
1 
 

Uniwersytet Wrocławski 

Wydział Filologiczny 

Instytut Filologii Angielskiej 

 

 

 

 

Maciej Kaczmarczyk 

 

Wpływ refleksji i stawiania sobie krótko- i długodystansowych celów na sukces 

w nauce języka angielskiego jako obcego u uczniów szkoły podstawowej 

 

 

 

 

 

 

Praca doktorska  

napisana pod kierunkiem 

prof. dr hab. Anny Michońskiej-Stadnik 

 

 

 

 

 

 

 

Wrocław 

 

 



2 
 

University of Wrocław 

Faculty of Letters 

Institute of English Studies 

 

 

Maciej Kaczmarczyk 

 

The influence of reflection and setting short- and long-term goals on success in 

learning English as a foreign language in primary school students  

 

 

 

 

P.h.D dissertation 

written under the supervision of 

prof. dr hab. Anna Michońska-Stadnik 

 

 

 

 

 

 

 

 

 

 

 

Wrocław 

 



3 
 

List of Contents 

List of abbreviations  

List of figures  

Introduction …………………………………………………………………………....... 9 

Chapter I: The idea of reflection and reflection in education 

……………………………………………..………..……………………………….…… 13 

1.1 Introduction …………………………………………………………….…….. 13 

1.2 Dictionary definitions and origins ……………………................................... 13 

1.3 The history of understanding reflection in education …………….………... 14  

1.4 Understanding of reflection in psychology and pedagogy ……….……….... 17 

1.5 The notion of coaching in relation to reflection ………………….…….…… 25 

Chapter II : Goal setting as an element of reflection 

……………………………………………………………………………………………. 30 

2.1 Introduction ………………………………………………………...………… 30 

2.2 Definitions in psychology …………………………………………………….. 30 

2.3 Types of goals …………………………………………………….…………… 31 

2.4 Definitions in applied linguistics ……………………………….…………….. 32 

2.5 The history of understanding goal and goal-setting ………………….……... 32 

2.6 Contemporary views on a goal and goal-setting …………...…….………….. 37 

Chapter III : Reflection and goal setting  in language learning and teaching ………. 40 

3.1 Strategies, learner differences and autonomy related to language learning and 

teaching …………………………………………………………………………………... 40 

3.2 Goal setting and reflection as strategies in foreign language learning 

……………………………………………………………………………………...….….. 40 

3.3 Metacognitive awareness and reflection ………………………….…………. 50 

3.4 Metacognitive strategies and reflection ………………………..…………….. 51 

3.5 Autonomy related to reflection in language learning and teaching ……..…. 57 

3.6 Learner differences related to reflection in language learning and teaching 

…………………………………………………………………………………….……….. 62 

3.7 Intelligence and reflection …………………………………….………….…… 62 

3.8 Aptitude and reflection ……………………………….…….…………………. 63 

3.9 Learning style and reflection …………………………….…………………… 65 

3.10 Motivation and reflection ……………………………...…………………….. 70 



4 
 

3.11 The concept of anxiety related to reflection ………………...…………….. 77 

3.12 Reflective teaching and goal setting …………………………..…………… 79 

3.13 Subjective theories and reflection …………………………..….……….…. 85 

3.14 Contemporary views on reflection ………………………..……….……….. 89 

Chapter IV : Research procedure, group description, method, data-gathering tools, 

research questions and the results of the study ……………....……………………….. 93 

4.1 Introduction ………………………………………….…...…………………….. 93 

4.2 The aim and the rationale of the study ……………….……………………….. 93 

4.3 The procedure ………………………………………….………………..……… 93 

4.4 Research group ………………………………………….……………………… 94 

4.5 Research instruments …………………………………….…………………….. 94 

4.6 Research questions …………………………..……………….…………………. 95 

       4.7 Results of the study and discussion………..………………….………….….…. 96 

4.8 Commentary on the results …………………………..……………..…..……… 148 

       4.9 Future studying and teaching implications …………...………………………. 151 

Conclusions ………………………………………………………..................................... 153 

Bibliography  

Appendices  

Appendix 1 Questionnaires about background knowledge of setting goals and 

reflection in foreign language learning 

Appendix 2 Questionnaires about setting short- and long-term goals during the 

study 

Appendix 3 Questionnaires about reflection on language learning process during 

the study 

Appendix 4 The tests the groups took after each semester 

Appendix 5 The examples of students’ answers  

 

 

 

 

 

 

 



5 
 

List of abbreviations 

 

CEFR – Common European Framework of Reference 

CET – Cognitive Evaluation Theory  

CG – control group 

CKE – Centralna Komisja Egzaminacyjna 

CoE – Council of Europe   

EFL – English as a foreign language 

EG – experimental group  

ELF – English as a lingua franca 

ESL – English as a second language 

HPC – high performance cycle 

IDZ – intermental development zone 

JAE – joint attention episode 

JAEs – joint attention episodes 

KWL – know, want to know, learnt 

L1 – first language 

L2 – second language 

LASS – language acquisition support system 

LTG – long-term goal 

LTGs – long-term goals 

MEN – Ministerstwo Edukacji Narodowej 

PZN – Polski Związek Narciarski 

PZPS – Polski Związek Piłki Siatkowej 

SDT – self determination theory  

SRL – self-regulated learning  

STG – short-term goal 

STGs – short-term goals 

ZAD – zone of actual development 

ZPD – zone of proximal development 

 

 

 



6 
 

List of figures 

 

Figure 1: The number of students who have done and have not done the reflection before the 

study ………………………………………………………………………………………. 98  

Figure 2: The time of the last reflection …………………………………………………... 98 

Figure 3: Kind of conclusion after the reflection …………………………………………. 99 

Figure 4: Does the respondent like his or her way of studying …………………………… 99  

Figure 5: Why the respondents like or do not like their way of studying? ………………... 100 

Figure 6: The number of respondent who have set the learning English goal before the study 

……………………………………………………………………………………………… 102 

Figure 7: The type of the goal set by the respondents before the study ……...…………..... 102 

Figure 8: The goal achievement ……………………………………………...………….… 103 

Figure 9:  The reason of achieving the goals ………………………………….…..…….… 103 

Figure 10: The reason of not achieving the goals …………………………….…..……….. 104  

Figure 11: The types of semester goals in Experimental Group 1 …………..….….……… 106 

Figure 12: The grades mentioned in the semester goals ....................................................... 106 

Figure 13: Semester goal achievement in Experimental Group 1 …………………..……... 107 

Figure 14: Types of semester goal achievement in Experimental Group 1 ………….......... 107 

Figure 15: What are the respondents proud of in learning in the previous week .................. 109 

Figure 16: The language subsystems and skills mentioned in the reflection …….......…..... 109 

Figure 17: Why are the respondents proud of their learning in the previous week ……...... 110 

Figure 18: “Learning” types mentioned by the respondents ……………………….…..….. 111 

Figure 19: The influence of the teacher …………………………………………...…….… 112  

Figure 20: What are the respondents not proud of in learning in the previous week .......… 114 

Figure 21: The reason of not being proud of in learning in the previous week ….……..…. 115 

Figure 22: How would the respondents change their learning style ……..……….……….. 115  

Figure 23 Types of studying in relation to the Fig. 21 ………………..………..…..……... 116 

Figure 24: Did the respondent change his or her challenging situation ………….……….. 118 

Figure 25:  How did the learners deal with the challenging situation …….…..…..………. 118 

Figure 26: Meaning of “learning” in dealing with a challenging situation ……………...… 119 

Figure 27: Why it was impossible to change the challenging situation …..……....……….. 120 

Figure 28: Did the respondent change the situation ……………………………..……..….. 120 

Figure 29: How the respondents would change the challenging situation ………......…….. 121  



7 
 

Figure 30. Points achieved by the EG1 in the test …………………….….………....……. 122 

Figure 31: Points achieved in the grammatical part in EG1 ………….……..……...…….. 123 

Figure 32: Points achieved in the lexical part in EG1 ……………………………...…...... 123  

Figure 33: Points achieved in the CG1 in the test ……………………………….…..….... 124 

Figure 34: Points achieved in the grammatical part in CG1 ……………………................ 125 

Figure 35: Points achieved in the lexical part in CG1 ………………………………......... 125 

Figure 36: T-test scores for the Experimental Group 1 and Control Group 1 …….…..….. 126 

Figure 37: Types of semester goals in Experimental Group 2 …………………….…..….. 128 

Figure 38: Grades mentioned in the semester goals in Experimental Group 2 ….….…..… 128 

Figure 39:  Semester goal achievement in Experimental Group 2 ....................................... 129 

Figure 40: Types of semester goal achievement in Experimental Group 2 ……....……..… 129 

Figure 41: What are the respondents proud of in learning in the previous week in 

Experimental Group 2 ……………………………………………………..…………..…... 131 

Figure 42: The language subsystems and skills mentioned in the reflection …..………...... 131 

Figure 43: Why are the respondents proud of their learning in the previous week ..…….... 133 

Figure 44: “Learning” types mentioned by the respondents ................................................. 133  

Figure 45: The influence of the teacher ………………………………………………...…. 134 

Figure 46: What are the respondents not proud of in learning in the previous week ……... 135 

Figure 47: The reason of not being proud of in learning in the previous week ……..…..… 136 

Figure 48: How would the respondents change their learning style ……………..……..…. 137 

Figure 49: Types of studying in relation to the Fig. 49 ………………………….………... 137 

Figure 50: Whether the respondents changed his or her challenging situation …….….….. 139 

Figure 51: How the learners dealt with the challenging situation …………………..….…. 139 

Figure 52: Meaning of “learning” in dealing with a challenging situation …….……..…... 140 

Figure 53: Why it was impossible to change the challenging situation ……….………….. 141 

Figure 54: Whether the respondent changed the situation ………………….…………….. 141  

Figure 55: How the respondents would change the challenging situation in the future ….. 142 

Figure 56: The points achieved by the EG2 in the test ……………………………….…... 143 

Figure 57: The points achieved by the EG2 in the grammatical part ……………….……. 144 

Figure 58: The points achieved by the EG2 in the lexical part …………………….…….. 144  

Figure 59: The points achieved by the EG2 in the matching part ……………….…….…. 145 

Figure 60: The points achieved by the CG2 in the test ………………………….….……. 146 

Figure 61: The points achieved by the CG2 in the grammatical part ………….……...….. 146 

Figure 62: The points achieved by the CG2 in the lexical part ………….……….………. 147 



8 
 

Figure 63: The points achieved by the CG2 in the matching part  ………………….….... 147 

Figure 64: T-test scores for Experimental Group 2 and Control Group 2 ………….……. 148 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



9 
 

Introduction 

 

As the issues of reflection and goal-setting in foreign language learning are concerned, 

these two ideas are connected with student-oriented teaching and learning by making it more 

autonomous and meaningful. The students at school should learn how to analyze their 

learning process in order to use these skills in the future, at the university or in the workplace. 

Well-conducted reflection should not only name and criticize wrong behaviour and solve 

problems but also highlight what was good, justify why it was good and persevere it. Also 

goal-setting and reflection gives the students purpose and substantiate learning at school or 

any other institution. The students know why they learn because they have the goals set by the 

teachers or by themselves and they (the students) know how to learn through reflection on 

their learning by diagnosing what needs to be changed to achieve the goal and what can be 

used to achieve it. Both ideas (of reflection and goal-setting) are characteristic features of 

adult thinking (Ausubel, 1966; Bandura, 1986; Bruner, 1964; Dewey, 1910; Schön, 1991; 

Vygotsky, 1978).  

 For the first time the term reflection in the educational context was used by John 

Dewey and it meant thinking some subject over and thinking logically. Reflection should be 

one of the aims of compulsory education (Bandura, 1986; 2002; Bruner, 1964; Dewey, 1910; 

Vygotsky, 1978). Such logical mode of thinking appears in formal operations period, the last 

stage of cognitive development according to Jean Piaget (Simatwa, 2010). The students 

should learn how to develop reflective thinking by critical insight and by coaching (Akhtar & 

Greensbacher, 2007; Bruner 1964; Bruner, 1966; Bruner et. al., 1966; Dastous, 2004; 

Vygotsky, 1978). There are many models of coaching: sport, business, group, individual and 

school model and some elements of non-educational coaching are implemented in the school 

type (Friesner, 2001; Kromer & Jackiewicz, 2015, pp. 89-102).  

Also teacher’s ability of reflection is important because he or she may teach how to 

reflect and adjust the material and teaching style to the individual learner differences, hence 

the Action Research, the European Portfolio for Student Teachers Languages and subjective 

theories are necessary to be discussed. Also the contemporary views on reflection should be 

debated (Farrell, 2008; Lasota & Pisarzowska, 2016; Marzban & Barati, 2016; Michońska-

Stadnik, 2013; Newby, 2007; Richards & Lockhart, 1994; Xiao & Yang, 2019).  

Reflection relates to goal-setting which has a variety of models, one of them is the 

SMART model, where there are characteristic features of goals. When the subject has his or 
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her goals set, he or she should maintain them and the model for that is the so-called SHARP 

model (Doran, 1981; Happy Manager, 2020). The goals can be divided into short-term, 

middle-term and long-term, however, there are many models of naming them (Latham & 

Locke, 1991; 2007; Locke, 1966; 1976; 1991a; 1991b; 1996; Locke & Latham, 1990; 2002; 

2006; Locke et. al., 1994).  

Other important elements of more autonomous and meaningful language learning 

related to reflection and goal-setting are individual learner differences such as: the learning 

strategies (some researchers treat both critical thinking and goal-setting as strategies), learner 

autonomy, intelligence, motivation, self-regulation, anxiety, perfectionism, learning style 

(Benson, 2006; Dornyei, 2001; Gardner, 1983; Gardner 2006; Gardner & Lambert, 1972; 

Miquelon et. al., 2005; Olejarczuk, 2015, Oxford, 1990; Reid, 1987; Rubin 1975; 2015; Tóth, 

2015; Vygotsky, 1978). Each element is important for reflection and goal-setting because 

every student is different and he or she sees learning differently.  

The ideas of reflection and goal setting are important to be researched because they 

show the proficiency and maturity level of the students who will learn on their own in the 

future. The aim of the study is a) to check the skill of setting and achieving short- and long-

term goals in learning the English language and b) to check the influence of critical thinking 

for achieving goals on success in learning the English language in primary school students (4 

language skills and 3 language subsystems). For example, the learner sets a goal that he or she 

wants to get a good grade. If he or she gets a satisfactory grade, the goal is achieved. Since 

the meaningful learning (at school) requires setting goals as the end-points of the learning 

process (for example getting 5 in the test), the students may not only achieve the goals set by 

the teachers but also may try to invent their own. After setting them, the students should 

reflect if they draw closer to the goals, so reflection should be combined together with the 

goal-setting skill in order to measure the students’ ways to approach the goals.  

The research questions are: 

Q1: Do and to what extent the students show the skill of reflection on learning English? 

Q2: To what extent do the students achieve their short- and long-term goals? 

Q3: To what extent do the goal-setting ability and reflection skills influence the success in 

learning English as measured by research instruments (tests, oral answer etc)? 

Also some hypotheses were stated. These are shown below. 

H0: There is no significant difference in success in learning English in both research groups.  

H1: There is a significant difference in success in learning English in both research groups. 
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H2: The students of the experimental group have better grades than the students of the control 

group.  

There will be two research groups: control and experimental with 30 primary school 

students each. The research will take one school year (one semester for examining one group). 

The details are shown below.  

The control group (CG) will have no goal-setting or reflection during the first semester 

of study. At the beginning of the study, the control group will fill the questionnaires on the 

possible experience in goal-setting and reflection on learning English. At the end of the 

semester the control group takes the progress test (grammar, vocabulary, pronunciation, 

listening comprehension, reading comprehension, speaking, writing). After the semester there 

is the comparison of the grades between the control and experimental group. Next, there is a 

change in groups, the control one becomes the experimental and vice versa because it is 

essential to investigate the possible differences between groups with or without reflection and 

goal setting (see Appendices 1-3).  

At the beginning of the study, the students of the experimental group (EG) fill the 

questionnaires as done in the Control Group. In this group there will be a presentation of 

terms (goal-setting and reflection) to define them. During the semester, the students of the 

experimental group will set their short- and long-term goals and monitor their (goal’s) 

achieving. Moreover, the students will reflect on their learning English (one written reflection 

after a week of learning). At the end of the semester the experimental group takes the progress 

test (so does the CG). The comparison of success between the two groups is made.  

The qualitative part will cover the goal-setting and reflections as done by students. The 

quantitative part will examine the products of students (tests, quizzes, oral answer, homework, 

activeness during the lesson, progress tests) (Luoma, 2009, pp. 96-112; pp. 170-191; Purpura, 

2004, pp. 100-250; pp. 251-274; Ur, 1984, pp. 11-20; p. 164; Weigle, 2009, pp. 77-229; pp. 

230-244).  

Chapter I of this dissertation will deal with reflection, its origin, definitions and the 

notion of coaching in relation to reflection as explored by Griffith and Rogers. The history of 

understanding reflection in psychology and applied linguistics will also be shown as presented 

by Descartes, Korthagen, Dewey, Ausubel or Schön. The human developmental concepts 

related to reflection will be analyzed as proposed by Piaget, Bruner, and the pedagogical ideas 

of reflection of Vygotsky will also be examined. The teacher’s reflection will be discussed in 

order to show its benefits to the students.  
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Chapter II will discuss the issues of goals and goal-setting in foreign language learning, 

and the definitions of a goal and goal-setting in psychology as presented by Locke and 

Latham. The following subchapters will cover types and definitions of goals in applied 

linguistics. Also the history of understanding of a goal and goal-setting in applied linguistics 

will be discussed. The models related to the goal-setting will be examined as shown in 

Bandura, Atkinson and Wyatt. The contemporary views on a goal and goal-setting will be 

presented in the following subchapter as established by Doran, Lawlor, Hornyak.  

In Chapter III the aspects having an influence on language learning will be presented 

such as students’ autonomy as presented by Benson, learning strategies as examined by 

Ausubel, Rubin and Oxford, individual learner differences as in Reid or Dörnyei and the 

teacher’s reflection as shown by Farrell, Richards, Lockhart and Newby. The contemporary 

views on reflection such as Action Research will be explored as in Wallace, Farrell and 

O’Connor. Also the body of research on these aspects will be examined in the light of the 

current study.  

Chapter IV will cover the aim and the rationale, methodology, instruments, procedure 

and research questions. Also it will show the results of the study and the discussion of these 

results.  
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Chapter I: The idea of reflection and reflection in education 

 

1.1 Introduction 

 

In this chapter the definitions and the origins of reflection will be presented. We will 

analyze a pair of items: reflection as a noun and as a verb to see their meanings throughout the 

history of understanding it till the present times (Etymonline, 2019). Moreover, the definitions 

of reflection in psychology, business and applied linguistics will be shown to see the common 

ground and the differences in understanding this issue (Dewey, 1910; Pilecka & Pilecki, 

1990).  

 

1.2 Dictionary definitions and origins 

 

The term reflection as a noun appeared in the English language in the late 14th century 

and it was spelt reflexion (Etymonline, 2019). It referred “to surfaces throwing back light or 

heat”. Its origin comes from late Latin’s reflexionem (in nominative form reflexio, “a 

reflection”), which meant “a bending back”. This came from the past participle stem 

reflectere which was “to bend back, bend backwards, turn away”. This word was built from the 

prefix re- (back) and flectere (to bend) (Etymonline, 2019). The meaning of “remark made 

after turning back one’s thought on some subject” came in 1640s and the reflection of the 

mind in 1670s. Spelling -ct-  instead of –x- was influenced by the verb and was observed since 

the late 14th century but was established in the 18th century (Etymonline, 2019).  

The verb to reflect came from the late 14th century. In the early 15th century it meant 

“turn or bend back” and “to divert, to turn aside, deflect” and it came from the Old French 

reflecter (14th century). The reflection as “of mirrors or polished surfaces, to shine back light 

rays or images” came from the early 15th century. The meaning “to turn one’s thoughts back 

on” came from the 16th century (Etymonline, 2019).  

The contemporary dictionary definitions of the term reflection which relate to thinking 

are: “careful and thoughtful consideration, contemplation”, “serious thought” (Cambridge 

2020; Chambers, 2020). There are definitions which tell about “reflecting in the mirror”, 

which may be understood as looking at oneself to think (Cambridge Dictionary, 2020; 

Chambers, 2020; Merriam Webster, 2020). In the past and present definitions we may observe 
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tendencies which emphasize looking back and deep thinking (Cambridge, 2020; Chambers, 

2020; Etymonline, 2019).  

 

1.3 The history of understanding reflection in education 

 

One of the definitions of reflection is “the operation of thought processes upon 

experience (deduction, induction)” (Council of Europe, 2001, p. 50). It is similar to the 

definition by Rodgers (Rodgers, 2002, pp. 842-866): 

 

Reflection is a meaning-making process that moves a learner from one’s experience into the 

next with deeper understanding of its relationships with and connections to other experiences 

and ideas... It is a means to essentially moral ends. 

 

According to Fred Korthagen, reflection “is the instrument by which experiences are 

translated into dynamic knowledge” (Korthagen et. al., 2001). Chaffee claims that reflection 

helps students to understand the world and to avoid remembering information without 

meaning (Chaffee, 1985).   

According to John Dewey, the reflection is the trial and error process and it is one of 

the modes of thinking. Also reflection is a kind of critical thinking on some subject. The aim 

of reflection is to discover the “connection between cause and effect”. Reflective thinking 

incorporates such elements as: experience (doubt), data (interpretation of elements), ideas 

(analyzing the problem), assumption of solutions (hypotheses of solutions), trial (checking the 

hypotheses) (Dewey, 1916). Other important issues connected to reflection are thought and 

thinking. The first term may be defined as something which “goes through our heads”. And 

thinking is “to be conscious” about the thought. People think about the objects or phenomena 

which they cannot directly hear, see, taste or smell. (Dewey, 1910). The third understanding 

of thinking is that there are two kinds of thinking: without and with reflection on the subject. 

In the first type, the people may judge others’ mental processes on the basis of their own ones. 

The second type of thinking is called “reflective thought” which has consequence, understood 

by ordering thoughts where one determines the next thought and the learner reflects critically 

on his or her learning and knows what was good and what was not (Dewey, 1910). The 

reflective thought is constituted by a careful, active and persistent consideration of knowledge 

or belief which leads to conclusions. Reflection is made of hesitation and doubt and looking 

for proving or disproving the hypotheses. The solution of a problem is the most important in 
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reflection. Reflection is troublesome, because it involves looking for evidence and not judging 

on the basis of impression. The so-called suspended conclusion is very important in reflection, 

which means one has to delay the conclusion to find more evidence. Reflection needs training 

of thought which is adjusting thinking to inquiry. For Dewey, the aim of thought is not 

acquiring information. Its aim is to process it and to acquire wisdom which requires mental 

training. For training of thought to occur there must appear three features: curiosity, 

suggestion and orderliness (Dewey, 1910).  

Let us look at the first one. Curiosity involves constant exploration. It starts with 

physical curiosity which means experiencing and experimenting with the physical objects, i.e. 

touching, throwing and sucking. The next step of curiosity is social which means interacting 

with other people. The child asks many why questions at this point of curiosity development. 

The last type of curiosity is intellectual. People are interested in problems of the environment. 

The next feature of training of thought is suggestion which has ease, range and profundity 

(Dewey, 1910). The ease means  to what extent the student responds to the knowledge 

obtained from the teacher’s presentation. The range of suggestions is the next feature. There 

are some people who do not have many suggestions, because their thinking is not trained. On 

the other hand, there are people with suggestions so frequent they (people) cannot reach the 

conclusion. The last feature is the profundity which is the quality of thought. Some people 

think superficially and some deeply. The last feature of training of thought is orderliness 

which is organized in a continuous way. This continuity is neither fast nor slow. The flow of 

thoughts should be steady (Dewey, 1910).  

The school environment has influence on students by means of the studied subjects, 

contemporary ideas of teaching and the mental habits of the people who have contact with the 

students (Dewey, 1910). The student imitates the teacher’s behaviour and that is how 

conditioning is done. In some cases even though the student may seem reluctant, he or she 

processes the knowledge. There is a view that the instruction in school is not immediate, 

hence the teacher cannot (or rarely) influence the thinking of a student (Cole & Dale, 1986, 

pp. 206-217). However, the student may unconsciously imitate the behaviour of the teacher. 

The teacher’s problem is that if he or she judges thinking of others by his or her point of view, 

the student may be taught the teacher’s attitude, not his or her own. According to the model of 

studies presented by Dewey, there are sciences which require more reflection than others. 

These are the so-called “disciplinary studies” which are formal grammar and arithmetic. 

However, one may say that in all science disciplines reflection is needed. One important 

element of training of thought is relying on other people (for example teachers), however, as 
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shown earlier, the way of thinking of the teacher or of the parent has an influence on students’ 

thinking. There should be logical thinking in reflection. Another element of reflection which 

is necessary is a conclusion at the end of the process of thinking. For Dewey, reflection may 

have two conclusions: logical and illogical. The reflection needs discipline but, although it 

provides order, it is against routine. According to Dewey the instruction in school should 

teach students “habits of thinking”  which is also understood as reflection (Dewey, 1910).  

Another concept related to reflection in learning was meaningful learning which was 

provided by David Ausubel. According to this theory the most important elements for an 

accurate learning are clarity, quantity and organization of the present knowledge (Ausubel & 

Robinson, 1969, p. 50). The next important element is meaningful material to learn (Ausubel 

& Ausubel, 1966, pp. 404-413; Ausubel et. al., 1968 ; Ausubel, 1963 in Downing, 1994, p. 5).  

Another way of understanding reflection was proposed by Harvey Siegel. Reflection or 

critical thinking is divided into pure skills and skills and tendencies. The pure skills relate to 

the ability to assess and evaluate the information and the tendencies refer to exercise these 

skills to prove or disprove the assumptions of the language the students learn (Siegel, 1988, 

pp. 6-10). The same viewpoint was presented by other researchers who thought the critical 

thinking is challenging the assumptions about learning (Bensley, 1998; Brookfield, 1987, p. 

229). For some scholars critical thinking is social and it has to be taught, however, once the 

student learned one way of thinking, he or she may have problems with changing it (Atkinson, 

1997, pp. 79-95; Benesch, 1993, pp. 545-547).  

Another model was presented by Donald Schön. According to it, the analysis of the 

actions is divided into two: reflection-in-action (during the action) and reflection-on-action 

(afterwards) (Schön 1987, 1991). Korthagen tells that the learners should reflect on action to 

reflect in action. For him, the reflection’s purpose is “self-directed learners” (Korthagen, 

2001). Reflection may be shown by an iceberg model, where doing is at the surface and 

thinking, feeling, wanting are underwater (Korthagen, 2001). The thinking processes in the 

first type (in action) are focused on the experience of and thinking about the learning process 

during the action. It requires immediate acting. The second type (on action) relates to the past 

actions and what would be changed in the future. The new knowledge should be studied and 

implemented for the future (Schön, 1991). Some aspects of professional thinking were also 

presented by Schön. First of all people who think professionally have the so-called technical 

rationality. It was understood as a  basic knowledge of some profession. One of the 

observations was that all  professionals think almost the same way among all the professions 

examined. Another aspect of the professional thinking was confusion during the task, 
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although the people who were observed in the study were professionals. The challenging tasks 

may be always confusing, however, people can solve the problem. Schön called the 

troublesome situations indeterminate zones. The following aspect is that the professional may 

conduct reflection in action within the indeterminate zone, however it is not the only place 

and conditions under which the reflective thinking appears (Neumann , 2000, pp. 404-406).  

Reflection may be understood as higher-order thinking, which comes from Bloom’s 

taxonomy. It requires six stages: remembering, understanding, applying, analyzing, 

evaluating, creating (Anderson & Krathwohl, 2001; Ur, 2012, pp. 229-230). The first two are 

called basic skills. The following are called higher-order thinking skills (Anderson & 

Krathwohl, 2001; Ur, 2012, pp. 229-230).   

The skill of thinking is important in the age of information and the students have to 

think well (critically) and the basic skills of remembering the information cannot serve as 

judgmental (Huitt, 1998). Also the critical thinking may be understood as using cognitive 

skills and strategies to achieve the goal in learning (Halpern, 2002).  

Also the reflective student can ask questions which help him or her: a) define tasks, b) 

use sources, c) assess the quality of information, d) examine organization of information, e) 

examine what is taken for granted, f) examine one’s thinking, g) examine perspective (Elder 

& Paul, 2003, p. 36). 

The research has been done on the teacher’s perception (in Malaysia) of critical thinking 

and its influence on the learning process in the university students. The instrument was a 

questionnaire with 8 questions about critical thinking and its influence on the studying 

process. The results showed that the critical thinking is very important in the classroom, the 

teachers taught critical thinking, however, they are not confident in doing so and many 

students are not willing to think critically (Choy & Cheah, 2009, pp. 198-206).  

 

1.4 Understanding of reflection in psychology and pedagogy 

 

Because psychology influences applied linguistics in the ways of thinking about the 

environment, it is important to analyze how reflection is understood in psychology. For 

Descartes, reflection is a logical separation of truth from fiction by an individual (Descartes in 

Yamabe, 2013). Schön shows the psychological understanding of reflection as making 

decisions quickly (Schön, 1983). Another definition is thinking about the subject over 

(Dewey, 1910). The reflection must contain deep rather than general thought, which is 

superficial. The deep level of thinking has to be learned (Dewey, 1910).  
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One of the most influential approaches where reflection is present is constructivism 

where the human being constructs his or her viewing of the world and does not follow the 

rules which are present in the environment. The understanding of the world is the concept 

imagined by people. Also what happens in the people’s mind is as real as the material world. 

The human being gets to know the world on the basis of interpretation. Every person has his 

or her own way of looking at the world. The radical version of constructivism is that the 

knowledge is an attribute of a human being and that people cannot understand the world fully 

(Kant’s rationalism). However, this version may lead to problems with interpretation of the 

world, because of the lack of rules describing phenomena (Glaserfeld, 1996; Kelly 

1955/1991).  

The more contemporary interpretations of constructivism claim that reflection should be 

analyzed with reference to social situations (not individually) in social contexts, which has 

been prompted by Vygotsky (Paris et. al., 2009, pp. 253-287). The main assumptions of 

constructivism are that the knowledge is constructed by a human being and by society. 

Constructivism is also a theory about learning, not only about knowledge, hence learning is a 

self-regulating process which solves some problems. The environment has an influence on the 

learning process (our knowledge, cognitive style, personality and emotional relations between 

the person and what is learned) (Dylak, 2012, pp. 15-33). The student reflects on the 

environment and his or her actions by analyzing the new knowledge, both declarative and 

procedural. Also, the already existing knowledge should be revised and decisions made what 

knowledge should stay and can be used and which elements should be upgraded or removed. 

Hence, before remembering the student should reflect on the knowledge, sometimes, in terms 

of its relevancy and he or she may do so by adding something to it or deleting elements.   

Another view on reflection, however bound with constructivism, has been introduced by 

Jean Piaget in the theory of cognitive development. He established four stages of cognitive 

development: sensorimotor stage (at the age of 0 up to 2), preoperational (intuitive) stage (2 

up to 7 years old), concrete operations period (ages 7 to 11) and formal operations stage (11 

up to 15 years old) (Inhelder & Piaget 1958; Piaget 1957 in Ausubel & Ausubel, 1966, pp. 

403-404; Ausubel, 1968; Simatwa, 2010, p. 367). The sensorimotor stage (pre-school stage) is 

characterized by the child’s experiencing the environment through the senses as it cannot 

name what is happening yet (Simatwa, 2010, p. 367). At this stage, the child develops the so-

called visual pursuit which is the long-term interest in objects from the environment. It is told 

to help achieving object permanence, the consciousness that the hidden object is still present 

although the child cannot see it (Meyer & Dusek 1979 in Simatwa, 2010, p. 367). The pre-
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operational period (at nursery stage) is characterized by basic thinking, based on free 

association, not on cognitive operations. It is told that such phenomenon occurs through 

language development (Meyer & Dusek 1979 in Simatwa, 2010, p. 367). The so-called 

collective monologues appear which means talking to oneself. The children learn connections 

between words and objects. The conservation of weight, mass and volume is developed at this 

stage (Simatwa, 2010, p. 367).  

