 

interpretations. classroom experiences emerge. 

In the next page, I present Figure 5.1 with the complements I suggest for 

Allwright's and Holliday's conceptualizations of the L2 classroom learning process. 

Figure 5.1 focuses on the process, Le.. on the stage where lessons take place 

according to Allwright. First, it expands Allwright's framework for L2 classroorn 

language learning. His conceptual framework is the basis for the figure, Le., his 

presage, process and product components are included. Second, it includes 

Holliday's frarnework surface and deep levels of action components. Thus. two levels 

of action are identified in the development of the lessons. Finally, direct CE are 

depicted at the deep level of action and indirect CE surround the classroom indicating 

their influence on the classroom L2 learning process. 
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Personal 
Background 

Surface Lesson Deep Lesson 

Learning Opportunities v 
harners' Perceptions 

Setting 

THE CLASSROOM CONTEXT 

Figure 5.1 : A Frarnework for Classroom Language Leaming 

Figure 5.1 above represents the factors involved in classroom language 

learning. The classroom context is illustrated by the circle. Presage and Product 

stages are part of classroorn language learning, but are not restricted to the classroom 

context; they transcend it. Surrounding the classroom context where the process 

stage takes place. are the indirect experiences that affect it, Le., those involving 

learners' personal background, beliefs. goals, and setting. Process stage represents 

what happens inside a language classroom. Lesons can be seen from a surface or 
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deep action perspective. In the surface lesson. learning opportunities are offered by 

the teacher, who structures the lesson by proposing different class tasks. In the deep 

lesson. classroom interaction or the arena for interpretation of surface-action 

phenornena takes place. From the leamers' perspective. this interaction involves the 

perceptions and interpretations learners attribute to the events at the surface level. 

These branch out into the direct experiences, Le., cognitive. social and affective 

experiences. Cognitive experiences involve the meanings learners attribute to class 

tasks, social experiences involve interactions an interpersonal relationships, and 

affective experiences refer to learners' emotions and feelings. 

It would be possible to have another picture of CE from the teacher point of 

view. In this case. surface and deep action levels would be related to teachers' own 

perceptions and interpretations of the interrelationship between learning opportunities 

and classroom interaction. This thesis looked at the learners' interpretations of the 

interaction because it considered that the contributions from learners' perspectives 

would counterbalance the predominant research focus on teaching and product. By 

presenting a description of learners' experiences that underlie L2 classroorn learning 

process, the objective in this thesis. has been to consider teaching and learning as 

cornplementary parts in the S M  process. 

Figure 5.1 above atternpts to represent the classroom as a context for SM. By 

amalgamating the findings of this investigation together with the conceptual 

frameworks presented by Allwright and Holliday, it illustrates that cognitive, social. 

and affective experiences result from the interaction between classroom opportunities 

and learners' interpretations of them. In addition, it illustrates that indirect experiences, 

persona1 background, setting, beliefs. and goals surround the classroom context. The 

arrows indicate their influence on the interpretation of CE. 

Moreover, Figure 5.1 attempts to represent the experiences that underlie the 

learning process from both a surface and a deep action perspective. From the deep 

action perspective, the complexity of the process of learning an L2 language inside a 
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classroom is revealed. The array of experiences confronthg research participants 

emerges frorn the apparent order at the surface level. From this point of view, the 

learning of an L2 depends not only on the rnastery of the language code. but also on 

the ability to deal with the other experiences that accompany cognitive experiences. 

Le., social and affective experiences. Besides that. indirect experiences, i.e.. those 

related to setting, personal background, beliefs and goals influence the process by 

particularizing learning experiences. Thus, the SLA process, in a classroom context, 

entails a process towards a product underlain by experiences which particularize it. 

5.5.2. The Experiences of the Language Classroom 

The findings have revealed that CE can be divided into various types. The 

figure bellow graphically represents the different types of CE identified in this thesis. 

CLASSROOM EXPERIENCES 

DIRECT EXPERIENCES INDIRECT EXPERIENCES 

Social Personal Goals 
Background 

COLLECTIVE & INDIVIDUAL 

CLASSROOM EXPERIENCES 

Ffgure 5.2: A Frarnework for Various Types of Classroom Experiences 
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Figure 5.2 represents the various types of learners' classroorn experiences. 

The first bracket indicates that CE can be categorized as direct and indirect. Both 

categories comprise more specific areas of experiences. Direct experiences refer to 

cognitive, social and affective events originated in the classroom . Indirect experiences 

influence leamers' interpretations of classroom events, referring to setting, personal 

background, beliefs and goals. The large bracket indicates that CE can be also 

categorized as collective and individual. These more global categories include the 

specific categories presented in the upper part of the figure above. At the bottom of the 

collective and individual categories, the last bracket represents the conclusion that, 

regardless of the perspective taken. CE are intertwined. In other words, a top-down 

perspective reveals the following understading : the direct and indirect categorization 

includes specific CE according to their origin. Moreover, it reveals that CE can be both 

collective and individual. A bottom-up perspective reveals an understanding of CE as 

having both a collective and an individual dimension. These global categories. in tum. 

include the specific issues categorized as belonging to the direct and indirect CE 

categories. 

5.6. CLASSROOM EXPERIENCES REVlSlTED 

In this chapter, I presented the array of CE that learners' recounted as part of 

their being in a FL classroom. These experiences were infiuenced by learners' 

personal and learning histories and emerged from interpretations of classroom events 

at the surface level of action. As part of the events at the deep level of action, these 

experiences revealed that, from the learner's point of view, the classroom L2 learning 

process comprises more than its cognitive aspect. In Chapter 6, the implications of 

these findings are discussed. 



CHAPTER SIX 

IMPLICATIONS 

By focusing on the perceptions and interpretations of classroom events 

reported by six research participants. this thesis examined their CE in the process of 

learning a foreign language. The description and discussion of findings presented in 

the previous chapter attem pted to reconçtruct the experiences participants undenvent 

as members of an L2 classroom. Their description and understanding are influenced 

by my own history and beliefs as a learner, teacher and researcher: in short. the 

person presented in Chapter 1. This. which could be considered a drawback. was 

counterbalanced by the communicative validation between researc her and 

informants, a procedure suggested by Grotjahn (1987) to ensure "the adequacy of 

reconstruction" (p. 67). In other words. throughout the interviews, 1 sought confirmation 

for the inferences and conclusions drawn from the interpretations of the events 

participants recounted. 

The implications that follow attempt to interpret the meaning of participants' CE, 

relating thern to previous research. The value of these interpretations cornes frorn the 

corn prehension that one's understanding is affected by history and the consciousness 

of one's horizonl. However, the interpretations presented should not exclude other 

readings. Given that interpretations are limited and that there is no single 

understanding of an event (Luria 1979). there may be other possible interpretations. 

According to Weinsheimer (ibid) a horizon "marks the limit of eveiything that can be seen from a 
particular point of view" (p. 184). 
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These may yieid other possibilities of meaning or other perspectives from which to 

consider research participants' experiences. 

6.2. IMPLlCATiONS RELATED TO RESEARCH 

In Chapter 2. 1 identified many studies that have investigated different aspects 

of the L2 leaming process. Most of these studies have aimed towards the construction 

of an SLA theory. Focusing on applications, other studies have investigated 

classrooms. especially the relationship between input and interaction. and the role of 

the leamer in the leaming proces. Finafly, çome have researched classroom L2 

leaming. In the sections that follow. 1 refer to the implications of the present study in 

relationship to these areas of research. 

6.2.1. Implications Related to SLA Research 

In the analysis of SLA research in the literature review, 1 stated that a great deal 

of research effort has gone towards the construction of a theory of SLA. I also 

highlighted aspects of the research in this field that might explain omissions in the 

description of the S U  process. particularly when they refer to the language 

classroorn. The implications that follow are related to these initial observations. 

From the perspective of the research conducted for this thesis. participants' 

experiences s e e m  to support the need for adaptations in models that attempt to 

describe and explain the L2 learning process in a classroorn setting. As mentioned 

earlier, current SLA models see the nature of the leaming process from three different 

perspectives: linguistic/cognitive, interactive or social (van Lier 1988). 1 agreed with 

the observation that a camprehensive understanding of a description of the SLA 

process cornes from the integration of the three perspectives (Brown 1983. Ellis 1986, 
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Stem 1 983). Since participants' descriptions revealed the intricate relat ionship 

between cognitive, social. and affective domains. it seerns that more çtudies focused 

on other classrooms and other experiences would contribute to the evaluation of the 

findings here presented and to the development of this more comprehensive view of 

the SLA process. 

A more comprehensive view of the S M  process is related to the =ope of a 

theory of SLA. Ellis (1994) identifies three distinct positions as to what a theory of L2 

acquisition should account for. For some. the field should aim for a single. 

comprehensive theory. For others. a modular approach to theory building wouid work 

best. A third group beiieves that multiple theories extending over each other are not 

only inevitable but, rnaybe. even advantageous. Regardless of the position one takes 

on the %ope of a theory of SM, the types of CE presented in this thesis should serve 

to supplement cunent descriptions of the SLA process, especially when it happens 

inside classrooms. 

In addition, informants' accounts revealed the richness of L2 classroorn data. 

As I pointed out, in SLA research the trend has been to collect natufalistic linguistic 

data, i.e., amples of learnersf outputs from out-of-the-classroom learning situations 

(van Lier 1988, Nunan 1991). These data capture only half of the picture. In this 

investigation the data came from participants' perceptions of the CE they went through 

as rnembers of a classroorn communrty. Their descriptions add to the more usual 

cognitive analyses of the L2 learning process. Moreover, the role of the social and 

affective aspects emerge as part of the sarne L2 learning process. providing a wider 

context to understand learners' performance and development. 

The data indicated that CE related to the cognitive aspect predominated in 

learners' accounts. An explanation for this may be that leamers' prirnary purpose for 

being in an L2 classroom is to learn the L2 linguistic code. However, the data support 

the view that cognitive experiences are so related to social and affective issues that it 

is drfficult to understand events in one area without considering the others. For 
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example, the need for accuracy before speaking, a collective cognitive experience 

(5.4.1 -1 -3). was related to affective and social matters. Collective perceptions of the 

existence of circles and wrnpetition (5.4.1.2.2). both within the domain of social 

experiences, also explained diferent performances in the cognitive domain. Moreover, 

fear of criticism (5.4.1.3.1) identified as a collective negative feeling was a third 

explanatory factor for the voluntary avoidance of participation as well as for the 

importance of accuracy in the cognitive domain. The interrelatedness among 

cognitive, social and affective offered a broader view of the classroom L2 learning 

process. From the individual perspective, the data indicated how motives, and 

previous personal and learning expenences also intervened in the L2 process. Thus, 

from an experiential point of view, it seems that leamers' classroom behaviors or 

individual experiences could be explained as socially constructed. Moreover. in 

issues such as anxiety, the experience of these feelings irnplies more than being an 

individual trait. Such interrelatedness between collective and individual experiences 

and the sociocultural context adds to the complexity of L2 learning process 

It may be argued that the predominance of cognitive. social and affective 

experiences in 12 classrooms derives from the design of the study. In this respect, it is 

useful to remember what Labov (1 970) called the Observer's Paradox. In his attempt 

to tap into vemacular style, defined as minimally monitored discourse, Labov 

recognized that systematic observation. the oniy way to get good data, alço prevented 

access to 'real' vemacular style. In other words, research was limited by the nature of 

research itself. In this thesis. the objective was to tap into leamers' CE. The chosen 

design provided the procedures for the 'observation' of these experiences and, 

hopefully, for the gathering of good data. It may well be that the design prevented 

access to or shaped the very experiences it intended investigate. If this is the case, it 

has to be considered that any other research design rnay also be subject to the 

Observer's Paradox in its design or results. 
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In any case. only more research undertaken in different L2 classrooms rnay 

clarify the potential criticiçrn of the results of this thesis. In that direction. SLA research 

would benefit from more studies investigating leamers' experiences in different 

settings. The issues aççociated with CE would emerge from such L2 çtudies to 

confin or refute the findings here presented. These. in turn. would contribute to the 

irnprovement of current S M  process descriptions. 

Finally. the findings irnply that reiiance on reflective data rnay generate insights 

into other dimensions of the L2 learning process. In this thesis, the learners' reflective 

data provided an intricate view of the L2 learning process. Not only the collective 

experiences allowed for connections between the cognitive. social and affective 

dimensions, but also the individual experiences yielded an understanding of 

classroom socio-psychological factors rooted in learners' previous experiences and 

motives. These findings seem to suggest that: (1) the learning process inside an L2 

classroom rnay resemble a network, where distinct phenornena are interconnected, 

and (b) that leamers' careers may be singular but çtill related to sociocultural 

phenornena. This lad implication seems to support the claim that having learners as 

research participants (Allwright 1986. Van Lier 1988) may lead to a description of 

learners' learning careers to gain insights into the L2 learning process. 

6.2.1.1 . Alternative Approaches to Data Analysis 

Although the findings in this investigation do not provide enough material for a 

"thick" (Geertz 1973) description of the culture of a foreign language classroom. they 

do reveal some of the values and behaviors shared by learners as mernbers of that 

community. These findings corroborate the daims that an ethnographic approach to 

data analysis may tead to new understandings of L2 classrooms (Van Lier 1988. 

1994). For example, leamers' accounts of self-imposed restrictions on excessive 

participation reveals an implicit code of behavior in L2 classrooms; the unknown 
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criteria underiying learners' decisions to ask questions directly to the teacher is 

another behavior that needs f urther investigation. The division of the classroom into 

circles with more or l e s  power is another finding worthy of further study. Therefore, as 

the examples above illustrate, the findings seem to imply that non-linguistic data and 

other sources of data may lead to new areas of investigation in L2 classrooms for 

researchers to follow up on. 

Moreover. the findings seem to confirm that research in SLA can gain from the 

use of çociocultural theory ( s e  7.1 )? In the findings. the docurnented relationship 

between experiences and the L2 learning process point to the rnediating function of 

CE in the "construction of learning" (Donato 1994). Also, the relationship between 

motives and L2 leaming process as documented in the experiences of each research 

participant reveals the potential of the use of activity theory (Leont'ev 1981) in the 

understanding ~f the process of L2 learning ( see 7.2)3. 

Finally, researchers may profit from considering the use of v i da  tapes in L2 

classroom research. The results presented in this thesis suggest that video can be a 

powerful tool for those interested in tapping into aspects of the learning or teaching 

process by those who experience it. 

6.2.2. Implications Related to Classroom-Centered 
Research 

ln the analysis of classroom-centered research in the literature review. I stated 

it had focused on three main areas of which I reviewed two: the relationship between 

input and interaction, and learner research. The implications that follow are related to 

my critique of these two areas. 

7 - In the conclusion, where 1 recover the research questions which motivateâ this study,  the vahe of 
sadocultural theory m SLA is further dacurnented by relating it to the findine in this study. 

In the conclusion, 1 provide a cancrete example of this relatioiiship by refemng to Paula's 
experiences, 



188  

In the area of input and interaction. I observed that investigations had focused 

more on discourse patterns in the interactions between teacher and students 

(Allwright 1983. van Lier 1988) than on other aspects of L2 classroorn interaction. This 

leff the analysis of social interaction among learners, as well as between teacher and 

learners, unaccounted for. 

From the social perspective. the findings in this investigation suggest that the 

quality of relationships does affect the L2 learning process as Schwab (1960) and 

Stevick (1 980) claim. For example, the data indicated that çocio-psychological issues 

such as conflict, corn petition, cnticism and circle division aff ected leamers and 

relationships among learners. In L2 classroorns, learners rnay not participate on 

account of the potential of being criticized by their peers. While this rnay not be 

considered serious in the L2 context, it has critical implications for those in the FL 

situation. Lack of classroom participation in the FL context may mean no other 

opportunity for practice until the following class meeting. This is not the case in the L2 

environment where leamers rnay find other opportunities for practice outside the 

classroorn. Moreover. the analysis of learners' social experiences led to the 

identification of socio-psychological issues and how they affect leamers' participation 

and performance. These aspects of L2 classroom interaction have not been captured 

in the study of L2 classroom dismurse patterns. Finally, the findings in this area 

suggest that expanding the focus of L2 classroom investigations rnay lead to new 

understandings of the interrelation between CE and the L2 learning process. 

In that direction, the findings in this thesis support Van Lier's (1 988) and 

HoIlidaYs (1994) view of the classroom as culture. Some of the characteristics of 

classroorn as small cultures, for exarnple, tacit understandings of when to participate 

and when not to or when to ask the teacher a question were reported by participants 

such as Isabel (5.4.2.4). Circle division that led to the identification of the 

consequences of not feeling accepted by peers, another characteristic of mal l 

classroom cultures, were also reported by participants such as Paula (5.4.2.5). These 
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findings seem to support the culture-like quality of L2 classrooms whose further 

investigation may lead to the identification of new characteristics. 