The concrete operations stage appears at the level of the lower primary school. Here the 

socializing takes place. According to the curriculum, the children have to develop the basic 

skills of calculating, reading and writing. They also have to be ready to go to school. The 

concept of number in general should be developed here, so the child should not have any 

problems with cardinal or ordinal numbers and simple operations on them like adding or 

subtracting. It helps with organizing objects. The phenomenon of decentration takes place. It 

takes into consideration multiple concepts at once (for example, volume and size or weight 

and size). It is helpful with understanding the idea of reversibility. The children would 

understand that pouring water back to the original container is the restoration of the 

conditions which are original (Elkind 1969; Anita 2004 in Simatwa, 2010, p. 368). At this 

stage, the children are willing to learn. The teachers can introduce abstract concepts (Anita 

2004 in Simatwa, 2010, p. 368). The right-wrong concept develops at this stage (Simatwa, 

2010, p. 369).  

The formal operations period (at upper primary level) is characterized by the child’s 

skill of understanding the multitude of viewpoints of people and of communication with these 

people. Here the adult abstract, rational and logical thinking tends to be fully developed 

(Piaget 1952 in Simatwa, 2010, p. 369). The children implement hypotheses and deductive 

thinking here. The child at this stage can combine and aggregate which means linking facts 

(Simatwa, 2010, p. 369). However, sometimes students want to be perfectionists and reach 

standards which are too high for them. It may lead to being frustrated. To help them overcome 

the problems, they have to be taught how to set goals which are realistic. On the other hand, 

they have to remember that they must accept some failures. The critical thinking and 

reflection should appear here. The students at this stage learn how to be independent i.e. be 

responsible for their development and process and use information autonomously to fit into 

society rules (Simatwa, 2010, p. 369). These views are related to reflection because the 

human being develops himself or herself to be independent in the sense presented above and 

the skill of reflection is one of the elements of being autonomous (Simatwa, 2010, p. 369).  
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Additionally, Piaget introduced concepts of cognitive processes appearing in the learner 

and named them. First is organization which is adjusting the new material into learner’s 

thinking (Simatwa, 2010, p. 366).  The second process is the so-called adaptation and it refers 

to the interaction with the new information (as organization) and it is divided into two sub-

processes: assimilation and accommodation (Gordon, 2008 pp. 1-10; Noelting, 1980, pp. 217-

253; Simatwa, 2010, p. 366). The first one is the adjustment of new knowledge into the 

already existing schema. The second one, on the other hand, relates to the adjusting of what is 

known to what is new (Gordon, 2008, pp. 1-10; Noelting, 1980, pp. 217-253; Simatwa, 2010, 

pp. 366-367). These ideas are connected with reflection because the student learns by 

adjusting the new information, hence, by adding or removing some data. It happens by critical 

thinking what needs to be remembered and how. Another set of terms is the division between 

the so-called equilibrium and disequilibrium which are related to accommodation and 

assimilation. Equilibrium appears when the subject knows everything about the environment 

and the balance between assimilation and accommodation exists. Disequilibrium, on the other 

hand, takes place when something lacks in the subject’s knowledge (Black & Pope, 2008, p. 

61; Noelting, 1980, pp. 217-253). The process of moving from disequilibrium to equilibrium 

is called equilibration (Sutton, 1974, p. 7). The reflection in this model may be visible in 

attaining the knowledge during the combinational operations (formal operations period) and 

critical thinking. The students learn how to understand and process information (Simatwa, 

2010, p. 369).   

Jerome Bruner represented yet another pedagogical point of view on reflection (related 

to constructivism). As influenced by Piaget, Bruner claimed that the students are active in the 

process of learning, however, the scaffolding which is the help of others when needed is 

provided by parents or teachers who know how to help the learner. The more capable person 

may create the environment where the learner can achieve more. The learner may reflect 

about the help from the more capable ones (if the help is sufficient to achieve the goal) and 

the teacher or the parent may reflect if he or she helps the learner sufficiently (Reis 2004 in 

Dastous, 2004, p. 5). Bruner claims that in the learning process instruction should be 

provided. The instruction is done by the teacher (the guide) and it should motivate the learner 

through contextualizing and it should be easy for the student. Such a technique has been 

called a spiral organization which has been implemented into a spiral curriculum where the 

material is revised. The learner repeats the previously learned knowledge (Bruner, 1966; 

Ross, 2003 in Dastous, 2004, pp. 3-4; Schunk, 2000 in Williams, 2018, pp. 120-121). The 

instruction should also promote thinking and discovering the meaning of knowledge. The 
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students have to, additionally, structure what they have learned in order to understand the 

material (Bruner 1966 in Dastous, 2004, p. 4). The reflection in the scaffolding may be seen 

in the appropriate teacher’s help done for the student (Bruner, 1966; Ross, 2003 in Dastous, 

2004, pp. 3-4; Reis in Dastous, 2004, p. 5; Schunk, 2000 in Williams, 2018, pp. 120-121; 

Simatwa, 2010, p. 369). The so-called spiral organization prompts reflection in terms of the 

return to the material which has been learned. The student may think about the strategies he or 

she has implemented to master the language skills and subsystems. The goal-setting in spiral 

organization may be seen in setting the achievement goals (for example understanding the 

material) (Bruner, 1966; Ross, 2003 in Dastous, 2004, pp. 3-4; Greenfield & Bruner, 1966, 

pp. 89-107; Latham, 1996; Locke & Latham, 2007). 

Moreover, Bruner recognized three stages or representations or learning models which 

refer to the human development. They form a sequence. These are enactive, iconic, and 

symbolic (Bruner 1964; Bruner et. al., 1966; Hevern, 2003 in Williams, 2018, p. 120). The 

first representation, the enactive one relates to the motor skills. Children play with the objects 

and older people learn how to drive a car (Williams, 2018, p. 120). The following, the iconic 

representation, is focused on the images people can visualize and process to understand the 

world. The symbolic representation refers to symbols which may help people understand the 

meaning of the words (Bruner 1964 in Williams, 2018, p. 120). These ideas are connected to 

reflection because the learner processes the knowledge of the world (the language as well) by 

these representations and makes learning critical. Some students may learn more sufficiently 

through some representations, for example through pictures.  

Yet another concept coined by Bruner is the so-called discovery learning. If the students 

work out the rule or meaning while analyzing the environment and they are active, self-

regulated and reflective, they perform learning by discovery (Seels, 1989 in Clark, 1999, p. 3). 

For Bruner, two processes are responsible for learning by problem-solving: intuitive and 

analytical thinking (Blosser, 1973 in Clark, 1999, p. 3). The first one does not refer to 

analytical skills but it incorporates grasping the significance, meaning and the situation or 

problem structure. The second one, on the other hand, implements conscious analysis of 

operations (Blosser, 1973 in Clark, 1999, p. 3). The reflection in discovery learning is shown 

in the critical thinking and processing the information and in discovering the rule. Such a 

method was introduced as traditional in the language learning process and there is a body of 

research on its influence on various aspects of instructed learning. One of the latest studies 

was conducted in the group of 129 students who were metacognitively supported and set 

goals (non-specific and specific) in simulation-based discovery learning. The results showed 
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that there was a positive correlation between the metacognitive support and learning success 

and strategy use, however, no influence of the goal-setting on learning success was observed 

(Kuenstig et. al., 2013, pp. 349-360).  

Yet another study was conducted in the group of 30 EFL Iranian students. The aim was 

to examine the relation between the collaborative discovery learning using MOODLE and the 

success in learning of conditionals. The results showed that the use of such a treatment 

enhanced students’ motivation, positive attitude toward learning English, however, no 

significant difference in achievement between collaboratively discovery learning with or 

without MOODLE was observed (Eskandari & Soleimani, 2016, pp. 153-163).  

Discovery learning was also analyzed in terms of its influence on the listening 

comprehension and attitude toward learning English in the group of 37 high school students in 

Indonesia. The results showed that the students significantly improved both in listening 

comprehension and learning attitude (Hanafi, 2016, pp. 291-306).  

One of the recent studies was conducted in the group of 44 students using discovery 

learning to examine its influence on the creative thinking skill. The results showed that all the 

participants improved their critical thinking. The pre-test results classified respondents into 

low creative (almost 30%) and highly creative (0%) and after the study there was no student 

classified as low creative and there was an increase to 9.1% of highly creative (Rahman, 

2017, pp. 98-103).  

Another research was conducted in the group of 144 pre-service teachers. The aim was 

to investigate the correlation between the use of discovery learning and critical thinking skills. 

The results showed that there were significant differences between the group using discovery 

learning method and the control group. The increase was observed in critical and 

metacognitive thinking (Pramusinta et. al., 2019, pp. 999-1017).  

Another theory related to reflection is the so-called socio-cultural theory by Vygotsky 

(Zaorska, 2012, p. 30). According to this view, the child is to internalize and learn the culture 

of the environment (Zaorska, 2012, p. 30). He or she does it in two ways: through the 

individual development and through the interaction (cooperation or collaboration) with other 

people, who may be called more knowledgeable others or significant others (van der Stuyf, 

2002, p. 2; Zaorska, 2012, p. 30). For Vygotsky, some concepts play a significant role in the 

process of interaction between the child and the adult. These are mediation and instruments 

(Vygotsky 1978 in Bier, 2015, p. 72). These two are interrelated, because the instrument 

mediates meaning. It has been presented that the instrument a) helps to solve a problem which 

is practical, b) is used by the child, because adults use it (observation), c) is dependent on the 
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so-called social context (Mercer, 2000 in Bier, 2015, p. 72). The instruments are of two types: 

signs and tools. The first are symbolic (language), abstract (concepts) and oriented internally 

to process the information in the mind of the student. The tools, on the other hand, are 

concrete, oriented externally, used for a concrete action (Lantolf; Appel, 1994 in Bier, 2015, 

p. 72). Among the tools, one plays a very important role. It is the language. Vygotsky claimed 

that it shapes thinking (Vygotsky, 1987 in Bier, 2015, p. 72). It has both psychological and 

social dimension (Dalton-Puffer 2007 in Bier, 2015, p. 72). It is first social and later it 

becomes internalized and it is psychological. Social dimension of language means that the 

person uses it for interacting. Social dimension is responsible for such processes as 

communicating, sharing of knowledge, developing of knowledge. Some processes are also 

present here. These are organizing, sorting and categorizing ideas and thoughts. A 

psychological dimension of language relates to the language inside the learner, i.e. 

Vygotsky’s inner speech and the strategies of communication and collaboration with more 

knowledgeable ones or in the group (Bier, 2015, p. 72). The reflection relates to socio-cultural 

theory because the student’s thinking is influenced by the culture he or she lives in and the 

communication with other people who have their own viewpoints.  

Vygotsky distinguished also manifold speech types, however, the basic distinction is 

between overt and egocentric speeches. The other subtypes are private, inner and dialogic 

(Lantolf & Appel, 1994 in Bier, 2015, p. 72). Private and inner speeches refer to the language  

in its mental dimension (Lantolf & Appel, 1994 in Bier, 2015, p. 72). The first subtype is a 

kind of an overt speech and has been characterized by self-direction, verbalization 

(externalization), understandability by the external person (Lantolf & Appel, 1994 in Bier, 

2015, p. 72; van der Veer & Zavershneva, 2018, p. 102). The inner speech has some features 

such as being self-directed, unobservable, idiosyncratic (it depends on the person), 

contextualized, addressed to the person who produces it and not understood by the external 

person (Lantolf & Appel 1994 in Bier, 2015, p. 72; van der Veer & Zavershneva, 2018, p. 

102). Moreover, egocentric speech is told to be precursory to the inner speech (van der Veer 

& Zavershneva, 2018, p. 102). Furthermore, the speech is characterized by two sides: 

semantic (or inner) and audible (or external or phrasic) (van der Veer & Zavershneva, 2018, 

pp. 102-103). Vygotsky thought that the speech of children develops through a given 

sequence and the distinction between semantic and audible sides of speech is seen there. The 

sequence has been shown as a) the move from one-word (holophrastic) utterances to more 

complex ones (semantic), b) the move from calling many objects by one holophrase to 

naming the objects by the proper names (audible) (Vygotsky, 1987 in Bier, 2015, p. 72). In 
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addition, the language is responsible for internalization of the input (what comes to the person 

from the environment) and for externalization of what the person wants to verbalize. For 

Vygotsky, producing the utterance is a process which is cognitive, which means that the 

person shapes thought and verbalizes the so-called objective product which is the product 

with other people and for further investigation (Swain 2000 in Bier, 2015, pp. 72-73). The 

reflection in these types of speech may be seen in thinking about what to do and what is the 

goal the student wants to reach. 

Another concept related to the socio-cultural theory is the so-called Zone of Proximal 

Development (ZPD) which is a gap between what the child would do without any help of 

others and what the child would do with the help of other people (Lantolf & Appel, 1994 in 

Bier, 2015, p. 73; Vygotsky, 1978 in Moll, 1990, p. 158). Apparently, the most important 

concept here is the interaction between the child and the adult where the meaning is 

negotiated and built. This type of interaction is called joint attention episodes and it will be 

discussed later in the chapter (Akhtar, 2005; Baldwin, 1995 in Scofield & Behrend, 2011, p. 

1; Bier, 2015, p. 73; Bigelow et. al., 2004, p. 518). Additionally, Vygotsky presented the so-

called Zone of Actual Development (ZAD) (Vygotsky, 1978 in Moll, 1990, p. 158). This is the 

zone where the child can do some actions (at the moment of doing) without any help of others 

(Vygotsky, 1978 in Moll, 1990, p. 158). Being inspired by the ZPD and the scaffolding, the 

concept of Intermental Development Zone (IDZ) has been coined where the child thinks aloud 

about concepts with peers or with significant ones (the so-called exploratory talk, 

collaborative learning) (Mercer, 2000 in Bier, 2015, p. 75). For some, exploratory talk is the 

dialogue between people where they can incorporate sharing their ideas, criticizing them, 

enriching them, discussing, modifying, re-internalizing (Barnes, 1992 in Barnes 2008 in Bier, 

2015, p. 75). This kind of talk is characterized by the following features: it has pauses, it 

implements hesitation,  it involves interruptions, it incorporates utterances which are broken 

(Bier, 2015, p. 74). Another concept related to the first type of talk is the so-called 

presentational talk which is used for presentation of ideas in the collaborative learning. It is 

more official than the exploratory talk where the students polish the talk, organize it well, aim 

it outwards (to the audience) (Barnes 1992 in Barnes 2008 in Bier, 2015, pp. 74-75). The 

reflection in the Intermental Development Zone (exploratory talk) may be visible in thinking 

about concepts with significant ones, what the student wants to achieve and what the teacher 

or parent wants. The students can set goals in the IDZ in terms of communicating with the 

significant ones or peers. The goals in the presentational talk may be related to speeches and 

presentation of the material. The ideas of ZDP and ZAD are related to reflection and goal-
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setting because the students should reflect on what they can do and what they could do in the 

future in language learning and they can set educational goals.  

In the socio-cultural theory one concept is important, i.e. self-reflection. Some 

researchers claim that self-reflection theory may be divided into four theories: rupture, mirror, 

conflict and internalization (Gillespie, 2007, p. 678). The rupture and conflict theories relate 

to the problem to solve. The irritating situation helps reflection because the student wants to 

solve the uneasy situation of lack of knowledge (Peirce, 1898/1998 in Gillespie, 2007, p. 

679). In the mirror theories the students see themselves from the other’s perspective, so they 

assess themselves from the others’ point of view (Gillespie, 2007, p. 681). The internalization 

theories show that the self-reflection is an internal dialogue (Plato) with looking at oneself 

from the other’s perspective as in mirror theories (Gillespie, 2007, p. 683). 

There is a vast body of research on sociocultural theory and issues introduced by 

Vygotsky. The results of the studies on the collaboration between teachers and students in 

Chinese language learning show that, although the educational system in China was 

traditional with the hierarchy, there was a change into co-constructing the education 

(Fenwick, 2001; Jin & Cortazzi, 1998; Wilhelm, 1997 in Dongyu et. al., 2013, pp. 165-174). 

In one of the studies, the majority of Chinese students (the group analyzed counted 100 

participants) admitted that they prefer co-operationally-conducted classes with the discussion 

with the teacher and also are in favour of learner-centered learning (Zhao, 2010 in Dongyu et. 

al., 2013, pp. 165-174).  

Another idea related to reflection is the so-called Language Acquisition Support System 

(LASS) with its constituents (caretaker speech and joint attention episodes (JAEs). The first 

one is the way of speaking of adults to children (Wyatt, 1994, pp. 125-132). Other names of 

this phenomenon are baby talk, motherese (https://www.synonym.com/synonyms/babytalk). 

Its goal is communication with the child (Wyatt, 1994, p. 128). Additionally, the caretaker 

speech is characterized by some features which come from both grammatical and 

phonological simplifications (Anglin, 1976; Brown, 1977; Ferguson, 1971; Moerk, 1972; 

Rosch, 1976 in Wyatt, 1994, p. 129). These are: higher voice pitch, not complex sentences, 

meaning of sentences is understandable, the vocal forms are easier (vowel harmony or 

assimilation), simplified vocabulary, talking about the topics which are understandable to a 

child, inflectional affixes reduction, second person pronouns replacement (proper names or 

kin terms), third person use, auxiliary make used with nouns as replacing verbs which have 

been inflected, verb omission, intonation is exaggerated,  repetition of words, phrases or 

sentences, modifications of the child’s speech (transformed, partial, complete or elaborated). 
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The examples of the caretaker speech may be: doggie, moo-cow, bye bye (Anglin 1976; 

Brown 1977; Granica 1977; Moerk 1972; Newport 1975; Pike & Lowe 1969; Sachs & 

Johnson 1976; Wills 1977 in Wyatt, 1994, pp. 128-130). Since the caretaker speech is a 

modified version of a regular speech, the learner processes the knowledge from it, however, if 

he or she hears a regular tone, the adjustment of speech understanding is important. It may be 

done through reflection and comparison.  

The so-called joint attention episodes (JAEs) appear when the adult and the child are 

focused on the same action (the so-called joint focus) (Akhat 2005; Baldwin 1995 in Scofield 

& Behrend, 2011, p. 1; Bigelow et. al., 2004, p. 518). Its general characteristics are shown by 

pointing, social reference and gaze following (Carpenter et. al. 1998 in Akhtar & 

Gernsbacher, 2007, p. 196). For the JAE to appear some conditions have to be implemented: 

the target which is shared and partners who are both attending: the child focuses on the so-

called shared target (with the adult), the child knows that the reference (by the adult) is made 

intentionally, the child knows that the adult wants to make the shared target reference (Akhtar 

2005; Bakeman & Adamson 1984; Baldwin 1995 in Scofield & Behrend, 2011, p. 2). The 

JAE may be started by both a child and an adult (Markus et. al. 2000 in Akhtar & 

Gernsbacher, 2007, p. 197). For some researchers the children initiate the JAEs between the 

age of 9 to 18 months (Mundy 2006 in Akhtar & Gernsbacher, 2007, p. 197). The JAEs are 

also dependent on the culture. According to the research, American children (toddlers) focus 

on one target at one time and they alter attention between two sources of interest (people or 

events). On the other hand, Guatemalan Mayan children (toddlers as well) with mothers pay 

attention simultaneously to many sources of interest (Chavajay & Rogoff 1999 in Akhtar & 

Gernsbacher, 2007, p. 200). The researchers say that the JAEs are efficient to learn 

vocabulary (Akhtar & Gernsbacher, 2007, pp. 201-204). Some results, especially of the 

studies on the JAEs and some children disorders, for example Down syndrome, deaf children, 

show that the JAEs are appropriate to use to learn the vocabulary (Lieberman et. al., 2014, pp. 

19-35; Zampini et. al., 2015, pp. 891-901). The reflection in the joint attention episodes may 

be seen when the child and the parent focus on one idea while reading a book and they 

comment on what they see. The goal setting here may be visible in the situation where the 

parent sets the goals and the child achieves them, for example the parent and the child look at 

the illustration in the book at the same time and the parent asks question about the place of 

some object.  

 

 



27 
 

1.5 The notion of coaching in relation to reflection.  

 

The notion of coaching is important to this research, because it is linked with student’s 

reflection. Coaching means leading a sportsman to winning and the teacher may be treated as 

a coach, because he or she trains the learner to achieve some goals, pass the exam, pass to the 

next class or get the good grade.  

One of the most common understandings of coaching is that from psychology and 

psychotherapy. The first use of the term was observed in the 1920s by Coleman Griffith in the 

context of sport psychology. In the so-called humanistic psychology coaching was first used 

by Carl Rogers in person-centered therapy where the psychologist listens to the patient and 

tries to help him or her with the problem (Gould & Pick, 1995, pp. 391-405; Nelson et. al., 

2012, pp. 513-531). Rogers claimed that the active (attentive) listening is a tool to help others 

in coaching. The elements of this kind of listening are: asking open-ended questions, 

reflecting on other’s feelings, clarifying, summarizing what is heard. This is one of the 

elements of coaching as well (Rogers & Farson, 1957, pp. 205-212). However, some 

researchers claim that coaching is not a therapy, because the coach does not give the solution 

to the problem but he or she asks questions and the patient has to answer them himself/herself 

(Crowe, 2017, pp. 85-101; Lai & Passmore, 2019, pp. 1-31).  

In sports, coaching relates to reflection because the sportsman/sportswoman should 

reflect on his/her training. As one sees, the coaching needs two people: a coach and an athlete 

(or a person who is coached). The coach helps the athlete achieve championship. The athlete 

has his or her training plan, diet and the environment to train in. The coach has his or her 

coaching style and coaches the athlete. One of the tools of coaching is reflection when the 

athlete may think about his or her training, goals and skills. It is especially useful when the 

athlete has some crisis. The reflection is helpful to see the strengths, weaknesses and to 

maintain and rebuild motivation (Friesner, 2001; Kromer & Jackiewicz, 2015, pp. 89-102).  

There are many types of coaching. The types described below are not based on 

education, however they may work in the school environment.   

Coaching may be group and individual. The group coaching may be understood by 

coaching of a team in the company or larger groups, such as project groups. Both groups may 

be treated as a collective or as a group of individuals (Kromer & Jackiewicz, 2015, pp. 89-

102). The team in the company works on one project, so the team has one main goal which 

depends on the project. One of the methods of coaching is competition done either within one 

team or in comparison to other teams (Kromer & Jackiewicz, 2015, pp. 89-102). After 
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achieving the main goal, the employees may be granted extra money or praise (Friesner, 

2001).  

In companies, the adults are motivated mainly by salaries and this motivational 

instrument is implemented in school by good grades for students which may result in getting a 

better job in the future. Some parents may give some pocket money for the good grades, 

however, some researchers claim it may result in learning only materialistically, and in 

neglecting the development of intrinsic motivation (Barnet-Verzat & Wolff, 2008; Grose, 

2017). Other parents praise their children by extra time spent on the computer or in the 

Internet, however, the access to the computer technology becomes less and less special for 

children (Kluz, 2011; Łukasiewicz-Wieleba, 2018). Corporations have benefit systems where 

the employee may choose several benefits such as extra healthcare (fully or partially donated 

by the employer), food vouchers or tickets to the cinema or other cultural institutions, 

providing food on given days of the week. This is part of the motivational policy (Sinclair et. 

al., 2005). There is  no such benefit system at school as at the workplaces, however, at the end 

of the school-year, the students may be granted some prize donated by the school, which most 

frequently is the book or the album. Each school has its own gratification system. Other 

benefit may be an exemption from the matura exam as being a finalist or laureate of the 

national level school contest on the given subject (Dz.U.2021.1915, art. 44zzh; Błaszczak, 

2014; SP 51; SP78). Some schools cultivate school trips, however, it has the integrative not 

gratification function (Błaszczak, 2014, pp. 83-92). Going to the cinema or to the theatre to 

see some book adaptation (which is needed to be analyzed at school) does not fit into benefit 

program, because it is the duty of the student to watch it (Błaszczak, 2014, pp. 83-92). 

Another model in coaching that uses reflection which strategy to choose to be the most 

efficient is the SWOT analysis which was first used by Humphrey in the 1960s-1970s during 

the project on group management. It is an analytic tool to see strengths, weaknesses, 

opportunities and threats of the action. In some cases SWOT is used to analyze already 

existent systems, however, it may be applied to analyze future actions. Strengths and 

weaknesses are internal aspects i.e. each students has his or her own and opportunities and 

threads are external because they are in the environment. The student brainstorms and tells 

what are his or her strengths, weaknesses, opportunities and threads. Then the student may 

change some weaknesses into strengths or use strengths to influence learning (Friesner, 2001).  

After an analysis of the ideas related to critical thinking, reflection and theories related 

to critical learning and teaching (Dewey’s understanding of reflection, Jean Piaget’s theory of 
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human development, Bruner’s ideas, Vygotsky’s socio-cultural theory, coaching) let us look 

at the goal setting as an element of critical thinking and reflection in language learning.  
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Chapter II: Goal setting as an element of reflection 

 

2.1 Introduction 

 

After an analysis of the idea of reflection and its definitions, origin and meaning in 

applied linguistics, in this chapter the psychological definitions of a goal will be shown (2.2). 

Also the types of goals will be presented (2.3). The following part would discuss the 

understanding of goals in applied linguistics (2.4). Then, the history of understanding goal 

and goal-setting in language learning will be shown (2.5) and the contemporary ideas of goal-

setting will be discussed (2.6). The last section will present the goal-setting as a learning 

strategy (2.7).  

 

2.2 Definitions in psychology  

 

There are multiple definitions of a goal in psychology, however, all of them have some 

parts in common.  

According to more contemporary studies, the goals are affected by the importance of a 

goal and self-efficacy or self-confidence, however the goal has to be attainable (Latham & 

Locke, 2007, p. 291). Goals are mediated by effort, choice, strategy, persistence. The student 

has to choose the goal to achieve. Then he or she has to implement some effort, persistence 

and strategy to achieve the goal (Latham & Locke, 2007, p. 291). Goals are also moderated by 

goal commitment, ability, task complexity, situations, feedback (of the goal pursuit) (Latham 

& Locke, 2007, p. 291; Locke & Latham, 2002, pp. 706-707). For some researchers, one of 

the most important elements of achieving the goal is the motivation of a student. To measure 

it, the HPC model (high performance cycle) was implemented (Latham & Locke, 2007, pp. 

291-292). The so-called goal effects (achievement of a goal) are measured on the basis of the 

goal moderators such as goal commitment and self-efficacy (Locke & Latham, 2002, pp. 708-

709). The goal commitment is higher when the goals are challenging. Also, the performance 

is higher when the goal commitment is greater (Klein, Wesson, Hollenbeck, Alge, 1999; 

Seijts & Latham, 2000 in Locke & Latham, 2002, p. 708). The goals should be important for 

students to increase the goal commitment (Locke & Latham, 2002, p. 708). Statistically, the 

mean effect size is higher in easier, simpler tasks, however, the situation changes and more 

complex tasks are done when the students have knowledge how to do them (Latham et. al. 
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1978 in Latham & Locke, 2007, pp. 291-292). The HPC also claims that satisfaction does not 

directly affect high performance. Satisfaction affects organization and then organization leads 

to satisfaction, hence it goes in circles (Latham & Locke, 2007, pp. 291-292). The high 

performance occurs when there is specific behaviour such as: effort, persistence, strategies 

and direction toward a goal achievement (Locke & Latham, 1990). What the HPC misses is 

the personality of the student what is crucial to understand the ways of thinking and achieving 

goals by the learner and that is why more research should be done and more models should be 

presented in order to better understand the processes of learning in the context of critical 

thinking and goal setting (Latham & Locke, 2007, p. 292). The goals also affect the 

performance of the student. Some concepts were examined if and to what extent they were 

related to the challenging goals, for example feedback, satisfaction, participation in goal-

setting, self-efficacy and incentives, hence the so-called lateral integration (Latham & Locke, 

1975; Latham & Yukl 1975; Locke, 1968 in Latham & Locke, 2007, p. 290).   

 

2.3 Types of goals  

 

According to researchers there are two basic types of goals. The first type is short-term 

goals. Some say that they can be achieved in 12 months or less. The second type is long-term 

goals which can be achieved in more than 12 months. Some researchers claim that there can 

be mid-term goals which may be understood as those which are shorter than long-term goals 

and longer than short-term goals. The examples of the short-term goals may be buying a new 

TV, taking a course or writing resume for the class. The examples of the long-term goals may 

be graduating, saving for retirement or starting one’s own business. The goals are also 

prioritized, i.e. the student chooses what goal is more important than the other (Minnesota 

State Colleges and Universities, 2021). 

The division between the goal types was also done by more contemporary scholars. 

They divided goals into distal (main) goals and proximal ones (Latham & Locke, 2007, p. 

293). Some scholars use the notion of the so-called proximal goals (the goals which are 

minor, on the way to achievement of the main (distal) goal (Latham & Locke, 2007, p. 293). 

In goal setting, feedback is important, because it provides information if the student performs 

well (Latham & Locke, 2007, p. 293).  
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2.4 Definitions of goals in applied linguistics  

 

The goals in applied linguistics may be understood in many ways, for example as the 

student’s goals and the teacher’s goals. Both types have similar characteristics as goals 

related to language skills and language subsystems. 

The student may set goals related to how to improve language skills and the language 

subsystems. The other type of goals is communication ones and they are different in the case 

of the student and the teacher. The students communicate in classes with their classmates and 

with the teacher in such patterns: STUDENT-TEACHER, STUDENT-STUDENT and 

STUDENT-STUDENTS. He or she may use the inner speech to coordinate actions 

(Vygotsky, 1987 in Bier, 2015, p. 72; Vygotsky, 1978 in Moll, 1990, p. 158) The teacher uses 

a TEACHER-STUDENT or a TEACHER-STUDENTS pattern (Ur, 2012; Vygotsky, 1978 in 

Moll, 1990, p. 158). The communication goals of the student may be to get the meaning of 

some material item from the teacher or other student or students, to inform the teacher about 

some difficulty (for example tiredness), to do some task in the class with other students (pair-

work or group work). The teacher has different communication goals: to present the material 

to the class, to instruct the students or a student, to explain material to the students or a 

student (CoE, 2001, pp. 123-125). The teacher may have teaching goals  to improve his or her 

teaching skills, hence for example, to improve presentation of the learning material and 

guidance of the practice stage, or improving giving feedback or, which relates to teaching too, 

to improve his or her English skills (CoE, 2001; Ur, 2012).  

 

2.5 The history of understanding goal and goal-setting. 

 

As it was presented in 1.3 the aim of the schooling should be reflective thinking 

(Dewey, 1910).  

It is said that the first theory which dealt with goal setting in the modern history (the 60s 

of the 20th century) was behaviorism (materialism) (Locke, 1996, p. 117). Motivation was 

understood as external, so the reinforcement was present to get the prize for actions (Locke, 

1996, p. 117). Moreover, for drive-reduction researchers, motivation was physiological (Hull 

in Locke 1996, p. 117). Then, cognitivism came into force, hence meaningful learning 

concept started to dominate. The cognitive revolution was in favour of introspection during 

which some cognitive processes in the subject may be observed, such as problem-solving, 

thinking, judging (Locke, 1996, p. 117).  
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Another theory (based on cognitivism) which was interested in goals and goal-setting 

was social cognitive theory, where the student has to adapt to the environment in a 

psychosocial manner, i.e. the students’ personal factors (biological, cognitive and affective), 

their behaviour and environment work together to adapt to the environment (triadic reciprocal 

causation) (Bandura, 1986 in Bandura, 1999, p. 23). The environment is neither static nor 

monolithic. It  contains three kinds of structures. The first one is called imposed environment 

and it is the kind which cannot be changed, however, on the other hand, the student may 

select some environment to be experienced. In this meaning, environment may be understood 

as situations and relations with other people (Bandura, 1997 in Bandura, 1999, p. 23). Another 

element of the social cognitive theory is the human adaptation. In this model, the students 

produce communication with other people and they are receivers of the message (Bandura, 

1999, p. 24). Some researchers thought that the sociostructural theories and psychological 

theories were juxtaposed, however, they should be treated as complementary as in triadic 

reciprocal causation (Bandura, 1999, p. 24). In this theory there are two  important elements: 

competences and regulation of actions (Bandura 1986 in Bandura, 1999, p. 24). The 

knowledge has structures and students use strategies which guide people to some behaviour 

(Bandura, 1999, p. 24). The students transform thought into action by the mechanisms which 

are concept-matching processes (Bandura, 1999, p. 24). However, the mechanisms should be 

learned. The students need cognitive guidance to develop them (Bandura, 1999, p. 26). 

Critical thinking increases motivation and leads to self-governing where goal-setting is one of 

the elements. Self-directedness and motivation are called major cognitive mechanisms 

(Bandura, 1991; Locke & Latham, 1990 in Bandura, 1999, p. 28).  

According to the research, goals have internal and external aspects. The first ones are 

ideas which may be understood as desired needs. The second ones relate to the condition or 

object (performance level, a job) (Locke, 1996, p. 118). The goals have their attributes which 

are content (the object) and intensity (focus, scope, complexity of the process of choice) 

(Locke, 1996, p. 118).  

As for the difficulty of the goal, some researchers say that the achievement is greater if 

the goals are more difficult (Atkinson, 1958 in Locke, 1996, p. 118). Earlier models (inverse-

U function by Atkinson) and some more contemporary ones show that the students may have 

more commitment when the goal is more demanding, however the students have to have the 

knowledge and ability to achieve such goals. The research has shown that the performance 

drops in case of high goals without these two (knowledge and ability) (Atkinson, 1958 in 

Locke, 1996, p. 118; Locke & Latham, 1990 in Locke, 1996, p. 118). In terms of specificity 
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of the goal, the more explicit or specific the goal, the more precise performance (Locke, 1996, 

p. 118).  

The research shows that the importance of a goal may be shown to the subject in many 

different ways. At work, there is an authority (of a leader or a supervisor) which prompts the 

initial commitment. To make commitment go further there should be more elements such as 

rewards, supportiveness or recognition. In terms of the work environment, the financial 

motivation may increase subject’s motivation and performance, however it does not work 

with the goals which are unattainable (Lee, Locke, Phan, 1994 in Locke, 1996, p. 119). The 

following important factor in performance is participation of the supervisor with the so-called 

subordinate (the subject) during the process of setting the goals. It is called joint goal setting. 

It is similar to joint attention episode presented in 1.3 (Akhtar & Greensbacher, 2007, pp. 

201-204; Latham, Erez & Locke, 1968 in Locke, 1996, p. 119; Wyatt, 1994, pp. 125-132). 

The joint goal setting may lead to higher commitment in performance than simply telling 

what the student should do. However, joint goal setting is not stronger than telling the 

rationale of the goal.  

Some researchers claim that the learner should have his or her goal set by the teacher in 

order to make learning meaningful (Latham, Winters & Locke, 1994; Latham, Erez & Locke, 

1968 in Locke, 1996, p. 119). When the student self-sets the goal, it may be highly effective, 

however, the most convincing goals are set by another person. In this view setting the goal by 

the authority of the teacher may be more effective than setting the goal by a student (Locke, 

1966 in Locke, 1996, p. 119). Moreover, the leadership of the teacher may help commitment, 

because the student has a purpose and this purpose is given by the authority (the teacher) 

(Locke et. al., 1991 in Locke, 1996, p. 119). The leadership techniques are inspiring vision for 

the organization and company. Because of a role model (the leader) for employees (students) 

the company expects better performance of the team. The leader has the responsibility for the 

most important tasks and he or she may train employees and express the confidence in 

capabilities of employees.  The leader may set goals for the team (Akhtar & Greensbacher, 

2007, pp. 201-207; Locke, 1996, p. 119; Vygotsky; Wyatt, 1994, pp. 125-132). The more 

intrinsic reasons for commitment may be the choice of values and purposes and why these 

values are important for the students. Other important elements may be valuing the goals, 

planning, rewarding. These include the so-called self-management training (Bandura, 1986; 

Frayne & Latham, 1987 in Locke, 1996, p. 119). What is more, the research has shown that 

the people who are more engaged in intensive cognitive processing in goals and planning 

perform better than those who are less engaged (Gollwitzer, Heckhausen, Ratajczak, 1990 in 
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Locke, 1996, p. 119). The students have to think that the goal is attainable for them. To make 

the goal attainable one should adjust the goal to the capacity of the student, provide 

experience and training, be a role model and be confident (Bandura, 1986 in Locke, 1996, p. 

119).  

Another important issue in terms of difficult goals is that the student should think that 

the partial success is possible (not exactly the final success). It leads to self-efficacy which is 

the confidence related to tasks and it comes from Bandura’s social-cognitive theory (Bandura, 

1986 in Locke, 1996, pp. 119-120). The self-efficacy may be enhanced by a) enactive mastery 

(training people and selecting them on the basis of their abilities and skills), b) being a role 

model and c) persuasion (telling what strategies to use and expressing confidence). The 

effectiveness of the role model depends on a) attributes of the role model, b) the person who 

observes the role model (Bandura, 1986 in Locke, 1996, pp. 119-120). Self-efficacy 

influences not only performance but also goal difficulty, goal commitment, task strategies 

choice and negative feedback response. Students with high self-efficacy may set higher goals. 

What is more, goal commitment and goal choice may be influenced by role models (Locke, 

1996, p. 120). Also, to set and achieve goals, feedback is needed. Feedback reinforces 

performance. The students set their repairing goals if needed when they have feedback 

provided (Locke, 1996, p. 120).  

The following assumption is that the student using self-efficacy strategies such as goal 

setting can use the knowledge to transfer it to the present performance. The students may 

doubt about their skills or ability when they are given negative feedback, however if they 

sustain under the pressure of such feedback, they may maintain or raise goals, commitment 

and may improve their strategies and improve their performance (Bandura, 1986 in Locke, 

1996, p. 120). The goals may regulate performance by affecting motivated action direction, 

duration, intensity (Locke, 1996, p. 120). In terms of direction, the students should remember 

that if the goals are in conflict, the performance towards these goals may be lower (Locke, 

Smith, Erez, Chah, Shaffer, 1994 in Locke, 1996, p. 120). The intensity or effort may be 

proportional to the goal difficulty, hence the students tend to perform higher and persist 

longer when the goal is difficult. The research has shown that six-year-old children learn that 

they have to pay attention to the goal they want to achieve, then have to sustain effort to 

achieve the goal and then must be persistent if they want to achieve it (Locke, 1996, p. 120).  

Another mechanism of achieving goals is the use of the strategies (plans). The following 

assumption is that planning (or the use of strategies) is stimulated by goals. The students who 

have the experience of strategies in the past may use them in the present performance 
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automatically. Difficult goals may activate also the recently learned strategies (Locke, 1996, 

p. 120). Still, the students may perform lower on difficult tasks when a) a high pressure on 

achieving the goal is existent, b) the students do not have training or knowledge, c) there is 

time pressure (Locke, 1996, p. 121). The goals may mediate a) participation, b) feedback, c) 

money incentives on performance (Locke, 1991a; Locke, 1991b in Locke, 1996, p. 121). 

Feedback may be used to set goal in improved performance. In goal-setting the feedback tells 

what is the desirable and undesirable score (Latham et. al., 1994; Locke & Latham, 1990 in 

Locke, 1996, p. 121). Other elements which affect the goals, goal commitment and 

performance are authority or leadership and personality (Kirkpatrick & Locke, 1996). Let us 

look at the latter one. The personality may be seen in goal-setting and achieving the goals 

thorough self-management, because every student approaches such an activity differently 

(Locke, 1991b in Locke, 1996, p. 121). Students set their goals in everyday lives, however, 

sometimes the training is needed (Binswanger, 1991 in Locke, 1996, p. 121).  

Another study has shown that after training in reducing absenteeism through selfgoal 

setting, self- problem solving, self-administered feedback and self-commitment 

(rewards/punishments), self-motivation, the rate of absenteeism dropped (Frayne & Latham, 

1987; Latham & Frayne, 1989 in Locke, 1996, p. 121).  

Another assumption is that goal-setting and mechanisms related to goals may be trained 

or if there is no training, they may be self-regulated. One of the elements which is important 

here is affect (Locke, 1996, p. 121). Emotions are automatic value judgments (of events, 

situations, objects) (Locke, 1976 in Locke, 1996, p. 121). The high level of performance is 

desired, because it produces positive emotions, hence the value judgments are positive, thus 

achieving the goals is satisfactory (Locke, 1996, p. 121). Some scientists say that goals which 

are difficult lead to lower performance than goals which are easy. On the other hand, students 

are more motivated in higher goals, which  is  shown in performance and effort, because high 

goals need higher standards, so the satisfaction is more difficult to achieve (Mento, Locke, 

Klein, 1992 in Locke, 1996, pp. 121-122). On the other hand, higher goals mean higher 

rewards. It means also more risk, however there are not many people who set high goals 

(Locke, 1996, p. 122). Goals also reduce boredom, promote clarity and interest in task 

(Locke, 1996, p. 122).  

Another factor is the so-called personal context. The students should know what they 

want   to achieve in life. The so-called subgoals may lead to high goals. The failure may be 

seen as experience, not incompetence. Another dilemma is the reward system. Some 

researchers say that the moderate goals may be appropriate because of satisfaction and 
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performance. Goals are dynamic, they change in time, hence, for some researchers, the 

students may set goals which look like the identical goals from the past, but the situation 

changes, so they are not the same goals (Locke, 1996, p. 122). 

 

2.6 Contemporary views on a goal and goal-setting  

 

An important element for achieving goals is motivation (see 1.6). There are two types 

(orientations) of motivation, intrinsic and extrinsic. They were formulated as a part of the so-

called self-determination theory, SDT) (Deci & Ryan, 1985 in Ryan & Deci, 2000, p. 55; 

Ryan & Deci, 2000, pp. 54-55). Intrinsic motivation means achieving goals because the 

student wants to develop himself or herself and extrinsic motivation appears because the 

student wants to achieve reward, apart from the personal development (Ryan & Deci, 2000, 

pp. 54-55). The intrinsic motivation should be developed by parents and teachers (Ryan & 

Stiller, 1991 in Ryan & Deci, 2000, p. 55). Some researchers say that intrinsic and extrinsic 

types of motivation do not complement each other, however, students should use both types to 

achieve the goal (Ryan & Deci, 2000, p. 55). The so-called Cognitive Evaluation Theory 

(CET) was invented to see what factors are important to observe intrinsic motivation, 

however it was the sub-theory to self-determination theory (Ryan & Deci, 2000, p. 58). 

Another concept related to being motivated to goal achievement is the so-called amotivation 

which is the lack of motivation (Deci & Ryan, 1985). 

However, the so-called goal setting theory is one of the most influential theories in the 

field (Locke & Latham 1984, 1990 in Latham & Locke, 1991, p. 212). The theory is based on 

subject’s introspections made on the goal achievement. One of the most important elements is 

goal directness, however, some researchers say that this action may not be conscious. Other 

organisms, such as plants have their goals direct, however they are not conscious in the 

human sense (Latham & Locke, 1991, p. 212). The goal-directed action has three elements: 

self-generation (the subject takes action), value-significance (the actions are important for 

survival), goal-causation (the action is caused by a goal) (Binswanger 1990 in Locke & 

Latham, 1991, p. 212). However, the humans take goal-directed actions as well. They do so 

with the skill of conceptualizing goals, reasoning and setting long range purpose (Locke 1969 

in Latham & Locke, 1991, pp. 212-213). Hence, there is a link between the goal and the tasks 

performance (Latham & Locke, 2007, p. 291). Some scholars think that the more demanding 

the goal, the more motivated the students are (Latham & Locke, 2007, p. 291). The question is 

why some people achieve goals (or do it better) than others. One of the theories is that the 
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difference is in motivation (Ryan 1970 in Latham & Locke, 1991, p. 213). One of the 

elements of the task performance and achieving goals is satisfaction, because the goal 

evaluates the performance, however, as shown in 2.2.2, the satisfaction is not the most 

important in achieving the goal (Latham & Locke, 2007, pp. 291-292). The goal-setting 

theory assumes that the student has a positive attitude toward high goal (Latham & Locke, 

2007, p. 293). The goals should be specific, difficult, accepted (Bandura 1997; Locke & 

Latham 2002 in Lunenburg, 2011, pp. 2-3). The values of goals are similar to the SMART 

goals model (see below) (Doran, 1981). There should be feedback on goal achievement 

provided. Also, deadlines help achieving the goals (Lunenburg, 2011, p. 4). The goal-setting 

theory assumes that there are four mechanisms of goals. First, the goals determine action. The 

student directs effort and attention toward the goal. Secondly, the goals motivate the students. 

Thirdly, the goals influence persistence. Lastly, the goals promote the use of knowledge and 

strategies (Locke & Latham, 2002, pp. 706-707).  

Goals may have their dysfunctions and limitations. There may be goal conflict or they 

may be set in the inappropriate outcome (Locke et al., 1994 in Locke, 1996, p. 123). Some 

goals should be changed when the circumstances change. The goals have to be also set after 

the expertise of the task and environment. If there is no expertise, the research shows that the 

subjects would not use the strategies which may be used to achieve goals (Locke, 1996, p. 

123). One of the latest ideas related to goals are the so-called SMART goals which should be 

(Doran, 1981): 

S – specific 

M – measurable 

A – achievable  

R – relevant  

T – time-bound 

Specific goals should be concrete. The students may ask some questions: What do they want 

to achieve? Why does the student want to achieve it? The measurable goals should be easy to 

measure. The question may be: How does the student measure and assess achieving the goal? 

When the student thinks about achieving the goal he or she should think what tools are needed 

to do it. The student should think if the goal is relevant. Time-bound goals mean goals with 

the timeline to achieve them (Doran, 1981). Additionally to SMART goals, there is a SHARP 

goals model which is for maintaining the direction of achieving goals. The model contains the 

characteristics of actions which a person should make (The Happy Manager, 2020): 

S – simplified – keeping the goals simple 
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H – how – how the person is going on to achieving the goal 

A – action – the most important in goal achieving is to start 

R – review – reviewing how the person is doing 

P – progress – planning on the basis of review and go farther 

The idea has changed overtime into SMARTER goals, where E stands for exciting and R 

stands for recorded (Lawlor & Hornyak, 2012, p. 259).  

There is a body of research on SMART goals in language learning which will be 

discussed in Chapter III. 
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Chapter III: Reflection and goal-setting in language learning and teaching 

 

3.1 Strategies, learner differences and autonomy related to language learning and 

teaching 

 

To fully understand the importance of reflection and goal-setting ideas in language 

learning and teaching, these two concepts have to be analyzed as strategies in foreign 

language learning. Also the idea such as learner differences in the light of reflection and goal 

setting should be discussed, because every student is different and he or she has his or her 

own perception of the learning process. Another issue is autonomy which is important 

because as it was said before (Introduction) the use of goal setting and critical thinking are the 

skills (or strategies) which should be taught at school and the student should use them in the 

classroom environment and in the real life. The autonomous learning and strategy use depend 

on learner differences and they should be investigated this way. In this chapter we will look at 

these concepts related to classroom learning and teaching.  

 

3.2 Goal-setting and reflection as strategies in foreign language learning  

 

Goal setting and reflection may be also understood as strategies used in foreign 

language learning because reflection means critical thinking and organizing learning and the 

goal setting is classified as a metacognitive strategy, i.e. the strategy which is focused on 

learning how to study. Metacognitive strategies are called indirect strategies which help attain 

the language by organization and analysis of the learning process (Oxford, 1990, p. 20; 

Oxford, 1992, pp. 174-187; 1994, pp. 1-4; 2003, pp. 271-278). In the school environment the 

goals are set by the teachers and principals, however, the students can set their own. Some 

researchers use the terms goals as long-term aims (months, years of learning) and objectives 

as short-term aims (days, weeks) (Oxford, 1990, p. 157). Reflection as a metalinguistic 

strategy is understood as self-monitoring, self-evaluation and reasoning for future (Oxford, 

1990, pp. 16-17). Now let us focus on some of the models of treating reflection and goal 

setting as a strategy, hence it will help understand the metacognitive learning process.  

One of the latest learning strategy models is Strategic Self-Regulation Model, S2R 

proposed by Rebecca Oxford, where there are three dimensions of language learning: 

cognitive, affective and socio-cultural-interactive. There are also three types of metastrategies 



41 
 

which regulate and control the process of learning (metacognitive, meta-affective and 

metasociocultural-interactive). These strategies are: planning, paying attention, organizing, 

obtaining, using resources, strategy using, evaluating and monitoring, implementing plans 

(Oxford, 2011, p. 14-15).  

However, one of the most popular and earliest understanding of the learning strategies 

was introduced by David Ausubel and they were called advance organizers (AOs) which 

were the methods of teaching and learning which helped students understand the material. 

Some of the characteristic features of advance organizers are that they are abstract in nature 

and they may appear before the direct instruction, an example of which may be a presentation 

of the new material. They should also bridge the already learnt knowledge with the new one. 

The types of the advance organizers are: expository, e.g. telling the goal of the lesson, 

skimming, which is looking for the most important information in the text, narrative or the 

presentation of the new material in the form of a story, graphical, e.g. video or a diagram and 

KWL chart which is a division of what the learner knows, what he or she wants to know and 

what was learned. This is shown in the form of a table. The last type has three elements: what 

the learner knows about the subject, what he or she wants to know about the subject and what 

he or she learned. The first two stages take place before the class. At the last stage the learners 

reflect on what they learned (Ausubel, 1968; Ni et. al., 2016, pp. 53-57).  

There is a considerable body of research on advance organizers and some of the 

examples of it will be shown below, because the idea of advance organizers is also important 

for this study, in the view of the fact that some of them, such as KWL chart, prompt reflection 

of the process of learning and goal setting, respectively. After the presentation of the research 

we will look at how the results fit into the assumptions of the present study.  

One of the studies on advance organizers was conducted in the group of 170 university 

students in Taiwan. The aim was to examine the relationship between the use of advance 

organizers and listening comprehension with the use of video texts as a support. The results 

showed that there was a correlation between the advance organizers combination and listening 

comprehension (Chung, 1999, pp. 295-308). Another research was conducted in the group of 

115 EFL vocational and technical university students in Taiwan. The aim was to investigate 

the relationship between the use of advance organizers and reading comprehension in a 

multimedia environment. The results showed that the experimental group (which used AOs) 

outnumbered the control group’s performance (Lin & Chen, 2007, pp. 83-106). Yet another 

attempt to examine the advance organizers was made in the group of 240 English learners in 

the School in the Park project (school-museum collaboration). The aim was to check the 
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influence of the technology-based AOs on the learning success. The treatment covered the use 

of iPods and the class recorded on DVD. The results showed that the experimental group 

succeeded significantly in performance and such technology-based advance organizers 

prompted introduction of the new material, revision of vocabulary and improved hands-on 

activities, engagement and motivation (Billings & Mathison, 2012, pp. 494-503). The 

influence of the advance organizers was also studied as correlated with the listening 

comprehension improvement in the group of 108 university students. The results showed that 

the group with the use of advance organizers outperformed the control group (Jafari & 

Hashim, 2012, pp. 270-281). Although some of the studies were conducted in the groups of 

university students (Chung, Jarafi & Hashim) and some guided specification students (Lin & 

Chen) or in the second language environment (Billings & Mathison), the results show that the 

advance organizers have a positive influence on various language skills (Chung, Lin & 

Cheng, Billings & Mathison) and individual learner differences as correlated with succeeding 

in language learning (Billings & Mathison) and, among all learning techniques, the 

metacognitive ones should be also examined in the foreign language environment (as during 

this study) to promote a higher degree of critical thinking (KWL chart) and autonomous 

behaviour (as expository AOs). 

As we can see, research on Advance Organizers brought many examples of the 

necessity of teaching and learning metacognitive strategies as a part of more meaningful 

language learning. Although some studies were administered at the university level (hence 

higher than in the current study) we should not forget that in order to teach students 

responsibility for learning we should start from the early stages. What is also important, in the 

age of technology-based society developed in 20th century, we can observe that it is important 

to teach metacognitive strategies as combined with technology.  

Recent studies have shown that by using goal-setting the students may be led to a better 

understanding of the task and make the so-called task analysis (TA). Task analysis consists of 

a sequence of task purpose (TP), task classification (TC), task demands (TD). As a result of 

task analysis, the student should build his or her own action plan (Rubin, 2015, pp. 71-73). 

Task purpose is to show student the purpose of learning and to show the reason why the 

learner wants to achieve some goal. Such a question may be more helpful in setting life goals 

(professional, personal, social) than pedagogical (studying) (Thompson, 1994; Rubin, 2001 in 

Rubin, 2015, p. 71). The learner who knows and understands the goal’s meaning, may 

increase motivation in his or her learning performance. The idea of task purpose may be 

related to the relevance from the SMART model (which shows the reason of doing the task) 
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(Rubin, 2015, p. 71). The following element, task classification, requires the knowledge of the 

nature of the task. For example he or she may analyze some text taking into consideration 

elements such as the structure or the genre, the style, the language characteristics and the 

vocabulary. Advanced learners are encouraged to think about the interlocutor or the audience 

of the text (Rubin, 2015, pp. 71-72). Task demands require reflection on the student’s use of 

the strategies which are supposed to work. It is an analysis of what has been worked out at the 

TC stage (Rubin, 2015, p. 72). It may be time consuming and challenging, however, the study 

conducted in Colombia and Mexico described below has shown that the students make 

progress and are more efficient in achieving goals both in the school and the personal life 

environment (Rubin, 2015, pp. 72-73).  

According to the research, it takes eight to ten classes to make students comfortable 

with the SMART goals. The model of the SMART goal should be provided by the teacher 

first. Then, he or she may ask students about the possible learning goal, how to measure it and 

how much time is needed for achieving the goal. The next step is the justification of the goal 

and discussion about its achievability (Rubin, 2015, p. 73). If the learners have some troubles 

setting SMART goals, the teacher may help by identifying students’ problems as based on 

their last testing situation (exam or exercise). Then, the students should define troublesome 

situations to be aware of (the students create definitions and reflection in journals) and set 

potential goals (Rubin, 2015, p. 73). The second technique to help students set SMART goals 

is the use of a rubric where the criteria have their gradients from best to poor. The students 

should evaluate the extent of the goal, for example, how measurable the goal is (Castrillón et. 

al., 2013; Jojoa del Rosario & Munoz, 2013 in Rubin, 2015, pp. 73-74).  

Teaching task analysis may be longer and more challenging than SMART goals. One of 

the methods is to ask students to make the task classification on the basis of choosing one 

genre (letter, job interview) and asking them to set goals and purposes of the genre and 

answer questions regarding feelings about the task, knowledge of the genre, style, language 

characteristics and vocabulary (Rubin, 2015, pp. 74-75). The following method is asking 

students to analyze possible strategies to use during the task on the basis of task classification. 

As an example there may be an interview with a famous violinist provided. The genre has 

such elements as introduction, questions and answers, best wishes and gratitude expressions, 

closing. The learners may make the analysis of task demands by thinking about the possible 

content in the introduction, questions asked and answers given, the possible gratitude and best 

wishes and closing (Rubin & McCoy, 2008 in Rubin, 2015, p. 75).  
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Since the skill of goal setting is important for this research and SMART goals are one of 

the approaches to learn accurate goal setting, we will look at the body of research of SMART 

goals which was concerned with students in the instructed school environment and outside it 

and later we will discuss the relevance of the results for this study.  

The research on setting SMART goals by students has shown that they make progress 

learning by doing so. The latest research in Colombia was focused on the possible relationship 

between goal-setting and self-efficacy. The results have shown that in the first research group 

(which was more focused on speaking activities) there was an improvement in self-efficacy of 

76.6% and 53% improvement in setting goals. The second research group (focused on 

listening) shown goal-setting improvement of 52%, although self-efficacy was at the level of 

28% (Castrillón et. al., 2013; Jojoa del Rosario & Munoz, 2013 in Rubin, 2015, p. 76). 

Another observation was conducted during the workshop in Mexico where the students 

wanted help from the teacher, because they had to pass TOEFL exam in the future. After 

being asked about what the specific problem is, the students answered that they need help 

with speaking and listening. It was a general piece of information. The teacher asked the 

students to set more specific goals. The students passed the exam. The aim of the study was to 

recognize the problematic areas in the language learning process (Clemente & Rubin, 2008 in 

Rubin, 2015, p. 76).  

Another study on goal setting in education was conducted among high school Spanish 

students throughout 5 years. The research group consisted of 1 273 students from 23 schools. 

As a research instrument there was LinguaFolio used. It is a tool of students’ self-assessment 

including goal setting. The results show that there is a statistically significant correlation 

between goal-setting and language achievement. The students were asked to set goals, make 

action plan and reflect on their learning. There was an increase in the skill of reflection, goal-

setting and action plan in grades 1 to 3 and an increase in the skill of reflection between 

grades 3 and 4. A decrease in the goal-setting skill was observed between grades 3 and 4 

(Moeller et. al., 2012, pp. 153-169).  

One of the studies on SMART goals in education was conducted in two elementary 

schools to see how the SMART goals help in teaching and students’ performance. The 

research groups were 5 teams of students of different levels. The results showed that in all 

groups there was seen an increase in the students’ performance. The examination was in: 

writing lower and upper case letters (the kindergarten group), phonemic awareness (1st grade), 

overall performance (especially learners with disabilities; 5th grade, pupil services team 

(learners who were visited by the teachers, and the Art SMART team, classes of drawing) 
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(O’Neill, 2000, p. 50). The results showed that the process goals are the main type of goals in 

the schools, for example implementation of an integrated science/math curriculum for 

freshmen. The process goals are focused on improving the learning performance (O’Neill, 

2000, p. 49). 

Another study on SMART goals in relation to reflection and planning learning was 

conducted by the students from the three universities in the United States. The aim was to 

investigate the students’ perception of the success by SMART goal-setting, reflection and 

planning. The results showed that these metacognitive strategies helped succeeding in 

learning (Poe et. al., 2021). 

Another study in learning goals was conducted in the group of 140 Taiwanese 

university students using English. The research instruments were questionnaires and 

interviews which checked the English language use related to the learning goals. The results 

showed that the students use a variety of compensation, accommodation and cognitive 

strategies and that they are aware of importance of learning English in the Standard form and 

its local variation and learning word use and different accents. The students showed that they 

wanted to learn Standard English before local variation (Luo, 2018, pp. 778-786).  

In the examples shown above we may see the SMART goals being helpful at different 

proficiency levels, from compulsory school to universities with boosting self-efficacy and 

following more autonomous learning (Castrillón et. al.), performance as shown in the school 

environment (O’Neill) and planning and reflection skills (Poe et. al.). Also there is a positive 

correlation between SMART goal-setting and self-assessment (Moeller et. al.) or pointing out 

the problematic area to practice more, for example, poor language skills as shown in 

Clemente & Rubin or Luo. These results also show that using SMART goals works in the 

compulsory education and it significantly enhances not only language skills but also more 

metacognitive skills such as planning, reflecting and self-assessing.  

The SMART goals model show its efficacy in the language education, but the regular 

goal-setting training is also important and vital. Now we will see the examples of studies 

focused on such an activity and its influence on the students’ performance. The instances of 

goal-setting in the groups of teachers and parents would also be presented, because these two 

groups prompt students’ learning immensely. After the presentation of the results we will 

analyze them in the light of this study.  

One of the classical research studies on personal goal setting and students’ beliefs and 

their impact on motivation was conducted in the 1990s where the group of students had the 

goals set by their parents but they (students) also set their own goals before the study. The 
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results showed that students’ self-efficacy affected their goals in the academic (in school) 

achievement and there was a positive correlation between the students’ grades and parents’ 

grade goals (Zimmerman et. al., 1992). Another study which researched goal-setting was that 

conducted in Japanese language courses for two years (college level). There were two parts of 

the study, the first focused more on goal-setting, the second was related more to reflection. 

During the study the students had to set their own goals before the course, and reflect on their 

learning in both of these parts. The results showed that the students were more involved in the 

part of the study which referred to reflection (Kato, 2009). Yet another attempt to research the 

influence of the goal-setting on the learner motivation was conducted in the group of 30 EFL 

students. The results showed that the students benefited from the goal-setting during the 

study, because they sustained effort, attention and persistence and when they encountered 

some difficulties, they were not discouraged easily. Also the goal-setting made their learning 

process more conscious (Klimas, 2011, pp. 171-184). Another study was conducted in the 

group of Taiwanese students to research integrating goal setting and reading strategy 

instruction in the EFL class. It was compared to the traditionally conducted class and analyzed 

to investigate motivation toward reading proficiency and learning English. The results showed 

that goal setting helped reading proficiency and motivation. Also two groups of students were 

observed: dynamic action students (they used concrete learning strategies) and static action 

students (with no use of strategies) (Shih & Reynolds, 2018). The correlation between goal 

setting and the learning strategies was investigated in the group of university students in 

Pakistan. The results showed that the students used more metacognitive than cognitive 

strategies and that there is a correlation between goal setting and the use of strategies (Hassan 

& Aziz, 2018). Another research on goal-setting was conducted in Hong Kong in self-

regulated learning of primary school students. The research group was 690 of 4th graders and 

the aim was to find to what extent some variables have an influence on the achievement in 

English language learning. The results showed that some strategies (goal setting, monitoring) 

are driven by students’ motivational beliefs (mindset) (Bai & Wang, 2020). Also goal setting 

was investigated in the group of 23 students of Japanese university. The aim was to analyze 

the change in motivation in extensive reading through goal setting. The results showed that 

the students who set the goals had a higher level of intrinsic motivation and self-efficacy 

(Mikami, 2020).  

Yet another study was conducted in strategic development in Austrian vocational school 

students of English as a foreign language in the self-regulated environment. The most 

frequent strategies mentioned by the students were: talking like native speaker, practicing 
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English sounds, using gestures, paying attention to someone’s speaking English, trying to find 

out how to improve English, asking for slower pace (Amerstorfer, 2016; 2020, pp. 21-44). 

Another research on goal setting having an effect on achievement in language learning was 

conducted in students of Spanish as a second language. The participants set their goals before 

the study and had to maintain them throughout one semester. The results showed that the 

students who set and made an attempt to achieve the goals had higher proficiency levels at the 

end of the study (Miller, 2020). In one of the studies the model of support of self-directed 

learning (SDL) called goal-oriented active learning (GOAL) was developed. The research was 

focused on the relationship between SDL and reading engagement. The results showed that 

the students with high level of self-directed learning skills were more engaged in extensive 

reading and were more autonomous (Li et. al., 2021). Moreover the group of 120 grade 1 

beginner writing students were examined. They were in three groups: self-regulated strategy 

development (goal-setting), strategy instruction, control group. The students wrote personal 

narrative. The results showed that the groups with goal setting and strategy instruction 

improved in text quality, story, self-regulation (Klein et. al., 2021). To add, a group of 61 879 

students in high schools in Australia (grades 7-10) was observed. The aim was to investigate 

the role of the teacher’s instruction support and its influence on the growth of goal setting. 

The results showed that the instruction helps students develop their goals (Martin et. al., 

2021). An investigation of goal setting skill was conducted in the group of 12 adult basic 

education learners. The instrument implemented was the interview. The aim was to check the 

learning experience of successful adult learners and their use of goal-setting strategies. The 

results showed that the learners used lists, planners, schedules for goal setting (Sobremesana, 

2021).  

As we see the regular goal-setting training helps students improve their performance 

(Shih & Reynolds, Zimmerman et. al.), motivation (Mikami), language skills (Bai & Wang, 

Li et. al., Miller) and also the skills of strategy use (Amerstorfer, Hassan & Aziz, Klein et. al., 

Shih & Reynolds, Sobremesana) and the skill of goal-setting itself as seen in Martin et. al.. 

Moreover, the teachers and parents may benefit from such a training as shown in Martin et. al. 

or Zimmerman et. al.. The correlation between goal-setting and reflection was investigated as 

shown above by Kato. The results show that the skill of goal setting can be learned to some 

extent in the school environment and that the appropriate training prompts doing so. In this 

study, the experimental group will have the basic training of goal-setting before the study by 

instructing what the goal is, what its qualities are and what its purpose is.  
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Goal-setting needs reflection on the course of learning, hence we should also look at the 

students’ reflective skills. We will look at the examples of studies which focused on reflection 

in some types of schooling environment (compulsory school and university) and then we will 

analyze the results as leading to the need of the current study. 