Regarding investigations in the area called leamer research. I obsenred that, 

despite ern phasizing the learner. the objectives aimed towards an analysis of 

learnerst production. participation patterns, and turn-taking among others. In that 

sense, the issues leamers had to confront within and amongst themselves, were not 

the focus of this area of research. The findings in this study seem to address this 

omission. 

The disclosure of personal background experiences and their relationship to 

classroom behaviors, as in Isabel's semndary çchool recollections (5.4.2.4). is a 

singular example of one of the contributions that this study brings to this body of 

literature. Along with this finding, descriptions of participants' frustration, as in Ana 

Esther's and Fernanda's experiences; negative feelings as in Paula's experience. 

and motivation as in Cristina's experience expose how cognitive and social events 

are related to these affective issues. These findings expand previous ones (Gardner 

and Lambert 1972, Crookes and Schmidt 1989. Pierce 1995), contributing to the 

better understanding of motivation and anxiety not only as individual traits but as 

interrelated experiences in the social i2 classroom context. 

Within learner research. l also referred to learning strategies as another area of 

research which had looked at the learners' contributions to their learning proces. 1 

presented the work of Donato and McCormick (1 995) as an investigation which 

contextualized the study of learning strategies. In this respect, two observations are 

pertinent. 

First, the findings on the relative frequencies of the use of strategies (5.3.1) 

seem to suggest that cognitive strategies (5.3.1.1) were much more used than other 

type of strategies like social (5.3.1.2) and affective (5.3.1.3). Relative to the variety of 

issues in these areas, the low averages for social and affective strategies may 

indicate either that they just did not arise as frequently as cognitive strategies or that 
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participants did not know how to respond to issues in these areas. A probable 

explanation could be that it easier to respond to a cognitive issue than to a socio- 

affective issue. In responding to a cognitive issue learners assess themselves 

individually, whereas responding to a çocio-affetive factor involves self and others. 

Further studies where learners are asked to evaluate findings rnay clarify the ones 

here presented. Moreover, the findings seem to confirm the need for more data on 

learners' use of social and affective çtrategies (Oxford 1990). 

Second. the analysis of CE allows for a more broad and in-depth view of the 

issues that may underly the classroorn events. From the learning strategy research 

perspective, strategies serve an utilitarian purpose -- that of being put to use when 

necessary to assist in the 12 learning process. However. from a CE perspective, L2 

learning is viewed as the construction and interpretation of experiences lived and 

linked to wider issues, therefore transcending learning strategy research in its focus 

and implications. 

In thiç area, I also identified an omission as to the potential role of reflection in 

the L2 learning process. Reflection did prove to be important in participants' 

perceptions and appreciation of their learning process. Without reflection. participants 

might not have internalized experiences and generated new meanings from them. For 

example, in Reginaldo's experience (5.4.2.6). reflection led to a new perception of the 

learner's role. Seeing himself and others on video allowed Reginaldo to see that not 

everything that does not work is the teacher's responsibility -- something he used to 

do. In other words, reflection led Reginaldo tc realize his own responsibility in the L2 

learning process. Therefore, an implication from this might be that leamers may 

benefit from using reflection as an integral part of their L2 learning process. 

Finally, from these analysis of the findings other dimensions of the L2 learning 

process expanded the understanding of the issues that confront learners in the L2 

classroom. Moreover, the findings in this thesis corroborate the few studies that have 

given voice to learners (Wright and Budd 1992 and Swain and Miccoli 1994). 
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Learners' experiences not only expanded the view of the L2 learning process but alço 

contextualized cognitive and affective issues to the social setting in which they 

OCCU rred. 

6.2.3. Implications Related to Classroom Language 
Learning Research 

In the review of the literature on classroom language learning, the works of 

Allwright (1991) and Holliday (1994) were presented as providing the initial 

conceptual framework in this thesis. However. I also pointed out that research in this 

area was limited; most of it focusing on the relationship between instruction and 

outcornes. I alsa pointed out that akhough this kind of research had taken place in the 

classroom, çtudies on the process stage had not received as much attention. The 

implications that follow refer to how the findings expand the frameworks and the 

research in this area. 

The findings support the distinction suggested by Holliday (1 994) of two levels 

of action in the classroom - the surface and the deep levels. Additionally. they add 

detail to Allwright's frarnework (1991) in the process stage. Learning opportunities 

take place at the surface level of action where the teacher structures and presents 

them in the form of classroom tasks. Classroom interaction, considered from the 

leamers' point of view, takes place at the deep level of action. There, learners' 

perceptions and interpretations of the interaction among and between themselves 

and the teacher are rnediated by the subject matter and classroom tasks. These 

perceptions and interpretations, in turn. lead to internalizations of their CE. 

Experiences can be related to the cognitive, social and affective aspects of the 

learning process that is also influenced by the setting and learners' personal 

backgrounds, beliefs and goals. Finally, collective and individual experiences 

complete the description of classroom L2 learning. 
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The classroom, in this sense. becomes an environment where the complexity 

of issues that are part of L2 instruction emerge. Collective experiences reveal a 

dimension where shared understandings are interconnecteci to cognitive, social and 

affective CE. Individual experiences. in turn. reveal the influence of indirect 

experiences -- setting , personal background. beliefs and goals -- ont0 learners' 

particular L2 learning processes. Researchers. in this respect, shou Id be aware of the 

interrelationships among CE. especially before recomrnending suggestions to be 

applied into classroorns. A tendency in the field is the recomrnendation of teaching 

suggestions for surface level behaviors without a in-depth contextualized analysis of 

what experiences underlie them. For example. in dealing with anxiety. Horwitz and 

Young (1 990) suggest that in detecting anxiety. teachers should attem pt to work for a 

non-threatening classroom atmosphere. Yet. the source of anxiety, considered an 

individual leamer trait, is not investigated. 

It may be argued that these experiences are not exclusive to the L2 classroom; 

that they rnay be found across different classrooms. Most likely, as Griffin's (1 986) and 

Taylor's (1986) studies illustrate. they will. However. this should not be considered a 

drawback. Acknowledging that the L2 learning process involves other dimensions 

and that these are not exclusive to the subject of instruction may, even. expand the 

vision of what are the demands of learning in an L2 classroorn. For the teacher, it rnay 

mean realizing that (1 ) attention to social and affective factors are as important as the 

teaching of the linguistic code of the l2 and (2) that learners' previous experiences 

rnay affect learners' interpretations of what happens in the L2 classroom. For the 

learners, it rnay mean gaining an understanding of (1) what they rnay have to deal 

with in addition to the rnaçtery of the L2 and (2) of what is demanded of them. These 

recognitions rnay open new possibilities for both teachers and leamers. However. 

since this was a preliminary study, these new possibilities are still difficult to 

determine. In spite of this, the types of experiences identified in this study were 

reported by learners in an L2 classroom in a foreign context. This makes them 
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genuine L2 classroorn experiences; as genuine as the more traditional cognitive 

experiences asçociated with the L2 learning process. These implications present an 

opportunity for subsequent studies where experiences and these new understandings 

of the inter relatedness of L2 classroorn rnatters are further investigated and analyzed. 

6.3. IMPLICATIONS RELATED TO PRACllCE 

Besides the implications related to research, the findings in this study have 

implications related to practice, Le., for learners and teachers. In the sections that 

follow, I present them. 

6.3.1. Implications for Learners 

Learners felt valued as research participants. They appreciated being heard 

and realized that their experience would be useful to others. They also learned more 

about themselves as leamers. This alço appeared to have a positive effect on their L2 

learning process. This rnay indicate that when learners are given the opportunity to 

dixuss what they are going through, they rnay gain more awareness of their leaming 

process. 

Seeing themselves on video and reflecting about their behaviors as learners, 

participants developed a view of the L2 learning process which they had not 

previously had. For example, learners discovzred how they went about learning the 

L2 language, how to better process the information available from the classroorn, and 

what hindered their learning process. This knowledge about the issues involved in the 

L2 learning process allowed thern to irnprove themselves. Moreover, by discussing 

their perceptions with the researcher and being informed about simiiar perceptions'. 

in order to assure accurate recnnstmdons, duzing int e-ws 1 occasionaily brought up other 
participants' perceptions and int erpretations when these seemed to clash with ot her individual 
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participants realized that other learners lived similar experiences. Thus, as a 

consequence of the reflection process. learners got to know more about the L2 

learning process and about themselves. This. in tum. allowed them to realize their 

own responsibility in the L2 learning process. The findings indicated that through 

reflecting leamers responded to the issues they became aware of. Therefore. learners 

rnay profit from including reflection as a part of their L2 learning process. 

Another implication for learners seems to be that language learning in the 

classroom implies more than just attention to form. Adult learners shauld benefit from 

the discussion of the social and affective aspects of the learning process. By making 

these aspects more visible to learners, they may becorne better prepared to deal with 

them. Finally, since adult leamers seem to take more from a learning process that 

contributes to their growth as individuals (Knowles 1984), their being informed on 

these aspects rnay contribute to more meaningf ul L2 classroom learning experiences 

that rnay transfer into other areas. 

Finally, learners rnay alça benefit from seeing themselves on video. As  

mentioned before, videos proved to be a powerful tool in the reflection process. There 

rnay be pedagogical implications from the use of videos with learners. Further studies 

might reveal other potential advantages of the use of v ida as an aid to reflection and 

learning. 

6.3.2. Implications for Teachers 

The findings suggest benefits that teaching and teachers rnay derive from this 

study. Firçt, teaching rnay be promoted from learning about the experiences learners 

confront. Teachers rnay benefit from knowing that the learning material they bring to 

the claçsroom is not the only factor leamers have to deal with in the L2 classroom. 

Being aware of the social and affective dimensions of the learning process, as well as 
- - -- 

perceptions. The objectivie was to amve at consensuai perceptions and interpretations of clasmom 
events and experiences. 
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the possible types of experiences in these areas, rnay assist teachers in their 

assessrnent of learners' responses or lack of responses in class tasks. By developing 

a deeper understanding of learners' different experiences. teachers rnay assist 

learners in dealing with more complex situations. Additionally, teachers rnay also 

adapt their teaching given their better understanding of the issues learners confront. 

Moreover, teachers might want to include reflection as part of the L2 learning process. 

By incorporating reflection as part of the classroom activities, teachers rnight promote 

the expression of issues that distress leamers. These, in turn, rnay generate the types 

of responses presented in this thesis or expand on them. Besides these. the use of 

video tapes in the classroom as a form of feedback for learners rnay alço have useful 

implications. For example. the teacher w uld videotape leamers engaged in 

classroom activities and later show it to them. Reactions to how they see themselves 

as leamers could promote discussions where both the L2 and the L2 learning process 

would be the focus. These, in tum, could reveal L2 and learning issues useful for the 

development of both teachers and students. Finally, given that what learners' take is 

related to what they bring, teachers rnay alço benefit from understanding the 

significance of small accomplishments in the teaching and learning process. In any of 

these implications, more studies are necessary to corroborate the findings here 

presented. 

6.4. IMPLICATIONS RELATED TO THE FOREIGN 
LANGUAGE CONTEXT 

Since this study investigated a classroom in the foreign language context, it 

would be an omission not to present implications which bring together aspects related 

to research and practice, i.e., teaching and learning, in this context. 
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The first implication from the findings relates to the experiences learners go 

through. The CE reported revealed the many dimensions learners face. However. 

there may be others. ûther classrooms in the second and foreign language 

environments should be investigated ta reveal if other sources of data corroborate the 

emerging framework presented in this thesis. In addition, since the chances for 

practice opportunities are restricted, it might be that social and affective pressures 

may affect learners differently in the foreign language context than in second 

language classrooms. Therefore. it would be interesting to compare descriptions of 

CE from L2 learners to those reported by FL students. 

More practical applications would derive from more specific investigations on 

the effect of specific teacher interventions that took these findings into consideration. 

In terms of classroom circle divisions, a possible investigation could be on the effect of 

a direct teacher intervention on circles. Le.. what would be the effect of asking 

students to work with classrnates they do not usuaily work with have on overall 

classroom interaction? Potential criticism is another area whose f urther investigation 

could benefit the foreign language classroom. The open discussion of the issues 

reported in this çtudy rnight diminish their potential effect. In other words, the sharing 

of individual experiences as part of the classroom dynarnics might assist learners in 

their trajectories. The relationship between a less conflicting social environment and 

learners' success could also be investigated. Innumerable questions arise from the 

findings. If pursued. these would improve the present description of foreign language 

classrooms. 

As for learners' classroom experiences, it would be interesting to investigate if 

they are related ta learners' cultural background. It might be that the experiences 

described by Brazilian learners are different from those reporteci by learners in. for 

example, rnulticultural classrooms in the L2 environment, or from other monocultural 

classrooms in the FL context. The investigation of these themes would certainly 

irnprove Our understanding of issues specific to FL classrooms. 
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Finally, FL teachers who readily accept S M  research resutts as transferable to 

the FL classroom mig ht want to investigate what underlies learners' behaviors before 

applying teaching suggestions which do not take into consideration the context in 

which they take place. 

6.5. CONCLUSION 

Ail the implications above represent how the findings of this study are related to 

the research, practice and the foreign context issues presented in the critical review of 

the literature. As previously stated. just as the findings are related to the 

interpretations, the implications may aiço be affected by dïfferent readings. These are 

expected. However. it is hoped that the findings and the implications presented in this 

thesis may stimulate more research in second and foreign language classrooms to 

enhance our understanding of the specific issues which affect the teaching and 

learning of an L2. 



CHAPTER SEVEN 

CONCLUSION 

In Chapter One, I presented the professional motivations for investigating the 

leaming process inside a classroom from the leamers' point of view. 1 also explained 

the connections between thern and my personal experiences as a learner, teacher, 

and researcher. 

In Chapter Two, 1 reviewed the most important theoretical and empirical studies 

that provided the framework for this investigation. In that review I presented a critique 

of the research literature and the inadequate descriptions of the L2 learning process. 1 

alço proposed the investigation in this thesis as a contribution to a more 

comprehensive understanding of such a process. 

In Chapter Three, I described the methodology chosen for development of the 

research project. I described the procedures. the instruments, and the document 

collection scheme. 1 introduced the site where the document collection was carried 

out, the participants, and a list of the documents collected. 

In Chapter Four. I reported on both the procedures for the transformation of the 

documents into data, as well as the data analysis process. I included the description 

of the coding scheme that emerged from the data analysis; an explanation of the 

procedures followed to assure reliability. and the final version of the coding scheme. 

Finally, I described the secondary data that cornplemented the data analysis process. 

In Chapter Five, I presented the findings. First, the distinction between surface 

and deep levels of action was presented. Secondly, the resuks of the quantitative data 

anal ysis illustrated direct and indirect experiences. Finally, the collective and 

individuai realms of experiences in the claçsroom were presented and illustrated 

through excerpts from the interviews. I alço summarized these results by presenting 
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them through graphics and relating thern to previous research. The interrelationship 

between cognitive, social, and affective experiences, together with participants' 

perceptions about the setting, their personal background, beliefs and goals 

uncovered the complexity of the issues involved in the L2 classroom learning process. 

In Chapter Six, I reviewed the main points of the critique of the literature to 

present the implications of the findings presented in Chapter 5. These implications 

were presented according to their relation to SLA research, to practical issues and to 

the foreign language context. 

In this conclusion, I intend to unify the discussion in the preceding chapterç to 

answer the questions I asked in the introduction: 

M a t  are the participants' perceptions of the experiences 
created by the /essonsi learning opportunities? M a t  do 
these perceptions reveal of the learning process inside the 
classroom ? 

Ho w are these perceptions related to participants' histories 
and motives? How do these influence participants' 
learning processes? 

Ho w do participants construct their Iearning process from 
the leaming opporfunities available to thern? 

Dues refiecting about the learning process atfect 
participants' e valuation of their learning 7 

In the parts that follow, 1 review what I have learned from the experiences recounted 

by the research participants. Their experiences and my interpretation of them provide 

the answers to the questions above. Therefore, this conclusion is divided into four 

parts. I begin by focusing on the key words of my first question, Le., perception of 

experiences and learning process inside the classroom. I continue by focusing on the 

key words f rom the second and th i rd q ueçtions, learning opportunities. participants' 

histories and motives. and learning process. Then, I discuss the role of reflection in 

the leaming process. Next, I present the limitations of this çtudy. Finally, since in the 

introduction I situated this thesis as part of a still developing view of the teaching and 
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learning process, I end with a statement of the ways in which this investigation has 

expanded my outlook on the understanding of the L2 learning process inside 

classrooms. 