As reflection may be also understood as the metacognitive strategy, there is a vast body 

of research at the variety of proficiency levels. One of the studies was conducted in the group 

of 26 university extramural students in English Studies at the University of Wrocław in terms 

of their pronunciation skill. The results showed that, although there were students who 

disliked reflection during the study (some of them admitted that reflection was conducted too 

frequently or it was disturbing), the majority of participants claimed that such a reflection 

helped them understanding the importance of pronunciation practice, organize learning 

process and understand what skills need to be developed (Baran-Łucarz, 2014, pp. 9-23). The 

influence of the students’ reflection on their learning was conducted during the Teaching and 

Learning Foreign Language project (starting from 2011/2012) in one class of 120 lower 

secondary school students. The learners gave their opinions on their learning English and their 

ideal English classes. The results showed that the students admitted that they would like to 

have more active classes and more interesting teaching. In terms of the ideal teacher, the 

participants claimed that the teacher should be active and knowledgeable (the most frequent 

answers). The ideal learning environment would be working together, of similar proficiency 

level, having a good atmosphere and small groups of students (Ellis, 2014, pp. 25-38). What 

is more, a group of 106 English Philology university students in Poland was examined in 

terms of reflection correlated with beliefs on learning grammar. The results showed that the 

teacher should correct grammar mistakes in speaking and writing (the most frequent answers) 

and during the lessons. The students also admitted that they are used to explicit grammar 

learning, for example, the grammar structure is presented and analyzed by the teacher first, 

however, the majority of respondents claimed that they like to understand the grammar 

structure before practicing (Pawlak et. al., 2014, pp. 77-93). Reflection skill was also the 

interest of the study in the group of 16 1st-year students of English and Russian in terms of 

learning pronunciation in self-study with the use of technology. The results showed that the 

most frequent learning strategies mentioned were repetition after the recording and 

transcription (Wach, 2014, pp. 111-127).  

Since reflection is one of the skills developed during or it should be done before the 

university education (Pawlak et. al., Wach), such a skill should be mandatory as taught from 

the compulsory education level to develop more autonomous learning skills in the future, as 
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showed in Baran-Łucarz. As the aim of the current study is to examine whether the students 

have such a skill of reflection, it adds another voice to the field of studies on making teaching 

and learning English as a foreign language more meaningful.  

Because the use of metacognitive strategies requires some conditions to grow, the 

metacognitive awareness should be taught and researched in order to develop mandatory 

skills of the strategies such as reflection and goal setting. The idea of metacognitive 

awareness shows the importance of being aware of how students think. The concept was 

divided into three types of thinking, i.e. awareness of knowledge, of thinking and of thinking 

strategies. The first type is what the learner knows and what he or she does not know yet. 

Also the learner should know what he or she wants to know. The second type is focused on 

understanding of the tasks and what is required to make them complete. The last type relates 

to the understanding of approaches to learning directly. In this idea the skill of reflection 

occurs in all the types of metacognitive awareness (Flavell, 1979, pp. 906-911).  

Since autonomous learners use metacognitive strategies to be independent, some 

researchers focused on what aspects of learning lead to autonomy. The aspects are 

consciousness and self-awareness (awareness of the self, some scholars think that these two 

are separate) and meta-self-awareness. These ideas come from the model of Levels of 

Consciousness by Zelazo & Sommerville where they divided the human consciousness into 

four stages which are: minimal consciousness (first year of life), recursive consciousness (9-

12 months), self-consciousness (18 months-2 years), meta-self-consciousness (final stage 

where the learner can say that he or she is aware of learning and how to do it) (Zelazo & 

Sommerville, 2001 in Magaldi Garcia, 2010, pp. 78-79).  

One of the studies on metacognitive strategies and academic writing was conducted in 

the group of first-year 15 students of the Faculty of Computed Technologies and Engineering 

at International Black Sea University in Tbilisi, Georgia. The research investigated the 

awareness and use of the metacognitive strategies in academic writing by the students and 

promotion of these strategies by the teachers. The instruments were interviews and 

observations. The results showed that the use of the strategies was intuitive, however, 

awareness of them increased during the course of study. The learners used planning, 

monitoring and assessing in their writing. What also helped improving the quality of writing 

were critical thinking and team work (Goctu, 2017, pp. 87-96).  

Since the metacognitive awareness plays a significant role in the conscious 

metacognitive learning (the use of strategies and their self-evaluation) and it is connected with 
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the assumptions of this study, let us look at the research focused on metacognitive awareness 

and later discuss the results in the light of the current study. 

 

3.3 Metacognitive awareness and reflection 

 

One of the latest case studies on metacognitive awareness was conducted with four 

college students in China for over six-months’ period. The students had to develop their 

listening skills. The aim was to examine how metacognitive- and achievement awareness have 

an effect on the strategies use and extensive listening activities choices in the group of the 

high- and low-achievers in the self-regulated learning environment. Also the planning and 

goal-setting for learning were examined. One of the instruments used was Metacognitive 

Awareness Listening Questionnaire (21 questions about listening comprehension processes 

such as: planning and evaluation, problem-solving, directed attention, person knowledge, 

mental translation). Moreover the Self-Regulated Learning Portfolio was used by the students 

(to record their activities and progress in metacognition and listening skills). Other 

instruments were reflection form (after the case study), interviews and listening tests. The 

results showed that the learners benefited from the study because they improved listening 

performance (high-achievers by almost 20 points and low-achievers by 9 points on a 100-

point scale). Also the high-achievers showed more improvement (than low-achievers) in 

metacognitive awareness and directed attention, problem-solving, planning and evaluation. To 

add, goal-setting was at the higher level in high-achievers who spent more than 120 minutes 

(per week) to prepare for listening in comparison to 34 minutes in low-achievers (Zeng & 

Goh, 2018, pp. 198-205). Metacognitive awareness and the use of learning strategies in the 

context of reading strategies was also investigated through the Metacognitive Awareness of 

Reading Strategies Inventory (MARSI) in the group of 1164 students of the US school. The 

results showed that there is a positive correlation between the grade level and their 

performance in support reading, global reading and problem-solving strategies (Mokhtari et. 

al., 2018, pp. 219-246). Metacognitive strategies use as linked with metacognitive awareness 

were also investigated in the group of 120 Chinese students of English as a foreign language. 

The aim was to analyze the effect of the methods of students’ writing, transfer ability and 

metacognitive awareness (the use of metacognitive strategies). The results showed that the 

group feedback guidance students scored higher than the self-explanation guidance (Teng, 

2020). Yet another attempt was made in the group of 410 international university students in 

Canada. The aim was to investigate the relationship between anxiety and enjoyment and 
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metacognitive awareness in listening comprehension. The results showed that although some 

students were anxious about their learning, there was no inhibition of the use of strategies 

observed. On the other hand, some students were anxious about using learning strategies at all 

(Wang & MacIntyre, 2021, pp. 491-515). Another group of 1200 foreign language university 

students in the USA was examined. The aim was to examine the variables affecting language 

learning strategy choice. The results showed that there is a diversity of variables influencing 

language learning strategy use, for example motivation or years of study. In case of the 

metacognitive strategies the frequency of use, however, was between low to medium and the 

most frequent were general studying with the use of goal-setting and conversational strategies 

(Oxford & Nyikos, 1989, pp. 291-300). Yet another research on metacognitve strategies was 

conducted in the group of 10 young learners with difficulties who used journals to improve 

vocabulary. The results showed that the students improved vocabulary and metacognitve 

awareness (Diaz, 2015).  

As we can see, metacognitive awareness is closely related to the skills of reflection and 

goal-setting, hence planning and evaluating of the learning process (Diaz, Mokhtari et. al., 

Oxford & Nyikos, Wang & MacIntyre, Zeng & Goh). The teachers should guide the students 

how to do it and the results showed that it is possible that the students can do self-reflection at 

school (Teng). The results fit into the line of the current study, because they show that 

reflection and goal setting skills may be teachable to some extent.  

Since the reflection and goal setting are kinds of metacognitive strategies, we should 

analyze the studies related to their use in various learning environments such as school or 

university. After a presentation of the studies let us look at its correlation with the 

assumptions of the current study.  

 

3.4 Metacognitive strategies and reflection 

 

There was a group of 130 3rd year university students of English who received the 

metacognitive strategies training (especially goal setting) in order to see to what extent such 

training would influence reading comprehension which, as following, might enhance the 

students’ vocabulary range. The results showed that the students from the experimental group 

(who set goals) achieved better results in developing reading comprehension skill than the 

students from the control group (Cubukcu, 2008). Another group of EFL listeners was 

examined. The results showed that the students used most frequently the directed attention 

strategy. There were differences between the high and low achievers in the use of 
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metacognitve strategies (directed attention, self-management, planning) (Yang, 2009).  

Another study was conducted in the group of 111 English-major Jordanian students. The aim 

was to investigate the use of the learning strategies and the results showed that metacognitive 

strategies were used most frequently and the higher proficiency level, the more frequent use 

of the metacognitive strategies (Al-Shaboul et. al., 2010). Metacognitive strategies are also 

researched in distance learning. One of the studies was conducted to evaluate e-learning in 

terms of metacognitive strategies use. The instruments were in-depth interview, pilot and 

main study to create the Online Learning Strategies Scale which relates to self-regulation, 

affection and skills (Tsai, 2009). Another study was conducted in the group of 110 

undergraduate university students in Hong Kong. The aim was to compare learning styles and 

strategies used by high and low achievers. The instruments were an analysis of the results of 

the standardized tests taken at the end of the secondary school and an online questionnaire 

about preferences of the learning strategies and the language practice and use. The results 

showed the differences in strategies preferences, language use and learning styles (Wong & 

Nunan, 2011). Another example of the study on the distance learning environment and its 

influence on the metacognitive strategies may be the group of 274 EFL e-learners in Turkey. 

The results showed that the students used metacognitive more than cognitive strategies (Solak 

& Cakir, 2015).  

Another group of 24 young adult students was researched. The aim was to investigate 

the influence of self-assessment on fluency in speaking. The results showed that the students 

improved speaking skills with the self-assessment and strategies (Mican & Medina, 2017). 

Also metacognitive strategies were in interest of the study conducted in the group of 271 

multilingual adult learners. The aim was to investigate the relation between the metacognitive 

strategies and multilingualism. The results showed that the metacognitive strategies were used 

more frequently by the students who spoke more than one foreign language (Dmitrenko, 

2017). The group of 88 Chinese university students of English as a Foreign Language was 

examined. The aim was to investigate the relation between the task-based teaching and the use 

of metacognitive strategies. The results showed that the students improved metacognitive 

strategies use in the tasks related to mastering listening skills (Chou, 2017). Another study on 

metacognitive strategies was conducted in the group of 445 university preparatory school 

students in Turkey. The aim was to check the use and the difference in the use of learning 

strategies by the students. What is more the correlation between the metacognitive strategies 

and the success in learning was investigated. The results showed that the students used 

metacognitive and social strategies most. The positive correlation between metacognitive 
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strategies and achievement was also seen (Oemer & Yesilbursa, 2017). Metacognitive 

strategies were also studied in the relation to the individual learner differences in the group of 

199 university students in Adam Mickiewicz University in Poznań. The results showed that 

there was a correlation between the use of learning strategies and variables such as 

proficiency level and areas of study. Also the strategies varied among males and females. The 

most frequent strategies were metacognitive, cognitive and socio-cultural, respectively 

(Przybył et. al., 2017, pp. 105-118). Also the factors determining students to use particular 

learning strategies were a focus of the study conducted in the group of 722 university students 

in Poland. The results showed that the students with high level of extraversion and openness 

to experience correlated with the use of learning strategies (Przybył, 2017, pp. 89-103). Yet 

another attempt was made to research metacognitive strategies in the group of 20 older adult 

learners (aged 50 to 83) of English as a foreign language and their listening comprehension 

skill. The instruments used were interview and questionnaire with open-ended questions. The 

results showed that listening was the most challenging skill (80% of answers). Also the 

participants did not name any listening strategy and they claimed that they did not practice 

listening outside the classroom (Słowik, 2017, pp. 139-154). One of the latest research studies 

on metacognitive strategies as predictors of language learning success was conducted in the 

group of 269 students of final year of upper-secondary school who took a standardized 

English as a foreign language test. The results showed that the metacognitive strategies had an 

indirect effect and cognitive strategies a direct effect on language success (Saks & Leijen, 

2018).  

Another group of 868 lower secondary Hungarian students (Years 5-8) was researched. 

The aim of the study was to examine the connection between the use of the language learning 

strategies and foreign language achievement, attitude and proficiency. The instrument was an 

adapted the Strategies Inventory for Language Learning questionnaire to determine what 

strategies are used by the respondents. The results showed that the majority of all students use 

more metacognitive strategies, however the highest level of use of them was observed in Year 

8. The metacognitve strategies also had an influence on the grades (Habók & Magyar, 2018).  

The influence of the metacognitive strategies use and speaking skills was the interest of the 

study conducted in the group of 5 advanced level learners of French in a secondary school in 

England. The study was conducted as an Action Research, because the group of students had 

only problems with this skill and the teacher decided to deal with the problematic area. The 

results showed that the use of metacognitive strategies had a positive correlation with the 

speaking skill improvement (Forbes & Fisher, 2018). Yet another group was that of 10 
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university students majoring in English and the correlation between the use of speaking 

strategies and the communicative goal. The results showed that the students used mainly 

metacognitive strategies to accomplish the tasks. Not only did they set goals (in the planning 

phase) but also they monitored the process (Pawlak, 2018b, pp. 269-291). The metacognitive 

strategies use as related to second- and third language learning was examined in the group of 

107 Polish university students majoring in English. The results showed that the students used 

more language learning strategies for L2 than L3 out of which metacognitive were the most 

frequent (Pawlak & Kiermasz, 2018, pp. 427-443). Another group consisted of 106 EFL 

university students of English. The use of the grammar learning strategies was measured by 

Grammar Learning Strategy Inventory (GLSI). The results showed that the metacognitive 

strategies are used by the students most frequently (Pawlak, 2018a, pp. 351-379). The 

influence of the metacognitive strategies use and understanding reading texts was examined in 

the group of Senior High School students in Banda Aceh, Indonesia. The study showed that 

the students are moderately aware of the strategies, however high performance students used 

more strategies during reading (Aziz et. al., 2019).  

Yet another research on metacognitive strategies was conducted in the group of 643 

students who took part in the so-called massive open online courses (MOOC) using the 

Online Self-Regulated Learning Questionnaire (OSLQ). The aim was to investigate the 

differences in the use of self-regulated learning in the students. The results showed that the 

students should use SRL in the online courses to succeed in learning (Handoko et. al., 2019). 

Another group was that of South African university students. The aim was to check the 

learning process of Spanish as a foreign language. The results showed that the students used 

metacognitive and compensation strategies most. The positive correlation between the use of 

metacognitive strategies and final grades was observed (Perea, 2019).  

Another study on metacognitive strategies was conducted in the group of students of 

Senior High School. The aim was to investigate the relation between the reading 

comprehension and the use of metacognitive strategies. The results showed that the strategies 

have a positive correlation with the reading comprehension (Muhid et. al., 2020).  

Yet another research on metacognitive strategies and reading comprehension was 

conducted in a group of introverted students. The instrument used was the interview. The 

results showed that the students used planning, monitoring and evaluating strategies in 

reading comprehension. The students also used reflection on their reading (Aisah & 

Nurjamin, 2020). 
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The phenomenon of metacognitive strategies was researched in the group of 120 Iranian 

EFL learners. The aim was to investigate the relation between language learning strategies 

and success in language skills. The results showed that the low achievers used more 

metacognitive strategies than high achievers (Taheri et. al., 2020).  

Yet another research on language learning strategies use was conducted in the group of 

646 secondary school students in Hong Kong where they completed questionnaires about 

their metalinguistic knowledge of vocabulary and grammar learning in the context of listening 

to what the teacher says. They also took tests. The results showed that the students with lower 

linguistic knowledge used more translation strategies in comparison to the learners with 

higher linguistic knowledge who used additional strategies (Fung & Macaro, 2021).  

One of the latest research on metacognitive strategies was conducted in the group of 590 

Chinese university students who took surveys and an English language test. The results 

showed that the metacognitive strategies and motivation helped succeed in language learning 

(Teng et. al., 2021).  

Another research was conducted in the group of 525 undergraduate Chinese university 

students with technology assisted self-regulated learning (SRL). The aim was to investigate 

whether technology-based SRL strategies helped self-efficacy, English enjoyment and 

learning outcomes. The results showed that strategies have a positive correlation with learning 

outcomes (An et .al., 2021).  

The investigation of the metacognitive strategies was conducted in the group of 147 

EFL high school students in Vietnam who answered the questionnaire and 40 students who 

took part in semi-structured interviews. The aim was to investigate the EFL students’ use of 

SRL in project-based learning (PBL). The results showed that the students used SRL 

strategies in project learning (Tran et. al., 2021).  

Another study on the metacognitive approach to teaching was conducted in the group of 

216 teachers in Madrid. The instruments were questionnaires. The results showed that the 

lesson planning and the use of strategies are important elements of the metacognitive learning 

and teaching (Arigita-Garcia et. al., 2021). 

Yet another research on metacognitive strategies was conducted in the group of 414 

university students in Istambul. The aim was to investigate the correlation between academic 

achievement and critical thinking, organization, elaboration and rehearsal strategies. The 

instrument was the questionnaire. The results showed that organization and critical thinking 

strategies were significant for academic achievement (Akpur, 2021).  
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The attempt to study metacognitive strategies was made in the group of undergraduates 

students of Spanish. The aim was to check the change in the use of language learning 

strategies over time. The results showed that the students used metacognitive strategies at the 

beginning of the studying (1st year), social strategies (2nd year) and cognitive strategies (3rd 

year) (Perea, 2021).  

Another study on metacognitive strategies was conducted in the group of 50 students of 

English as a foreign language. The aim was to investigate the relation between the 

metacognitive strategies and writing skill in blended learning. The results showed that the 

students with metacognitive strategies improved the skill of writing (Alfaifi, 2021).  

Another study on metacognitive strategies was conducted in the group of the students 

who received the collaborative writing training and they had to use this knowledge to produce 

drafted essays from the metacognitive perspective (planning, monitoring and evaluating 

writing). The results showed that the students with collaborative writing knowledge 

outperformed the group without training and they scored higher in complexity, quality and 

fluency of the essays. (Chen & Ren, 2021).  

Yet another study on metacognitive strategies was conducted in two groups (669 and 

239) of secondary school EFL students in China. The aim was to investigate the use of self-

regulatory writing strategies. The results showed that the learners at higher grade levels and 

females use more writing strategies than, respectively, lower grade learners and males. There 

were 6 factors having an effect on the writing performance investigated: planning, 

monitoring, evaluating, control of emotions, metacognitive judgement, memorization (Teng 

et. al., 2022).  

As we can see there is vast body of research on metacognitive strategies which prompts 

reflection (as in Al-Shaboul et. al., Arigita-Garcia, Aziz et. al., Cubukcu, Forbes & Fisher, 

Habók & Magyar, Muhid et. al., Oemer & Yesilbursa, Pawlak, Pawlak & Kiermasz, Perea, 

Przybył, Przybył et. al., Saks & Leijen, Słowik, Teng et. al., Wong & Nunan). Some studies 

dealt with the issue of distance learning (Solak & Caik, Tsai) or blended learning (Alfaifi). 

The results showed that in both teacher-based learning (Chou) and learner-centered learning 

environment, like in project-based (Tran et. al.), the unchangeable elements of the 

metacognitive learning are planning, monitoring, evaluating (as well as self-management) and 

reflecting of the learning and teaching process (Aisah & Nurjamin, Akpur, An et. al., Chen & 

Ren, Dmitrenko, Goctu, Handoko et. al., Mican & Medina, Pawlak, Teng et. al., Tsai, Yang). 

There was also an example of the cognitive strategy (translation) being used more frequently 

than the metacognitive ones (Fung & Macaro) however, the vast majority of instances proven 
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the metacognitive strategies, i.e. reflecting and goal-setting have a positive influence on the 

meaningful learning.  

 

3.5 Autonomy related to reflection in language learning and teaching 

 

Autonomy in language learning may be understood as taking control of one’s learning by 

planning, material selection, monitoring process of learning, self-assessment (Holec, 1981 in 

Benson, 2006, p. 22). The school as the institution should prepare the learners to be more 

autonomous, however, the full autonomy may not be achieved in the instructed environment 

(Macaro 1997 in Benson, 2006, p. 23). There is a distinction between weak and strong 

pedagogies in terms of autonomy. Weak versions claim that the students do not have 

autonomy as a skill and the strong versions show that the learners have some degree of 

autonomy before the education starts (Smith, 2003 in Benson, 2006, p. 24). Some of the 

examples of autonomous styles of learning and teaching are distance learning, study abroad, 

tandem learning (two people learn each other’s languages) and out-of-class learning 

(homework) (Hurd, Beaven & Ortega, 2001 in Benson, 2006, p. 26). Autonomy in the 

classroom may be trained by the choice of activities, when the students on their own choose 

the activities or tasks to do (Sinclair, 1999; Little, 2002; 2003; 2005; Lynch, 2001 in Benson, 

2006, p. 27).  

One of the latest frameworks on autonomy showed this phenomenon in the form of a 

cycle for both teachers and students depending on the direction of learning, teacher- or 

student-centered. The overall model contains ongoing reflection, motivation and interaction. 

The first stage of the model is goal setting and then the next stages appear one after another 

and the last one leads to setting goals again, hence they work as a cycle. The stages are: 

planning and learning, selecting resources, selecting strategies, practicing, monitoring the 

process, assessing and revising, identifying learners’ needs (Reinders, 2010, p. 51). The 

teacher-centered classroom model has goals and resources determined from above 

(curriculum), so the students do not have much flexibility in terms of, for example, goal-

setting or resources choice. However in the student-centered model, the learners are more 

flexible, because they do planning, setting goals, selecting resources, reflecting, assessing, 

identifying their needs on their own (Reinders, 2010, pp. 40-55).  

There is a vast body of research on learner autonomy related to critical thinking or 

reflection on the learning process, since the skill is a part of autonomous behaviour. We will 



58 
 

look at the examples of studies focusing on linking learner autonomy and reflective thinking 

with language success. 

One of the studies on the learners’ autonomy was conducted in the group of distance 

adult learners of French, Spanish and German at the Open University in the United Kingdom. 

The results showed not only the automatization of the reflection skill in the group of students, 

but also the use of metacognitive strategies and decision-making skill (Murphy, 2008, pp. 83-

102).  

Another study on the students’ autonomy was conducted in the group of 40 EFL pre-

service teachers in the wiki-based (online) collaborative learning where the participants had to 

produce a written text (wiki). The cooperation as well as individual learning behaviour of the 

students were investigated. The results showed that the online collaborative learning enhanced 

the students’ language use and interaction (Kessler & Bikowski, 2010, pp. 41-58).  

Learner autonomy was also analyzed in terms of selection of learning resources in the 

group of 116 adolescent EFL learners. The results showed that the participants used mainly 

obligatory resources (such as workbooks) and they did not use extra resources such as 

bilingual dictionaries, however, one group (out of four in total) used some other resources 

during the work on the project (Czura, 2012, pp. 251-265).  

Yet another study was conducted in the group 37 strategy-based instruction with 

Vietnamese students in an experimental group and 54 students in two control groups. The 

results showed that the students from the experimental group enhanced the metacognitive 

strategies of planning (the most frequent) monitoring and evaluating the writing task (Nguyen 

& Gu, 2013, pp. 9-30). 

Learners’ autonomy was also investigated in the study of the junior high school teachers’ 

beliefs in China. The results showed that the examined teachers’ were mainly in favour of the 

constructivism beliefs, hence the curriculum reform and the more independent students 

(Zhang & Liu, 2013, pp. 187-204).  

Moreover, the research on the use of learning strategies and its correlation with learner 

autonomy was conducted in the group of 150 Taiwanese university students. The results 

showed the positive correlation between strategy use and proficiency. Also the learner 

autonomy is highly correlated with the cognitive and metacognitive strategies (Liu, 2015, pp. 

21-35).   

Yet another attempt to study learner autonomy as understood from the self-determination 

theory perspective was made in the group of 65 EFL Chinese post-graduates majoring in 

engineering. The teachers tried to implement the metacognitive strategies training. The results 
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showed that at the beginning of the study the students used more cognitive strategies, 

however, in the course of the study the participants also started to use metacognitive 

strategies. The study also showed that the respondents improved their autonomy level (Hu & 

Zhang, 2017, pp. 147-157).  

Another research on learner autonomy and teacher and student responsibility for learning 

as influenced by motivation was conducted in the group of 144 EFL university students. The 

results showed that the highly motivated students had higher rating of decision-making, 

however, they did not share their responsibilities with teachers. On the other hand, language 

ability or motivation was not correlated with the students’ perceptions of learner or teacher 

responsibilities (Okay & Balcikanli, 2017, pp. 1-12).  

Learner autonomy was also recently studies in the group of 55 six-grade students using a 

digital storytelling task to investigate the enhancement of learner autonomy. Among this 

group, 27 students worked collaboratively and 28 participants individually. The results 

showed that the collaboratively-working students outperformed these who worked 

individually (Liu, et. al., 2018, pp. 1009-1028).  

Yet another study on the learner autonomy and the influence of the multimedia tools was 

conducted in two groups of 27 and 26 EFL students. The results showed that the students 

using multimedia learning system (MMLS) performed better and these working 

collaboratively outperformed individually-working learners (Shadiev et. al., 2018, pp. 893-

912).  

One of the studies on the students’ autonomy perceived through the teachers’ beliefs was 

conducted in the group of 359 university teachers of English Preparatory Year Programme 

(PYP) in Saudi Arabia. The results showed that the teachers admitted that autonomy should 

be a goal of the education and it has a positive influence on the learners’ motivation both 

individually and collaboratively. The students with low English proficiency were skeptical 

about promotion of autonomy (Borg & Alshumaimeri, 2019, pp. 9-38). 

Another study was conducted in the teachers’ perception of the 88 EFL Turkish 

university students’ autonomy. The results showed that the majority of the students could be 

considered autonomous, however, some of them should be yet guided by the teachers (Cakici, 

2019, pp. 89-99).  

The perception of the learners’ autonomy was researched in university teachers and 

students. The results showed that the most important factors which inhibit learners’ autonomy 

were teacher’s and learner’s background, the teachers’ attitudes of fully controlled classes, 
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limits of the teacher’s autonomy, mismatched expectations of both learners and teachers and 

large classes (Basri, 2020, pp. 1-16).  

Another research on students’ autonomy was conducted in the group of 25 participants 

who worked in Moodle forum by using presentation tools in Moodle forum. The results 

showed that the Moodle-based tasks prompted students’ planning, carrying out and evaluating 

their learning (Pasaribu, 2020, pp. 21-41). 

Yet another study on the learner autonomy was recently conducted in the group of 400 

Thai EFL students in Bangkok (200 high school, 100 international school, 100 public school 

students). The results showed that the public school students used more learning strategies as 

compared to the students from the international schools. Additionally, the international school 

students used more cognitive strategies (Iamudom & Tangkiengsirisin, 2020, pp. 199-212).  

Another research on the influence of the multimedia tools (YouTube online English 

resources) on the learner autonomy in terms of the skill of writing was conducted in 14 Iraqi 

school students during the 5-months period. The results showed that the higher autonomy 

level was observed in the students who used online resources than these offline and online 

students performed better in the writing tasks (Alobaid, 2020, pp. 1-30).  

Learner autonomy was also researched in Thai secondary school students who had to 

keep journals about their learning process. The results showed that the journal writing 

prompts metacognitive awareness and learner autonomy (the direction of learning) 

(Chinpakdee, 2021).  

Another study on autonomy from the teacher’s perspective was conducted in the group of 

teachers who moved from the stationary to online teaching. The research material was 

collected by online questionnaires and 79 respondents from 22 countries took part in the 

research. The results showed that moving to online classes enhanced teachers’ and students’ 

autonomy (Ludwig & Tassinari, 2021, pp. 1-18).   

Another attempt was made to research learner autonomy in the group of 30 parents of 

primary EFL school students in China in terms of the parental support in online learning. The 

results showed that the parents prompted learning strategies use to their children and they 

served as bridging the interaction of teachers and students (Tao & Xu, 2022).  

Self-directed and collaborative learning with the use of technology was also examined in 

the group of 500 secondary school students. The results showed that the it is advisable to start 

with teaching learners without multimedia and then engage them in the technological tools 

use (Lee et. al., 2014, pp. 425-437).  
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Similar to the previously mentioned, the study on the correlation between learner 

autonomy and collaborative learning with the use of technology was conducted in the group 

of 408 EFL students. The results showed that the experimental group (who used technology 

tools as tablets, online boards) had more positive attitudes toward self-directed and 

multimedia learning than the control group (Choy & Cheung, 2022).  

Learner autonomy as correlated with anxiety was also investigated in the group of 94 

Iranian EFL students of the flipped classroom (the responsibility of learning is on the part of 

students more) at all proficiency levels: elementary, intermediate, advanced. The results 

showed that the flipped classroom had a long-lasting significant influence on the learner 

autonomy at all the proficiency levels (Parvaneh et. al., 2022, pp. 77-88).  

Recently there was a study on the university students’ autonomy and autonomous 

behaviour in the online learning environment (via Zoom). The participants were Spanish 

university students in the United States. The results showed that the online environment 

prompted cooperation and self-paced and self-controlled learning, however, the autonomous 

behaviour should be taught explicitly, i.e. the teacher should explain what the learner 

autonomy is and what activities should be done in order to achieve it (Ruiz-Alonso-Bartol et. 

al., 2022).   

Self-directed and autonomous learning was also recently examined in the group of 55 

high school EFL students. The students used both paper (control group) and mobile 

application flashcards (experimental group) to learn vocabulary. The students using mobile 

flashcards performed better than these using paper resources (Xodabande et. al., 2022, pp. 93-

111).  

As we observed, the critical, reflective thinking as used in the implementation of the 

autonomous learning, prompts learning success at different learning environments, stationary 

and online (Alobaid, Czura, Kessler & Bikowski, Lenkaitis, Ludwig & Tasarini, Nguyen & 

Gu, Pasaribu, Ruiz-Alonso-Bartol et. al., Shadiev et. al.) and different schooling levels (Choy 

& Cheung, Hu & Zhang, Lee et. al., Murphy, Parvaneh et.al., Xodabande et. al.). The 

influence of the parental support on the learner’s autonomy was also studied and the results 

confirmed the benefits for the students’ autonomy development (Tao & Xu). Since some 

studies were interested in the teachers’ autonomy and its influence on the students’ language 

development (Basri, Borg & Alshumaimeri, Cakiri, Ludwig & Tassinari, Zhang & Liu), it 

gave an insight into what can be yet done to upgrade the linking reflection skills taught in 

order to develop learners’ autonomy, because the students need the teachers’ guidance 

(Cakiri). As we can see, some research deals with the link of autonomy and learning strategies 
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such as reflection and the results showed that there is a positive correlation between the use of 

such strategies and the development of learner autonomy (Chinpakdee, Hu & Zhang, 

Iamudom & Tangkiengsirisin, Liu, Okay & Balcikanli). To link these results with the current 

study, we should make an attempt to enhance the students’ autonomy from the compulsory 

education level by training them in the reflection skill which is a part of the fully autonomous 

behaviour. Also the experience of the use of technology as correlated with reflection on the 

learning process should be done, because there are many exercises (especially those which 

master writing and listening) which can be done exclusively outside the classroom.  

 

3.6 Learner differences related to reflection in language learning and teaching 

 

We should study learner differences as related to the skill of reflection in language 

learning and teaching, because it will give the image of more autonomous learning process as 

individual learner differences are the complex phenomena, they influence learning in different 

ways. Although student understands his or her learning process as well as reflection and goal-

setting differently and approaches these strategies differently, some individual learner 

differences may be researched in groups of learners, because, as shown below, here are some 

tendencies in the correlation between individual differences and the strategy use. That is why 

to better understand the learning process and success of the student we should analyze the 

learner differences in the context of reflection and goal setting. There are many taxonomies of 

individual learner differences which influence language learning and teaching and we will 

look at them in relation to reflection and goal-setting and in the light of the current study. 

  

3.7 Intelligence and reflection 

 

The first one, intelligence, seems to be the most problematic for the researchers, because 

there is no exhausting definition of it. One of them is that the intelligence is the ability (or 

general “g” factor) to master some (academic) skills. Some scholars claimed that the 

intelligence is associated with language and mathematical or performance skills as related to 

the IQ tests based on the metalinguistic knowledge (Brown, 2000; Ellis, 1985; Lightbown & 

Spada, 2006; Williams & Burden, 1997 in Olejarczuk, 2015, p. 10). At the beginning of the 

20th century there was a trend of IQ testing and intelligence was seen as influencing language 

learning, however, there was no correlation between intelligence and communication skills. 

On the other hand, there was some relationship between intelligence and writing and reading, 
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the so-called academic language skills (Genesee, 1976 in Olejarczuk, 2015, p. 11). Cummins 

divided the skills into CALP (cognitive/academic language proficiency) and BICS (basic 

interpersonal communication skills). Intelligence was correlated with CALP, because of the 

IQ tests which were based mainly on logical deduction (Cummins, 1980 in Olejarczuk, 2015, 

p. 11).  

One of the examples of studies on the relation among reflection and language anxiety 

and intelligence was conducted in the group the foreign language learners between 19-22 

years old, who weekly filled the questionnaires about their learning process in terms of their 

learning satisfaction, problems and performance. Also the respondents were interviewed in 

the context of their learning preferences. The results showed that the intrapersonal intelligence 

was positively correlated with reflection skills (Perez & Ruz, 2014, pp. 142-150). 

Another study was conducted in the group of 150 Iranian English as a Foreign 

Language university students. The respondents filled the reflective thinking questionnaire, 

RTQ, the emotional intelligence questionnaire. Also they were interviewed. The results of 

these measurements were compared to the IELTS speaking skills test. The overall results 

showed that there was a positive correlation between emotional intelligence and reflecting 

skills, which also correlated positively with speaking skills (Afshar & Rahimi, 2016, pp. 97-

111).  

One of the latest examples of studies about language intelligence and reflection was a 

case study conducted in the undergraduates EFL Iranian university students. The results 

showed that there was a correlation between the language intelligence and reflecting on the 

language itself (Erlina et. al., 2019, pp. 2143-2155).  

 

3.8 Aptitude and reflection 

 

Another individual learner difference is aptitude which may be understood as the gift 

for languages (Cohen, 2010; Dörnyei, 2005; Lightbown & Spada, 2006; Ranta, 2002 in 

Olejarczuk, 2015, p. 14). The concept should be studied in relation to the skill of reflection in 

order to make the language learning process more understandable, because if we identify the 

talent for language and its elements, for example, the skill of remembering vocabulary items 

quickly, it will be easier to select more student-centered tasks and excercises. One of the 

questions about the aptitude related to language learning and teaching was about the 

possibility of training it and measuring it by the tests (Dörnyei & Skehan, 2003; Stern, 1994 

in Olejarczuk, 2015, p. 15). Researchers invented the instruments for diagnosing the 
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prediction of language success such as Modern Language Aptitude Test (MLAT) and Pimsleur 

Language Aptitude Battery (PLAB/LAB) (Carroll & Sapon, 1959; Pimsleur, 1966 in 

Olejarczuk, 2015, p. 15). For Carroll the aptitude has four elements: phonetic coding ability 

(identification of sounds, associating sounds and symbols), grammatical sensitivity 

(recognition of word functions in the sentences), rote learning ability (remembering the 

material), inductive language learning ability (inferring rules from new material) (Carroll, 

1965 in Olejarczuk, 2015, p. 17). The aptitude for Pimsleur is understood as verbal 

intelligence (analysis of language), motivation, auditory ability (sound hearing, analyzing, 

reproducing) (Pimsleur, 1966; 1968 in Olejarczuk, 2015, p. 17). More and more researchers 

questioned these tests and new trends were set, for example by Skehan who divided aptitude 

into different parts such as noticing, pattern identification, extending, complexifying, 

integrating, avoiding errors, creating a repertoire, automatizing, lexicalizing (Skehan, 2002 

in Olejarczuk, 2015, p. 19). There are new models of aptitude presented by Robinson who 

thinks that there are optimal combinations of variables of aptitude which are suitable for 

language learning, for example, learning style and motivation (Robinson, 2012, 2013 in 

Olejarczuk, 2015, p. 20).  

There are studies which show the positive relation between aptitude and reflection 

skills, for example, the study of the students from different faculties and the results showed 

that the reflexivity skill was higher in the technology and science students than in the 

humanities students (Perkowska-Klejman, 2014, pp. 69-84).  

The relationship between aptitude and reflection was also found during the study in the 

group of 65 11th grade students in French immersion program. The correlation was seen in the 

adolescent group of respondents (Harley & Hart, 1991, pp. 379-400). 

On the other hand, there are the examples of studies which do not show any positive 

correlation between aptitude and reflecting skills, as in the group of elementary teacher 

trainees who were examined. However, the training could have had a positive correlation with 

a delayed effect, after the study (Kumari & Naik, 2015, pp. 11-23). Another example of 

research where no major relation was found was conducted in the group of Polish students of 

different faculties who used the so-called Questionnaire to measure the Level of Reflexive 

Thinking (QRT) (Odrowąż-Coates & Perkowska-Klejman, 2017, pp. 97-106).  

To comment on the results we should research the correlation between aptitude and 

reflection skills, because it may help us better understand the variables which have an 

influence on language learning success.  
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3.9 Learning style and reflection 

 

The learning style is important for understanding the skill of reflection, because in the 

modern teaching and learning philosophy and methodology each student should be treated 

differently and the learning style is one of such variables. Later we will discuss the relevance 

of the results for the current study.  

Another individual learner difference is the so-called cognitive or learning style which 

is used by researchers interchangeably. Other variables which may influence learning style are 

personality types, modality sensory preference, thinking style, teaching style (Ehrman et al., 

2003; Zhang et al., 2012 in Olejarczuk, 2015, p. 26). The definitions of the terms cognitive 

and learning styles are ways of thinking, processing the material and solving the problems 

(Ellis, 1994 in Olejarczuk, 2015, p. 26). One of the models of learning styles is that of Kolb 

where the styles are divided by the dominant abilities. The first ability is diverging (reflective 

and concrete) where the students analyze the situation from many different points of view, are 

better at brainstorming, are emotional and imaginative, prefer group work, have broad 

interests. The second type is assimilating (reflective and abstract). The students are interested 

in the abstract, prefer analysis, lectures and reading and put the parts of information into 

logical order. Another style is converging (active and abstract) where the students put theory 

into practice, prefer technical tasks and experiments. The last style is accommodating (active 

and concrete). The students prefer challenging themselves and working with other students to 

test approaches (Kolb & Kolb, 2005 in Olejarczuk, 2015, p. 28).  

Another approach to learning styles is proposed by Oxford (2003). The first type is the 

analytic-global aspect. The students who are analytic are reflective and avoid communication. 

The global students do not like to analyze and they prefer communication. Another aspect is 

the sensory preferences: visual (the students like visual stimuli), auditory (the students like 

listening), hands-on (the students like movement) (Reid, 1987). Other types are 

intuitive/random (abstract) and sensory/sequential learning (step by step). The last type is 

orientation to close or openness (hard-working, organized or less organized (Oxford, 1992 in 

Olejarczuk, 2015, p. 29; (Oxford & Shearin, 1994).  

Another approach is called Ehrman-Leaver Construct (E&L) from the names of its 

creators. There are 10 subscales of learning styles. The first one is the combination of field 

independent-field sensitive styles. The field-sensitive learners look at the whole learning 

environment to learn the language, on the other hand, the field-insensitive learners focus on 

the particular language element. The second distinction is between non-linear (random) and 
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linear (sequential) style. The non-linear students tolerate ambiguity. The linear students like 

step-by-step learning. The third distinction is between global and particular and it is similar 

to field dependency-field sensitivity (global learners prefer whole environment, particular 

ones like items). The next division is inductive-deductive where the inductive students analyze 

the facts, state and test their hypotheses and deductive students study the rules and then apply 

them. The synthetic students build the knowledge from smaller parts and analytic students 

start from the bigger material and later analyze the smaller pieces. Other styles are analogue 

(the students like metaphors and parables to learn) and digital (only what they can see and 

hear). Similar to synthetic-analytic and analogue-digital are the concrete-abstract styles. The 

concrete students prefer learning the language to use it in the future in the real life and 

abstract students like abstract topics such as art and they like to learn through reflection and 

the contact with other people. The leveling students prefer over-generalization and past 

memories and sharpening ones like present experience. The last pair is impulsive-reflective 

where the impulsive students answer the questions fast and they are not afraid of making 

mistakes and reflective students like to have time to answer (Ehrman, 1996; Ehrman & 

Leaver, 2003; Willing, 1987 in Olejarczuk, 2015, pp. 30-31). 

Another model was presented by Kolb and Fry. They showed the sequence of learning 

in which there were four elements: concrete experience (CE), reflective observation (RO), 

abstract conceptualization (AC) and active experimentation (AE) (Kolb & Fry in Hawk & 

Shah, 2007). These elements are connected with the students’ learning styles:  accommodator, 

assimilator, converger and diverger (Kolb, 1976; Kolb, 1984 in Reid, 1987, p. 89). The 

accommodators tend to focus more on concrete experience and active experimentation. They 

take risk and perform well under the pressure of the task. They also use intuition to solve 

problems, hence they feel and then do (Barnes et. al., 2004; Kolb, 1976; Kolb, 1984 in Reid, 

1987, p. 89). The assimilators prefer abstract conceptualization and reflective observation. 

They reason inductively, create theoretical models and define problems, so they think and 

watch (Barnes et. al., 2004; Kolb, 1976; Kolb, 1984 in Reid, 1987, p. 89). The convergers 

tend to use abstract conceptualization and active experimentation. They think and do, because 

they are very good at inductive problem-solving and reasoning. They are practical in ideas-

applying and they have focused interests (Barnes et. al., 2004; Kolb, 1976; Kolb, 1984 in 

Reid, 1987, p. 89). The divergers are focused on reflective observation and concrete 

experience. They are imaginative. They can analyze scenarios from many viewpoints and 

their interests are broad. They feel and then watch (Barnes et. al., 2004; Kolb, 1976; Kolb, 

1984 in Reid, 1987, p. 89). The preferable activities for concrete experience are problem sets, 
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supplemental readings, lecture samples, videos, laboratories, simulations, observations, 

fieldworks. The activities for reflective observation are reflective questions, brainstorming, 

discussions, e-portfolios, blogs. The abstract conceptualization needs lectures, textbook 

readings, analogies, papers, model building, projects, model critiques. The activities for active 

experimentation are lectures, projects, case studies, laboratories, fieldwork (Kolb, 1984; 

Svinicki & Dixon, 1987).  

In order to make learning process more understandable, the students have to be in 

charge of their learning, hence self-regulation should appear. The learning style or attributive 

style may be also taught as a tool for self-regulation. If the student learns consciously it may 

lead to reflection which may lead to autonomy or at least prompts building autonomous 

behaviour. The student who is autonomous chooses what to study and how to study 

(strategies) and he or she knows how to control emotions (Benson, 2006, pp. 21-40; Gao & 

Lamb, 2011, pp. 1-8; Studenska, 2011 in Michońska-Stadnik, 2013, p. 138). Autonomy 

should develop from the very young age by choices in the environment prepared by parents. 

The emotional development has stages and the research shows that the first autonomous 

behaviour should be prompted at the age of 3. According to Erikson, the young age is crucial 

for the overall development (Erikson, 1968 in Michońska-Stadnik, 2013, p. 132; Spock & 

Rothenberg, 1991; Vygotsky, 1978). In school, the introduction of autonomy has to have three 

stages: developing consciousness of autonomy, changing the attitudes and changing the roles. 

The student should first discover his or her strengths and weaknesses (one’s own learning 

styles and strategies and what is the actual language knowledge). Then the student should start 

developing autonomy, but at the first stages, the teacher should be present to help and monitor 

the behaviour. It should help students to see what they can do on their own, for example 

exchange experience and formulate opinions. The students should correct their mistakes. At 

this stage the use of communicative strategies and cooperation in group should be developed. 

At the last stage, the student should change roles with teachers and, for example choose 

homework or activities to do during classes or peer test correction. All the stages require trust, 

empathy and friendly atmosphere (Scharle & Szabó, 2000). One of the consequences of 

autonomous learning is the change of the teachers’ roles. Because the learning materials are 

prepared and presented by the teacher, he or she should be a guide who facilitates learning 

(Esch, 1997 in Michońska-Stadnik, 2013, p. 134). Autonomy grows with age, the older 

learners are more likely to participate in autonomous activities (Studenska, 2011 in 

Michońska-Stadnik, 2013, p. 136). 
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Another research had shown that the learners (U.S. school children) were divided into 

four styles of learning: visual, auditory, kinesthetic and tactile (Dunn, 1983; 1984; Reinert, 

1976 in Reid, 1987, p. 89). The visual learners’ study is more focused on reading and 

watching. The auditory learners listen to lectures, the kinesthetic learners may learn by doing 

something (e.g. dancing), the tactile learners are focused on doing experiments (Dunn, 1983; 

1984; Reinert, 1976 in Reid, 1987, p. 89). The research by Domino had shown that the 

postsecondary students who were taught in their preferable styles scored higher than those 

who were taught in other styles (Domino, 1979 in Reid, 1987, p. 90).  

One example of the research on modality preferences was a review of the group of 22 

studies on teaching disabled students and the results showed that the teacher should use many 

different teaching styles for the students to understand the message. The results showed also 

that presenting how to do some action is more effective than telling what to do (Kampwirth & 

Bates, 1980, pp. 597-605).  

Another research was conducted in the group of 147 adult immigrant learners of English 

as a second language. The aim was to investigate the relation between modality preferences 

and language learning strategies. The results showed that there was a correlation between 

learning style preferences and the learner’s background, the strongest of all, the native 

language. Also the most frequent relation was with the tactile and kinesthetic preferences. 

(Rossi-Le, 1989, pp. 38-75).  

Modality preference was also examined in the group of 230 university English as a 

foreign language students in Cukurova University, Turkey. Additionally, 23 teachers from the 

same department were asked to express their opinions about their students’ learning 

preferences. The results showed that some students wanted to have more activities outside the 

classroom. Also they want to have both receptive and productive skills activities, not the 

majority of receptive ones. The students preferred linking old with new and guessing from the 

context in terms of learning vocabulary. Also error correction by the other student is not 

perceived as negative for students (Bada & Okan, 2000, pp. 1-23).  

Another study was conducted in the group of 192 Iranian major undergraduates to 

examine their learning preferences. The results showed that the students had a variety of 

preferences regarding motivation and language skill being the most important aspects for task 

preparation (Noora, 2008, pp. 33-44).  

Yet another study was conducted in the group of 390 Taiwanese English as a foreign 

language students. The aim was to examine the relation between the modality preferences and 

language learning strategies. The results showed that there were correlations between the 
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grade level and kinesthetic, tactile and individual learning preferences, respectively. Also 

there were relationships between the grade level and the use of memory, cognitive, 

metacognitive, affective and social strategies, respectively (Chen, 2009, pp. 304-308).  

Individual learner differences were also researched in the group of 10 Polish EFL lower 

secondary learners in the rural school. The study was conducted within the longitudinal 

project, Teaching and Learning Foreign Languages. The results showed that many factors 

affected the participants’ learning process and the students’ use of learning strategies (for 

example, learning vocabulary) (Ellis, 2017, pp. 61-77).  

Yet another attempt to research individual learner differences was made in the study of 

238 junior high school students who continued learning English and started learning French. 

The participants had to point out in what contexts they use English and French. The majority 

of answers showed that English is used in more contexts such as watching films/series, 

reading books, using computers, future job and the most frequent answer in terms of the use 

of French was talking to the foreigners. As for the methods and strategies of learning a foreign 

language (French), the respondents admitted the use of cognitive learning strategies most 

frequently such as translation, noting down the lyrics or the vocabulary or re-listening the 

recording used during the classes (Kucharczyk, 2017, pp. 43-59).  

Another research on modality preferences and its influence on L2 listening outcomes 

was conducted in the group of 60 learners. The results showed that although cognitive 

variables correlated with L2 listening, however, modality preferences did not have any 

significant influence on L2 listening in learners with lower capacity of working memory as 

opposed to the higher working memory capacity students. Also the auditory students who 

watched the video without captions had the best listening performance and the visual learners 

achieved similar scores with a captioned video (Kam et. al., 2020, pp. 213-230).  

Yet another study on the dynamics of individual learner differences was conducted in 

the group of 323 first-year university Spanish students. The research was a longitudinal study. 

The differences which were examined were motivation, personality, cognitive and learning 

styles and working memory. The results showed that there was a heterogeneous group with 

wide variations and strong L2 identities, personality types and cognitive and learning styles 

(Jung et. al., 2020, pp. 177-219).  

The example of study on the relation between learning strategies such as goal-setting 

and reflection was conducted in the group of 79 adult learners. The authors of the study chose 

20 learners as a sample. The results showed that the females used learning strategies more 

frequently than males, however, the same psychological type of the learner used similar 
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strategies. The introverts used more metacognitive strategies (for example planning) than 

extroverts, however the extrovert learners used organizing and self-evaluation (Ehrman & 

Oxford, 1990, pp. 311-327).  

Another study on metacognitive strategies and learning styles was conducted in the 

group of 55 Romanian students. The results showed that there is a correlation between all the 

learning styles (divergent, convergent, assimilation and accommodation) examined and 

metacognitive strategies, especially in students who had professional experience (Magdalena, 

2015, pp. 1667-1672).  

Another research on learning styles and metacongitive strategies was conducted in the 

group of 6 Chinese university social sciences students in Australian universities for 2 years. 

The results showed that the students use metacognitve strategies (as well as reflection) 

independently of the learning style (Yang & Bai, 2019, pp. 43-52).  

One of the latest research on learning styles and metacognitive strategies was conducted 

in the group of 242 Indonesian university students who had their classes online. The aim was 

to investigate the relation between the so-called digital literacy skill (reading materials on the 

computer), the learning style and the metacognitive strategies in listening comprehension. The 

results showed that the three aspects have an influence on learning and on one another, 

however, the highest correlation was observed between digital literacy skill and metacognitive 

strategies, for example evaluation and planning strategies (Arsyad & Villia, 2022, pp. 527-

546).  

As we see  there is a positive correlation between metacognitive strategies use and 

learning style (Arsyad & Villia, Bada & Okan, Chen, Ehrman & Oxford, Ellis, Jung et. al., 

Kam et. al., Magdalena, Noora, Rossi-Le). On the other hand, some studies showed a possible 

influence rather on cognitive strategies (Kucharczyk) or no connection between learning style 

and metacognitive strategies use (Yang & Bai). To the contrary teaching styles have a positive 

influence on the learning process (Kampwirth & Bates). In the light of the current study we 

should remember that in order to individualize learning process, linking of the metacognitive 

skills with the learning styles is important.  

 

3.10 Motivation and reflection 

 

Since motivation is strictly connected to the language success and the latter one is even 

higher when the students develop their language skills with understanding of the material and 
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of the processes in learning, we should look at the motivation as connected to reflection in the 

language learning. Then we will comment on the results as related to the current study.  

Affective aspects may also have an influence on learning. The first one is motivation. It 

is important for the idea of reflection, because motivated students (who are conscious about 

their learning process) may perform better and they may understand and achieve more. One of 

the earliest types is the so-called achievement motivation (Atkinson, 1964). According to 

Atkinson the difference among people is in the willingness to achieve the goal. There are 

students who want to be the best in every action they take and some students do not pay 

attention to their performance. There are some students who would withdraw and do not take 

actions, because they are afraid of failure. The achievement motivation is focused on proving 

the skill or escaping the task (Atkinson, 1964). Peoples’ needs may be divided into basic and 

complex and all of them relate to  Maslow’s conception is the so-called drive reduction where 

there is a hierarchy of needs. The first needs to meet are the most basic ones and if they are 

fulfilled, the next groups of needs are to be met. The basic needs are: physiological (hunger, 

thirst), security and comfort (the shelter), closeness to people (parents and friends) and self-

respect. The complex needs are: knowledge (education), aesthetical needs (going to the 

theatre, listening to music) and self-development (Maslow, 1970). People’s needs relate to 

achievement motivation, because when the student is comfortable about his or her learning 

process, he or she should perform better, however, we may observe the situations when the 

students skip some their inferior needs to meet the goals. Another model of motivation was 

proposed by Ausubel. According to this view, the student wants to: explore, hence learn about 

new phenomena, manipulate i.e. have an impact on the environment to change it, be active 

physically and mentally, stimulate others as an inspiration for action, have knowledge, be 

accepted by the environment. All of these are cognitive needs (Ausubel, 1968; Brown, 2000 

in Michońska-Stadnik, 2013, p. 101).  

One of the most known research studies on motivation related to language learning was 

conducted by Gardner and Lambert. They observed students in Canada, USA and the 

Philippines and they proposed two types of motivation: instrumental and integrative (Gardner 

& Lambert, 1972). This view is called social-psychological approach, where the basic 

concept is attitude toward the society which has the most important impact on the willingness 

to learn a language. Integrative orientation occurs when the student wants to learn the 

language (he or she has the positive attitude toward the society which uses that language). He 

or she wants to communicate with the society and identify with it. Instrumental orientation 

occurs when language learning appears for pragmatic reasons, for example professional or 
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related to get some reward, for instance good grade (Gardner & Lambert, 1972). Another 

model is integrative motivation which has three components: integrity which is integral 

orientation, interest in foreign language and attitude toward the society, attitude toward 

teaching hence toward the teacher and the language course and motivation which consists of 

motivational intensity, willingness and attitude toward learning the language. The interest in 

the language or learning appears because the learner wants to learn (Gardner & Lambert, 

1972). Clement added the idea of linguistic self-confidence to the model (Clement, 1980, pp. 

147-159). There is an instrument of measuring motivation called Attitude/Motivation Test 

Battery (AMTB). It consists of 19 smaller tests which are focused on different aspects of 

motivation, for example the interest in the language or the motivational intensity, however, 

some researchers use only a part of the whole battery (AMTB consists of about 130 questions) 

(Gardner, 1985). One of the latest research studies on motivation in language learning is a 

Hungarian project which consists of three parts of a questionnaire on language orientation in 

the users of 5 European languages. The interest is in integrative and instrumental motivation, 

attitude toward the users of the foreign language, interest in the target language culture, effort, 

anxiety, the engagement of the students’ parents etc. The aim of the study was to analyze the 

factors in terms of possible influence of the variables and language groups (Dörnyei et. al., 

2006; Zabor, 2008 in Michońska-Stadnik, 2013, pp. 110-111). The results showed that the 

integrative motivation is not the only or better type of motivation which prompts learning, 

however, such a stereotype is still popular today (Dörnyei et. al., 2006; Williams & Burden, 

1997; Zabor, 2008 in Michońska-Stadnik, 2013, pp. 110-111).  

More contemporary (cognitive) understanding of motivation was presented by Zoltan 

Dörnyei. Motivation is seen in the context of thinking, opinions, views, interpretations which 

are used in practice (Dörnyei, 2001a in Michońska-Stadnik, 2013, p. 102). The students make 

choices about the construction of the reality and this process depends on individual 

differences (Manolopoulou-Sergi, 2004, pp. 427-441). One of the most popular models is the 

so-called expectancy-value theories where the students have their expectations about and 

values of the goals. If the success probability and the task value is higher, the higher the 

motivation (Dörnyei, 2001a in Michońska-Stadnik, 2013, p. 102). Another model is the 

attribution theory. Attribution is the way of explanation of causes of one’s own successes and 

failures. The students may have internal and external attributive style. In the internal style the 

failure and success come from the internal factors (skills and effort). The external style is 

characterized by thinking that the success and failure depend on the external factors (difficulty 

or easiness of the task or luck). Motivation is higher in the internal attribution, because the 
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students know the reason for work and they regulate it. The success is more important if it is 

an effect of an effort (Weiner, 1986). Another concept is the self-efficacy theory where the 

positive attitude toward one’s own skills plays an important role. The student chooses the 

task, allocates effort and durability on the basis of the self-efficacy level he or she thinks has. 

If the student has a low self-efficacy level, the task would be considered as too demanding 

(Bandura et. al., 1999). Another view understands motivation as dynamic. Motivation changes 

over time and it is rare to maintain the same level of motivation during the whole learning 

process (Dörnyei, 2000a; 2000b in Michońska-Stadnik, 2013, pp. 113-114; Dörnyei & Ottó, 

1998). In this model  motivation is divided into three types: choice motivation (the stage of 

setting goals and starting actions), executive motivation (maintaining and controlling the 

actions) and motivational retrospection (assessing actions) (Dörnyei, 2000a; 2000b in 

Michońska-Stadnik, 2013, pp. 113-114; Dörnyei & Ottó, 1998).  

Another contemporary view on motivation was proposed by Nuttin. Motivation is a 

relation between a human being and the environment. This relation is strong, however, there 

is some space for autonomy. Here, motivation is linked with being autonomous. What is 

important, the autonomous student is constantly curious and he or she may never be satisfied 

(Nuttin, 1985; Tokarz, 1999 in Michońska-Stadnik, 2013, p. 105). Polish research shows that 

motivation is a drive to achieve various (also unspecified) goals (Szałek, 2004; Szulc, 1984 in 

Michońska-Stadnik, 2013, p. 105; Woźniewicz, 1987).  

Another model related to motivation is self-determination theory. This idea consists of 

three conceptions: organismic orientation theory, cognitive evaluation theory and causality 

orientation theory. The first one is divided into internal and external motivation. According to 

the authors, a human being has three basic needs: self-determination, competence and 

interpersonal bounds and these needs are the basis of human behaviour. There is a division 

between mechanistic and organistic motivation. The first one is a behavioural understanding, 

i.e. there are stimuli which have an impact on human actions. The second one refers to an 

organism which is active and it has willingness to take actions (Deci & Ryan, 1985; Tokarz, 

1999 in Michońska-Stadnik, 2013, pp. 103-104). Similar to self-worth there is self-esteem 

aspect which is related to self-confidence. The self-esteem has three types: global or general 

(unchanged under conditions), specific or situational (related to the life situations) and task 

(related to some tasks in situations) (Dörnyei, 2005 in Olejarczuk, 2015, pp. 53-54). The 

research on self-esteem is focused on its relation to the performance in the language 

(Baumeister, 1999; Heyde, 1979 in Olejarczuk, 2015, p. 54). Although positive correlation 

was found between self-esteem and learning (instructed environment) the foreign language, 
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however, the influence they have on one another is difficult to establish (Allwright & Bailey, 

1994 in Olejarczuk, 2015, p. 54).  

For some researchers self-regulation has three stages: preparation (an analysis of the 

task with the consideration of its difficulty, possibility to do it and its value), executive (the 

observation of one’s own actions and their effects) and retrospective (drawing conclusions to 

take actions in the future) (Zimmerman, 2002, pp. 64-74). Self-regulated learning is a process 

in the social and historical context which determines thinking processes. Foreign language 

learning is influenced by context and culture. There should be the more significant others 

(teachers, parents and friends), because every person has a different, important role. The 

actions determine the procedures, tools, values and norms which are important to remember to 

be a part of a society. The procedures change over time. The consciousness is shaped by the 

person and the social group he or she has contact with. The student is also the group member. 

Thinking and learning are adaptive processes, however, they should be understood in the 

social context (Paris et. al., 2009, pp. 253-287).  

There are some concepts related to self-regulation, locus of control and learning or 

attributive style however the research on their role in the language learning success needs yet 

further investigation. The locus of control may be internal and external. It is a personal feeling 

of control in one’s own life. There are people who think that what happens to them is their 

responsibility (internal locus of control) and some think that there is a superior power which is 

responsible for what happens in life (external locus of control), however, sometimes there are 

some problems with defining the locus in the subject (Drwal, 1995 in Michońska-Stadnik, 

2013, p. 142; Rotter, 1954). In language learning, the internal locus of control helps the 

student to be active and responsible for his or her actions. Such learners use more 

metacognitive strategies and they are better at organization of the learning process (Biedroń, 

2008; Brown, 2000 in Michońska-Stadnik, 2013, pp. 141-142). 

One of the most influential models was proposed by Weiner who divided causes into 

personal and environmental (or internal and external). Internal causes are skills and effort and 

the examples of the external causes are task difficulty and luck. These factors were divided 

into variable and constant. According to Weiner the constant factors are abilities and task 

difficulty (we cannot change them). The variable factors are effort and luck. The student may 

have the influence on effort, however it is dependent on task difficulty and our physical and 

psychological well-being. However, this model may be treated as simplification, some people 

tend to ascribe success to their own effort and failure to external factors (Weiner et. al., 1971; 

Försterling, 2005 in Michońska-Stadnik, 2013, p. 143). The rules of attribution were also used 
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to analyze behaviour of people with depression and learned helplessness. There was research 

conducted first on animals and then on human beings where it  appeared that learned 

helplessness is a cognitive concept, because it starts in people’s minds. There is a tendency 

that if the feeling of helplessness occurred once, it would appear always (Seligman, 1975; 

Försterling, 2005 in Michońska-Stadnik, 2013, p. 144). Another research showed that learned 

helplessness may be permanent or temporary. If the problem is ascribed to the constant factor, 

the helplessness would be more permanent. If the failure is ascribed to the variable factor, 

then the helplessness will be temporary. In the school environment, there is a temporary 

helplessness observed, however it may change into constant because of the failures in the 

same field (Abramson et. al., 1978 in Michońska-Stadnik, 2013). The role of coaching may 

help changing the attribution of failures. If the student starts ascribing problems to the 

external variable factors (and not internal constant), then the helplessness may be overcome. 

The research showed that the coaching on  changing attribution  helped students to improve 

their task performance (in arithmetics) (Dweck, 1975 in Michońska-Stadnik, 2013, p. 144). 

Another research showed that the coaching is effective in foreign language learning as seen in 

the mean grade increase (Michońska-Stadnik, 2012 in Michońska-Stadnik, 2013, p. 144). 

Another study showed that the English philology students are characterized by the internal 

attribution style. They are responsible and they know that their success and failures are the 

effect of their effort. However, if the student is too optimistic and he or she has an imaginative 

control of situation, the failures would be ascribed to skills or too demanding teacher 

(Biedroń, 2008).  

There is a body of research which examines motivation correlated with language 

processing which consists of three elements: input (the first contact with the new material), 

processing (linking new information with the already known) and output (showing the new 

knowledge) (Manolopoulou-Sergi, 2004, pp. 427-441). The model uses the definition of a 

motivated learner by Crookes and Schmidt where he or she is engaged in the task and 

maintains it without prompting  from the teacher (Crookes & Schmidt, 1991 in Michońska-

Stadnik, 2013, p. 112).   

One of the recent studies on motivation in language learning was conducted in 

secondary schools in Argentina. The students had to solve the creative writing tasks and 

writing pieces were published afterwards. The instruments used in the study were reflective 

journal, individual- and group interviews with the teachers, discussion. The results show that 

the creative writing project increased participation, students’ language developed (coherence 

and cohesion). The teachers used learner-focused activities (less teacher-talking time, more 
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learner-talking time) and the students could express themselves (Banegas & Lowe, 2021, pp. 

401-421).  

Another research on the motivation and reflection was conducted in the group of 41 

students. The control group was 41 students as well. The aim was to check the influence of 

feedback on improvement strategies and reflection on the students’ writing motivation. The 

control group received a regular feedback (not about strategies and reflection). The results 

showed that the strategies feedback had no influence on self-efficacy but it had an influence 

on revising as well as goal-setting (Duijnhouwer et. al., 2012, pp. 171-184). 

Another study on the relation between motivation and critical thinking was conducted in 

high school English students. The results showed that the reflective activities have an 

influence on the students’ both motivation and learning process at the short time (Cavilla, 

2017).  

One of latest research on determination and motivation related to the foreign language 

learning and goal-setting and achieving was conducted in the group of 99 EFL university 

students. The results showed that the most determined students were on the 2nd grade and the 

interest of the highest level was shown by the 1st year students. As determination seems to be 

a fluctuating factor, the same variable behaviour was observed in terms of the goal-setting 

where the students changed their priorities such as speaking generally in the language into 

speak confidently in the language or speaking English not for professional factors into using 

English to achieve professional goals (Pawlak et. al., 2021, pp. 9-22).  

Another study on the relation between students’ motivation and the strategy use in 

writing was done in Hong Kong where the research group was 523 primary school students. 

Although the results showed that the higher achievers use more strategies and they are 

motivated more than lower achievers, all the respondents showed low interest in English 

writing (Bai & Guo, 2021).  

Another study on the metacognitive factors influencing language learning was 

conducted in senior (age 55-74) Hungarian learners of English as a foreign language. The 

research group was 30 learners of the language school in Budapest. The results showed that 

the students with their goals set were motivated higher (direct factor) (Schiller & Dorner, 

2021).  