7.1. EXPERIENCES AND CLASSROOM LEARNING 

From research participants' accounts. the language classroom is a place where 

more than instruction takes place. Although, the teaching and learning of an L2 is the 

main objective of those who meet there, their accounts of the process go beyond this 

main objective. Research participants' accounts unveiled a detailed view of classroom 

experiences. Their experiences point to the need for revising descriptions of an L2 

learning process from a single perspective. 

Besides the expected predominant reporting of cognitive experiences. 

infonants' accounts revealed that there were social and affective experiences that 

affected the learning process. These experiences were so interrelated that it was 

difficult to understand them separately. Yet. cognitive. social and affective were not the 

only possible experiences inside a classroom. There were alço other experiences that 

influenced those originating in the classroorn. These were related to perceptions of 

the setting, and of participants' personal backgrounds, beliefs, and goals. The 

interrelation between the experiences that originate in the classroom, called direct 

experiences, and the experiences that surround the classroom, called indirect 

experiences, ultimately shape the L2 learning process. 

In considering participants1 accounts, this researcher's intention to describe 

classroom learning as a unified process alço had to be reviewed. On the one hand, 

the accounts revealed that some of the individually reported experiences were shared 

by other research participants, creating a cornmon ground of experiences. On the 

other hand, other experiences were exclusive to individual participants. The collective 

and individual experiences that emerged from these accounts yielded a perception of 
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the learning process which no longer accommodated the possibility of a unified 

perspective. There were more experiences than those related to the cognitive aspect 

of the process as well as more than one learning process going on. 

However, patterns did emerge in these different experiences. In the collective 

experience. the patterns indicated that, despite the variety of informants' accounts, it 

was possible to describe points where experiences converged. There were patterns 

in the cognitive. social and affective domains. In the individual experiences, the 

patterns revealed the relationship between experiences, histories. and motives. 

From an ethnographic perspective. a classroom has its own culture. where 

participation involves sharing the behaviors accepted by its members. This 

investigation has identified the existence of collective experiences which disclose 

s o m e  of the possible characteristic behaviors of a foreign language classroom culture. 

For example, in the cognitive domain. accounts revealed experiences such as: a 

variety of perceptions as to task objectives; a reliance on classmates to solve 

difficulties and do u bts; a perception of learning regardless of the intended objective; 

better performance in writing than in speaking; and a perception that active 

participation leads to better performance. In the social domain, the shared 

experiences were: helping classmates during different class tasks; division into circles 

and that performance is affected by how participants relate to these circles; and a 

veiled criticism of those who may exhibit thernselves too much. In the affective 

domain, the shared experience was a fear of being criticized which led to lack of 

participation. T hese collective experiences revealed that being inside a lang uage 

classroorn implies an interaction with issues that may affect participants' classroom 

performance and development in the language. 

However. another important finding is that participants may not feel part of the 

classroom community if they do not afço share the values and belief accepted by that 

community. Paula's individuai experience is an example of a participant who felt. for 

most of the term. isoUed. Paula does not have problems in the cognitive domain of 
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the learning process. She is a good student. In fact. she is the research participant 

with the best final grade (see Appendix F for participants' final results). Yet, she is also 

the research participant who felt the worst about her learning process. Paula's 

experience reveals she understands the learning process as, mainly, a cognitive 

endeavor. By resisting and, in some areas, avoiding the social aspect of classroom L2 

learning, she limited her own development potential. Along with that, the affective 

consequences of this behavior affect her irreversibly throughout the whale term. 

From a sociocultural perspective, a classroom is a social environment where 

"learning is constructed" (Donato, 1 994 p. 4). Participants' accounts revealed that 

learning was constructed through interpersonal interactions amongst themselves, 

collectively, and individually, with the teacher, mediated by language'. as well as by 

interactions with the subject matter, mediated by classroom tasks. This socially 

constructed interactive process leads to internalizations in the cognitive, social and 

affective domains. However, this process woiild not be complete if leamers did not 

perceive their meaning. Reflecting on classroom learning experiences enabled 

participants to perceive and interact with their own internalized experiences, and, 

then, make meaning of them. In this sense. by reflecting about their experiences and 

talking about them. participants interpreted and understood their behaviors. feelings, 

and conceptions about classroom events in al1 possible dimensions. Therefore, 

reflection mediated the internalizations of their experiences. For some participants, 

these reflections led to new internalizations and, ultimately, to changes among and 

within themselves. Thus, reflecting about classroom learn ing experiences served a 

meta-learning function, i.e., it enabled participants to deal with the cognitive, social 

and affective aspects of the learning process. Two of Fernanda's experiences 

illustrate the construction of the social and affective aspects of the leaming process 

from a sociocultural theory point of view. 

l in the clamwm situation, Porhiguese and Englrsh were languages used 
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Fernanda reported that, as she rnoved from her hometown to Belo Horizonte, 

she had expected the people she met to be as sincere as she was in her 

relationships. This expectation was also present in her relationships with new 

classmates at FALE. Yet. she found a certain falsity in classmates' interactions. As she 

described it, undemeath the friendly attitudes, there was cornpetition. In short, 

Fernanda was disappointed. As a consequence of these experiences, Fernanda 

changed her attitude towards classmates in clasçrooms. She became more 

withdrawn. 

In the process of reflecting about her classroom experiences, Fernanda 

understood how much this was affecting her. She realized that the way she had 

chosen to deal with the problem had taken her from one extreme to the other. In 

addition, she found she did not .like it. This experience, together with the one 

described below, was mediated by reflection. prornpting her to review her initial 

internalization. 

In the second epiçode, Fernanda had the opportunity to go through an 

experience with one specific classmate and review her original perception. The 

classmate, a Law student, according to Fernanda, questioned and challenged her 

opinions. She understood his comments as a demonstration of his competitive 

behavior. Her reaction to this classmate was to consider him an obnoxious show-off. 

Yet, one day, they had to work in pairs on a task. Fernanda saw herself in the video 

tape and recalled her interaction with him. They had talked a lot. He had asked her 

questions and she actually enjoyed working with him. She realized that, until that 

moment, she had not had the opportunity to get to know him and appreciate the 

challenge he offered. 

Later in the semester, Femanda reported that she was in the process of 

reviewing her decision of keeping to herself, as she put it. In one of our last interviews, 

she also reported that she recognized the need to work on her relationship with other 

classrnates since she now realized it would assist her in her leaming process. 
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Femanda's experience involved the affective and the social aspects of the 

learning process. Her change from the first expression of discornfort with a clasmate 

to her realization of her need to work on relationships in the classroom illustrates the 

historic construction of the learning process. It shows that in understanding the 

experiences she is confronted with in the social arena. Femanda also promotes a 

change in herself, which in turn. generates new ways of dealing with similar events 

she might encounter in the classroom. 

7.2. LEARNING OPPORTUNITIES, PARTICIPANTS' 
HISTORIES, MOTIVES AND LEARNING PROCESS 

From studying participants' accounts of their learning experiences, there is a 

discernible relationship between learning opportunities, participants' histories and 

motives, and leaming process. Participants' constructions of the learning process 

were affected by how they interpreted the learning opportunities available to them. 

The individual experiences presented in Chapter 5 led to this conclusion. 

The data indicated that learning opportunities corne in the form of classroom 

tasks. As participants interact with each other and with the task they are presented 

with, they perceive objectives in that task. These objectives are related to the 

interpretations they make of the task itself. These interpretations, in turn. are related to 

the participants' histories and motives. Histories comprise beliefs. goals, personal 

backgrounds, and their perception of the setting where the classroom context is found. 

Motives refer to what research participants' considered the purpose of an activity2 to 

be. The learning they eventually reported was also related to the relationship between 

learning opportunities, histories and motives. 

1 am using the word activity to mamtain the theoreticai link between actiwty and motive since 
'Yhere can be no actlvity without a motive " (Leont'ev, 1981, p. 59). However, throughout this thesis 1 
have used the word task to Mer ta leammg opportunities Bnce different activities may be derive from 
the same task as the data presented m Chapter 5 iiiustrated. 
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The experiences of Ana Esther. Fernanda, and Reginaldo, as well as those of 

Isabel and Cristina. differently illustrate that relationship. For the first three 

participants, their motive was not on only learning the language, but also developing 

a fluency that would make them proficient English teachers. The fluency and 

professionai orientation they had, motivated them to take the most out of the tasks they 

engaged in during class. Cristina's and Isabel's experiences differ slightly from these 

because they have different purposes for learning English. For Cristina, English 

representç a challenge to overcome the limitations she had lived with. For Isabel, 

English is a bridge to a future degree. For both of them, English is a means to 

something else. However, in spite of the different motives. all five participants 

evaluated that they had learned in English IV. Learning, in their reports, was not 

restricted to the cognitive aspect only. 

However, for one research participant the motive seems to be to finish the 

course she startedi. Paula's history is similar to the others who did not want to take a 

Vestibular for Letras, but ended up doing so because it was easier. Yet, it seems that 

the others found motives along the way. Moreover, Ana Esther and Fernanda take 

Spanish in addition to English; Isabel takes French; Reginaldo takes Spanish and 

French; and Cristina cornplements her English course by taking English classes at the 

CENEX? For al1 of them, these other commitments to studying languages indicate a 

detenination to make the most of being in a Letras program. Paula, in contrast. 

seems to be drifting in her course. She cornes to class, does what she is asked, but 

there is a visible lack of a more significant motive. Paula needs a more meaningful 

purpose than the one she seems to have in order find meaning in what she does in 

class. In addition to this observation, Paula had not found her place in the social 

3 One of the limitations of this study was the impossibility to retum to FALE and ask for pariidpants' 
comments on my interpretations of their experiences. Paula might have had a different motive than 
completing her course. If she did, she did not reveal it durhg the interviews which were my primary 
data source 

ïhe CENEX or Centro de MenSio (Extension Center) at FALE offas ianguage courses to the autnde 
corrununlty. hfemce  for registration is given to FALE students who want to complernent their studies. 
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dimension of the learning process. Her reports seem to indicate that she saw learning 

English as a matter of learning structures. Yet. she is in a language classroorn in a 

foreign language context. This means English is only spoken inside the classroom. 

Since she isolates herself and voluntarily restrains from interactions, she does not 

realize how another dimension of the learning process, Le., the development of 

communication çkills, is related to social interactions. Therefore, she ends up rnissing 

too much. Her final cornments about English IV, quoted earlier. are filled with the 

frustration of evaluating that she had not learned anything. 

Finally, the fact that she obtained the highest grade may reflect that the teacher 

valued performance in the linguistic aspect, either in grammatical accuracy or in 

writing skills. over oral performance. Another possible explanation could be that in the 

foreign language classroom. given the time constraint, teachers may feel they cannot 

penalize students for lack of opportunity for practice. Moreover, there were 2 oral 

evaluations during the term; in contrast, there were 5 written evaluations for English 

IV? Regardless of the explanation, the disparity between Paula's self-evaluation and 

her final grade raises serious questions about assessrnent at FALE and. possibly. in 

the foreign language context. 

7.3. REFLECTlON AND LEARNING PROCESS 

In order to get research participants to provide the insider's view of the process 

of learning a foreign language inside a cfassroom, I asked them to reflect about their 

experiences. osing video tapes to bring the experience closer to the moment of 

reflection. I considered experience as "the total response of a person to a situation or 

event: what he or she thinks, feels, does, and concludes at the time and immediately 

thereafter" (8oud et al, 1988, p. 18). lnfluenced by the research in adult education 

See Appendin E for participants' final resulis. 
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(Griffin 1986) and by the studies on experiential learning (Boud & Griffin 1986) that 

focus on the importance of the process for the adult learner, 1 agreed with this 

definition of reflection: "a generic term for those intellectuai and affective activities in 

which individuals engage to explore their experiences in order to lead to new 

understandings and appreciations" (Boud et al, 1988. p. 19). 1 also thought it would be 

interesting to evaluate the relationship between reflection and research participants' 

experiences. 

From research participants' responses to the final evaluation questionnaire. it 

seerns that they did come to new understandings and appreciations from the process 

of reflecting on their classroom experiences. Ana Esther reported that she has 

become a more active participant in the L2 learning process. In her words: 

"It is as if before there had been a train (English language) 
and I was a spectator outside on the station, just observing. 
hIow7 I see myseif inside the train, a passenger in this 
journey". 

Cristina reported the same feeling of being more engaged in the learning process; 

Fernanda focused on the cognitive aspect of the changes she saw in herself; Isabel 

referred to her changed perception of L2 learning as an individual process whose 

improvement depends on the learner; Reginaldo alço reports changes in himself with 

a more active learner role. Paula is the only research participant who did not 

completely fiIl in her questionnaire. Therefore, her final evaluation of the process is 

missing . 

From the data found in the final evaluation questionnaire. al1 research 

participants who completely filled it out agreed that reflection was important. All of 

them also agreed on the benefits of integrating reflection into learning class activities 

(see Appendix D for participants' responses to the final-evaluation questionnaire). 

h a  Esther's own emphasis. 
AM Esther's own emphasis. 
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Finally, research participants' reflection on their experiences did not take place 

çolely in their heads, contrary to Boud's definition above (1 988, p. 19) which points to 

an introspective process. Instead, it was shared and thus, a social process. In that 

sense, the learning process was CO-constructed in Vygotskian terms. Participants' 

internalizations, together with the comments and questions I asked, were the seeds to 

the actions which transformed not only their perceptions of the experiences in English 

IV, but aiso their approach to future experiences8. In that sense, reflection was a 

powerful tool that aided research participants' L2 learning processes. 

Every research project is, in various ways, limited. This investigation is no 

exception. The limitations that follow acknowledge those involving: (1) the research 

design of the study, (2) the validation of the data analysis, (3) the potential for 

generalizations from this çtudy and (4) the lack of a body of research from which to 

draw on for methodological considerations and compariçons of findings. 

In the preparation of the research design of this study, a choice was made to 

request volunteers to act as research participants instead of randomly selecting them. 

Given the demands for participation, the choice was justifid. Nonetheless. at that 

time, it was acknowledged that this decision may influence the findings since the 

volunteers might not be the 'typical' or 'normal' learners. During the data collection 

process, 1 attempted to assess how 'typical' or 'atypical' the volunteers were 

compared to other the English IV learners. In my assessment. they did represent what 

would be considered 'typical'. Some participants had to work to support themselves; 

others did not; some had studied English before; others had not; some seerned very 

motivated; others not as much. Some had a good comrnand of English; others did not. 

In a letter received 6 months aRer the leaving Brazii Femanda told m e  of the impact their 
participation had m their academic careers. See a copy of the translation of this Ietter in Appendix G. 
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In sum, they seemed to represent a typical population of undergraduate English major 

students. However, their decision to participate in this study distinguished them from 

the others. Their interest in getting to know more about themselves and about their 

English learning process made them different. Therefore, although participants 

represented what would be considered normal, their interest in the object of the 

investigation rnay have influenced the findings reported. They may have reported on 

issues that others might not have mentioned because of their interest in 

understanding their own experiences. Yet, had a more randorn selection procedure 

been adopted, others factors might also have had an influence on the findings-Thus. 

although this limitation in the research design is acknowleged, 1 is also considered 

relative as well as, perhaps, inevitable. 

A limitation was also identified in the procedures for the validation of the data 

analysis. After the data analysis was finished, the findings were not validated by the 

learners involved in the study. This omission is justified: the data collection took place 

at UFMG and post data analysis validation was impractical unless I returned to Brazil, 

çomething I was not funded for. However, given that participants reported and 

validated some of the findings presented during the collection process, partial 

validation was obtained. Therefore. although this was considered better than no 

validation at ail, it is still a limitation. 

Another limitation in this study refers to the findings which relate to a small 

group of students in one specific FL classroom. In other words, the findings here 

presented may not allow for generalizations. This has been acknowledged throughout 

the discussion. The findings do relate to this group of students. Yet, although not 

representative of a large population, they reveal issues which may resonate with the 

experiences of other students in other classrooms. Only with further studies will 

generalizations be possible. However, given that the findings here presented did 

corroborate some of the results reported by others (6.2), and that investigations on 

foreign language classrooms are so restricted. this limitation is understood as partial. 
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Finally. but perhaps, the most serious limitation in this study involves the lack of 

similar investigations from w hich to draw on for methodolog ical considerations and for 

critical cornparisons of results. 

Nine years have passed since l published the diary study that motivated me to 

further inveçtigate what leamers had to say about their learning experiences. ln these 

nine years, I have worked towards that goal in different ways. As a teacher I have 

gone inside classrooms and stniggled with the questions on my side of the teaching 

and learning process, attempting to make sense of learners' responses or. more 

accurately, of their lack of responses and variable behaviors. As a leamer, I have 

taken courses and searched for literature that referred to the issues I was interested 

in. As a researcher, I developed a research project that would provide me with data to 

document and, ultimately, understand such L2 classroom specific issues. I believed 

that a thesis would satisfy my curiosity of understanding how people in classrooms 

made sense of the experiences they went through. I believed that, with this 

investigation, 1 would have a clearer picture of the events that happened in a class 

setting. I believed I would have a better idea of what it means to learn an L2 inside a 

classroom. As I write this, I ask myself how many of my questions have been 

answered. 

Although the research process, the data, and the preceding chapters are 

concrete evidence that I have answered my own questions, I have to acknowledge 

that I have just touched the surface. There are still many classrooms to visit; many 

students to hear; many experiences to record and interpret; many perceptions to 

share; and many meanings to make. 
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The answers to the questions are lirnited by the questions themselves. They 

refer to one classroom. one srnall group of students and one set of experiences. Yet, 

without them, it would have been difficult to realize the dimensions of the issues 

learners have to deal with: cognitive, social, and affective challenges in two ninety- 

minute contacts per week; the goals of achieving fluency and better performances in 

such a lirnited environment as the foreign language classroom; and understanding 

how the setting, persona1 histories, beliefs and goals influence their experiences in 

that environment. 

Nonetheless, regardless of my questions, most learners do learn in the 

language classroom, just as the research participants did. Learners do take with them 

little bits and pieces of the language they try to make sense of. By making L2 

classroorn experiences available, teachers and learners may come to realize how 

valuable these little bits and pieces are because what learners take is related to what 

teachers and leamers bring into every leson. Moreover, teachers and learners may 

also realize the degree of effort and will power involved in the classroom L2 learning 

process. Finally, they rnay alço realize that a firm motive for L2 learning is necessary 

because, from what learners recount, learning a foreign language inside a classroorn 

is, to say the least, cornplex and difficult. 

Maybe, if learners reflected more about their classroom experiences, and if 

teachers were famiiiar with the range of these experiences, they would better 

understand the challenges throughout the L2 learning process and make more 

informed decisions as to how to deal with them. This knowledge rnight make learners 

realize the need for their own initiative to rnake the most of their learning process. 

Teachers, in tum, might be l e s  puzzled by learners' behaviors from knowing the 

experiences that underlie the L2 learning process. However, those are new questions 

and. as such, they stay. At least, for the time k i n g  ... 
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APPENDIX A: The Personal History Interview 

Questions: 

What name would you like to have for the duration of this investigation? 

Tell me a little bit about yourself: your age, your family, your story, why are you 
at FALE, and any other thing you find relevant? 

Did you ever study any other language(s)? Do you speak any other language? 
Are you taking any other languages at FALE? 

How old were you when you started studying English? Where did you study? 

M a t  do you remember from you firçt experiences in learning English? Do you 
remember any particular episode that rnight have left mernories? 

Do you remember what methodology was used at that tirne? 

How do you see the teaching of English at FALE cornpared to your 
previous experience? 

Going back to your first experiences with English, how were you as a 
learner? What type of leamer were you in the beginning of your learning 
career? Is there any episode that you particularly remember? 

After entering FALE has your learning proces changed or not? What are the 
differences. if your answer is affirmative? 

Do you see differences when you compare your previous experience and your 
current experience as an English learner? That is, looking at yourself as a 
learner, do you believe there have been changes due to your own growth or 
the development of your knowledge of English? 

Would you like to add anything that you might find important at this point? 



APPENDIX B: Journal Writing Directions 

The Journal: 

As the research objective is to investigate the classroom language learning 

process, I would like you to use the journal for registering different aspects related to 

this process. Here are a few guidelines as how this journal should be understood: 

- The journal should serve as tool to help you in the reflection of your 

experiences in the process of learning English in a language classroom. For this 

objective to be achieved, these are the procedures I suggest: 

1. In class: Keep a record of class activities. 

2. Out of class: 

When you get home. preferably on the same day. record in 

the journal, what you believe is the teacher's objective or 

what is the objective of the activity. lnclude in your 

description, how you felt during activities. What facilitatecf, 

contributed. interfered, or affected you in each of the 

act ivities. 

3. Remember: 

Do not restrict your journal entries to the parameters 

above. Please include in the journal whatever you believe 

directly or indirectly affects you in your learning process. 



APPENDIX C: Final Evaluation Questionnaire 

Questions: 

How do you evaluate the experience of reflecting on your learning 
process: Goodl bad, useful? 

What was positive/negative about it? 

Had you done anything like it before? 

Do you believe that the reflection process had a positive effect on your 
leamingl learning process? How? Explain. 

Compare yourself to those who did not participate directly in this study. Do 
you see differences between you and them in how they approached learning in 
this course? Explain. 

Compare yourself to your own self before çtarting this study. How have you 
changed? Explain. 

Do you think your future performance as a learner will be different as a result of 
this experience? Explain. 

Do you think other learners would benefit from integrating reflection as part of 
the classnearning activities? Why or why not? 

What would you change or add for improvement to the use of reflection as part 
of language teachingflearning. Explain. 
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APPENDIX D: Developing the Coding Scheme and Achieving 
Interrater Relia bi lity 

1. DEVELOPING THE CODlNG SCHEME: 

The coding sdieme emerged from reading the transcribed data. 6elow I 

describe the detailed procedures for the development of the coding scherne. 

First, I started to read the data. As I read, I attempted to identify the themes that 

predominated in leamers' descriptions of their experiences in the classroom. 1 began 

by reading the first and last inteMew of three of the six informants. 

Frorn this initial reading, I identified that the description of the learning process 

could be divided into two major areas - the foreground and the background areas of 

what happens in the classroom. In the foreground, the surface lesson (Holliday, 

1994) or, in other words, the class acüvities and the leaming opportunities (Allwright, 

1988) are identified. In the foreground, the main actor is the teacher who structures 

the classroom activities. in the background, we find the deep leson (Holliday, 1994) 

which is constructed in the interaction between teacher and students as well as 

among students. The deep lesson is constituted by the leamers' perceptions and 

interpretations of what is happening in the foreground. 

An analysis of the themes generated the first outfine of the major and minor 

categories in learners' experiences. By grouping emerging themes by fields of 

experience, I identified three major areas: leamers' cognitive, social and affective 

experiences. These, in tum, are influenced by experiences whose themes refer to the 

setting in which leamers find themselves, their personal background, their beliefs and 

their goals. 

The first three categories (cognitive, social and affective experiences) form the 

direct primary experiences. Le., experiences in these categories originate inside the 
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classroom. The next four categories (setting, personai background, beliefs and goals) 

form the indirect secondary experiences. Le., these are extemal to the claçsroorn and 

less frequent. Nonetheless, they indirectly influence the leamers' perceptions of their 

leaming process. 

Subcategories refer to the actual themes described by participants. Since 

thernes were both broad and vafied, the 'seven plus or minus Won principle (Miller) 

was followed in an attempt to reduce the number of subcategories to a maximum of 

seven per category. In this initial stage. I opted for grouping themes per subcategory - 
this would yield a view of the issues actuaily reported by the infamants. The themes 

that were not representative, Le. very few instances within the corpus of data, were 

collapsed with more representative similar themes. 

Wflh the coding scheme that ernerged from this preliminary anaiysis of the data 

(six interviews out of 36 interviews), I proceeded to code the remaining interviews. 

The mding scheme presented below represents the appearance of the coding 

scheme at the end of this initial stage: 

Cognitive Experiences 

C. 1 . ActivityiTask/StudentPresentations/Self-Sking Activity 
C.2. ObjectiveçlDoubtlDifficuIties/Asking Questions 
C. 3. Participation(Lack 0f)fPerformance 
C. 4. Learning/EvidenceLearningRearningProcess 
C. 5. Teaching/Teacher's Explanation 
C. 6. Strategies 
C. 7. Hom ework/Workload/MatenalMid-termuests 

Social Experiences 

S.1. Interaction 
S. 2. Interpersonal Relationship 
S. 3. Self as Learner/Lemerls Role 
S. 4. CompetitioniR iskTaking/Conf lict/Exposure/incentive/Crit~cisrn 
S. 5. Teacher/Teacherls FioleKeacher's Power 
S. 6. Groups/PairWoWGroupWork/Memberç/Dynamics/interaction 
S. 7. Classrmm AtmospherelBehavior 



Affective Exper iences 

A. 1. Positive Feelings (EagernessFeeling ComfortablelAt Ease) 
A.2. Negative Feelings (AnMety/Fear/FrustrationAn hibition/Stress 

Tension/Fatigue/Nen/ousness/Is~ tation/€mbarrassment) 
A.3. Intereçt/EfforVMotivation (Lack of) 
A.4. Self (Self-Perception (Personality Traits)lSelf-Esteem/Leanier Attitude) 
A. 5. Teacher AttitudeIStress 
A.6. CopinglDealingFeelings 
A.7. Personal LifeHuman Needs 

Setting 

Se. 1 . UniversitylFALE ContexVI nstitutional Factors/Cl assroom Situation 
Se.2. Professional Situation 
Se.3. Social Background 
Se.4. Influence of ResearchIResearcher 
SeS. Time 
Se.6. Status of Foreign Language/FL Situation 
Se.7. GradeslSitting Choices 

Personal Background 

P. 1. Social Background/Social Status 
P.2. Previous Learning Experience 
P.3. Other Leaming Experiences 
P.4. Other Courses 
P.5. Persona1 LifeNVorking 
P.6. Schooling 

Beliefs 

B. 1 . Learning Process 
8.2. Teaching 
8.3. Own Leaming Process 
8.4. Ideal TIS Relationship 
8.5. Learning English 
8.6. Leamer ResponsibilityReamer Role 



Goals 
G.1 Being a Teacher 
G.2. Native-Like Pronunciation 
(3.3. Becoming a Fluent Speaker 
G.4. More Classroom Participation 
G.5. Confronting Fear of Classroorn Exposure 
G.6. Wishes/lntentions/NeedsANants 

II. ACHlEVlNG INTERRATER RELIABILITY: 

After coding al1 the data using the coding scheme above, came the stage 

where it was necessary to implement a data reliability examination to protect "our 

research and theory construction from Our enthusiasms" (Lather, 1986 p.67). In order 

to check the trustworthiness of the coding scheme, I proceeded to detemine interrater 

reliability. This was done by following the sequence of procedures described below. 

First, I asked a Portuguese-speaking colleague in the department to assist me 

in this task since al1 the interviews were conducted and transcribed in Portuguese. In 

order to acquaint her with the coding scheme. I prepared a more descriptive version of 

the coding scheme with illustrative examples from the data. 

After preparîng this descriptive version, the next step was to select 10% of the 

data for my colleague to code. This corresponded to approximately 50 pages of the 

transcrîbed interviews. Pages were chosen by selecting 5 pages in every 50 pages. 

This produced 10 sets of 5 pages each. This criteria was preferred over the other 

alternative - to randomly select 4 from the 36 interviews since it would yield a sample 

that would cut across ail the interviews. In fact, the procedure above ailowed my 

colleague to code data transcripts from al1 6 informants. 

Since the transcripts were 'raw' data, the sample was prepared before my 

colleague proceeded with the coding. In the preparation, I followed this procedure: I 

bracketed the segments that I wanted her to code. Her coding would be more effective 

this way since it would focus on the most relevant data segments. In addition to that, 
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on the margins of the page. I provided empty brackets for her to fiIl in with the code for 

each segment. This would also make it easier to count our agreement rate. 

Before actuaily asking rny colleague to code the data sample, we had a training 

session where she coded 3 different 5-page sets prepared according to the 

procedures explained above. We did this training session in steps. First. I asked my 

colleague to code a first set. We went over her coding against mine. discussing 

differences and clarifying aspects of the coding scheme. We worked on the next two 

sets following the same procedures. When we both feA sure that there were no doubts 

regarding the wding scherne, I left my colleague with the 50 page data sample to 

code. A week and a haM later she handed me the coded sample back. 

tt was time to check our agreement rate. The sample had 241 segments to 

code. We had previously decided that we would airn for 80% agreement rate. It was 

very disappointing to find that our agreement was low. We agreed on 143 segments 

or 59.4% of the total sample. Since, in our training session we had not actually 

counted Our agreements and disagreements, but rather discussed different codings, I 

first explained the low rating as a result of not actually counting agreement in the 

training session. 

However, accepting our low agreement rate was difficult. Personally, I 

remember feeling that my colleague was ready to do a good job. Consequently, I 

decided to analyze the segments we had coded differently to see if they revealed 

misunderstandings that might not have been captured by the data simples selected 

for the training session. 

A careful analysis of the mismatches revealed that there was a pattern 

underlying çome of her different codings. The first obvious tendency was my 

colleague miscoding of segments referring to Intention - a subcategory within Goals. 

In such segments, participants usually stated a future plan or something that is yet to 

be done. In short, to an intention to a future activity. My colleague systematically 

coded these as either a Strategy ( a Cognitive subcategory) or as Dealing with Stress 
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(an Affective subcategory). All statements which referred to future plans. even if they 

involved a Cognitive plan or an Affective plan, should be coded as Intentions if they 

had not been actuafly realized at the time of speaking. There were 14 of this type of 

Another systematic tendency was not realizing the generic nature of the 

category Beliefs. Therefore, my colleague tended to code segments that were in fact 

localized comrnents or statements about the class, the teaching or the leaming 

process as ûeliefs about teaching or leaming when, in fact, they belonged to other 

categories. In these cases, she was usually misled by the Portuguese phrase 'eu 

acho' which c m  be translateâ as either '/ believe' or 'l think '. There were 13 of these 

type of miscoding . 

Another pattern was not making a finer analysis of the segment. For exampie, 

the informant reports on çornething the teacher did. I coded it as a comment belonging 

to the subcategory Teaching within the Cognitive category. My colleague coded it as 

belonging to the subcategory Teacher Role within the Social category. The instances 

where we both 'saw' the same thing (a comment about learning, for example), but 

coded it in a different large category. acounted for1 O cases. 

The next most frequent pattern was misinterpreting evaluative com ments. For 

example, in a segment referring to working in pairs, a participant included the phrase 

'it was horrible'. My colleague considered that this phrase indicated a negative 

feeling, coding it as belonging to the Affective category. In fact, the participant was 

evaluating pair work, not her feelings during the task. Therefore, this segment should 

have been coded as belonging ta the Social category. My colleague misinterpreted 

evaluative comments as segments referring to the Affective category 7 times. 

There were also 5 cases where context or knowledge about issues that were 

not in the transcript were the key for a match in coding. AI1 these 5 cases fit in the 

category Setting which deals with issues of the context where leamers are learning, 

i.e.. issues that involved a knowledge of the University and the Brazilian educational 
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system. ln two of these 5 instances. after I told her what the issue was, rny colleague 

made the following comment " 1  could never have gueçsed!" 

Finally, I had not asked my colleague to double code. i.e. code a segment as 

belonging to more than one category because I believed it would make her task more 

difficult. I alço did not allow for double coding during the training session. I attempted 

to make her see why I had coded something differently from her, hoping that she 

would capture the rationale underfying the coding scheme. In spite of that. a few times 

in her coding rny colleague provided me with two codes for a particular segment. In 

analyzing these doub leded segments, I found 13 cases which could have been 

dou ble-coded. 

After this analysis, I infoned rny colleague of the low agreeernent rate we had 

had. I explained that aithough 1 could explain çome of the miscodings, I wanted her 

feedback. I prepared a detailed analysis of al1 the items in which 1 had identified a 

pattern and we analyzed it together. She said she had worked over the sample 

'superficially', i.e. not really stopping to think about larger categories when in doubt 

(something I had learned to do). She also said she had not seen the category 

Cognitive as originating in the classroorn, explaining a number of miscodings but not 

enough to reveal a pattern. She also saw her basic misunderstanding of the 

categories Goals and Beliefs. agreeing that she would have coded them correctly if 

the criteria of futurity and generality had been clearer during the training session. She 

also recognized that she had been misguided by evaluative comments as segments 

belonging to the Affective category because she was not really careful in analyzing 

the data. When we discussed double-coding, she mentioned that she would have 

liked to double-code more often but she did not because I had not opened that 

possibility. Finally, she adrnitted that she felt pressed to use some codes that had not 

been used simply because she believed she had to use them. In her words: 'l felt I 

had to find thern and use them in the data you gave me". 
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Meeting with my colleague and seeing her accepting reaction to my anaiysis 

restored the shaken trust on the coding scheme. We both agieed that 1 should refine 

the descriptions written for each category and subcategories to clear the ambiguities 

we had identified. She alço suggested that I collapse some subcategories that were 

not very representative. Finally, we both agreed that we should add the nurnber of 

segments which revealed the patterns above to the first count since the underlying 

reasons for the miscodings had not corne up during the training session. This made 

our interrater agreement go to 85%. 