As we may observe the interconnection between the motivation and reflection are 

visible at many stages of proficiency (Bai & Guo, Banegas & Lowe, Cavilla, Duijnhouwer et. 

al., Schiller & Dorner). There is also a link between determination and goal setting (Pawlak 

et. al.). The results show that teaching reflecting skills (Cavilla, Duijnhouwer et. al.), for 
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example, by keeping a journal (Banegas & Lowe) help students’ motivation and meaningful 

learning, what is in line with the current study, because the motivated students should reflect 

on their learning more eagerly.  

 

3.11 The concept of anxiety related to reflection 

 

Another idea connected to individual personal differences and motivation is anxiety, 

which the learner has to overcome if he or she wants to develop his or her language skills. 

Anxiety in language learning may be understood as a feeling of unease and concern about the 

use of second or foreign language (MacIntyre & Gardner, 1989, pp. 251-275; MacIntyre & 

Gardner, 1991, pp. 296-304). Uncontrolled, it may inhibit learning process, however, if the 

student can manage anxiety, he or she succeeds in the language learning process. The student 

can be trained in order to deal with anxiety and reflection on their own learning may be 

helpful. In the properly done reflection, the student should also think over his or her failures 

and handle them, among all, the anxiety.  

In one of the studies the relationship between foreign language proficiency and 

variables such as performance, aptitude and achievement are examined. The aim was to check 

whether or not the language anxiety depends on the proficiency level. The research group 

were Hungarian university students participating in the English language course (107 

participants) on three levels (high, average, low). The first instrument used was HFLCAS 

(Hungarian Foreign Language Classroom Anxiety Scale) (the scale adapted from Horwitz). It 

was to measure anxiety level with the use of 33 questions of the Likert scale. The following 

instrument was TOEFL-BPT (Test of English as a Foreign Language) test to measure 

proficiency. The course achievement was examined by grades and grade averages. Language 

aptitude was measured by HUNLAT (Hungarian Language Aptitude Test) based on Carrolls’ 

MLAT  (Tóth, 2015, pp. 151-155). The differences were shown in course achievement and 

proficiency. The higher level of anxiety was seen in the students with low than with high 

proficiency, however, there was no difference between anxiety levels of average and high 

proficiency students. In terms of the correlation between attainment of FL and aptitude, the 

group who scored the highest was low-anxiety (Tóth, 2015, p. 160).  

One of the studies on the relationship between anxiety and critical thinking was 

conducted in the group of 90 Iranian EFL university students. The instruments were FLCAS 

(Foreign Language Classroom Anxiety Scale) and the questionnaire about critical thinking. 
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The results showed negative correlation between anxiety and critical thinking skills (Fahim & 

Nilforooshan, 2014, pp. 136-148).  

Another research was conducted in the group of 177 intermediate Iranian EFL students 

of Khatam ol-Anbia University. The aim was to investigate the relation between critical 

thinking and foreign language reading anxiety. The results showed that there were no 

correlation between the variables (Aghajani & Gholamrezapour, 2019, pp. 219-238).   

The influence of anxiety on critical thinking was examined in the group of 200 

undergraduates of Al Ain University and 200 undergraduates from Ogarev Moldova State 

University. The aim was to investigate the relation between the anxiety level, student activity 

and critical thinking and the learning success. The results showed that the low level of anxiety 

positively influences the learning outcomes (Frolova, 2021).  

Another idea important for reflection is perfectionism. Although some researchers 

claimed that perfectionism is unwanted behaviour in learning (the students demand too much 

of themselves), there are some views that that perfectionism is making high standards. One of 

the latest multidimensional models of perfectionism is shown by Hewitt and Flett. In this 

model perfectionism is divided into three: SOP (self-oriented perfectionism), OOP (other-

oriented perfectionism) and SPP (socially prescribed perfectionism) (Hewitt & Flett, 1991, 

Miquelon et. al., 2005 in Baran-Łucarz, 2013, pp. 108-109). In the SOP type, high standards 

and self-criticism of the student are present. He or she has full control of his or her learning. 

The second type (OOP) shows that others should have high standards and the learner must be 

equal to others. The third type (SPP) is focused on the idea that the significant others expect 

high standards from the students (Miquelon et. al., 2005 in Baran-Łucarz, 2013, p. 109).  

The relation between the anxiety and the use of metacognitive strategies was examined 

in the group of 103 undergraduate students. The aim was to investigate the relation between 

the metacognitive strategies and reading anxiety. The results showed that the problem-solving 

strategies had a positive correlation with reading comprehension and not with the reading 

anxiety (Ghaith, 2020). 

As we can see the issue of anxiety in language learning and reflecting are interwoven 

and should be researched to make the learning process more meaningful. Anxiety as an idea is 

analyzed in many different contexts as its influence on the language skills (Ghaith, Kim) or 

proficiency (Tóth). Also the concept of perfectionism should not be neglected and analyzed 

together with anxiety (Miquelon in Baran-Łucarz). As for the influence of anxiety on 

reflection, not all the studies show the positive correlation, as in Aghajani & Gholamrezapour, 
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Fahim & Nilforooshan, however, some scholars claim that the low anxiety level may be 

influential on the learning outcome (Frolova). 

 

3.12 Reflective teaching and goal-setting  

 

Students in order to be reflective and conduct reflection and goal-setting in their 

learning process, should be taught how to do it. One of the latest views on the role of the 

teacher is also reflective teaching. It is the idea of the ongoing development and it should 

include some of these elements: the personal reflection after the day of teaching, discussion 

with colleagues (with sharing problems and successes), student feedback, reading (journals, 

research reports), university study (conferences), sharing methods and techniques, writing 

materials, classroom research (Ur, 2012, pp. 289-296). After an analysis of the qualities of 

reflective teaching we will look at its link with the students’ reflection and goal-setting and 

then we will discuss the results in the light of the current study, because reflection on teaching 

and learning can be done in the context of all teacher’s roles.  

The teacher plays multiple roles in the educational process of the students. The most 

basic role is an expert, an authority, so he or she has to be knowledgeable. The teacher should 

also understand the interpersonal relationships, have knowledge about teaching and be 

creative (Okoń 1995 in Lasota & Pisarzowska, 2016, p. 79). Some researchers think that the 

teacher should have the talent for teaching, not a role but a quality, however, the exact roles 

of the teacher may be taught (Mysłakowski in Lasota & Pisarzowska, 2016, p. 80). Some 

roles the teacher may play are information provider (the knowledge source), role model (to 

imitate), facilitator (making learning easier), assessor (the student and curriculum 

assessment), resource materials creator (making one’s own materials) (Harden & Crosby, 

2000, p. 334). The teacher may be also viewed as a coach, so he or she should pay attention to 

some psychological aspects, for example, motivation.  

To link it with reflection, we should remember that the teacher should self-evaluate his 

or her teaching methods and styles, for example, by asking oneself questions about the 

relevance of being, for example, an information provider or assessor. The following may be 

asking about quality of playing such roles, through, for example, analyzing the students’ 

responses to such a role, i.e. how many students and to what extent remember learning 

material from teacher-made tasks.  

One of the most important factors motivating students are engagement and enthusiasm 

of the teacher (Skiba, 2008 in Michońska-Stadnik, 2013, p. 117). The teacher’s motivation 
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was researched in the three aspects: skills, task completion and moral responsibility (Ames & 

Ames, 1984 in Michońska-Stadnik, 2013, p. 117-118). The first system is related to the 

language proficiency and the success of the class is ascribed to the teacher, not students. He or 

she still proves being an expert. The second system is focused on developing competence. 

The teacher here compares his or her students to the other students. The third system relates to 

the teacher’s responsibility for the students’ results. If the students have low grades, the 

teacher ascribes failure to his or her skills (Ames & Ames, 1984 in Michońska-Stadnik, 2013, 

p. 118). This model is focused only on the classroom environment and needs adding some 

external and internal factors. Such a model presents teacher motivation as being influenced by 

five factors: pleasure  from work, possibility of development, durability, teaching skill, 

possibility of influencing others’ personality (Jacques, 2001 in Michońska-Stadnik, 2013, pp. 

118-119). There are many internal factors which negatively influence teacher’s work: 

disliking the job, fear of students and parents and lack of interest in development. The 

external factors may be salary, lack of respect for the teacher, lack of awareness of the 

teacher’s role and the contradictory roles, the teacher’s success is unobserved by the head- 

and other teachers, the ban for teacher’s autonomy (only teaching program and preparation for 

exams is important, not working out the most efficient methods) (Jacques, 2001; Zawadzka, 

2004 in Michońska-Stadnik, 2013, pp. 119-120). As the result of negative factors, two 

phenomena may appear: amotivation and demotivation. The first one is lack of motivation 

because the teacher does not have any goal and reason. The second one is a state of lacking 

the previously present motivation. The same factors may appear in students. They do not 

study and do not want help from teachers or others. They are not interested in the classes and 

they do not pay attention. They do not do homework. They do not think they are good at 

learning nor are they satisfied with the praise. They do not cooperate with other students and 

do not like language (sometimes there is no choice of a foreign language course) (Deci & 

Ryan, 1985; Dörnyei, 2001b in Michońska-Stadnik, 2013, pp. 120-121). There are factors that 

influence demotivation which are: insufficient learning conditions, too large group, 

heterogeneous language level and too frequent changes of the teacher. Other factors are lack 

of belief in one’s own skills, negative attitude toward language (for example the parents 

forced the child to learn a particular language), interference (learning similar languages at the 

same time), negative attitude toward the target language society, the group being negative 

toward the student, insufficient textbook or too much material, insufficiently planned classes 

in the schedule (Dörnyei, 2000b; Szałek, 2004 in Michońska-Stadnik, 2013, pp. 121-122). 

Other factors which influence students’ demotivation are related to the teacher who explains 
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the material with the use of too difficult vocabulary, is not proficient in language, is chaotic, 

does not maintain discipline, criticizes students, is not patient, is not interested in the material, 

uses uninteresting materials, does not praise the students or does it too frequently, punishes 

the students who need to practice more. The older the students the less influence the teacher 

has, however, for children and adolescents he or she is still an authority (Dörnyei, 2000b; 

Szałek, 2004 in Michońska-Stadnik, 2013, pp. 122-123). 

To sum up, there are many factors influencing being a good teacher. In the light of the 

current study, the good teacher should prompt students’ autonomous learning through training 

of strategies such as reflection and goal-setting to help the learner think critically about his or 

her language learning process. Also we should research reflectivity of the teacher as being 

influential on the students’ reflective skills to both speed up learning and teaching.  

There are many motivational strategies which can be used by the teacher and the 

student. There should be an analysis of the lessons (what was well done and what needs 

improvement). The teacher should also observe other teachers and implement these elements 

which  work. There should be an analysis of the teaching style and some improvements 

should be done. The teacher has to develop his or her language proficiency. If something was 

not sufficient during the classes, the teacher should solve the problem. The teacher should 

also make the classes more attractive by adding some elements. Also the setting of the 

students’ desks is important to prompt their focus on what the teacher is doing (Dörnyei, 

2000b in Michońska-Stadnik, 2013, p. 123-124). There are some motivational strategies 

presented by Dörnyei. First the teacher should think about making the conditions which 

prompt learning (enthusiasm, interest in the students’ success, cooperation with parents, 

making a friendly atmosphere in the class, promoting cooperation among students, not 

rivalry). Secondly, there should be initial motivation created in students: encouraging students 

to be interested in the language, in the success and also showing benefits of knowing the 

language. Thirdly the teacher should maintain motivation (making the classes and the 

materials interesting, promoting students’ self-efficacy, reducing stress, promoting learning 

strategies). What is important is that the proper learning strategies use leads to autonomy. The 

last strategy group is focused on students’ self-assessment. The teacher should pay attention 

to praising students for success, showing that their effort upgrades the students’ proficiency. 

The grades (or marks) should be used carefully (not to be a punishment) (Dörnyei, 2000a in 

Michońska-Stadnik, 2013, pp. 124-125).  

In the light of the current study we should remember that the teacher can motivate 

students to more meaningful and autonomous learning, for example through teaching the 
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reflection skills. The important factor is also the time; the earlier the training starts, the better 

for the students.  

In this doctoral study, the research group consists of students of 7th and 8th grade and the 

group should be more or less at the same level of proficiency. However, one has to remember 

that there are differences in learning that may vary at the same grade, for example discipline, 

cooperation, concentration span, motivation (Ur, 2012, p. 258). The adolescents are more 

disciplined than the younger learners, however, they may be less disciplined and focused on 

the learning process than adults. Then, the adolescents may cooperate more, however, some 

likes and dislikes and cooperation preferences may appear (some students may not be willing 

to work in a group with some other students). The adolescents may be concentrated longer, 

however, they are less concentrated than adults and the use of technology (phones, computers) 

may decrease the level of concentration (Ur, 2012, p. 258). Motivation in learning in 

adolescents may be twofold: intrinsic (learning, because they want to) and extrinsic (learning, 

because there is a prize) (Spock & Rothenberg, 1991; Ur, 2012, pp. 256-281). 

Other ideas of reflective teaching development were proposed by Farrell. One of these 

is reflective journals. The teacher may write in the notebook about his or her experiences and 

events to analyze the teaching practice. The journals should be written regularly. Another 

version of this idea is collaborative journals with other teachers which helps exchanging the 

ideas. To start, the teacher should analyze his or her recent teaching experience. The questions 

about the causes leading to it and what happened afterwards are important. Next, the teacher 

should ask about the meaning of the situation in the context of his or her teaching. In the 

following entries the teacher continues teaching and asks two or three questions about the last 

experience. The teacher should write on one topic for about a month and analyze entries 

(Brock et. al., 1992; Farrell, 2007; McDonough, 1994; Richards & Farrell, 2005; 2007 in 

Farrell, 2008, p. 3).  

Another idea is the so-called teacher development groups which is the technique of 

exchanging experience. The teachers should cooperate to use the good ideas. When the 

teachers collaborate they can invent ideas which may not be found by an individual. There are 

three groups recognized: groups in one school, teachers outside the school and virtual groups 

formed with the use of the Internet. For teacher development group to work effectively there 

should be the following elements met: the teachers should feel safe in the group, they also 

should feel connected, passionate and interested in the group existence. There should be a 

group leader or co-leaders as well (Burt et. al., 2008; Farrell, 2007; Head & Taylor, 1997; 

Richardson, 1997 in Farrell, 2008, p. 3).  
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Another model was presented by Yost et. al.. The reflection starts with the awareness of 

own teaching opinions. Then there is a discussion on the individual models which leads to the 

verification of the opinions during the classes. To do this, the teacher should use reflective 

journals after each class (Dinkelman, 2003 in Michońska-Stadnik, 2013, p. 29).  

Another idea is the portfolio which is broader than journals (Yost et. al., 2000 in 

Michońska-Stadnik, 2013, pp. 27-28). Here, the European Portfolio for Student Teachers of 

Language (EPOSTL) is presented. The idea may help with reflection on competences which 

prompts student-teacher education. It also promotes discussion among students, students and 

professors. EPOSTL also prompts self-evaluation (Newby, 2007). The document is divided 

into parts such as teaching context (teaching programs, teacher’s roles, goals), teaching 

methods and techniques, didactic materials, lesson planning, lesson conducting, autonomous 

learning, assessment. The teacher uses scales to assess his or her teaching process. The 

portfolio has also the personal statement section to help students reflect on their knowledge 

about teaching. Another section is the personal statements where there are the 193 can-do 

descriptors of competences. The last section is dossier where the examples of the students’ 

works are (Newby, 2007; Newby, 2011 in Newby, 2011, pp. 9-28; Newby, 2012, pp. 207-

218).  

One of the studies on EPOSTL was conducted at the European Centre for Modern 

Languages in Graz, Austria. The aim was to investigate the relationship between the EPOSTL 

and teachers’ autonomy. The results showed that the student-teachers foster their autonomy 

through the use of descriptors (Burkert & Schwienhorst, 2008, pp. 238-252).  

Another study on the implementation of the ESPOSTL was conducted in the group of 

BA students in the English Department at the J. E. Purkyne University in Usti nad Labem. 

The  stages were to introduce EPOSTL and set the tasks in the Personal Statement and to 

select sections for self-assessment. Next, the use of the can-do statements was implemented 

and employed. The students worked with EPOSTL during their teaching practice. At the end, 

the opinions about the portfolio were gathered. The results showed that the students had seen 

EPOSTL as a useful tool in teaching (Orlova, 2011 in Newby et. al., 2011, pp. 19-28).  

Another research was conducted in the CELT (Centre for English Language Teaching) 

student-teachers at the university in Vienna. The students were provided with three sessions. 

At the first one, the observation stage, the students analyzed the chosen descriptor and learned 

how to formulate criteria. The second stage, the lesson planning, was to prepare the lesson 

plan with the references to the descriptors. At the third stage, linking theory with practice, the 
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students reflect with the teacher on the background and new knowledge about teaching 

(Mehlmauer-Larcher, 2011 in Newby et. al., 2011, pp. 29-35). 

The influence of EPOSTL on the teacher’s autonomy was conducted in the group of 25 

student teachers and 4 teacher trainers. The aim was to investigate the views of the research 

group on EPOSTL. The results showed that both student teachers and teacher trainers 

indicated the EPOSTL as helpful with reflection, awareness and self-assessment (Cakir & 

Balcikalni, 2012, pp. 1-16).  

Another study on EPOSTL was conducted in the English and German Language 

Teaching departments in a state university in Turkey in the group of 60 student teachers (30 

from the ELT and 30 from GLT). The results showed that the EPOSTL helps student teachers 

with developing autonomy and the use of metacognitive strategies (Mirici & Hergrüner, 2015, 

pp. 1-10).  

Another research was conducted in the teaching practice in the group of 38 student 

teachers in the Aleksander Xhuvani university in Elbasan, Albania. The results showed that 

40% of the students claimed that the EPOSTL is useful with teaching, however some 

descriptors were difficult to answer (55% of answers) (Hoxha & Tafani, 2015, pp. 71-78).  

Another research was conducted in the group of 71 student teachers of English in the 

university in Kazakhstan. The aim was to investigate the relationship between the EPOSTL 

and the self-evaluation of the students. The results showed that there was a positive 

correlation between the portfolio and the self-evaluation. The students also admitted that the 

EPOSTL provides self-assessment and self-reflection and it has a clear structure (Seitova, 

2018, p. 90; pp. 103-135).  

Reflective teaching was also researched in terms of the tools prompting it in the group 

of 234 students and 10 teachers. The results showed that the most effective reflective tools 

were teacher diary and peer observation. The least efficient tools were students’ feedback and 

audio recording (Fatemipour, 2013, pp. 1398-1403).  

Also there is a vast body of tools for prompting reflective teaching with the use of 

technology. Apart from the classical use of Power Point for presentation, cloud technology to 

share the learning material, online forums, educational quizzes, other tools used may be wiki 

(for collaborative writing), blogs (for example, e-portfolios) or Moodle (to sharing material 

and self-assessment) (Lamy & Hampel, 2007; Mokwa-Tarnowska, 2008, pp. 163-168; Can, 

2009, pp. 60-74 in Mokwa-Tarnowska, 2014, pp. 201-214).  

Summarizing, there is a variety of tools either for teacher trainees or regular teachers 

which prompt reflection in the teacher and in students as showed in Mokwa-Tarnowska. 
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Many studies proved that teacher’s and student’s diaries influence reflection as in Fatemipour, 

Mehlmauer-Larcher in Newby et. al., Mirici & Hergrüner, Seitova and through diaries the 

problems with learning or teaching may be identified. There is a vast body of research on the 

European Portfolio for Student Teachers of Language (EPOSTL) where the skill of teacher’s 

reflection is studied which also helps students to think analytically on their language learning 

process as in Newby.  

Another tool for improving the teaching process is Action Research (AR) being a tool 

for reflection of the teachers (Sagor, 2004 in O’Connor et. al., 2006, p. 1). The teacher designs 

a study on a particular area he or she wants to examine (sometimes problematic one). 

Moreover, the AR may be used to test new program or strategy (O’Connor et. al., 2006, p. 1). 

The Action Research may be a trigger to reflection, change and improvement (Ferrance, 2000; 

Johnson & Button, 2000; Ross et. al., 1999; Sax & Fisher, 2001 in O’Connor et. al., 2006, p. 

1). The research shows that the classes are more effective when teaching is based on 

experiments (McBee, 2004 in O’Connor et. al., 2006, p. 1). Action research is an experiment 

and Farrell suggests the action research cycle which consists of identifying the issue of 

research, reviewing state of the art and ask research questions, choosing data and method, 

collecting, analyzing and interpreting. The last stage is developing, implementing and 

monitoring an action plan (Farrell, 2007 in Farrell, 2008, p. 2). Action research is done to 

change something in the classes. The teacher wants to change some aspect in the lesson and 

he or she chooses the procedure to collect data. He or she creates an action plan to change 

some aspect and observes the effects of this action (Richards & Lockhart, 1994, pp. 12-13).  

Also through Action Research, the identification of the problems with autonomous 

students’ behaviour can be conducted, for example, to show the students’ skills of reflecting 

and goal-setting as showed in Farrell, Ferrance, McBee in O’Connor.  

 

3.13 Subjective theories and reflection 

 

Reflection flows also out of the private teaching theories. There are two main 

conceptions of teaching: reproductive and meaningful. The first one is focused on learning 

quantitatively which is based on memorizing information to use it in practice. The second 

conception relates to construction of meaning which is interpretative and learning is helpful in 

changing the behaviour (Gow & Kember, 1993 in Michońska-Stadnik, 2013, pp. 29-30). 

Analyzing the theories in that way leads to the so-called subjective theories which is working 

on one’s own view on learning (Martinez, 2008 in Michońska-Stadnik, 2013, p. 30). There are 
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also comparisons between the foreign language learning and second language learning 

theories (Brown, 2000 in Michońska-Stadnik, 2013, pp. 30-31). The so-called scientific 

theories are based on scientific knowledge and the original thoughts and experiences. They 

provoke reflection, but they are artificially created  and are not spontaneous. The subjective 

theories are based on the general knowledge and are stereotypical, natural and spontaneous 

(Wolski, 2000 in Michońska-Stadnik, 2013, p. 31). One of the goals of subjective theories is 

understanding of the teacher’s own experience (Freeman, 2002 in Michońska-Stadnik, 2013, 

p. 32). The studies show that the student teachers may spot that they have their own opinions 

about teaching, however, they have to reflect on them (Hacker & Barkhuizen, 2008 in 

Michońska-Stadnik, 2013, p. 32). Another research, conducted by Farrell, presented that the 

subjective theories have a significant impact on understanding learning and teaching 

processes and they (theories) have an influence on the teachers’ actions. Sometimes the 

theories which were studied at the universities are not sufficient to use them in the classroom. 

There should also be a division between what was learned during studies and what is used in 

school and the young teacher should see the difference. The teachers should exchange their 

views on teaching (Farrell, 2007 in Michońska-Stadnik, 2013, p. 33). The student teachers 

should evaluate their former learning theories at the beginning of the teaching, because they 

(the young teachers) may use them in the future and some of them need to be adjusted 

(Crandall, 2000; Yost et. al., 2000 in Michońska-Stadnik, 2013, pp. 33-34). The student 

teachers think that the university preparation to being a teacher is insufficient and they do not 

know how to cope with some challenges such as unmotivated or special needs students (Stuart 

& Thurlow, 2000 in Michońska-Stadnik, 2013, p. 34). Some subjective theories, which  have 

to be changed, are used at the beginnings of teaching such as the maintenance of discipline, 

the belief that it is enough to have a positive attitude toward students and the problems would 

be solved on their own, the opinion that the most important element of teaching is 

transmitting knowledge and the use of teaching techniques without reflection (Stuart & 

Thurlow, 2000 in  Michońska-Stadnik, 2013, p. 34). The student teachers may also change 

their theories. There was a study on the possible change of the students’ subjective theories 

conducted with the use of the BALLI questionnaire (Beliefs about Language Learning 

Inventory) presented by Horwitz. The research group consisted of 381 student teachers. The 

answers were given twice and there was a significantly important change in 16 opinions, for 

example, in the role of grammar, discipline and a must of speaking perfect English during 

classes (Busch, 2010, pp. 318-337; Horwitz, 1988 in Michońska-Stadnik, 2013, p. 35).  
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Teacher and student beliefs were also investigated in the group of ESL 181 participants 

(265 teachers and 156 students) who were given questions about their beliefs on language 

learning nature, language aptitude, communication strategies and motivation. The results 

showed that both teachers and students have their own strong beliefs. Significant difference in 

beliefs was found in 16 out of 28 items. The variables which have an influence on the 

students’ learning were ethnicity and being male or a female (Siebert, 2003, pp. 7-39).  

One of the research studies on subjective theories was conducted in the group of 

students majoring in English Education in Nepal. The participants had to reflect on their 

perceptions of the roles of the teachers and on their own roles (as the future teachers). The 

results showed that the most important element of being a teacher is being autonomous (Joshi, 

2011, pp. 12-29).  

An attempt to research reflective teaching was made in the group of 233 graduates of 

University of Economics in Katowice, the students of Language for Specific Purposes (LSP), 

Business English. The results showed that the students perceived the ideal teacher as 

knowledgeable, active and maintaining discipline. Also the students claimed that there should 

be regularity and systematicity of studying to be successful (Łącka-Badura & Łęska, 2014, 

pp. 167-180).  

Another study was conducted in the group of 114 student-teachers from two training 

institutions at different educational stages. The students were asked to give the opinions on 

variables of the foreign language learning such as age, intelligence, learning context, learner 

autonomy and the importance of subsystems and skills in language. The results showed that 

there are many subjective theories revealed regardless of the stage of training (Michońska-

Stadnik, 2016, pp. 109-121).   

Yet another attempt to research subjective theories was made in the group of 55 

Romance Philology students in the questionnaire study. The results showed that the 

respondents see language learning as a longitudinal process which demands effort and time 

and the most important factor influencing learning success was motivation, however, also 

frequent answers were systematicity and cognitive openness. The students also pointed out 

that in order to be successful one should develop his or her language skills and have the 

contact with the language. The study showed also that the participants underestimated 

language aptitude and intelligence (Pudo, 2017, pp. 55-71).  

Another study was conducted in rural school district in South Africa. The aim was to 

investigate the teacher’s views on inquiry-based learning of the Physical Sciences classroom. 

The results showed that the most important element of the teaching should be motivating 
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students and supporting them with understanding of the abstract concepts. The teachers also 

said that the problems with the inquiry-based learning in their schools are large classes, 

teaching materials and availability of the facilities (Ramnarain & Hlatswayo, 2018, pp. 1-10).  

Another research study was conducted in the group of 167 secondary and tertiary EMI 

(English medium instruction, modified Berlitz method) teachers from 27 countries. The 

results showed that the secondary teachers claimed that EMI model of teaching provides high 

quality education and that the EMI policy is supported to be taught at schools (Briggs et. al., 

2018, pp. 673-696).  

Another study on the teachers’ beliefs was conducted in the group of 10 secondary-level 

teachers of Spanish and French in the USA. The results showed that the teachers reexamine 

their methods frequently, e.g. on grammar, accuracy, four language skills (Wesely et. al., 

2021).  

Another research on the teachers’ beliefs and subjective theories on students’ 

motivation was conducted in the group of 3 English for Specific Purposes (ESP) teachers in 

China. The results showed that the most important elements of studying English were: 

motivation, learner autonomy and self-efficacy beliefs (Yang & Wyatt, 2021, pp. 41-70).  

Yet another study related to the teachers’ beliefs was conducted in the group of 26 

primary school students of English as a foreign language in Sweden. The students had to tell 

their beliefs as language learners. The results showed that the students see the teachers’ 

beliefs and they want that the teacher has extensive target language skills (TL), however, the 

teacher should not rely only on the TL in the instruction, because the high anxiety learners 

were not confident when they did not have any possibility to translate the instruction (Nilsson, 

2020, pp. 257-281). 

In the light of the current study we may see that the students see the teacher as an 

authority as in Joshi, Ramnarain & Hlatswayo and some students are aware of the teacher’s 

beliefs about language learning and teaching as in Nilsson and Michońska-Stadnik. Also one 

of the most desirable behaviours of the teacher is supporting learner autonomy as in Joshi and 

Yang & Wyatt. We saw that both groups, students and teachers have strong beliefs about 

language learning as in Siebert, Łącka-Badura & Łęska and Wesely et. al.. To comment on 

that, the teacher can be  still perceived as an expert in language learning and he or she should 

train students in reflection and goal setting and teach students appropriate beliefs about 

sufficient language learning.  
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3.14 Contemporary views on reflection 

 

One of the most contemporary models of teachers’ reflection is that proposed by Tsui 

where teaching style consists of various aspects such as knowledge about teaching and 

learning methods, beliefs and worldview. These aspects help reflection and the teaching style 

(Tsui, 2003 in Michońska-Stadnik, 2013, p. 19). Other recent studies show that the most 

important elements of success in teaching are the skills of adjustment (of the topic) to the 

situation (Główka, 2009 in Michońska-Stadnik, 2013, p. 19). Moreover, some scholars claim 

that the social competence has to be developed by the teacher as well and, again, it requires 

the adjustment to given standards (Kolera, 2009 in Michońska-Stadnik, 2013, p. 19). 

However, not only knowledge is important to be a successful teacher. The competence is 

shown in the skill of reflecting.  

Through reflection many aspects of learning and teaching can be analyzed. It shows 

what has been done in the learning process, what is actually done and what are the 

consequences of it (Witkowska, 2009 in Michońska-Stadnik, 2013, p. 22). Reflection is also 

defined as a reaction to stress of teacher’s confrontation with the situation (Kic-Drgas, 2010 in 

Michońska-Stadnik, 2013, p. 22). However, it helps the teacher to critically look at the 

problem and plan the changes to overcome it (Kic-Drgas, 2010 in Michońska-Stadnik, p. 22). 

The reflection may be divided into micro-scale (the reflection on one subject in the learning 

process, the student or the teacher) and macro-scale (focus on the student or the teacher in the 

light of the whole didactic system) (Kic-Drgas, 2010 in Michońska-Stadnik, 2013, p. 22). The 

system is dynamic, because it has to adjust to the situations and it is done by reflection 

(Grucza, 1978 in Michońska-Stadnik, 2013, p. 22).  

Also, Wallace proposed three models of professional development. The first one is so-

called craft model, where teacher trainee observes the teacher (like the apprentice observes 

the craftsman). Another model is called applied science model, where the teacher trainee uses 

knowledge to apply it in practice. The latest model of Wallace was reflective model. The 

teachers analyze their actions, assess them and adjust their behaviour. The model is cyclic, 

hence the adjustment of the actions is continuous (Wallace, 1991 in Michońska-Stadnik, 

2013, p. 26). 

Another Wallace’s idea is called reflective model where at the Stage 1, the trainee has 

some concepts about teaching and through professional education and development (Stage 2), 

he or she gains the goal which is professional competence. In Stage 2, the trainee practices 
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and reflects on his or her received knowledge and experience continually (Wallace, 1991 in 

Chavez & Guapacha, 2016, pp. 71-96).   

The third model proposed by Wallace is applied sciences model where the trainee has 

some scientific knowledge and applies it by experiments. Then he or she updates the 

knowledge periodically through practice. The last stage is professional competence (Wallace, 

1991 in Rezaee & Ghanbarpour, 2016, p. 9).  

Another reflection model was proposed by Richards and Lockhart. Here, the teacher 

should gather the information about learning and teaching foreign language and assess  

someone else’s as well as the teachers’ own opinions and attitudes on these processes. The 

teacher should also observe and analyze his or her teaching styles and use the whole 

knowledge to reflect on teaching and learning (Richards & Lockhart, 1994). The procedures 

to gather information are teaching journals, questionnaires, audio and video recordings, action 

research, observations, lesson reports (Richards & Lockhart, 1994, p. 6). Journals are used for 

reflection and insight into the teaching process. Examples of experiences may be observations 

of problems in the classroom, personal reactions to the events in the classroom, descriptions 

of aspects of the lesson or events, ideas for analysis (Richards & Lockhart, 1994, p. 7). The 

entries should be made and reviewed regularly. The teacher may ask questions about his or 

her teaching. For example about the reason of being a teacher, the beliefs about teaching, the 

way of teaching and the change in it (Richards & Lockhart, 1994, p. 7). The reports after the 

lesson are used for listing the main lesson features after the classes which should prompt 

teaching and learning effectiveness. The report is similar to the lesson plan but after the class 

is done (Richards & Lockhart, 1994, p. 9). The questionnaires may identify the problem in the 

class. The teachers may research motivation, attitudes, usefulness of the approaches (Richards 

& Lockhart, 1994, p. 10). Some researchers may use video or audio recordings and 

observation to analyze the previous lessons (Richards & Lockhart, 1994, pp. 11-12).  