Yet, I was still hesitant and wondered about how I would do against myself. It 

was time to check intrarater reliability. I re-coded the 10 different samples given to rny 

colleague and checked my agreement rate to the coding I had done 2 months before. 

I was very happy to find my rate at 92% of agreement. 

However, in the process of discussing these results with my thesis advisor. it 

was suggested that I count the frequency of coding at the larger level only, Le. at the 

category level only to see what this count revealed. The objective of this procedure 

was to identify if first and second raters had seen the same patterns in participants' 

reports in spite of their disagreement rate. The result of this count confimis the 

patterns identified in the analysis of segments coded differently. The chart on the next 

page summarizes the results: 



First Rater 

Cognitive 43% 

Social 2 1 O/O 

Affective 1 5% 

Goals 9?!0 

P. Background 6% 

Beliefs 3% 

Setting 3% 

Second Rater 

Before Analysis - After Analysis 

35% unchanged 

24O/0 unchanged 

24% 21 % 

2% 8O/t 

5% unchanged 

9% 4% 

O. 5% 2.5% 

The table above shows that although we had coded çome of the data 

differently, we 'saw' the sarne tendencies in the reports of the different informants. Le., 

that cognitive experiences dominate learners' reports, being followed by the social 

and the affective experiences. Both of us coded approximately 80% of the data within 

this first three categories. The rernaining 20% of the data fell in the lad four categories 

for both of us too. The corrections that were possible after the analysis made our 

results at the category level more simifar and clearly indicated that there were 

adjustments to make in the coding scherne. This next step is discussed below. 

III. IMPROVING THE CODING SCHEME: 

Trying to achieve interrater reliabiltty indicated that there were two areas to 

work on in the coding scheme. First. it was necessary to rewrite the descriptions in 

order to remove ambiguities by clarwing differences between categories and 

subcategories. Second, it was necessary to review if the number of subcategories 

was representative enough to justify their maintenance in the coding scheme. 
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New descriptions were wntten for the categories Beliefs and Goals. In the 

Beliefs category its general, uniocalized nature was stressed. In the category Goals 

the notion of futunty or of a plan of action for the future was reinforced. The 

description for Affective category was also rewritten. In its new description there is a 

word of caution to distinguish evaluations from cornments involving affective issues. In 

addition to that. the labelling of the subcategories Strategy (Cog nlive). Dealing with 

Affective Issues (Affective) was changd to Cognitive Strategies and Affective 

Strategies. The description for the subcategory Intention (Goals) was also rewritten to 

clanfy its futurity. 

Checking the subcategories representativeness involved the following 

procedures. First, a list of al1 subcategories used in the coding of each of the 36 

interviews was printed. The particular software used (HyperQual) produces the k t ,  

but it provides only its occurrence; not the nurnber of times it is used. Determining if a 

particular subcategory was representative involved knowing how many tirnes it was 

found across intewiews. Since the software did not provide me with a quick way to 

gain access to the information I wanted. I decided that a subcategory would be 

maintained as as separate subcategory if mentioned by the majonty of the learners or 

4 of the 6 informants. This could easily be done with the lists the software produced. 

The lists were grouped by infomants and a count was made of the times each 

informant rnentioned a theme. Those mentioned by only 2 of the 6 informants were 

eliminated as separate subcategories for not being representative enough. Doing this 

revealed that some subcategories presented in the first coding scheme were, in fact, 

not representative. However, before elirninating them, an attempt was made to 

collapse those specific themes within more representative subcategories. In addition 

to that, an attempt was made to find more inclusive ternis to label subcategories. 

B low I present a summary of the changes in the coding scheme. 



IV. CHANGES IN THE CODlNG SCHEME: 

The first two direct categories - Cognitive and Sociai Experiences were not 

modified in the number of subcategon'es, Le.. all the subcategones in the first version 

were representative. The modifications were in their labelling. Yet. the changes in 

labelling have not affected what they comprised. They have made the subcategories 

more comprehensive. The specific issues which each subcategory represents are 

detailed in the descriptive version that follows. 

The third direct category - A f f~ t ive  Experiences was significantly modif ied ; 

from originally having seven subcategories, it was reduced to five. The categories that 

were eliminated for not being representative of the majority of the learners were 

Positive Feelings and Persanal LifeNurnan Needs. In addition to that, the labelling of 

the subcategories was also modified. Again, the objective was to make the labels 

more generic but Hill representative. In the descriptive version following this section 

these modifications are explained. 

The first of the four indirect categories - Setting, with seven subcategories, and 

the categories Personal Background, Beliefs and Goals, with six subcategories each 

in the firçt version, were al1 reduced to four subcategories each. 

The category Setting lost the subcategories Professional Situation and Social 

Background for not being representative and had the subcategory Classroom 

Situation/Grades/Sitting Choices collapsed into the first subcategory of the original 

version newly labellecl Institutional Factors. There were also other changes in 

labelling which are explained in the descriptive version. 

The category Personai BacErground lost only one subcategory - Schooling. 

However, the su bcategories Previous Learning Experiences, Other Learning 

Experiences and Other Courses. which in the first version were separated, were 

collapsed into only one subcategory labelled Mher Leaming Experiences. There 

were not any other major changes in labelling in this category. 
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The category Beliefs lost one subcategory ideal TeacherBtudent Relationship 

and had its five other subcategories collapsed into three. Leaming Proces and 

Leaming English were collapsed into one su bcategory labellecl Engliçh Leaming 

Process. The others were rnodified at the label level only. 

Finally, the category Goals lost its decriptive subcategories and had the 

subcategory that comprised Wiçhes. Infentjons. Needs and Wants divided into four 

separate subcategories. 

V. DESCRIPTIVE AND ILLUSTRATED VERSION OF THE 
CODlNG SCHEME 

COGNITIVE EXPERIENCES: 

This is the first of the three direct categories in the coding scheme. The criteria 

for coding leamers' staternents in this category has to include the following: (1) 

originating in and referring to the experience of the class and (2) having to do with 

learning process from the cognitive point of view, i.e. the process of learning, 

understanding and acquiring knowledge. 

In this category are included learners' perceptions of (1) the class activities; (2) 

the objectives. difficuities and doubts in the process of working through these 

activities. (3) their participation and performance in them as well as (4) their 

perceptions of leaming from them, and carnrnents about (5) the teaching of these 

activities. In addition to these issues, learners' perceptions of (6) class-related matters 

and (7) the leaming çtrategies they ernploy in order to take the most from the 

language class are coded as belonging to this large category. 

A more detailed description of each of the subcategories that compose these 

gamut of experiences is presented below. The excerpts have been translated from 



Portuguese into English. The segments in italics refer to the subcategory being 

illustrated. 

C.1. Perception of Class Activities: 

In this subcategory are included learners' statements which involve comments 

about the many different possible activities in class. These may be cornrnents about 

specific tasks the teacher asks learners to corn plete. involving liçtening , reading . 
wnüng or speaking skills as well as students' presentations. E.g.: 

L: Did you d o  well'? 
A :  1 believe 1 did. I wouid only like to participate more. Bur. ir's so quick. 

The task is very good; enriching. She ( the  reacher) couid have broughr 
a newspaper article, bur since she has ro go fast because we have few 
c l a s s e s ,  we feel like participating more, learning more. discussing it 
more. So, 1 c m  improve my vocabulary. I have this need. 

Tags: P e r f o r m a n c e  
I n t e n t i o n  
A c t i v i r y  
N e e d  

Frorn: Site:Interview No.: 2 Sept. 28/94 Source Card ID: 9879 
Source: stack " A n a E s t I n t 2 "  

C.2. ldentifying Objectives, Difficulties and Doubts: 

In this sub-category are included the commments dealing with (a) learners' 

identification of objectives, (b) difficuities and (c) doubts in the process of working 

through class activities. Below are examples of the comrnents that illustrate this sub- 

category. E.g . : 

AE: We were talking about lists, what we needed to buy. So, I could observe, 
because we read, right'? So, so i r  was in the list. rha future that one 
plans, future as intention and she explainde it ,  when s e  use countable 
and uncountable words. Then we listened to a listening task and then 
my classrnate and 1 discussed the grammar questions and she explained 
them. And then I believe she started a conversation about what you're 
goinp to do, 'Z'm gonna help you, that thing abour being immediate, 
because we learned about immediate future; of offering help to 



someone; and of going there to  buy somerhing and she started to 
present these things. This ts what 1 observed. 

Tags: -4c t iv i ty  
Objecr ives  
-4ct ivi  ty 
P a i r w o r k  
T e a c h i n g  

- descr ipt ion~analysis  
From: Sitelinterview No.: 2 Sept. 28i94 
Source Card ID: 9879 Source: stack".4naEstInt2" 

AE: In rhis rask I was in doubt about 'cauld you get some sramps?' because 
we know those rules that say thar ... for example, al1 of a sudden you see 
an inrerrogative sentence wirh sorne? I was in in doubt.  

Tags: D o u b r  
- descr ipt ion~analysis  
From: Sitcilnterview ,\;o.: 2 Sept. 28/94 
Source Card ID: 9879 Source: stack "AnaEstInt2" 

AE: Morc exercises. It  was likc this: she esplained and asked 'understood'? So 
you can do the escercise' ... Then later we see we did not understand 
that. We needed more exercises, more examples of this kind of 
construction. Becouse when I gor here ro rhe bottom of the page, I 
found ir difficult ro do.  It my be something easy while uou're 
pracric ing.  But, only fater when 1 went back to the explanation, when I 
reread it that ... So, it was necessary to work more on this, go deeper into 
this topic. 

Tags:  T e a c h i n g  
Need 
D i f f i c u l t y  
Learning Strategy 
X e e d  

- e v a l u a t i o n ~ c r i t i c i s m  
From: Site, Interview No.: 2 Sept. 28194 
Source Card ID: 9879 Source: stack ".AnaEstInt2" 

C.3. Participation and Performance: 

Here are included the statements which refer to how learners perceive their 

participation and their performance in relation to the class activities or tasks they were 

involved with. 

Participation will refer to the comments which reveal a more passive response 

to the class activity. For example. paying attention, or following a reading. 

Performance, on the other hand, will cover the comments which refer to a more 

active engagement in the activity or task. Examples of a more active involvement are: 
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taking part of a class discussion, contributing to the class by responding to teacher's 

questions, volunterring. etc. E-g.: 

A :  Ar thar rime that I was looking into rny book, I was looking for rhis 
verb 'ought' to see if the grammar section had it. I wanred to find Our 
what it meanr. Then I asked Suzana ( the teacher) to answer me. 

Tags: P a r t i c i p a t i o n  
Learning Strategy 

- andysis 
From: Sitelhterview No.: 3 Int.3 Oct. 21/94 
Source Card ID: 9879 Source: stack ".4naEstInt3" 

Mi: 1 think this activity was more interesting because i t  was doser  to Our 
reafity. We saw the groups, I even rernembered a movie. change of 
habits; oh! here it seems rhar (( uncamprehensible)), and rhe question 
if they were beautiful cropped up. to which I responded rhey were 
ugly. I even questioned thot. So, I liked this class, 1 found it more 
relasing . .. new words.. . 

Tags: Acti vi ty 
P e r f o r m a n c e  
Activi  t y  

- analysis!evaluation 
Frorn: SitelInterview So.: 3 Int.3 Oct. 2 t 194 
Source Card ID: 9879 Source: stack ".4naEstInt3" 

C.4. Perception of Learning: 

In this sub-category are included the comments that refer to learners' 

perceptions of what they have learned from a specific class activity. These cornments 

may be generic in nature as, for example, " 1  learned about stereoptypes" or as specfic 

as 'l leamed the expression 'hang on'. This sub-category substitutes the previous 

contrast between the sub-categories Learning and Evidence of Learning. E.g. : 

AE: Oh! I did 1earn.A. For example, I learned about being hospitable, 
((uncamprehensible)) rhat we have to use, about nationalities, uhm, 
even the vocabulary thar is increasing as we are talking, righr? I 
learned about steriotypes; I did learn rhese things. 

Tags: L e a r n i n g  
- description 
From: SiteiInterview No.: 2 Sept. 28/95 
Source Card ID: 9879 Source: stack "AnaEstint2" 

AE: Because I believe in the beginning, when we are starting to leam 
English, 1 believe we write tests as the first so that Iater w e  go into the 
second with linking words, right'? Su, i could develop and witlr the 



second texr I could see. por example. the preposition which in 
Portuguese is used differenrly. So. this was sometlting else I learned 
that doy. 

Tags: Englis h Learning Process 
Evidence of Learning 

- d e s c r i p t i o n ~ a n a l y s i s  
From: SiteiInterview No.: 2 Sept. 28194 

C.5. Perception of Teaching : 

In this subcategory are included the comments learners make about 

their perceptions of the teaching in class. The comments may be positive or negative. 

They may also include a criticism or a suggestion for a different approach, suiting the 

needs of the learner making the comment. Finally, they may also refer to the way the 

teacher approached a particular activity or how she explained it to the class. E-g.: 

AE: She was ... We saw the vocabulary, she ralked about tirne, everyrhing. 
But, I had some doubts when the poem started; some of the words that 
indicated tirne that 1 hadn't seen before. 1 believe b a t  it was a very 
subjective task. She had ro provide us wirh a chance for a previous 
analysis, undersrand? of those literary terrns. 

Tags: T e a c h i n g  
Doubt  
A c t i v i t y  

-description~evalua~ion~critici sm 
Fram: Sitel Interview No.: 3 Int.3 Oct. 2 1193 
Source Card ID: 9879 Source: stack "AnaEstlnt3" 

AE: 1 found it interesting that last c l a n  the reacher wrote al1 the rules in 
rhe blackboard. Thar which I've aiready told you that I consider super 
i m p o r t a n t .  She gave us the rules for the use of indirect speech, of the 
tenses to use. This is great for helping you when you have to do it. 1 
found i t  great; seeing how it's to be done; how it's used. It was great for 
me. These are rhe rhings thot in her class are helping me understand 
the material she is teaching us. 

Tags: Teacher Explanarion 
Learning S trategy 

- descriptionielavual t ion 
From: Site/Interview No.: 7 Int 7 Nov.30194 
Source Card ID: 9879 Source: stack "AnaEstintir" 



CA. Perception of Class-Related Matters: 

This sub-category contains learners' comments that refer to class-related 

issues which, not always are directly related 10 the class activities as in the 

subcategories above. For example: (1) comrnents that involve homework; (2) the 

quantity of hornework or workload in general; (3) the materials used by the teacher: 

audio tapes, books, etc. and. (4) Mid-Terms and tests. E-g.: 

L: Well, after that. she asked you guys if you had done the homework. Had 
you done i t ?  

A: i had. 1 read eveything and I could see the difference berween the two 

t e x t s .  
Tags: H o m e w o r k  
- descript ion 
From: Siteilnterview So.: 2 Sept. 28!94 
Source Card ID: 9879 Source: stack "AnaEst1 nt2" 

AE: .., sometimes in other ciasses we taik about it, that we could, this FAE 
(Faculty of Education) ... w e  spend so much time. We have to write 
papers, monogrphs. we have to g o  rhere for classes; it's a waste of time. 
Another day, w e  were talking that we wished we had more tirne to 
dedicate to English; be able to do  more; but, there's so much ro do a t  
home and for orher classes that it ends up depressing you. And then, we 
have such few classses ... I see people unmotivated, understand'? People 
know the answers but rnany times they doo't respond for 'n' reasons. 

Tags: I n t e r a c t i o n  
W o r k l o a d  
T i m e  
M o t i v a t i o n  

- a n a l y s i s  
From: Site.:Interview No.: 3 Int.3 Oct. 21/94 
Source Card ID: 9879 Source: stack "AnaEstint3 " 

AE: / had olready seen and studied that. Then, I did not have as much 
d i f f i c u l t y .  Only when 1 was doing it I wondered about the expression I 
had to use. So, 1 felt like rnemorizing, understand'? Not to forget i t  
a n y m o r e .  

Tags :  Marer ia l  
D o u b t  
Learni ng S trategy 

- analysist  descr ip t ion  
From: SiteiInterview Sa.: 5 Int.5 Nov. 18!94 
Source Card ID: 2244 Source: stack "AnaEstIntS" 



C.7. Learning Strategies: 

Learning Strategies is a general term. It covers al1 different types of action 

learners use to increase their intake of the class activities. Examples of typical 

strategies used by learners are: (1) Expanding or (2) Complementing Activities; (3) 

Focus on Task or Paying Attention; (4) Using Grammar Rules; (5) Memorizing; (6) 

Taking Notes; (7) Asking Questions. 

Expanding an activity refers to learners' attempt to make activities more exciting 

or interesting. Cornplementing an activity refers to adding çomething to meet 

learners' expectations. E.g. : 

L: .And how did you do in that case:' Since you found the materiai 
restricted, how did you get where you wanted'? 

.A : We created. ln  certain parts we had ro ralk in Porruguese to know what 
we were going ro Say., righr? So, we looked up words in the dicrionary 
and tried ro use rhem in the sentences we were saping, right? 

Tags: Learning S t r a t e g y  
- description 
From: Site'lnterview ';o.: 2 Sept. 28t94 
Source Card 11): 9879 Source: stack "AnaEs tInt2" 

SOCIAL EXPERIENCES: 

This is the second of the three major direct categories in the coding scherne. 

Coding experiences in this category must satisfy the following criteria: (1) they have to 

originate in the classroom and (2) they have to refer to the social domain of the class, 

i.e., to the ways the class is organized and to ways the individuals in class relate to 

each other. 

In this category are included: leamers' commments (1) about interactions, Le., 

about their communication and work with others and their interpersonal relationships, 

Le., about how they behave and feel towards other class members in ciass; (2) about 

friction in interpersonal relationships. Cornrnents about how they see (3) themselves 
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as learners of English and(4) the teacher in her role as teacher are also included 

here. Description and analyses of (5) the groups formed in class. their members, their 

interactions and how these groups relate to other groups as well as (6) the classroom 

as an individual entity with its own behavior are part of this category. Finally, (7) 

learners' staternents that refer to how they deai with issues such as cornpetition in the 

classroom are included in the last subcategory. 

S.1. Interaction and Interpersonal Relationships: 

In this sub-category are included the staternents about how learners perceive 

their interactions (communication and work) as well as their interpersonal 

relationships (behavior and feelings) that make up the social life among clasmates 

and teacher inside a classroom. E.g . : 

AE: 1 faund this part casier, more re la~ ing ;  but, I don7 remember if I spoke 
or not, right'? But, I liked it better. f even told my classmare, 'look at 
this. rhis i s  interesring. 1 don? recall if it was in this class that we 
taiked about the Oscars, was it'? 

Tags:  I n t e r a c t i o n  
- evaluation 
From: Site/Interview No.: 3 Int.3 Oct. 2 1 94 
Source Card ID: 9879 Source: stack "AnaEstInO " 

Thur's why I rold you thar we see our own development. I keep observing the 
orhers' developmenr because we've been togerher since the first semester. Su. 
we already have, it's a group rhar w e  even go our rogether, once calls the 
other; we  already know each other. 
Tags: I n r e r p e r s o n a l R e l a t i o n s h i p  
- description 
From: SitelInterview No.: 4 ' 3 0 ~ .  11'94 Part I I I  
Source Card ID: 542 1 Source: stack "AnaEs t1nt-l" 

Because 1 tried once (selecrion for assisrants to rhe Extension Center) and 1 
didn't pasc. So I was frusrrated and rhougflzt I wasn't gonna t ry  again. But 
people starred ru tell me. 'corne on, try again; you're doing fine. So, rry again' 
and rhings like rhar. Thar support was very good. 
Tags: I n r e r p e r s o n a l R e l a r i o n s h i p  

I n c e n t i v e  
- analysis.evaluation 
Frorn: Site!Interview No.: 4 Nov. 11194 Part 1 
Source Card ID: 2 155 Source: stack "AnaEstInt4" 



S.2. Friction in lnterpersonal Relationships: 

In this sub-category are the learners' statements that refer to the negative 

aspect of the dynamics of interpersonal relationships in the social life of a classroom. 

Issues such as conflict, cornpetition, criticism, risk-taking and exposure in the 

classroom are the main topics in this sub-category. Eg. : 

Su, I keep wairing for someone tu talk ... Because I know people are gonna have  
difficulty. But, 1 have studied rhar. So, I ended up responding and then my 
classrnate said, 'hum, but she knows everytiting!' So, 1 end up feeling rense, 
I ' m  afraid people are gona rhink that I wanr to speak; rhat I'm rite best in 
class; that I'm cool; rhot I know al1 thesc rhings. Thar's why I keep quiet, 
avoiding to  respond too much. speak too much. For the class nor to rhink thar 
I'm rrying ro show off. .. inside the class. 
Tags: Friction in Interpersonal Relationships (comperirion) 
- description1 analysis  
From: Site:Interview No.: -4 Nov.11!91 Part I 
Source Card ID: 2155 Source: stack ".4naEstint-CH 

I believe rhe orher girls were afraid. They were afraid ro raik. But, I don't 
know rhem much. But, from I know of rhem hey take risks. They don't care. In 
class, they speok, they ask. even if i f ' s  wrong, rhey say ir anyway. They real fy  
don ' t  care, understand? 
Tags:  Friction in Interpersonal relarionships (perception of risk). 
- analysis 
From: Site:Interview 'c'o.: 4 'Jov.11194 Part III  
Source Card ID: 5421 Source: stack ".AnaEstInt1" 

And Iast Wednesdaj rhe whole closs got angry wirh her. YOU weren'r thsre. 
You missed i f .  You should have been rhere to see ir. 
Tags:  Fricrion in lnterpersonal Relarionship (conf l ic t )  
- description 
From: SiteiInterview No.: 6 Int.6 Nov.25!94 P 1 
Source Card ID: 9879 Source: stack "AnaEstInt6" 

S.3. Perception of Self as Learner: 

In this sub-category are included the segments where learners talk about how 

they see themselves in class or about what is expected of thern as learners in class. 

And rhis is what is like in our English class, there I feel I am one of the best, 
undersrand? Theo what I've been telling you happens: 1 don't taik for thern 



not to think that I'm a show off ((laughter)). 1 really feel bad about that. It's 
awful. Redly awful. Boy, am I talking today! 
Tags: Self as Learner 

Competi  t i o n  
-description/anaIysis/evai 
From: SiteiInterview No.: 4 'iov.1 Il93 Part III 

5.4. Perception of Teacher Role: 

This sub-category contains the segments which refer to learners' perception of 

the teacher as the one who manages the classroorn. Other kinds of comments 

included here are those dealing with the power the teacher has in the classroom. E-g.: 

This way, she tells the srudent ro srudy; she says study, the test and rhings like 
that. And when she rold us thar she was going ro test us on the whole book, 1 
was srunned. She did not teach us everything in the book to test us... She told 
one of our classrnates that our grades wenr from 7 to 17. This is for us ... I mean, 
we srudy and ... rhis creares such a tension in class, righr? Then everybody is 
saying she is nice, but that it seerns she wants to flunk us. People were saying 
that ... 
Tags:  T e a c h e r P o w e r  

T e a c h i n g  
- analysis: description 
From: Site!Interview No.: 6 Int.6 Nov.25194 P I 
Source Card ID: 9879 Source: stack "AnaEs tInt6" 

AE:  You know what: when the teacher asks p u  ro do somerhing and you 
have to speak up. yort do ir, understand? In a way i f ' s  a bit cornfortable 
to wait for the others ... So, when I saw thar she divided us and asked us 
to answer, we end rrp gerting interesred and you do it. And she even 
called on people: 'you do rhis, you do rhar, you that other one'. 
undersrand? And rhat ' s  goo J. 

Tags: T e a c h e r R o l e  
- anal ysis ievaluation 
From: Site'Interview No.: 7 Int 7 Nov.30194 

S.5. Groups and Group Dynamics: 

The statements in which learners refer to issues related to working in groups 

are included in this subcategory. Specific issues range from working in pairs and in 

groups to group rnembers and group divisions inside the classroom. In addition to 



that, leamers' staternents about the workings of group dynamics are afso included 

here. E-g.: 

I'rn used tu doing group work in the lirerature class and i f 's  casier this way. 
You don't have only your own opinion. You have somebody else's viewpoint 
and this orher gets ta say it 'i don't think like you'. understand? Sometimes 
your opinion is not the right one. Ir's half of it. 
Tags: G r o u p  W o r k  
- eva lua t ion iana l  ysis  
From: SiteiInterview 30.: 3 Int.3 Oct. 21;94 
Source Card tD: 9879 Source: stack ".\naEstInt3" 

Yes. I talked ro my classmare. Nor to the whule class because she asked us  ro do 
it in pairs. But. we did talk. 
Tags: P a i r  W o r k  
- descript ion 
From: Sitc'Interview So.: 2 Sept. 28i94 
Source Card ID: 9879 Source: stack ".4naEstInt2" 

Because we know each other. You rnay observe that we're always sitting close 
to one another. S o ,  sometimes it seems therefs a confrontation, they are 
looking at us, that group over there ... that circle ... 1 believe that exists because 
we clearly sec it. So, we have this relationship: 1 visit them, they visit me, we 
go out, we have lunch together ... it's different; we already have a relationship 
beyond the classroom. 
Tags: Group Members 

C o m p e t i  t i o n  
In t e rpe r sona l  Re la t ions  hip 

- a n a l y s i s  
From: Site: InterviewNo.: 1 Nov. 1 1 *9-i PartIII 
SourceCardID: 542 1 Source: stack"=\naEstlnt-C 

Differentfp from rhose who compose the iarger group wha sometirnes are nnt 
even doing the assigned homework. Then. they camplain and say they are 
rired from her class. 1 can't te11 you 1 have n o  difficulties bccause 1 do. But, I 
get home and 1 study. I go to the dictionary, 1 try to study, check what it is, and 
in class 1 try to speak. -4nd so, this is what happens you can't participate as 
much because you may be attempting to show off. It's the funniest thing ... 
Tags: Group Dynamics 

Learni  ng S t ra tegy  
Cornpe t i  t o n  

- a n a i  y s i s  
From: Site'Interview No.: 4 Nov.11!94 Part III 
Source Card ID: 5421 Source: stack ".4naEstint4" 

This second group is always taking other cfasses with us. For example, in S.  
classes, they always ask, even if they say it wrong, they keep on asking. They 
have been coming along with us. But, it's a group thar hasn't had a 
background in English, understand? They have a certain ... more difficulties. 
So, they are a lirtle bit behind. But, ar the same time, rhey are with us. They a r e  
raking phonology wirh me and in other classes I've been observing that they 
are putting more effort and they 're not as insecure. They take classes with us 
and they may have a bit more d i ' c u l t y  and less fluency. 
Tags: Group Interaction 



- anafysis 
From: Site~lnterview No.: 6 Int.6 'Iov.25i95 P I 
Source Card ID: 9879 Source: çtack "AnaEstlntG" 

S.6. Classroom Behavior: 

This sub-category contains the segments in which learners refer to the 

classroom as an entity who behaves and reacts as one single body. Specific learners' 

statements which illustrate this category refer to the 'classroom' as quiet. partici pating ; 

to the classroorn 'atmosphere' or even to classroom 'behavior' as responsive or 

apathic. E.g . : 

L: People always wait for others to respond first'? 
A E :  1 believe they do. I don? know how ro explain i r  to jou. I don't know 

why people don't respond. I don't know if rhey are in doubt ... I don't 
k n o w  ... 

Tags: Classroorn Behavior 
- description 
From: Site~lnterview So.: 4 Nov.1 l:94 Part I 
Source Card ID: 2155 Source: stack "AnaEstlnt4" 

S.7. Social Strategies: 

This last subcategory contains learners' staternents which refer to their 

strategies in dealing with cornpetition or criticism in the classroom. In addition to that. 

statements revealing the criteria for participation as well as decisions as to when to 

avoid conflict are part of this category. E.g. : 

What I've been rrying to do is  rhis: my classmates is  bp my side and she asks 
me somerhing, instead of answering her, I tell her, 'ask the teacher'. So, l've 
tryïng to push those who are nor talking rn talk. undersrand? If I'm the only 
one  who talks ir gets boring. So, anorher day in our group work 1 said, "C. , you 
say this. You sap if rhis way' and when she said I should ralk, I said, 'no, I'm 
not talking'. I told her. 'you have ro ralk. you have ro leorn to do this'. Su, this 
is what I've been trying ta do: push people to talk too. Because I think there's 
room for everybody to  express themselves. 

Tags: Social Straregies 



- description 
From: Site~Interview No.: 4 Xov.11 94 Part 1 
Source Card ID: 2 155 Source: stack ".4naEstint4" 

Sn, even if really wanna say somerhing, / don? say anyrhing. Because if / do, 
people are goinr rn rhink l 'm a show off. Sometimes / wanna give a diflerenr 
exampie; sornething i mighr seen in a differenr book; sometimes Q differenr 
expression and I don'r. I avoid ir nor ro appear obnoxious and a know-it-all. 
Tags: Social Srraregy (coping wirh crir ic ism) 

-anal ysis 
From: SiteiInterview No.: 4 Sov. 11/94 Part I 
Source Card ID: 2 155 Source: stack "AnaEstlnt3" 

AFFECTIVE EXPERIENCES: 

This is the third and last of the three major direct categories in the coding 

scheme. As with the other two previous categories, the criteria for including a 

çtaternent in this category is that (1) it has to orïginate in the classroom and (2) they 

have to refer to the affective or ernotional side of being in the classroom. 

Learners' comments in this category involve feelings in general, which may 

range from (1 ) anxiety, fear, frustration. inhibition, tension, em barassrnent and stress 

to feeling cornfortable and at ease. (2) Statements referring to motivation, interest and 

effort are also included in this sub-category as well as (3) learners' perception of 

themselves as individuals and (4) of their teacher's attitudes, i.e. the way she thinks 

and feels about different issues in class. The last subcategory includes (5) leamers' 

affective strategies, i.e.. how they cope and deal with stress, negative feelings or 

frustrations in the cfassroom. 

A.1. Classroom Feelings: 

In this first subcategory feelings is the main theme. Being in the classroom 

makes learners experience an array of feelings ranging from negative (most 

frequently mentioned) to positive feelings. The kind of feelings most reported by 
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leamers are: anxiety. f e a r ,  frustration, inhibition, tension, fatigue, nervousness, 

isolation, embarassment and stress. On the positive side, the feelings are of being 

cornfortable or at ease in the classroom as well as happy or excited. E-g.: 

L: Linhum. And how do you deal with that? I mean, because from what 
you're telling me, you feel frustrated ...Youtd Iike to participate and you don't.. . 
How do make peace with  these feelings. if you do...'? 
AE: I don'r even know if I do. I don't rhink so. Because I renounce ro 
somerhing that is mine, of parricipating to show rhat I know and rhar I sri11 
have to work ro ger berrer. In this class, 1 did respond. Nobody offered to and i 
did. My classrnate was reading &e testbook and asked me abour the present 
perfect and 1 told her. So, when i can talk, 1 feel good. Bur, I also feel 
frusrrated because I can't usually show rhat I know, undersrand? I just can't 
say ,'oh, I know rhar!' 
Tags: Classroorn Feelings (frustration, positive, negaiive) 
- a n a l g s i s  
From: Site! Interview Xo.: 4 Sov. 11194 Part 1 

In her class, I feel more cornforrable. When 1 go to Literaiure, 1 almost die. 
I'm so tense, 1 can't say a word. 
Tags: Classroom Feelings ( Feeling comfortabl e )  
- description 
Ftom: Siteslnterview So. :  2 Sept. 28:94 
Source Card ID: 9879 Source: stack "AnaEs tInt2" 

A.2. Motivation, lnterest and Effort: 

This subcategory includes staternents referring to ( 1  ) learners' interest or lack 

of interest in class activities. (2) their own or their classrnates' motivation and (3) their 

own or their classrnates '  effort in striving to learn. E.g.: 

I see he's quite uninterested. So much thar the reacher has olways tu teit him. 
tu wake up, understand? She calls his ottenrion in class. 
Tags: Lack of Interest 
- d e s c r i p t i o n / a n a l y s i s  
From: Siteihterview No.: 6 Int.6 Nov25:94 P I I I  
Source Card ID: 2498 Source: stiick "AnaEstlnt6" 

Thut day my classmare told me, 'oh, Ana, I'm so unmarivated' When I asked her 
why, she said ir wus because rhe teacher is going too fast, the book was too 
much tu cover in a semester. She also soid she did not wanr ro speak in class. 
rhat she didn'r feel like i f .  
Tags: Lack of motivation 
- description 
From: SiteiInterview No.: 3 Int.3 Oct. 21/94 
Source Card ID: 9879 Source: stack ".4naEstint3 " 



But, rhis is what I see nobr you have ro put effort. I see I've been working 
hard; even at home. eirery day. Sornetimes i even start ro speak English olone 
ar home. I study, I read sornething. 1 see this is what the process is Iike: not 
only inside the classroom. but outside as well. And I see that by doing this, by 
working outside the class. I'm learning more because I'm going for it. In class ,  
everything is fast. There's also lots of people, and sou can't speak as much as 
you'd like. right'? This is what 1 see now. There's this eagerness that cornes 
from within me, to speak, to develop rnyself. to go forward. 
Tags: Effor t  