Also the teacher’s beliefs about teaching and learning are important, because they have 

an influence on the selection of learning activities, preparation of students for learning, 

presentation of learning activities, conducting classes, assessment of  students, monitoring of 

the student’s progress (Richards & Lockhart, 1994, p. 29). The beliefs and the worldview is 

the basis for teaching style. The sources of beliefs about teaching are the experience of 

language learning from the past, the experience of what works well, practice, personality, 

principles from the approach (Richards & Lockhart, 1994, pp. 30-31). The questions about 

teaching English may be: why is the English language important, is the English language 

more difficult than the other languages, what is most difficult in the English language 
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(Richards & Lockhart, 1994, p. 32). The teacher should remember that learning is learner-

centered so the students have to experience the language as much as possible (at school and 

outside the school). The teacher assists the students, he is the resource (Brindley 1984 in 

Richard & Lockhart, 1994, p. 34).  

According to Van Manen, reflection has three stages. During the first one, the teacher 

should analyze the effectiveness by the teaching strategies he or she uses. The second stage is 

focused on searching for the theoretical background of the teaching strategies. Here, the 

teachers assess their own opinions. During the third stage the teachers relate their experience 

to the psychological, social, political, ethical and economical spectrum. The teaching is 

viewed as interdisciplinary, hence the teachers should reflect on all three stages (Van Manen 

1977 in Michońska-Stadnik, 2013, p 27). Another model (STRIDE) was presented by 

Thomas. It should help reflection. The acronym stands for strengths, target, reality, ideas, 

decision, evaluation (Thomas, 2005 in Michońska-Stadnik, 2013, p. 27). The teacher should 

analyze his or her teaching according to the model. First of all, the teacher should focus on his 

or her strengths and traits of character which may help teaching. The target stage is related to 

the target of the classes. The following reality stage is about an analysis of the situation and 

analyzing what difficulties the teacher  has experienced and how he or she dealt with such 

difficulties. The ideas stands for brainstorming on how to deal with the situation. In the 

decision stage the teacher decides what solution may be used. The teacher evaluates his or her 

actions at the last stage (Thomas, 2005 in Michońska-Stadnik, 2013, p. 27).  

The study on reflection in language learning was conducted in the group of 16 foreign 

language secondary students. The aim was to investigate how formative assessment 

influences self-regulated English learning. The results showed that the students with 

formative assessment performed better in the learning process (Xiao & Yang, 2019, pp. 39-

49).  

The study was conducted in the group of 79 EFL Iranian university students. The aim 

was to investigate relationship between critical thinking, language learning strategies and 

reading comprehension. The results showed that there was a positive correlation between 

reflection and reading comprehension (Marzban & Barati, 2016, pp. 1241-1247).  

Another study on the contemporary understanding of critical thinking or reflection in 

the language learning was conducted in the group of 76 Iranian majors of English as a foreign 

language. The aim was to investigate the relationship between critical thinking, strategy use 

and university achievement. The results showed that the strategy use and reflection have a 

positive correlation with university success. Moreover the difference in the use of critical 
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thinking was observed among high-, mid- and low achievers (Afshar & Movassagh, 2017, pp. 

382-398). 

Skills of reflection were also examined in 550 bachelor university students in Pakistan. 

The aim was to investigate the students’ overall critical thinking skill and also the critical 

reading skill. The results showed that although the students had high level of critical thinking 

at all, there was no positive correspondence with critical thinking and the reading skill (Din, 

2020). 

Another research was conducted in the adult students who learned English in the 

framework of MALLAS which is Mobile-Assisted Language Learning, a tool for self-

regulated language learning through mobile services and applications. The results showed that 

this model helps not only lessons designers but also students to trace and evaluate their 

activities and to make their self-regulation better (Viberg et. al., 2020, pp. 34-52).  

The group of three EFL teachers who taught critical thinking in China were also 

examined. The results showed that the teacher’s enhanced their knowledge through 

experiments,. reflection, reading, formal training. They also taught critical thinking by 

inquiry-based learning and explicit instruction (Zou & Lee, 2021, pp. 1-15).  

The skill of critical thinking was examined in the group of four pre-service language 

teachers with overseas field school in New Zealand to foster their (students’) critical thinking 

in the immersion program. The results showed that the pre-service teacher’s enhanced their 

critical thinking skills (Yuan et. al., 2021).  

Another study was conducted in English major students to see their critical thinking 

skill through taking TEM (Test for English Majors) tests which are to measure overall English 

proficiency of the undergraduates in English language and literature in China. The pass score 

is between 60 and 69% and the highest level is 80%. The latest scores of TEM tests showed 

that there is a decrease in the overall percentage (Luo, 2021, pp. 17-21).  

We can see that the critical thinking skills are studied in various environments, 

university as in Din, Afshar & Movassagh and Marzban & Barati and secondary education as 

in Xiao & Yang. Also the technology-based learning was examined as in Viberg et. al.. To 

add, critical thinking is researched in teaching as in Yuan et. al. and Zou & Lee. Because 

some studies show the decrease in critical thinking skills examined in the tests as in Luo, there 

should be a training in reflection at all the stages of education starting from compulsory level 

of education what is in relation to the current study. 
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Chapter IV: Research procedure, group description, method, data-

gathering tools, research questions and the results of the study 

 

4.1 Introduction 

 

After an analysis of the theory of reflection, goals and goal-setting in relation to 

language learning and teaching we will show the aim and the procedure of the study, hence 

the research group, research instruments, research questions.  

 

4.2 The aim and the rationale of the study  

 

The main aims of the study were a) to check the skill of setting and achieving short- and 

long-term goals in learning the English language and b) to check the influence of reflection on 

success in learning the English language in primary school students (four language skills and 

three language subsystems). The rationale of the study was that the students at this stage of 

learning should develop the skill of critical thinking on their studying and the skill of goal 

setting which are the parts of conscious learning which should appear at this level of 

proficiency (Ausubel & Ausubel, 1966, pp. 403-413; Ausubel et. al., 1968; Inhelder & Piaget, 

1958; Piaget, 1952; Simatwa, 2010, pp. 366-371).  

 

4.3 The procedure 

 

The study will make use of mixed method (qualitative-quantitative). The qualitative part 

covered the goal-setting and reflections of the students. The quantitative part examined the 

products of students (tests). Due to the worldwide situation of pandemic there was a change in 

teaching and learning style (home office), hence the official tests were forbidden from above, 

however the so-called regular quizzes, unit tests were conducted and they were analyzed for 

the sake of the study (Bachman, 2005, pp. 235-242; Brown, 1990, p. 165; Brown, 2004, pp. 

44-45; Gómez, 2013; Hatch & Farhady, 1982, pp. 108-120; Wilczyńska & Michońska-

Stadnik, 2010, pp. 115-172). 

The control group (CG) neither did goal-setting nor reflection during the first semester 

of study. At the beginning of the research, the control group filled the questionnaires on the 

possible experience in goal setting and reflection on learning English. At the end of the 
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semester, there were tests of the control group examined (due to restrictions). There was a 

comparison of the scores between the control and experimental group. Next, there was a 

change in groups (the control one becomes the experimental and vice versa).  

At the beginning of the study, the students of the experimental group (EG) filled the 

questionnaires as the control group (CG). In this group there was a presentation of terms 

(goal-setting and reflection) to define the terms. During the semester, the students of the 

experimental group set their short- and long-term goals and monitored their (goal’s) 

achieving. Moreover, the students reflected on their learning English, i.e. one reflection after a 

week of learning in the form of a questionnaire with both close- and open-ended questions. 

Due to the restrictions during epidemic the questionnaires was changed into online form. At 

the end of the semester, as in the control group, the tests were examined in order to see any 

progress in studying. The comparison of success between the two groups was analyzed. 

 

4.4 Research group  

 

As it was mentioned in the Introduction, there were two research groups: control and 

experimental with 30 primary school students each. The research took one school year (one 

semester for examining one group). These groups consisted of the primary school students at 

the grades 6, 7, 8 at the comparable level of proficiency. Some of them were the members of 

the sport-profile classes (volleyball). Because the proficiency in English was the group-

making factor only for the English classes, some students knew each other from other groups.  

 

4.5 Research instruments 

 

The research instruments were questionnaires for students at the beginning of the study, 

the observation sheets (the students did reflection and set their goals and commented on 

achieving the goals) and the tests. All the instruments can be found in Appendices. The 

questionnaires at the beginning of the study were to check whether or not the students 

reflected and set the goals before the study was conducted. The observation sheets about the 

students’ reflection during the study were for checking the skill of critical thinking on their 

learning process. The observation sheets about short-term goals (for the following classes) 

were to check the skill of setting and achieving short-term goals and the reflection on the 

success (if the goal was achieved) and on the failure. The observation sheets about long-term 

goals (semester goals) were to check the skill of setting long-term goals and the reflection on 
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their achievement. The tests were to check if there is some difference between experimental 

and control group in terms of progress in learning where there is reflection and goal-setting in 

the studying process (Brown, 1990; 2007).  

The rationale for the use of the questionnaire is that it is the direct method to see the 

background knowledge or the opinion of the student. The participants comment on the topic 

on their own, the open-ended questions allow them to express what they would not show in 

the close-ended questions (Brown, 2007; Wilczyńska & Michońska-Stadnik, 2010, pp. 115-

172; 237-238).  

The observation sheets (questionnaires in the study for students) were used in the study 

to investigate the skill of reflecting and goal-setting by the students as they are the direct 

instrument of observing the students’ opinions (Brown, 1990; 2007; Wilczyńska & 

Michońska-Stadnik, 2010, pp. 115-172; 237-238).  

The tests show the possible difference between the experimental and control groups. To 

analyze the influence of the treatment used in the study, the T-tests were also administered 

(Bachman, 2005, pp. 235-242; Brown, 1990, pp. 43-74; pp. 95-107; Wilczyńska & 

Michońska-Stadnik, 2010, pp. 115-172). During this study the printed sheets were used but 

due to the situation in the country the research instruments were transformed into online 

versions. 

 

4.6 Research questions 

 

The research questions were: 

Q1: To what extent do the students achieve their short- and long-term goals? 

Q2: Do and to what extent the students show the skill of reflection on learning English? 

Q3: To what extent do the goal-setting and reflection influence the success in learning English 

as measured by research instruments (tests, oral answer etc)? 

Also hypotheses were stated. These are shown below. 

H0: There is no significant difference in success in learning English in both research groups.  

H1: There is a significant difference in success in learning English in both research groups. 

H2: The students of the experimental group have better grades than the students of the control 

group.  
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After the presentation of the study, in this chapter we will analyze the results of the 

three research instruments: questionnaire with the questions about reflection and goal-setting 

background, weekly reflections and tests after the semester. Next we will discuss the results 

and their meaning.  

 

4.7 Results of the study and discussion 

 

Let us look at the results of the questionnaires about the background of reflection in first 

experimental group (EG1). The results show that there is no major difference in the number of 

respondents who have done or have not done reflection about learning before this study 

(questionnaire question 1) (13 positive to 12 negative, 43% to 39%, see Fig. 1). There were 

four empty answers and one illegible, 13% and 4% respectively. In answer to the question 

(the last time the respondents did the reflection) (questionnaire question 1a), the answers were 

yesterday (5 times, the most popular), a couple of days ago, regularly, now, everyday, today. 

One answer might have been a year ago, although it was illegible. The answers which 

incorporated more time gap (than now or yesterday) were 10%. The biggest group was no 

answer (18 respondents, 60%) (see Fig. 2).  

As for the results from the two first figures, we may assume that slight majority of 

respondents have conducted reflection before the study, however, in the light of the following 

comments provided by the students, there was a variety of regularity admitted and some 

students conducted reflection a year ago or more what showed that the respondents did not 

reflect at school on a regular basis.    

In answer to the question about the conclusion after the reflection (questionnaire 

question 1b), the majority (47%, 14 students) have not come to any conclusion or have not 

known the kind of conclusion. There were students who wanted to improve English or 

themselves (to be more patient during studying) (17%, 5 respondents). The number of 

students who thought their way of studying is correct was 3% (1 respondent). Only 7% of 

students (2 respondents) thought their studying was not so good. Only one student admitted 

that he or she had a tuition (3%). Illegible answers were given by 23% (7 respondents) (see 

Fig. 3).  

Looking at the data from the Figure 3, we may assume that some of the respondents 

improved their language skills, however, there were also voices that nothing requires change. 

Some students admitted that tuition (private additional classes) helped. Only a few statements 

were about some problems with learning, however, no specific problematic areas were 
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indentified. The results showed the poor skill of analyzing critically one’s own learning 

process by naming what was correct and what needs to be changed.  

In answer to the questionnaire question 1c, (Does the respondent like his or her way of 

studying), the majority (37%) answered yes, however the number of students who did not like 

their studying was 30%. No answers, illegible information were given by 33% (see Fig. 4).  

In case of the results from Figure 4, we may observe that, although, the majority of 

respondents admitted that they liked their studying way, there was no big gap between these 

and these who thought differently.  

In answer to the questionnaire question 1d (why the respondent likes or dislikes his or 

her way of studying), we may divide the commentaries into some groups. The majority of 

respondents admitted that they have insufficient knowledge or learning style (26%, 8 

students). Three students admitted that he or she likes his or her way of studying because the 

outcomes (grades) are positive (10%). There were respondents who told about regularity and 

that their learning is good for no reason (7%, two students each answer). There were answers 

which appeared only once, for example that the learning style is bad for no reason, something 

in English is difficult, the respondent learned something new, English is quite easy. These can 

be labeled as commentaries. One answer was praising oneself for learning. The ten percent of 

respondents’ answers (3 students) were illegible and 7 students have not answered the 

question (23%) (see Fig. 5). 

Although, the majority of students who disliked their learning, pointed out that their 

problems with studying were due to insufficient effort put into the learning process or the lack 

of knowledge, there were comments on the difficult situation, however not specifying the 

problem. These who admitted they liked their studying admitted that for them English is easy 

or they learned new material, again without any deepening what was it exactly.  
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Fig. 1 The number of students who have done and have not done the reflection before the 

study 

 

 

Fig. 2 The time of the last reflection 
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Fig. 3 Kind of conclusion after the reflection 

 

 

 

Fig. 4 Does the respondent like his or her way of studying 
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Fig. 5 Why the respondents like or do not like their way of studying? 

 

Now let us look at the questions about the goals. The first question was Have you ever set any 
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17% (5 respondents) have not set any goal. The 3 respondents (10%) have not answered and 1 

answer was illegible (see Fig. 6). The categories of the goals are related to improving English 

(43%, 13 respondents), related to the use of English outside the school (for example 

communication with a pen-pal) (20%, 6 respondents), related to grades (13%, 4 respondents), 

no answer (17%, 5 respondents), I don’t know and illegible (3,5%, 1 respondent each) (see 
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example: I’ve learned various words, I trained in front of the mirror, I learned basic things, I 

tried to communicate with people from abroad, I studied. Only three respondent (10%) said 

that they achieved the goal only because of the time spent studying. For example: I spent a 

few hours in a week to learn it. The second biggest group were the responses from students 

who spent a lot of time learning and used some strategies for achieving the goal (37%, 11 

respondents). For example: I read many texts and focused on syntax of sentences, watched 

movies and listened to pronunciation, I learned from the beginning of the semester, I study a 

lot and regularly (see Fig. 9).  

The vast majority of respondents claimed that their goal achievement was due to the use 

of learning strategies or techniques and they gave their names such as listing items. It showed 

that the students had the knowledge of such concepts as learning strategies and they use them, 

although perhaps not all very precisely and regularly. Also some respondents admitted that 

they needed only to spend more time studying, however, these who combined the two 

approaches were very popular. It showed the dichotomy of approaches, nevertheless, the 

balance between the two should be established and the students should understand and use the 

techniques which speed up learning together with a contact with the target language.  

In answer to the question about why the respondents have not achieved the goals, the 

respondents’ answers were I have short memory and my remembering things is difficult, I 

didn’t want to, I didn’t have time, I haven’t studied, I have no sufficient skills, I didn’t have 

motivation. One answer was I haven’t finished school yet (immeasurable goal). The biggest 

group was no answer (77%) (see Fig. 10). 

Some students pointed out very specific problems such as untrained memory for 

remembering material or lack of motivation. Some answers were honest and, that is why, very 

helpful such as lack of studying, lack of time to study, being unwilling to study.  
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Fig. 6 The number of respondent who have set the learning English goal before the study 

 

 

Fig. 7 The type of the goal set by the respondents before the study 
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Fig. 8 The goal achievement 

 

 

Fig. 9 The reason of achieving the goals 
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Fig. 10 The reason of not achieving the goals 
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Only 2 respondents (out of 29 goals) talked about goals related to the 8th grade exam 

(7%). Some of the goals were less specific than others, however, again, as in the cases of 

goals and reflections analyzed earlier in the chapter, we may see the extent of the goal 

accuracy, for example using English very well, being not specified what was understood as 

very well as compared to passing the exam which is very specific. The examples of goals are: 

having a better/a good grade, speaking and writing without problems, passing the exam, 

reading and understanding the text, understanding the heard language, finishing school, 

passing to another semester, not making grammar mistakes, speaking fluently, using English 

very well, speaking English, knowing more words.  

The goals showed also a variety of areas of language including all the language skills, 

i.e. speaking, listening, reading, writing and the language subsystems such as vocabulary and 

grammar.  

Let us look at achieving goals in Experimental Group 1. The majority of the 

respondents did not achieve a semester goal (52%, 15 students). The respondents who 

achieved their goals were 41% (12 students). Two goals were immeasurable (related to the 

use of English learned during the semester in communication with the native speaker) (7%) 

(Fig. 13).   

We can see that although, the majority of respondents did not achieve their goals, the 

difference between these who succeeded and these who did not, is not so wide. Some students 

set the goals which were immeasurable for the research instruments in this study. The results 

showed that for the respondents it was easy to set goals but, perhaps due to the lack of earlier 

goal-setting training, stress, tiredness, there were problems in achieving such goals.  

Out of these goals, 8 students achieved the goal related to the grade (67%) (grades 

achieved: 2 and 3 (1 time each), 4 (5 times), 5 (2 times). The grade 6 was not achieved by any 

student who set it. The goals related to improving English which the participants achieved 

were: 4: not making grammar mistakes, reading and understanding the text, knowing more 

words, understanding the heard language (see Fig. 14).  

It is not surprising that some students achieved relatively good grades and improved 

their skills covering the areas of grammar, vocabulary, reading and listening comprehension. 

However, in comparison between the achievement of the grades and mastering language skills 

and subsystems, the majority of respondents achieved the goals related to grades. It may be 

due to the fact that the development of subsystems or skills require more time than calculating 

how many points should be scored and learn or even cram for a given points level.  
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Fig. 11 The types of semester goals in Experimental Group 1 

 

 

Fig. 12 The grades mentioned in the semester goals 
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Fig. 13 Semester goal achievement in Experimental Group 1  

 

 

Fig. 14 Types of semester goal achievement in Experimental Group 1 
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29 times), asking parents (for help) was 11%, 108 answers. The answers good classes and 

English use outside the classroom were 1%, 10 and 8 times respectively. “Nothing” as an 

answer was 5.5%, 54 answers. No answer appeared 121 times, 12% of respondents. The 

answer “I didn’t study” was 4%, 38 answers. The answer “I was absent” was 0.5%, 5 answers 

(see Fig 15).  

As we may see observe, the vast majority of respondents admitted that they are proud of 

learning new material and practicing. There was also seen a trend of asking parents for help. 

The issues related to getting good grade or decent performance were not so popular. Only a 

few students admitted that they are proud of using English outside the classroom. There were 

also answers which do not fit into the question such as admitting lack of studying. Moreover, 

the trends of not giving answers or claiming that the students are not proud of anything were 

also relatively high in numbers.  

The results showed that, although, the respondents conducted reflection rather eagerly, 

it was once again observed that the group did not get used to reflecting on their language 

learning. Some of the reflective statements could have been more specific such as learning 

new material. We do not know what parts of the material have been learnt.  

The answers may be divided into language subsystems and skills mentioned in the areas 

of improvement (52 times). The biggest group was grammar (52%, 27 times). The next 

groups were vocabulary (23%, 12 times), reading comprehension and translation skill (6%, 3 

respondents each), listening comprehension (4%, 2 times), speaking, writing, pronunciation, 

asking parents and communication (with a friend from Australia (2%, 1 respondent each) (see 

Fig. 16).  

The results showed a whole variety of language skills and subsystems which were 

improved. Also the activity of asking parents and using English to communicate with a native 

speaker, however, the last one was mentioned only once which showed that the respondents 

either did not have any opportunity to use English in the real life or no attempt was made to 

use it.  
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Fig. 15 What are the respondents proud of in learning in the previous week 

 

 

Fig. 16 The language subsystems and skills mentioned in the reflection 
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Fig. 17 Why are the respondents proud of their learning in the previous week 

 

In answer to the question about the reason why something was good about learning in the 
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The following answers were teacher (25%, 248 times), motivation/attitude (6%, 59 answers), 
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times), English friends (1%, 11 times). The commenting on the situation occurred only 5 

times. No answer was 9%, 86 times. The following answers were no reason (11%, 106 

answers), I don’t know (4%, 43 times), no success (0.5%, 5 times) (see Fig. 17).  

We may observe that the students ascribe success mainly to learning and the teacher. 
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themselves (quite enigmatic) or being motivated. A large percentage of the respondents 
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reflection and goal-setting training should be conducted.  
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As for the results there were, again, trends of learning seen such as studying a lot of 

time versus using strategies and studying during the classes versus at home. Some students 

admitted that they had additional English classes. What is more, many respondents combined 

learning styles such as much time spending and using techniques and strategies with the little 

time possible. To add, more students claimed that they study at home, hence in their free time 

as compared to the time spent on the school classes. Such an honest group of answers showed 

that, if guided, the students could manage their learning process more efficiently with the 

instruments such as reflection and goal-setting and managing at home in the informal 

environment, without the supervision of the teacher.  

For the answer “the teacher”, the answers were that the guidance from the teacher was 

important (55%, 136 times), good teacher (as a guide) (22%, 55 times), good explanation, 

“my best teacher”, help, skills, listening to the teacher, change of the teacher (4%, 10 answers 

each) (see Fig. 19).   

As for the results we can see that the students need and appreciate the teacher’s help in 

various ways such as explanation of the material, guidance or advice. Even some respondents 

managed to tell a few words about the teaching skills and their quality. Some students 

admitted that it was important to pay attention to what the teacher was saying and there were 

cases where the change of the teacher was appreciated, so the students felt the difference and 

were focused on the teacher’s skills to transmit knowledge to them.  

 

 

Fig. 18 “Learning” types mentioned by the respondents 
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Fig. 19 The influence of the teacher 
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following answers were laziness (16%, 70 answers), no motivation to learn (4%, 17 times), no 

understanding (3%, 13 times), insufficient practice, stress, no focus, forgetting (2%, 9 

answers each), lack of time (3%, 13 answers), too little time, “my brain”, many duties, no 

duties, disregarding, “I’m myself”, lacks from the previous years, coming back home late, 

tiredness, winter break, student’s absence, something was hard, having classes with more 

advanced group, sports competition, student’s illness, teacher’s illness, going to sleep late 

(0.2%, 1 time each). No answer was 21%, 92 times. “I don’t know” was 11%, 48 times. 

“Nothing” was 14%, 60 times (see Fig. 21).  

As we can observe, the majority of respondents claimed that the problem was the lack 

of practice and, honestly, being lazy which is very valuable answer, because it shows that the 

learning process depends on various variables and, sometimes, what is the most difficult to 

overcome, is the inner weakness of the learner. Because some students belonged to the sports 

class, some answers were related to the sports competition. What is worth-noticing, there 

were also respondents who admitted honestly that they were too tired or had too little time to 

deal with the English language tasks at home. To add, the results showed that some answers 

were still too vague and imprecise such as insufficient practice (hence what was lacking), 

forgetting (what was forgotten by the student) or the lack of focus on the material (which 

parts of the learning material).  

In answer to the question about how the student would improve his or her learning style 

(645 answers), the majority of respondents answered studying (65%, 418 times). The 

following answers were private classes (3%, 20 times), paying attention (2%, 10 times), 

organization (2% 13 times), teacher of English (4%, 24 times). Nothing to change was 10% 

(62 times), no answer was 8% (52 times), “I don’t know” was 7% (45 times), irrelevant was 

0.1% (1 answer) (see Fig. 22).  

The studying was understood by the respondents in various ways, for example: 

practicing (doing exercises) (43%, 180 answers), learning (in the meaning of instructed 

learning) (29%, 121 times), studying (analysis of the material) (16%, 67 answers), more time 

(1%, 4 answers) (see Fig. 23).  

The majority of the respondents admitted that the solution for the unwanted situations in 

learning should be studying (Fig. 22 and Fig. 23), understood in a variety of ways such as 

doing more exercises, more instructed learning, analyzing the material or more time spent 

studying. It showed that, although, the students see a need of spending time with the target 

language, none of them mentioned learning techniques, strategies to make this process more 

meaningful. The instructed learning is connected with school environment and such answers 
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in this number showed that the respondents seem to be yet dependent on the teacher’s 

guidance and they rather do not want to be more responsible for their learning by being more 

autonomous, for example, by doing extra exercises such as reading and listening to English on 

their own. The question may be asked about the source of such a behaviour, whether it is 

because the students do not know how to do it or they rather act comfortably and not cross the 

border of their well-being in the English language learning. It is debatable, because 

questionnaires were not designed to establish it, however, for the future research, it is 

advisable to study on such matter.  

The answers showed also that, apart from the main teacher at school, the respondents 

trust their tuition, extra classes to overcome their problems which is, again, the sign of a 

willingness to be guided, not to take actions on their own.  

 

 

 

Fig. 20 What are the respondents not proud of in learning in the previous week 
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Fig. 21 The reason of not being proud of in learning in the previous week 

 

 

Fig. 22 How would the respondents change their learning style 
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Fig. 23 Types of studying in relation to the Fig. 21 

 

In answer to the question about whether the respondent changed his or her bad situation 

(QQ3), the majority of answers were yes (33%, 143 times) and no (21%, 89 times). There 
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The learning is understood by the students as learning for the next class (38%, 9 times), 

learning with the tutor (private classes) (25%, 6 times), learning at school (17%, 4 times), 

general learning, learning regularly (8%, 2 times each), using flashcards with words (4%, 1 

time) (see Fig. 26).  

As mentioned above, the results showed that the respondents, again, understood 

learning in many different ways. What is worth-noticing, the majority of students claimed that 

regular learning (such as preparing themselves for the next class) influenced their success. 

Another issue mentioned was learning at school, hence the respondents were aware that it is 

the place where they should pay attention and practice in. Again, the private classes were 

somehow popular. One student admitted that he or she used flashcards, so the example of 

concrete learning strategy was observed. The results showed that, although, the respondents’ 

opinions were focused mainly on spending time learning almost without any precise strategy 

mentioned, the students are aware that they should have contact with the target language in 

order to make their learning better.  

As we see not many answers were given, however, the respondents claimed that they 

were motivated, organized and they understood that in order to succeed in language learning 

they should learn. The explanations of understanding of motivation showed that the students 

wanted to know English and use it in contact with the native speaker. Also the willingness to 

pass the exam was mentioned. In terms of understanding of learning, one answer sounded 

very honest and it was the commentary that the student started learning at all, hence he or she 

perhaps had some difficulties understanding why he or she should learn.  
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Fig. 24 Did the respondent change his or her challenging situation 

 

 

Fig. 25 How did the learners deal with the challenging situation 
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Fig. 26 Meaning of “learning” in dealing with a challenging situation 
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We can see that the respondents had some problems with planning how to change the 

situation in the future. They, again, admitted that learning, practicing and paying attention 

should be used, however, it was too general. The students had difficulties naming the exact 

strategies which could help them.  

 

 

Fig. 27 Why it was impossible to change the challenging situation 

 

 

Fig. 28 Did the respondent change the situation 
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Fig. 29 How the respondents would change the challenging situation in the future 
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Fig. 30 Points achieved by the EG1 in the test 
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Fig. 31 Points achieved in the grammatical part in EG1 

 

 

Fig. 32 Points achieved in the lexical part in EG1 
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grammatical as in the Experimental Group 1. The average number of points in this part was 5 

points, hence 41.6%. Only 3 students scored maximum points (15%) and 4 participants did 

not score any points (20%). There were 4 students who scored more than 50% of overall 

points (20%) and 16 students who achieved more than 50% of total points (80%) (see Fig. 

34). The average number of points of the lexical part was 12.5, hence 65.7%. There were 7 

students (35%) who scored maximum points (19) and there were 13 participants (65%) who 

scored more than 50% of the overall points (9.5), hence 7 students (35%) scored less than 

50% of the total number of points (see Fig. 35).  

Compared to the Experimental Group 1, the lexical part was easier than the grammatical 

part, as in the case of EG1, however, more students scored less points all together. The 

comparison of both group will be shown below (Fig. 36), but we may observe that there are 

considerable differences in scoring.  

 

 

Fig. 33 Points achieved in the CG1 in the test 
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Fig. 34 Points achieved in the grammatical part in CG1 

 

 

Fig. 35 Points achieved in the lexical part in CG1 
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H1: There is a significant difference in success in learning English in both research groups, 

H2: The students of the experimental group have better grades than the students of the control 

group. After the comparison of both Experimental and Control Groups 1, we may observe 

that the treatment of goal-setting and reflection had a positive influence on the results of the 

test. The statistical measure showed that p-value was 0.046, hence it was statistically 

significant (0.05 is the border value for the significance of the T-test). The difference between 

the scores of both groups was 6.15. Standard deviation for the Experimental Group 1 was 6.38 

and for the Control Group 1 it was 9.88 (see Fig. 36). After the analysis of the results of 

comparison between the two groups (EG1 and CG1) we see that at this level of investigation, 

there was a significant difference in success in learning English in the Experimental Group 1 

and that the students from EG1 scored significantly higher that these from CG1, hence it is 

most likely that the reflection and goal-setting training had a positive influence on the success 

in learning English as a foreign language.  

 

 

Fig. 36 T-test scores for the Experimental Group 1 and Control Group 1 

 

After the analysis of the testing part of the EG1 and CG1 let us look at the semester 

goals in a second experimental group (EG2, 30 students). The majority set goals related to the 

grades (43%, 13 students). The 23% of students set the goals related to improving English (7 

respondents). The 33% set goals related to the use of English outside the school (for example 

communication with a native speaker) (10 students) (Fig. 37). In terms of the grades 
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mentioned in the goals the majority was grade 5 (8 respondents, 61%). The next big groups 

were the students who mentioned the grade 4 and 3 (2 respondents each, 15%). Only one 

student mentioned the grade 6 (8%). No student who mentioned the grade 2 was observed 

(Fig. 38). 

We can observe that the students from the EG2, again, are focused mainly on grades 

and improving language skills and subsystems in terms of goals in English language learning. 

Again, the grade 5 served as a dream grade as in the Experimental Group 1. There was also a 

large group of goals related to the real-life use of English, bigger than in the EG1. It is worth-

noticing that, although the majority of students chose to set school-centered goals, there was 

also a considerable number of respondents who decided to take a challenge with the real-life 

English use goals.  

Let us look at the achieving goals in Experimental Group 2. The majority of the 

respondents did not achieve a semester goal (55%, 11 students) and 45% of respondents 

achieved the goals (9 students) (Fig. 39).  

In terms of types of goal achievement in the EG2, the majority of students achieved the 

goals related to improving English. The participants achieved 3 goals, 43% out of 7 goals set. 

The areas of improvement were learning more words, understanding the recordings [better], 

making grammar skill better. As for the goals related to grades, 4 students achieved them 

(31% out of 13 grades set). The grades were 3 (2 times), 4 (once) and 5 (once) (see Fig. 40).  