English Learning Process 
Learning S trategy 
Englis h Learning Process 

-analysis 
From: SiterIntcrview No.: 4 Nov. 11'94 Part 1 
Source Card ID: 2155 Source: stack "-AnaEs tlnt4" 

A.3. Perception of Self: 

In this çubcategory learners' statements refer to how they see themselves as 

individuals; their perçonality traits; their self-esteem and thejr attitudes to their learning 

process. E. g. : 

A :  f 'm not shy because ! already have a reaching credential. I have even 
taught children already, I ' v e  also taught adults. So, in this area. I have 
no problems. I already have a certain experience. Its different for 
those who have never done it ... So, it's easier for me ... What bothers me 
is saying everything correctly. But, giving a presentation is not a 
problem because I've already taught. 
Tags: S e I f  
- analysis 
Frorn: Site:Interview So.: 1 Nov.11 91 Part I 

A.4. Perception of Teacher: 

In this subcategory statements reveal what learners perceive about their 

teacher's attitudes, Le., her reactions and feelings towards t h e  class. A few comments 

reveal how learners relate to the teacher to the  point that they identify t e a c h e r ' s  

feelings. E.g . : 

Human beings rteed rouch. friendship; no one is an island ... The teacher is not 
an island. If reachers think rhar students don't notice when rhey are angry or 
frusrrated, they are rorally wrong. We do notice. We notice when teachers are 



out to end with studsents. We feel it in the air. Of course we have to learn. But. 
there are other things in our /ives that teachers seem to 0~8rl00k. understand? 
Tags: T e a c h e r A t r i t u d e  
- descr ip t ion~ana lys i s  
From: SiteIInterview No.: 4 Nov.L1/94 Part III 
Source Card ID: 5521 Source: stack ".4naEstInt4" 

AS.  Affective Strateg ies: 

The la3 sub-category within Affective Experiences like in the two previous 

categories deais with Strategies. Yet. these are Affective Strategies. Le.. statements in 

which learners reveal how they cope or deal with negative feelings in general. E.g.: 

We're here to become teachers, understand'? This i s  what's causing al1 my 
tension. Because, there's only 3 more semesteres to g o  and we don't even know 
haif o f  what we should. Then. I get super tense thinking about these things. 
Thar's why I ' m  paying attention in class because sometirnes I ger desperare. 
Desperate because we're reaching the end. I 'm becoming neurotic ((Iaughs)). 
Tags: Classroom Feelings (Stress) 

Affective Stratcgy (deal ing with stress) 
- analysis 
From: Site!Interview ?;o.: 5 Int.5 S o v .  18/94 

So, I told her that I knew I was frusrrared, but thar I u*as going ro forger abour 
rhose feelings for a while and rry to pay attention. She had said that rhis was o 
lesson she was going ro teacft slowly because it was a more difficulr ropic. So, ! 
rold her 1 was going to puy attention and respond. 
T a g s :  Affective Straregy 
dcscriptionianalysisFrom: S i  telInterview S o . :  7 Int 7 S o v . 3 0 : 9 4  
Source Card ID: 9879 Source: stack ".4naEstint7" 

SETTING: 

This is the first of the indirect experiences - those that are indirect, Le., which 

influence learners' experiences and learning process inside the classroom. 

Setting is the first one of them. lncluded here are learners' statements which 

refer to the environment where their leaming takes place. At the rnacro level, the 

University and the Faculty of Letters (FALE) constitute the immediate environment 

which brings (1) institutional factors which influence learner. These range from 
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enrollment procedures, requirements, other courses. as well as grades. Outside the 

University, (2) Foreing Language Issues such as the status of English in Brazil or the 

specifics of learning English as a foreign language as well as the real world outside 

the University are part of learners' comments coded as belonging to this category. In 

addition to these, leamers refer to the (3) repercussions of the research in their 

learning process as well as (4) time as an issue which affects thern in their micro 

environment: the classroom. 

Se.1. Institutional Factors: 

Here are included leamers' statements that refer to institution where learners 

find thesrnselves - the University and the College of Letters (FALE). Specific examples 

of the issues reported in thts first sub-category include enrollment procedures and 

institutional requirements. The spe~ifics of studying at the College of Letters (FALE) 

are al- part of learners' comments. E.g. 

For esample, some of my classrnates and myseIf have corne from private 
schools. This is a great difference, right? Let's be honesr, manp people who 
study a t UFMG are well-off. 
Tags :  Social Background 

Insrirutional Factors (univers i ty )  
- evaluation 
From: Site~Interview No.: 4 'Sov .I l .94  Part I I I  
Source Card ID: 5421 Source: stack "AnaEstInt4" 

Sornetimes I see rhat some of my classrnates are betrer-off. They have already 
lived abroad and when you have classes with rhem, you're open-jawed at 
their speaking abiliries. Then you star? thinking. 'Gosh. I've never been 
abroad, what am I gonna do?' It makes you feel bad. 
Tags :  Insrirutional Factors (FALE Context) 
- description'analysis 
From: SitetInterview No.: 4 Sov.1 1/94 Part III 
Source Card ID: 5421 Source: stack "i\naEstInt4" 



Se.2. Foreign Language Issues: 

This subcategory includes staternents that refer to learners' perceptions of the 

status o f  English in Brazil as well as the specificities of ç t u d y i n g  English i n  a f o r e i n g  

language c o n t e x t .  E.g. : 

I 'm  going ro be sincere. Sometimes I think English i s  an el i r isr  language. Thar 
I ask rnyself. ' c m  only the e l i te  study English?' Only the el i re w i l l  know it? 

Tags: Foreing Language Issues (L2 Srarus) 
- a n a t y s i s ,  q u e s t i o n i n g  
Frorn: Site!Interview 30.: 3 'iov.11191 Part I I I  
Source Card ID: 5421 Source: stack ".4naEstint-CU 

Se.3. Research Repercussions: 

This s u b - c a t e g o r y  c o n t a i n s  the statements t h a t  make reference to the influence 

of the r e s e a r c h  project i n  thernselves as leamers and i n  the classroom r ou t i ne .  E-g.: 

1,: k'ou wcre also teliing me of a changes in the classroom due to my 
presence .  

AE: This joking around about rest dures, she does not do ir when you're in 
class. When sile says samething she looks ar pou to see o u  approve of 

nthat sire's sctying. 
Tags: Research Repercussions t Influence of researcher)  
-anal  y s i s  
From: Site,Interview 50.: 6 Int.6 5 0 ~ 2 5 1 9 4  P I I I  
Source Card ID: 2498 Source: stack "AnaEs tInr6" 

Se.4. Time: 

Time is a constant part of l e a r n e r s '  report of t h e i r  c l a s s r o o m  e x p e r i e n c e s .  Lack 

of time is a m o r e  f r e q u e n t  o c c u r r e n c e .  C l a s s r o o m s  are r e g u l a t e d  by time and l e a r n e r s '  

reports of this v a r i a b l e  as playing a role in t h e i r  l e a r n i n g  process are i n c l u d e d  in this 

subcategory. E-g. : 



She explained everything very weil, but I needed more esercises. I needed to  
work more on this because it was something new. right*? But. we did'nt have 
t i m e .  i feel s o q  we had to move on to the next topic. 
Tags: T e a c h i a g  

Needs  
Tirne  
Classroom Feelings (Frustration) 

- descr ip t ion~eva lua t ion  
From: Sitdinterview No.: 2 Sept. 28!94 
Source Card ID: 9879 Source: stack "AnaEstlnt2" 

PERSONAL BACKGROUND: 

This category includes learners' statements referring to their perçonal 

backgrounds. Statements about their (1) çocio-economic background and (2) other 

learning experiences in Englîsh which leamers associate to their present learning 

process. In addition to these, reports of how their (3) perçonal lives and (4) the 

experience of working and studying at the same time influence their learning process 

are alço in this su b-category. 

R I .  Social Background: 

Here are the statements where learners refer to their persunal socio-economic 

background and its relationship to their learning process. E-g.: 

I ' m  not rich. But. my father has no financial problems, understand? He gives 
us a good life, we own our house, and he always paid for my studies, right? 
T a g s :  Social Background 
- description 
From: Siteilntervicw No.: 4 Xov.11!94 Part III 
Source Card ID: 5421 Source: stack ".4naEstint4" 



P.2. Different Learning Experiences: 

This subcategory refers to different types of learning experiences and how 

these have influenced or influence learners' present learning process. These different 

learning experiences may refer ta (1) previous English learning experiences or (2) to 

out of the classroom experiences from which they leamed something useful or even to 

(3) other courses that leamers have taken which they relate to their present learning 

process. 

A :  I'm gonna esplain this to you. This topic was seen last semester. My 
teacher was not the same teacher from the rest of my classmates. 1 took 
Enghish II1 at  night last semester. And my teacher was like Suzana; she t a  u g  h t 
the whole book. 
T a g s :  Different Learning Experiences (Previous learning experience) 

-description 
Frorn: Sitc'lntervicw No.:  3 Nov.  II.94 Part 1 
Source Card ID: 2 155 Source: stack ".4naEstInt-t* 

Then, V. did his  presentation which, by the way was fantastic. He atlked about 
swear words in English.  i've necver seen anything more interesting. I even 
took a course with C. on American slang and we also saw a lot of these things. 
swear words. verbs we don'r even drearn ((laughs))  may mcan other rhings. 
T a g s :  Different Learning E-rperiences (Orher courses) 
- evaluation 
Frorn: SiteInterview So.: 3 S o v .  1 l 93 Part I I  
Source Card ID: 3536 Source: stack "AnaEst1nt-tn 

P.3. Personal Life: 

This subcategory includes the staternents that refer to learners' personal life 

which may include affective concerns and how these may affect their learning 

process. E. g . : 

Look. I belive everyrhing influences. But. I believe that personal problerns 
affected me a lot. Because, to be honest, it had been two months I was not 
tatking tu this person in my family. But, these problems I rend to neutralize 
rhem when I get to school. But, ar some point you can't do  i f  anyrnore. 
T a g s :  Personal Life 
- d e s c r i p t i o n l e v a l u a t i o n  
Frorn: Sitelinterview No.: 5 Dec. 5194 



Source Card 1û:9879 Source: stack "Cnstina Int. 5" 

P.4. Working: 

In this last sub-category are learners' statements that refer to their working and 

studying and how this has an effect on their learning process. E.g.: 

L: How many hoursper week do you work? 
C: I do 4 hours a day in rhe Central Library and in addirion to rhar on 

Mondays, Wednesdays and Fridays I work from 6 to I I  P M  in a Public 
School. Sa. its about 29 hours per week. 

Tags: W o r k i n g  
- descript ion~evaluat ion 
From: Siteilnterview Xo.: 3 Yov. 8/94 
Source Card ID: 2241 Source: stack "Cristina Int3" 

BELIEFS: 

This category contains comments which refer to what learners believe in. It is a 

category where generalizations are stated. Learners' comments in this category do 

not necessarily originate in the classroom but result from their previous experiences 

and reflect their expectations. 

The typical beliefs which compose this su b-category are (1 ) their conceptions 

of teaching English which include ideal teacheristudent relationship; (2) the way they 

conceive of the English Learning process in general, Le., its stages and dernandç; as 

well as (3) their own learning process, i.e., how they see their own development. 

Finally, the realization of the active role they play in their learning process is found in 

the statements which refer to (4) learner responsibility. 



B.1. Teaching English: 

In this subcategory are the statements that describe learners' beliefs about 

teaching English and the ideal teacherlstudent relationship. E-g.: 

So, 1 believe she wants us to practice (proaunciation) mainly because 1 sce 
she caiis on those more quiet students. Pracricing is also a wu): for her to 
evaluate us. If I were a reacher, that's whar I'd do. 
Tags: Objec t ive  

T e a c h i n g  
Beliefs on Teaching English 

- analysis 
From: Si te! Interview Yo.: 2 Sept. 28i 93 
Source Card ID: 9879 Source: stack "XnaEsttnt2" 

I'm enjoying ro have her as a reacher so muclz. The orher day I even puid for 
her coffee. She passes and ralks ro us. And this is good because ir makes you 
want to be in class. She asked me if I had seen the debate between the 
candidates. Ir gives me pleasure to be in her class. You don? wannu miss 
c lasses .  
T a g s :  Beliefs on Teaching English (Ideal TIS Relationslzip) 
- description 
From: Site! Interview No.: 1 Sov.  1 1 !9-i Part II I  
Source Card ID: 542 1 Source: stack ".4naEstInt4" 

8.2. English Learning Process: 

This subcategory contains the statements which refer to learners' perceptions 

of the demands and characteristics of the process of learning English. E.g.: 

I believe thar in general for rhose who are learning an foreign language, and 
I have also been learning Spanish, strucrure is important in one's 
peflormance. In Spanislr I don'r have as rnany problems to  speak because I 
believe I dorninate more i f s  structure. So, I don't have as many problents. Burr, 
tlrat doesn't mean i f ' s  easier. It isn'r. Learning a foreign language presents 
difierences from all the others you may already know. But, the mosr difficult 
is ro deal wirh rhe issue of ralking, of nor being afraid, of mastering structure 
and feelings so as nor ro feel so shy. I believe that's it 
Tags : English Learning Process 
- d e s c r i p t i o n l a n a l y s i s  
From: Site!Interview No.: 2 Int. 2 Sept. 29/94 
Source Card ID: 6122 Source: stack "FernInt2" 



8.3. Own Learning Process: 

In this sub-category are the staternents that refer to learners' awareness of their 

own learning process; how they see it and how they see their own progress. Eg.: 

How îs Iearning happening to you'? 
I have not stopped ta thitzk about rhis, but now thar you're mention i f ,  I 
believe this is how iir works: 1 believe i f ' s  a kind of an internal 
learning , u hm, rhe learner himself. Undersrand? Internally. So , as I am 
listening. 1 ger ro have more contact. I corne ro ciass und even if I don't 
manifest rnyself. I'm rhere. quiet. Sa, rhere's rhis internal learning 
which happens within yourself, right? It doesn't rnean that jou iearn 
by yourself bur, /rom whar you take from the lessons, p u  starr tn 
reflecr about rhese things with pour own self. Understand? I believe 
this is how it's happening. I starr to think and to reflecr wirhin rnyself. 
internally. J believe thar's it. 

Tags: Own Learning Process 
-description: analysis  

From: Siteilnterview No.: 5 Oct. 3 I 94 
Source Card ID: 2 139 Source: stack "PaulalntS" 

8.4. Learner Responsibility: 

This final subcategory includes learners' statements which reveal the 

realization of their responsibility in the learning process. E-g.: 

Yes. 1 like the exercises. .Mthough sometimes she assigas a ton of them 
((Iaughs)) to make ... But. 1 like because they represent more time for me to be 
in touch with the language. A serncstcr seems to have six months, but in fact i t  
has only four! There are many hotidays, so ... redly,  if at honte jou don'r have 
something ro push you ro study, i f ' s  diflicult. So, ir's berrer rn have homework 
to force you ta study ar home. Otherwise, it's no use coming to class. 
Tags: Womework  

W o r k l o a d  
T i m e  
Learner Responsibil i ty 

-analysis 
From: SitelIntcrview No.: 6 Nov. 23.94 
Source Card ID: 24-83 Source: stacli "IsaInt6" 



GOALS: 

This is the last of the indirect categories. The main characteristic of the 

comrnents included here refers to the future plan nature in learners' point of view. 

These comments may involve the cognitive. social and the affective domain of 

classroorn experiences, but they reveal something that still has to be achieved or 

worked on. They may be expressed in terms of (1) intentions - plans for action that will 

have an effect on leamers' development; (2) wants - identification of something that 

may not be easily achieved but still important in the learning process; (3) needs - 
identification of a more urgent area requiring leamers' attention; or (4) wishes - 

expression of more distant goals. such as traveling abroad or of developing fluent 

speech in English. 

G . I .  Intentions: 

This subcategory contains learners' description of plans of action that will 

contribute to their learning process. These usuafly follow the identification of their own 

limitations. E.g. : 

So, now, in school. inside rhe classroom, rnaybe $ we srarr ralking ro more 
studenrs. we rnay feel more secure. I intend to  speak more often arid overcome 
my inhibit ion and my feur of speaking.  
Tags: i n t e n t i o n  
From: Site,Intervicw So.: 3 Int.3 S o v .  8 91 Part 1 
Source Card ID: 9873 Source: stack "CiistinrJnt.3" 

G.2. Wants: 

This subcategory is characterized by staternents in which learners identify a 

demand for their own improvement. Yet, contrary to the sub-categoiy above, these 
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statements reveal a more distant stance, i.e.. more a recognition of a requirement 

rather than a plan of action. E.g. : 

Id: But. your going to be teaching too, right'? 
F : ((Lau,~hs)). This is wbat I'm trying to say to 'ou ((laughs again)). if I 

don't ger this fluency, I 'm not so sure ... I'rn taking another language. 
I'm doing well  ... and 1 like i t ,  dealing with languages is interesting, it 
attracts me I've dready told you. But, I don'r wanr ro be half an English 
t e a c h e r .  

Tags: Want  (Fluency)  
- analysis 
From: Site~Interview So. :  3 Oct. 20!94 
Sourcc Card ID: 6599 Source: stack "FemInt3" 

G.3. Needs: 

In this subcategory are included learners' comments in which they identify a 

need. An example of a repeated need is the need for fluency and the need to confront 

feelings. Finding ways to work on these needs is the challenge implicit in these 

çtatements. E.g. : 

L: R'hat wouid efficiency be'? 
F: Oh! Efficiency means being fluent i n  what is being proposcd to you. S h e 

assigned !ou a task, you have to describe a place. Fluency ro du ir is  
what jou need. Bur, r n a ~ b e  due to a previous deficiencj or due IO Jour 
own inabiliry, in this case, mine. the necessary fluency does not 
h a p p e n .  

T a g s :  Needs (Fluency)  
From: Site.Intcr~iew So. :  3 Int. 3 Oct. 20 94 
Source Card ID: 6599 Source: stack "Fcrnint.3" 

G.4. Wishes: 

In this last subcategory are the statements in which learners express their 

desire for achieving goals which in their perspective are still nothing more than a 

vision. Examples of such statements are traveling abroad or actually seeing 

themselves as teachers in the future. E-g.: 



And when 1 was up in fronr of rhe class. I saw myself in the furure teaching 
in a classroom. right? Myself teaching in a school or ar the CENEX. Ir was so 
good! Because ritis is my dream, be an English reacher. So. when I saw myself 
teaching, ir did me good. 
Tags: Wish (Be ing  a reacheri 
From: Site Interview No.: 4 Nov. l l  94 Part 1 
Source Card ID: 2 155 Source: stack ".haEs tInt4" 

Fie talkcd about a short story of a festival in Tennessee when people gather ta 
tell stories. He kept sperrking in Eaglish and 1 understood everything. I felr 
like being there ro heur tlrern [ive ... 
T a g s :  S tudent Presentation 

P e r f o r m a n c e  
Wish ( T r a v e l i n g )  

- description 
From: Site Interview So.: 1 S o v .  11 94 Part II  

Source Card ID: 2536 Source: stack "-4naEstlnt 4" 



APPENDIX E: Responses to Final Evaluation Questionnaire 

How do you evaluate the experience of reflecting on your 
Iearning process: usefuVnot usetuf? 

Ana Esther: Useful because many times we let things p a s  without a 
proper reflection. I believe that by reflecting on our 
learning experiences leads us to wanting to improve in 
Our learning process. 

Cristina: I found it very good and useful because I could reflect 
about important aspects of my leaming process of 
English (the problems I faced relating to myself and the 
teaching that is delivered in class). 

Fernanda: From a personal perspective it was a different 
endeavour. So far I had not analized how an activtty is 
proceçsed until it is leamed, or, better. until it is 
mastered. The experience was extremely enriching and 
without doubt very useful! 

Isabel: 

Paula: 

It was very good and useful because as students we do 
not have oportunrty to reflect together with a professor 
the relevant role of the teachinglieaming process as well 
as what we are taking from the language class. What 
generally happens is that the teacher presents hisher 
class syllabus and students are allowed to manifest 
themselveç on the assessrnent procedures. 

I considered it very useful because I had the priviledge 
of getting to know my very own way of leaming English 
as well as bring up issues related to my leaming process. 
I was also able to observe that it is aiways good to 
analyze what we are leaming and what we want to learn. 

Reginaldo: Good and useful. 



Question 2: 

What did you consider positivelnegative about the experience of 
reflecting about the learning process inside the classroorn? 

Ana Esther: Positive: Being able to express everything that was not 
going well. Negative: Not being able to complete the 

journal because in the last part of the course I was lost. 

Cristina: There weren't negative points. There were only positive 
points. They were: observing my behavior as a foreign 
language leamer; being able to talk about success, errors 
and omissions in class; being able to criticize; make 
suggestions; and better yet: having çomeone who heard 
us, allowing us to express ourselves freely to raise 
important issues about our learning process. 

Fernanda: Analyzing the purpose of the research, reflecting about 
one's learning process, it is difficult to find anything but 
positive points such as: how 'leamers' learn the subject 
matter; how 'he' goes about understanding it; which ways 
would make 'him' take better advantage of the 
information presented in the classroom; what hinders 
'his' learning process and what to do to irnprove it. 

Isabel: I did not see negative points. On the contrary of what we 
usually think, the classroom should be a place where 
people should feel well and not as if they were in a 
Formula Indy racetrack. It is there that that we have 
cornpetition instead of cooperation. I also enjoyed to 
know that there is someone who cares to listen to what I 
have to Say. 

There were only positive aspects. 1 believe this 
experience contributed to my development as a English 
language learner. I was able to identify errors and 
through thern improve my own learning. 

Reginaldo: I couldnY identify any negative aspects. What I could 
identify was how I behaved in the classroorn and which 
are rny own faults. I also learned not to find only the 
teacher at fauM for what happens in class. This, I 
consider positive. 

Question 3: 

Have you done anything similar before? Please, tell me about it. 

All informants answered NO to this question. 



Question 4: 

Do you believe that reflecting about your classroom experiences 
had a positive effect on your learning and on your learning 
process? 

Ana Esther: Yes. By reflecting I had my attention directed to 
pedagogic issues both as a leamer and as a future 
teacher of English. It was as if I had entered an 
'unknown' world. 

Cristina: Yes. As I mentioned in rny second answer. Laura was 
much more that an interviewer, she was a good friend 
who made us reflect about so many important issues. In 
many ways. I have sharpened rny abilrty to criticize and 
self aiticize. 

Fernanda: Yes. I started to self evaluate myself in class. how I 
behaved towards the activities (even when I did not 
have any interest in the class). how I participated, and. 
rnainly. if I had 'achieved the objective'. If I didnt 
participate in the activity I asked myseff 'why'. What 
would be causing ço much lack of interesümotivationl 
fatigue? This process of self evaluation got extended to 
other school subjects and has been helpful in my 
learning process. 

Isabel: Yes. No doubt about a. It is always good to think a bit 
more carefully about our objectives, what we are doing 
about thern; if ifs being worth while. It was a valuable 
experience and I continue to reflect about my 
performance, about the issues brought up in the 
interviews with you, Laura, and about the future. 

Yes. After having participated in this experience I have a 
different view of what it means to learn English in a 
classroom. As I reflected about what I was learning, I 
took something from the process. That is, I sîarted to 
question certain activities and I evaluated them from my 
point of view. 

Reg inaldo: Yes. By reflecting I got to know the objectives of class 
activities and if they had been achieved . This facilitated 
the comprehension and of many things that çornetimes 
go unnoticed. 



Question 5: 

Compare yourself to those who did not participate of this research 
experience. Do you see diferences between yowself and your 
classmates in the way you have approached the learning process 
during this semester? 

Ana Esther: Yes. I believe I have now a more critical view of the 
learning process. Sometimes I found myself having 
observed behaviors the others did not observe. 

Cristina: Not trying to sound pretentious, I believe the experience 
made a great difference among us. Reflecting about 
certain issues made us act differently (rnaybe not 
consciously) but çtill differently. Now I feel more 
motivated than ever and already know which are the 
areas I have to work on. 

Fernanda: These changes are intrinsic and difficuit in my opinion 
to notice among classmates. It is evident that those who 
participated in this project have now the possibility of 
self-evaluating themselves and from this obtain better 
results (which is great!). 

Isabel: 

Paula: 

I have noticed that my classrnates are always curious 
about what happens during the interviews with you, 
Laura. and about what we talk about. Not only my 
classmates but also some of the people who came to your 
presentation and found your research topic interesting. 
And, when 1 try to explain the objective of your 
research, their reaction is always the same: they al1 agree 
on its relevance. 

Yes. I believe that after having participated of the 
interviews, of having kept a journal and having observed 
and analyzed the classes, I perceive them diff erently 
than my classmates. Surely, they can't see what there is 
in a "simple" English class. Many factors interfere in our 
learning process. I believe I can identify them as well as 
approach them adequately now. 

Reginaldo: Yes. Many of my classrnates cornplain about the classes 
but are unable to see their own faults. We should 
recognize that we alço have our faults and that we have 
to get to know the objectives of the activitities developed 
in class. This way, without doubt, the learning process 
develops better . 



Question 6: 

Compare yourself to your own self before starting this study. How 
have you changed? Explain? 

Ana Esther: I believe I have becorne more participative of the 
learning process. It is as if before there had been a train 
(English language) and I was a spectator on the outside, 
just observing. Now I feel myself inside the train, a 
passenger on this journey. 

Cristina: &fore I started I had much difficulty in understanding 
s o m e  things in class, but now I feel more at ease, even 
to attempt a guess or an answer. Before I was a listener 
(auditor), now I participate.lt rnay not be much, but it 
is something for someone who did not participate at dl. 

Fer ,manda: ( it's 
min 
info 
feel 
info 
sub 
hav 
and 
Thk 
eva 
lear 
poi r 
ana 

a bit difficult to explain, but l'Il try.) It seems my 
d was divided in blocks. Each block keeping the 
mation learned in different semesters (something I 
a little bit until now). I couldnt apply the 
rmation learned in a previous sernester in the 
sequent one. It was as if everything were locked. I 
e noticed that this blockage has been revealing itself 

1 that I have the possibility to change this situation, 
5 happened from the moment I started to self- 
luate myself in previous semesters. how I had 
.ned correlated information. For example, a grammar 
it that was taught this and last semester. I learned to 
Jize how 1 had learned it differently in both terms. 

lsa bel : When we talk about classrooms there are always those 
who 'turn up their noses' because we never know what 
is going to happen inside them. But, when you stop to 
think about the attitudes of the individuals who find 
themselves there. things change. It is easy to criticize, 
but not always the one at fauit is the teacher or even the 
classrnates. The problem may be within ourselves. The 
learning is individual. It depends on us to learn or not 
what is being presented to us. We can? deny ourselves 
the chance to reflect and recognize our own mistakes. 
There's nothing to be ashamed of in this. 

Reginaldo: Before the investigation started l was a more passive 
leamer. Now I participate more actively of the activities 
because 1 know of the importance of classroom 
participation. Before the investigation, I did not see my 
faults as a learner. Now, I try to correct my rnistakes and 
this has improved my learning process. 



Question 7: 

Do you believe your future performance as a language Iearner 
will be different as a consequence of thls experience? Please, 
explain. 

Ana Esther: Yes. Because as I said in the previous answer. I feel 
myself inside the learning process now; with 
responsabilities towards it. 

Cristina: Undoubtely yes! As I have already said in rny answer to 
question 5. 1 have learned through the interviews and 
the video tapes what are the points I have to focus on. 
those in which I need to improve more, for example: 
relax more inside the classroom. atternpt to talk and 
improvise more in English. 

Fernanda: I feel my performance will be irnproved not only as a 
language learner but through every activity that may 
involve learning. This happenç as a consequence of the 
self-evaluation which has become an instinctive process 
within me. 

Isabel: Not only as a language learner but as learner of both 
other subjects and future courses. It is good to know we 
are not alone and that the teacher and the didatic 
materials are not going to make miracles. It's the result 
of a conjoined effort that will insure sucess and. knowing 
that, if problems corne up, the solutions also lie working 
them out together. 

Reginaldo: Yes, because from the moment I get to know myself as a 
learner. I become conscious of the better ways to acquire 
knowledge not only in languages but also in any other 
su bjects. 



Question 8: 

Do you believe other learners could benefit from integrating 
reflection to learning class activities? Why or why no?? 

Ana Esther: Yes, because it is always good to stop and reflect about 
pedagogic issues. I believe this kind of research opens 
Our eyes to new horizons. 

Cristina: Yes. because like myself the student could learn to 
self-criticize and t herefore im prove hisher performance 
as a learner of a foreign language. 

Fernanda: I believe that when people work together they acquire 
more knowledge because an exchange of experiences 
happens arnong them(even when this 'group' is two 
people). Through the analysis of the class activities 
and learning process, the learner reflects(discovers) 
positive and negative aspects within h islher process. 
That is, it would benefit the learning process. 

Isabel: Yes, mainly those who do not have enough time to 
dedicate to their studies due to work. It's necesary to 
find more attractive and productive ways to get 
students' attention as well as listen to what they have to 
=Y- 

Reg inaldo: Yes, because as I have already stated, from the moment 
learners know themselves better, they can identify 
their own faults and correct them. Getting to identify the 
objectives of class activities is alço very important. 



Question 9: 

What would you change or add to improve the use of ieffection as 
part of the activities for the teachinflearning of languages? 

Ana Esther: I would promote debates among students and 
teacherktudents. It would bring the learning process 
closer to those experiencing it, in other words, it would 
make the learning something well-known instead of a 
distant emtionless process. 

Cristina: I would add some meetings for group of students to meet 
as well as for teacher and students. In other words, I 
would suggest individual as well collective reflection 
because 1 believe it's important for the teacher to have 
inside information on what the learner feel on hisher 
learning process; why she behaved this or that way; 
why sîhe didn't answer; why she didn't do well on the 
test; how skie feels about books and exercises; what she 
does at home; if dhe has problems or not. A teacher has 
to be tuned into the learners not only in terms of what 
they leam but also into why they are learning or not. 
But, for this to happen much change is needed, mainly on 
the number of students per class. 

'ernanda: Reflection, in my point of view, has not been put to use 
as part of teaching and learning activities. I don? 
remember having analyzed or reflected about class 
activities as we did in this research project(in 
classroom reflection as part of teaching procedures). It 
would be interesting and useful to include this into the 
teaching learning process. 

Isabel: As 1 said in the beginning of this questionnaire, the 
classroom syllabuses could be more open to discussion 
because in the end of the semester the rush to meet 
them cause the results to be not always satisfactory. 

Reg inaldo: I believe the teacher could also go through a similar 
process to the one we went through this term. This 
would allow the teacher to get to know himiherself as a 
teacher and attempt to correct personal faults. This could 
be done in groups - teacher and students. 



APPENDIX F: Participants' Final Resuits 

The information in the table below was taken from the teacher's class 
rosier. 

Final 
Grade 

1 st 
Test 

2nd 
Test 

- 

Ana Esther 

Cristina 

Fernanda 

Isabel 

Paula 

Reginaldo 

Each mid-term test was worth 20 points. The oral presentation was worth 

5.0. The self-study assignment was worth 10 points. The workbook assignment 

was worth 5.0. The final oral was 10 points. and the final (written) exam was worth 

30 points. The total points per semester is 100 and passing grade is a C (or a 

minimum of 70 points). 



APPENDIX G: Translation of Fernanda's Letter 

July 1 1, 1995 

Dear Laura, 

It's been a while since we received your letter. And another while I've 
been wanting to write to you. As it was the end of the term, things kind of got out of 
hand, you know, and I kept postponing it. It's not that I didn't want to, but 1 wanted to 
write with plenty of time. 

I was happy with the things you told us in your letter. It's good to know 
that our collaboration (mine, Reginaldo's, Ana Esther's, Isabel's, and the class's) is 
being useful in your research. I believe I already told you this, but the 'self- 
reflection' experience that we had was really gratifying. It was really very good. 

It's very interesting when I catch myself reflecting during classes about 
the learning process, or better, about how I take advantage from the learning 
moment in the classroom, if I can Say that. Sometimes, I observe that I don't take as 
much as I could take. Then, 1 start searching for the causes. It's a long story ... 

1 look at the picture that you sent us and I am shocked at how I look. I 
believe it's a true picture of those hard but also good times. Today, neither me nor 
Reginaldo are working at the Library. Reginaldo took the selection exam to work at 
the CENEX with Instrumental English. in the end of last year. I myself took the 
selection exam for the CENEX Audio this semester. I was trained for 2 months. 3 
times a week! We both passed, and it was great. Reginaldo was al1 srniles! You 
wight be wondering why I'm referring to him so much in my letter, but to be honest, 
he has been and is a cornpanion through my journey in BH. Things have been 
iappening to us simultaneously. 

We did very well in English VI thanks for asking.. . 

rand the letfer continues about other events that are not related either to their 
kajectory through Engfish IV not to the research project) 
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