As we can see (in the Fig. 39 and Fig. 40), only the goals related to grades and 

improving language skills were achieved, out of which the higher achievement was observed 

in the grades. Also, the majority of respondents did not achieve their goals, regardless of the 

goal type. What is worth-noticing, the improved skills or subsystems were related to listening 

comprehension, grammar and vocabulary learned.  
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Fig. 37 Types of semester goals in Experimental Group 2 

 

 

Fig. 38 Grades mentioned in the semester goals in Experimental Group 2 
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Fig. 39 Semester goal achievement in Experimental Group 2  

 

 

Fig. 40 Types of semester goal achievement in Experimental Group 2 
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that nothing was bad, 3%. Good classes were reported 13 times, 3%. Good grade appeared 12 

times, 3%. The students asked their parents 12 times, 3%. Nothing was reported 9 times, 2%. 

The answer “didn’t study” was mentioned 8 times, 2% (see Fig. 41).  

We can see that the students from Experimental Group 2 also had a tendency of rather 

superficial reflection by using imprecise wording, however, the main focus of the respondents 

was on learning new material, practicing language in many ways or sufficient language 

performance. Also the appraisal of the classes with the teacher and the parental help was 

claimed, which is similar to the answers of the Experimental Group 1. Quite large group of no 

answers could have been due to many reasons such as being tired, inability to name the good 

sides of learning or a lack of reflection training previously.  

The respondents mentioned language skills, subsystems and other activities which 

appeared 48 times. The most frequent skill was vocabulary, 14 times, 29%. The next answer 

(being a subsystem not a skill) was asking parents, 12 times, 25%. The third most frequent 

answer was reading skill (9 times, 19%) and the next answer was writing (8 times, 17%). The 

last two skills were listening (3 times, 6%) and speaking (2 times, 4%) (see Fig. 42).  

It is not surprising that respondents were proud of the parental help and guidance and, as 

it was mentioned before, the researchers should think about the studies on interrelation among 

student, teacher and parent in terms of the goal-setting, reflection and language success. What 

is more, all language skills were the focus of the students, however, vocabulary was the most 

popular. It may be due to the fact that the respondents wanted to perform, for example, on the 

quizzes best, however, no data about, for example, pronunciation or grammar were obtained. 

Perhaps the respondents did not consider those fields as suitable for admiring or they focused 

on the areas mentioned.  
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Fig. 41  What are the respondents proud of in learning in the previous week in Experimental 

Group 2 

 

 

Fig. 42  The language subsystems and skills mentioned in the reflection 
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13% that the learning was good (32 times). The next answers were no reason, 11% and 27 

times, I don’t know 5% and 12 times and motivation 3% and 7 times (see Fig. 43).  

We can see that, when the respondents mentioned some exact reason for being proud of 

during learning, they had problems with specification and justification why it was so 

important. Apart from a tendency to being guided by the teacher and parents, the answers 

related to being motivated to learn or the quality of learning (in the sense that they enjoyed it). 

However, no precise justification was observed. It showed that perhaps no reflection training 

was conducted before the study.  

The “learning” types mentioned by the students (32 times) were: studying in general 

(18 times, 56%), regularly (6 times, 19%), spending much time studying and using strategies 

4 times each, hence 12.5% each (see Fig. 44).  

It is surprising that the majority of respondents had problems with naming how they 

understood learning, because there were students who did it. It showed that the problem may 

lay either in the inability to name or unwillingness to do it. As compared to the Experimental 

Group 1, the respondents gave much poorer opinions and answers.  

The most frequent answers for the roles or qualities of the teacher mentioned by the 

respondents (41 times) were the teacher’s assistance (understood as guidance) (34%, 14 

times), the teacher’s patience (32%, 13 times) and listening to the teacher (17%, 7 times). 

The following answers were: the teacher explained material well (10%, 4 times), teacher’s 

help (understood as giving clues) (5%, 2 times) and teaching skills (3%, 1 time) (see Fig. 45).  

Not surprisingly, the majority of respondents value assistance of the teacher best and, to 

add, there were some voices showing that the respondents prefer teacher-centered learning, 

such as valuing the teaching skills or teacher’s explanation. The majority of the answers did 

not mention autonomy-centered students’ learning, i.e. the respondents still want to be guided, 

without any responsibility for the learning process. However, there were also voices about the 

very important role of the students which was listening to the teacher [during classes]. 

Although, these respondents did not deepen their reflection on that matter, it showed that the 

teacher’s authority was important to them and it should be used to promote reflection as well. 

It is also worth-mentioning that the students seemed unwilling to tell about their leaning 

successes. It somehow shows that the idea that today’s education is more focused on the 

errors, because only errors are corrected by the teachers and the trace of that correction is 

visible, however, nowadays there is a trend of descriptive assessment without grades but with 

describing what was good and bad about the learning process. Maybe such answers were due 
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to the fact that the respondents did not know how to reflect on what was good in the learning 

and they were more focused on what needs improvement.  

 

 

 

Fig. 43 Why are the respondents proud of their learning in the previous week 

 

 

Fig. 44 “Learning” types mentioned by the respondents 
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Fig. 45 The influence of the teacher 
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In answer to the question why the respondents were not proud of something that 

happened in the previous week (369 answers), the majority submitted no answer (95 times, 

26%). The following answers were no practice (74 times, 20%), I don’t know (49 times, 

13%), no understanding (34 answers, 9%), laziness (32 answers, 9%). The answer no 

motivation was reported 28 times (7.5%) and nothing appeared 21 times (5.7%). Only 8 

students reported forgetting and tiredness (2% each) and 5 students admitted going to sleep 

late and that something was difficult (5 times, 1% each). Also 4 participants reported too little 

time (1%) and 3 times the answer stress appeared (1%). Only 2 students admitted no focus 

(0.5%) and 1 participant many duties (0.3%) (see Fig. 47).  

In the case of justification of the unwanted situations, the majority of answers were 

quite specific and interesting. A quite large group of statements related to too little or lack of 

time and being tired. However, the honest answers such as being lazy, lack of practice, being 

unmotivated were quite popular. The problem is, again, that the majority of students did not 

answer this question. On the other hand, the lack of reflecting training on what needs to be 

improved, is visible. 

 

 

Fig. 46 What are the respondents not proud of in learning in the previous week 
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Fig. 47  The reason of not being proud of in learning in the previous week 

 

In answer to the question how the participants would change their learning style (273 of 

all answers), the majority admitted that they should study/learn/practice more (84 times, 

31%). The following answers were nothing to change (58 times, 21%), no answer (36 times, 

13%) and paying attention (27 times, 10%). Also the organization (for example creating the 

list of exercises to do) was mentioned 26 times (9.5%) and the teacher’s help 23 times (8.5%). 

The answer I don’t know was reported 19 times (7%) (see Fig. 48).  

We may observe that the students noticed that they should practice or learn more as well 

as pay more attention to what the teacher says. In terms of more specific but metacognitive 

strategies, the preparation to learning was mentioned (for example use of colors). On the other 

hand, there were popular voices that nothing requires change and the inability to name 

problematic areas to change was observed.  

In terms of the studying types that in the respondents’ opinions may help them 

overcome some difficulties (84 all answers) which were mentioned in the Fig. 47, the 

majority admitted that they should practice more (47 times, 56%), learn regularly (15 times, 

18%), study in the sense of analysis of material (14 answers, 17%) and learn in the sense of 

instructed learning at school (8 answers, 9%) (see Fig. 49).  

The respondents focused mainly on more practice or regularity to overcome difficulties, 

on the other hand, the answers about more metacognitive, analytical studying was rather in 

minority. We can observe that too few students are aware of more autonomous learning.  

0
10
20
30
40
50
60
70
80
90

100

The reason of not being proud of in learning 
in the previous week



137 
 

 

 

Fig. 48  How would the respondents change their learning style 
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they changed the situation a little bit (they got slightly better grade than previously, for 

example, 3.5 as compared to the past 3.0) (19 times, 6%) (see Fig. 50).   

In answer to the question if the respondent changed his or her bad situation (92 

answers), what was the reason of this achievement (QQ3.1), the majority did not report any 

answer (53 times, 57%). The following answers were making up the grade (15 times, 16%), 

the teacher’s help (14 times, 15%) and learning (10 answers, 11%) (see Fig. 51).  

We can see that the majority of unwanted situations were changed for good and the 

reasons of making up the grade, learning and the teacher’s help were reported. What is more, 

they were general answers without any deepened reflection. 

In terms of the understanding of learning reported by the participants in the Fig. 50 (10 

answers), the majority of students admitted that they learned for the next class (5 times, 50%). 

The rest of the answers were learning regularly (3 times, 30%) and learning either spending 

more time or using some strategies (2 times, 20%) (see Fig. 52).  

As we may see, the majority of learners ascribed the learning success to regularity and a 

little to using strategies. The low number of answers reported showed that the image of the 

trends by the respondents may be incomplete, however, we may see that the students do not 

see the need of using learning strategies.  

The justification of dealing with the unwanted situation showed that the students were 

convinced that spending more time learning, being motivated or preparation to learning were 

the keys to success. No exact strategies were mentioned. Again, the inability to reflect on the 

justification of the method of dealing with some difficult situation was observed.  
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Fig. 50 Whether the respondents changed his or her challenging situation 
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Fig. 52  Meaning of “learning” in dealing with a challenging situation  
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times, 60%). The following were practicing (9 times, 24%) and paying attention during the 

classes (6 times, 16%) (see Fig. 55).  

Again, the students were convinced that learning and practicing would improve the 

situation, however, as mentioned before (a commentary to the Fig. 54), it may be insufficient. 

It showed that they are stuck to the previous habits which sometimes do not work.  

   

 

Fig. 53 Why it was impossible to change the challenging situation 
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Fig. 55  How the respondents would change the challenging situation in the future 
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who scored maximum points (16) and there were only 6 students (20%) who scored less the 

average points (8) (see Fig. 58). In the matching part, the mean score was 2.76 and the mean 

percentage 55.2%. The 12 students (40%) scored maximum points (5) and 6 students (20%) 

did not score any point. There were 13 students (43%) who scored less than 50% of the total 

number of points (2.5) (see Fig. 59).  

As we can observed the Experimental Group 2, who had a training in reflection and 

goal-setting, scored relatively high. Again, the vocabulary was easier than grammatical part, 

however, the Experimental Group 2 scored higher than the Experimental Group 1.  

 

 

Fig. 56 The points achieved by the EG2 in the test 
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Fig. 57 The points achieved by the EG2 in the grammatical part 

 

 

Fig. 58 The points achieved by the EG2 in the lexical part 
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Fig. 59 The points achieved by the EG2 in the matching part 

 

In the Control Group 2, 25 students took the test and the mean score was 17.32 and the 

mean percentage was 55.8%. Only 2 students (8%) scored maximum points (31) and 12 

students (48%) did not score 50% of the overall points (15.5) (see Fig. 60). The most 

problematic were the tasks related to grammar. The mean score was 4.6 and the mean 

percentage was 46%. There were only 2 students (8%) who scored maximum points (10) and 

there were 14 students (56%) who scored less than 50% of the overall points (5) (see Fig. 61). 

As for the lexical part, the mean score was 7.93 and the mean percentage 49.5%. Only 4 

students (16%) scored maximum points (16) but there were 14 students (56%) who scored 

more than 50% of the total number of points (8) (see Fig. 62). As for the matching part the 

mean score was 2.63 and the mean percentage was 52.6%. The 12 students (48% scored 

maximum points (5) and there were 3 students (12%) who did not score any point. There were 

also 14 students (56%) who scored more than 50% of the total number of points (2.5) (see 

Fig. 63).  

We can see that the group without reflection and goal-setting training scored relatively 

lower than the EG2. Again, the lexical part was less difficult than the grammatical part. The 

results showed that there is a positive correlation between the training in goal-setting and 

reflection and the language success. The comparison showed that, although the overall 

percentage from the tests of Control Group 1 and Control Group 2 are similar and the score 

from the lexical part of the CG1 is higher, the CG2 scored higher in the grammatical part.  
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Fig. 60 The points achieved by the CG2 in the test 

 

 

Fig. 61 The points achieved by the CG2 in the grammatical part 
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Fig. 62 The points achieved by the CG2 in the lexical part 

 

 

Fig. 63 The points achieved by the CG2 in the matching part 

 

After the analysis of the overall points and the division on lexical, grammatical and 

matching parts let us look at the T-test scores of both Experimental and Control groups 2 

where, again, the influence of the treatment of students’ reflection and goal-setting on the 

Experimental Group was investigated. The T-test was done, again, in PQStat. Hypotheses 
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learning English in both research groups, H1: There is a significant difference in success in 

learning English in both research groups, H2: The students of the experimental group have 

better grades than the students of the control group. After the comparison of both 

Experimental and Control Groups 2, one may see that the treatment of goal-setting and 

reflection had a positive influence on the results of the test. The measure of the p-value was 

0.013, hence it was statistically significant. The difference between the scores of both groups 

was 5.2. Standard deviation for the Experimental Group 2 was 6.65 and for the Control Group 

2 it was 8.10 (see Fig. 64).  

The results showed that the reflection and goal-setting had a significant difference on 

the success in language learning in both Experimental Groups, 1 and 2. Also students from 

both EGs scored higher in the tests than Control Groups 1 and 2’s students.  

 

 

Fig. 64 T-test scores for Experimental Group 2 and Control Group 2 

 

4.8 Commentary on the results  

 

After a presentation of the results from all Groups (both Experimental and both Control) 

let us discuss them starting from the goal-setting background. As seen in (Fig. 13 and Fig. 

39), there are no major differences in the ratio of achieving the goals set at the beginning of 

the study (12 to 15 students in the EG1 and 9 to 11 students in the EG2) and the majority of 

the participants have not achieved their goals in both groups (52% and 55%, respectively). 
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However, there are some differences in achieving the types of the goals. The Experimental 

Group 1 achieved 67% of the goals related to grades and only 33% goals related to improving 

English and the Experimental Group 2 scored better in achieving goals related to improving 

English (43%) as compared to the grades-related goals achievement (31%), however, the 

difference in numbers of students is not that large: 4 (improving) to 3 (grades) (see Fig. 14 

and Fig. 41).  

As a commentary we may observe that the grades are still important for the students 

(the highest percentage, 67%), but when the groups swapped, the improvement took the first 

place (43%). We may assume that, although the grades at the passing level (in the Polish 

education system, the grade 2 is a positive, passing grade) are the most important, some 

students may understand that their scores need some skills and they have to be mastered in 

order to get the positive grade at the end of the learning process (at the test, at the end of the 

semester).  

As for the students’ reflection on their learning process, some students (in both 

Experimental Groups) set their goals and reflected about their English learning superficially. 

It may indicate that the students do not know how to do it, because they seem not to be taught 

how and they do not show a skill of justification of their goals or reflection thoughts (they do 

not tell why some results of their actions happen). Although some general goals may be 

appropriate (for example get a good grade), however, some should be specified (for example, 

improving language skills and we may ask: what language skills, what should be improved in 

a given skill and how to improve it). In the cases of not dealing with a difficult situations (for 

example not making up the grade in the test) some students claimed that there was no problem 

with it (Figures 15, 16-18, 21-23, 25-30, 42, 44-57). Moreover, some students could not make 

up some mistakes and they did not improve what they should have done. Some remedies 

incorporated by the students were not sufficient (Figures 20-25, 28-30, 47-57).  

Results also show that the students associate learning success (whether it is getting a 

satisfactory grade or improving skills) with learning of many kinds (general spending time 

reading, doing exercises, analyzing the material), organization and being motivated (Figures 

15, 17, 18, 20-23, 25-30, 42, 44, 45, 47-57). However, in some cases participants were very 

honest and they admitted that they did not achieve what they previously wanted because of 

laziness or lack of time (Fig. 21, 28, 55). Some students trust both in tuition and the class 

teacher as if the teachers would pass the tests, quizzes and exams as releasing students from 

this obligation. It shows that the students still need assistance at this stage of education, 

however, some autonomous behaviour should be taught. Still some students cannot point out 
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how the teacher may help them (Figures 19, 44, 46). What is important, the students often 

stick to one way of dealing with the situation and they do not change it, even though the 

previous acting does not work.  

Some students neither set some goals nor reflect about their English learning. Some 

questionnaires were submitted empty. It may be due to the lack of curiosity or motivation, but 

in some cases due to misunderstanding of the role of reflection or goal-setting in education. 

Furthermore, the study was conducted in the time of worldwide pandemic and safety 

restrictions, hence, the students seemed to be stressed with the situation and with chaning to 

online classes.  

There was a tendency of decrease in filling the questionnaires and answering the 

questions and it may be because of the tiredness, stress due to restrictions but also because of 

taking part in the current study as an additional activity; the students seemed as if they did not 

take part in many of such studies in the past) and being unmotivated.  

To add to the problematic areas observed during the study, students seemed not to 

conduct any critical thinking training regularly, if any, in the past. In terms of goals-setting 

training the situation seems analogous, the students seemed not to set goals earlier or they did 

so only to some tiny extent.  

However, some students made some effort to reflect on their learning process but they 

still need some training in this matter.  

Some students set long-term goals confidently and they think positive about the success, 

although, some goals may be achieved at the end of the education or outside the classroom 

and this study was designed to research only the classroom environment.  

Although some students know metalanguage, their grades are not very high and the 

reflection is not very advanced, hence they seem not to benefit from this knowledge to 

improve their skills and subsystems, however it is good that the use of metalanguage was 

observed (for example the use of the term past simple), because it shows that some students 

are aware of that kind of language and they make use of it to some extent. They should also 

understand the terminology and ideas behind it to make use of the learning process more 

fully.  

Some students admitted they set some goals and reflected on their learning before, 

however, the total extent (for example, as compared to other schools) of these is still unknown 

and it should be researched further.  
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4.9 Future studying and teaching implications 

 

After a discussion of the results let us look at the future studying and teaching 

implications starting with recommendations for further research.  

There should be investigated more groups similar to these from this study to see the 

global (statistical) differences and common points (if any occur), however, the case studies 

should also be conducted in order to see the student more as an individual in the learning 

process and these case studies should not be limited only to the high-scoring students but also 

to the low- and average-scoring to help them improve their learning process.  

It seems to be also recommended to research the teachers in the light of the possible 

goal-setting and critical thinking training as taught to the students to see to what extent they 

transmit this knowledge to the learners and if any, what is its influence on the students’ 

learning success.  

As seen during the study, some students used metalanguage in their reflection, hence, if 

any occurs during the future studies, it is recommended to research their source and guide 

such students to make use of it. It may be a good idea to conduct the studies on the peer help, 

i.e. high-achievers and those who use and understand metalanguage and ideas behind may 

help average- and low-achievers in the learning process.  

There is further research needed to compare two groups in the stationary learning 

environment and online classes to investigate whether and, if yes, to what extent these two 

learning environments have an influence on the students and to see what problems are related 

to that transition.  

Also the further investigation of the online teaching and learning mode should be 

conducted not only in order to establish the strengths and more challenging areas in this kind 

of treatment to improve it for the future online and blended classes but also to teach students 

how to make use of the online sources to study English more autonomously.  

As for the teaching implications, the reflection (critical thinking) and long- and short-

term goal-setting should be taught at primary schools extensively in order to speed up the 

analytical and synthetic learning process from the very start to help learners study and act 

better in the future institutions (high schools, universities or even workplace). What is more, 

the training of changing ways of learning should be done in order to change insufficient 

learning habits. Additionally, the training of reflection in terms of naming what was good in 

the learning process should be conducted.  
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Also, the further and more advanced research on the interrelation between the help of 

the teachers and parents should be conducted in order to promote the students’ awareness of 

the benefits in cooperating among all three sides (student, teacher, parent) and its influence on 

the learning success. To better understand the students’ goals and reflection, the parental goals 

and expectations towards the educational path of their children should be examined.  

Because the research instruments for this study were not focused precisely on 

discovering what is the source of the students’ knowledge of setting goals or reflecting 

accurately, there should be a further research on the starting point of such knowledge, i.e. 

teacher- or parent instruction or some other source such as a textbook or online tutorial.  

To help, a model used in the study may be implemented: students set their semester 

goals at the beginning of the school year and at the start of the second semester and they try to 

achieve it. Then, the result is discussed with the teacher and he or she may give some further 

implications either to maintain the good flow or improve it.  
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Conclusions 

 

The aim of this study was to investigate whether and to what extent the Polish-speaking 

primary school students at the grades 6, 7, 8 show the skill of reflection (critical thinking) on 

their leaning process and the skill of goal-setting and its achieving. To accomplish it, the 

group of 30 students (in the Experimental Group) was analyzed through the means of 

questionnaires (which the learners had to fill in during the study) and testing in order to 

observe possible changes between this group and the Control Group. After a semester of such 

a treatment, the groups swapped their roles for the following semester.  

As a reminder let us look at the research questions for the current study and later we 

will see if they were answered and to what extent.  

 

Q1: Do and to what extent the students show the skill of reflection on learning English? 

Q2: To what extent do the students achieve their short- and long-term goals? 

Q3: To what extent do the goal-setting ability and reflection skills influence the success in 

learning English as measured by research instruments (tests, oral answer etc)? 

 

It is worth noticing, that many respondents were reluctant to take part in the study either 

by giving no or negligent answers. It may be due to the fact that the students were tired, 

because the participation in the study was an additional activity apart from their regular 

school courses. Let us also remember that the major part of the study was conducted during 

the restrictions due to worldwide pandemic situation, hence it was a challenging time for 

everyone, not only in the educational system. Although we may speculate on the reason of 

some respondents’ reluctance in the study, the results showed some trends in the students’ 

reflection and goal setting. All the research questions were also answered, some of them, to 

some extent, which will be discussed below.  

As for the first research question (Q1), the results showed that the students have a poor 

skill of reflecting and the training of critical thinking on their learning should be implemented 

in order to improve the analytical skills. If reflection occurs, it is very limited in form and in 

quality. The important areas of respondents’ interests are good grades, improving language 

skills and subsystems but the vast majority mentioned these in the context of the school 

environment only, hence the students seem to learn English without a real purpose behind the 

school system, i.e. using foreign language in the real life situation, for example visiting an 
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English-speaking country or understanding the real-life language in the contact with native 

speakers or in the pop-culture as, for instance, in the literature and films.  

Surprisingly, some students used metalanguage during the reflection and it shows that 

they somehow understand the concepts behind it, however it is necessary to analyze such 

cases more in order to make use of it for better learning.  

Three general aspects of good language learning were observed, as claimed by the 

respondents and they were: learning understood as spending time studying, doing exercises, 

motivation and organization. On the other hand the respondents seemed to treat these as 

slogans only, not really implementing them into their learning process to improve it. Also it is 

necessary to meaningfully instruct students about maintaining motivation or organization of 

learning.  

In terms of the type of learning the students admitted to practice, some students still 

think that only through spending much time studying they will succeed in the learning 

process. Apparently if one does not have any contact with the target language, the skill will 

decay, however, there are still some respondents who do not see that learning strategies make 

the process easier, faster and more understandable.  

At this proficiency level we observed that the students trust their teachers, hence it is 

time in the education process to instruct learners how to do proper reflection and goal-setting 

and show these skills as learning strategies which may be used not only at school. Some 

respondents admitted that they trust their parents in helping with learning English, however, 

not many students claimed that help. The reason may be because they were shy enough to 

admit they need parent’s help or at this stage of human development, the parents were not 

seen as authorities. Apparently, at this phase of education, it is necessary to combine the 

parental and teacher’s help to show children that they need both encouragement’s sources to 

learn more meaningfully.  

To add, some students are stuck to the insufficient techniques of learning that do not 

change the situation for the good and no training of changing strategies was observed before 

the study, hence it seems obligatory to provide training in reflection and goal-setting.  

What is surprising, some students allocate more time on reflecting on the problems they 

encounter than to what was good and what they may be proud of. It may be due to the fact 

that little or less attention is paid to the strengths of the students and there is little or no 

descriptive assessment provided by the teacher. On the other hand, some students do not 

know how to name what was good in the learning process.  
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As for the second research question (Q2), the results showed that the goal-setting was 

mainly focused on the school-centered issues as grades or improving language skills in both 

Experimental Groups. There were also students who focused on the use of English outside the 

classroom, for example in a communication with the native speaker pen-friends, however, 

such answers were in minority. The students managed to achieve only the goals related to the 

school environment such as improving in some language skill or skills or getting a good 

grade. Also there were many student who did not achieve their goals and we may speculate on 

their failure. It may be due to the insufficient learning methods they used or being unwilling 

to improve or unaware of what needs changing. In was also observed that some participants 

set some goals more eagerly that others. Possibly, they wanted to take part in the study 

because it was unusual as compared to the school routine. 

As a commentary, it is observable that some students were focused only on the success 

at school, hence they do not think that they learn English for real-life situations as 

communicating with native speaker or understanding and processing the language heard or 

read. Although the focus of the current study was designed for the school environment, the 

fact that the students thought so little about the use of English outside the classroom, is 

surprising. Out of all the responses received only a mere percentage of students admitted they 

want to pass the exam finishing primary level of education (after the grade 8), although there 

were such representatives in both Experimental Groups. On the other hand it is worth-noticing 

that the vast minority of learners seemed not to be caring about passing the exam, which is 

one of the high-stake exams influencing the choice of the high school, if any. However, in the 

light of some accusations of the current educational system that it is focused only on 

preparing students for final exams, not teaching them to use English in the real-life, such a 

tiny fraction of answers related to the exam may lead to the assumption that the students 

themselves seem not to care about the final exams so much as the teachers or parents do 

(hence the learners do not fully understand the purpose of studying at school) and they are 

rather interested in grades and developing their language skills and subsystems, although, as 

shown in the results, rather only in the school environment, not for the real-life use.  

There was also a variety of accuracy of goal-setting observed, i.e. there were students 

who set their goals more accurately than others, for example by claiming, for example, that 

they wanted the grade 5. On the other hand, some students set their goals more imprecisely, 

for example, they wanted to improve English without a specification what to improve (for 

example some language skill or subsystem). It showed that, perhaps, no goal-setting training 

was conducted on the regular basis or it was done some time ago.  
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Another issue with setting imprecise goals such as knowing more words, may be a sense 

of security during the test, i.e. the student sets some general goal, not specifying the amount 

of and the specification of the items which have to be learned in order to pass the test. For 

example he or she decides to set the goal which may look like that: to know more words. To 

make it more precise the learner should specify the amount of them, for example: I will learn 

10 new words. Apparently, the vocabulary items and grammar are divided among the thematic 

chapters in the course books. However, the student may specify that he or she will learn 

vocabulary from the given page or on a given topic but it requires more effort. Because there 

is metalanguage used by the teachers during the language course, for example, the learners 

know what grammar areas will be covered, for example, present simple tense, the students 

may set the goals which can be specified as: I will practice present simple by doing exercises 

from the page[…]. Such phenomenon of setting unspecified goals may be due to the fact that 

the responsibility for virtual failure is lower than in the case of not achieving specific goals. 

However, the skill of setting specific goals is mandatory farther, at the university or at the 

workplace and it should be taught.  

As for the third research question (Q3), the results showed that reflection and goal-

setting influenced positively the learning success as showed in the tests at the end of the 

study. Looking at the results of both Experimental Groups (where the reflection and goal-

setting were conducted) scored higher than the Control Groups. Apparently, the test could be 

an opportunity for students to show their knowledge.  

Summing all what has been presented and analyzed, the data gathered during this study 

may be treated as a partial illustration of learning in Poland under specific conditions. Further 

research should be conducted, firstly, in the areas of the critical thinking and goal-setting and 

achieving training, because it is vital for the students’ present and future quality of learning 

and studying. Also the following statistical measures of the Polish students’ actions and 

opinions should be implemented in order to analyze the broader image of more independent 

and analytical learning in the primary school. Moreover, the online mode of learning should 

be investigated, not only for the crisis times but also to show more autonomous way of 

studying English as a foreign language in Poland and to relieve the instructed classroom 

teaching and learning from the tasks and activities which may be practiced at home, for 

example, close-ended activities or listening comprehensions tasks. In order to find out 

strengths and weaknesses of such a process in the Polish educational background we should 

work out more advanced distant learning methods.  
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Streszczenie 

 

Niniejsza praca skupia się na zbadaniu umiejętności stawiania sobie celów krótko- i 

długodystansowych oraz refleksji (krytycznego myślenia) nad swoim procesem uczenia się u 

polskich uczniów szkoły podstawowej (klasy 6-8) uczących się języka angielskiego jako 

obcego. Obie umiejętności są bardzo ważne w efektywnym uczeniu się języka obcego i 

powinny wystąpić już u uczestników badania na tym poziomie zaawansowania językowego 

(A2). Krytyczne myślenie i samo-ewaluacja dokonywane przez ucznia mają na celu zmienić 

proces uczenia się w bardziej świadomy i dojrzały, ponieważ niektórymi z cech 

autonomicznego i tzw. dobrego ucznia są właśnie te umiejętności, których szkoła powinna 

uczyć. Żeby proces nauczania i uczenia się miał znaczenie, potrzebne są cele wyznaczone tak 

przez samego ucznia jak również przez nauczycieli. Dlatego też, żeby utrzymać 

zorientowanie i motywację na osiągnięcie celu przez cały proces nauki, należy dokonywać 

regularnych ocen krytycznych swojego toku przyswajania wiedzy przez nazwanie tego co 

było wykonane dobrze, a co jeszcze należy poprawić. Dodatkowo uczeń powinien umieć 

wyciągnąć wnioski z sukcesów i porażek i nazywać przyczyny obu sytuacji. W przypadku 

niepowodzenia powinien także umieć zaradzić takim sytuacjom na przyszłość. Niniejsze 

badanie miało na celu zaobserwowanie występowania i analizy takich postaw. Badanie 

przeprowadzono na dwóch grupach uczniów, gdzie Grupa Eksperymentalna oraz Kontrolna 

składały się z 30 uczniów każda. Na początku badania uczniowie dostawali krótkie ankiety 

dotyczące umiejętności stawiania sobie celów w przeszłości, żeby zorientować się czy i jeśli 

tak to kiedy ostatnio i w jaki sposób uczeń wyznaczył sobie cel i czy go osiągnął. Następnie 

uczniowie Grupy Eksperymentalnej wyznaczyli sobie własne cele na koniec semestru i 

zaczęli wypełniać ankiety dotyczące ich procesu uczenia się, gdzie pytania dotyczyły 

mocnych i słabszych stron ich uczenia się i ich komentarzy nad sukcesami i niepowodzeniami 

podczas nauki w zeszłym tygodniu. Grupa Kontrolna uczestniczyła w zwyczajnych zajęciach 

i nie stawiała sobie celów oraz nie wypełniała ankiet. Po upływie semestru grupy zamieniały 

się rolami, Grupa Eksperymentalna stawała się Kontrolną i vice versa.  

Wyniki pokazały, że uczniowie chętnie stawiają sobie cele i poddają swój proces 

uczenia się refleksji, chociaż niektórzy badani mają problem z osiąganiem celów i 

wyciąganiem wniosków z niepowodzeń podczas nauki. Cele postawione sobie przez uczniów 

głównie skupiają się wokół ocen i rozwijania umiejętności językowych bez wyraźnego 

określenia zorientowania ich na użycie poza szkołą. Zauważono także różnice w 
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szczegółowości celów, niektórzy badani stawiali sobie konkretne zwięzłe cele, na przykład, 

otrzymanie oceny 5, u niektórych było to mniej doprecyzowane, jak na przykład, ulepszenie 

poziomu języka angielskiego bez szczegółowego opisu co konkretnie ma zostać ulepszone. 

Może być to sprzężone z niedostatecznymi umiejętnościami lub porzuceniem takich zabiegów 

na rzecz wygody, ponieważ łatwiej jest stawiać i osiągać cele ogólne niż szczegółowe 

również dlatego, że odpowiedzialność za proces uczenia się w obu przypadkach jest inna.  

Wnioski płynące z analizy wyników pokazują, że uczniowie na tym etapie edukacji 

powinni zostać zaznajomieni z technikami refleksji i stawiania sobie celów jako strategiami 

pomagającymi im w jakościowo lepszym uczeniu się nie tylko w szkole, ale i poza nią. Z 

drugiej strony, wyniki pokazały, że pewna liczba uczestników badania starała się prowadzić 

refleksję oraz, że dość chętnie wyznaczyła sobie cele w uczeniu się. Wyniki testu t-Studenta 

na zakończenie badania potwierdziły trafność zastosowanych instrumentów, ponieważ Grupy 

Eksperymentalne, gdzie przeprowadzano refleksję i stawianie sobie celów, osiągnęły o wiele 

lepsze wyniki niż Grupy Kontrolne, gdzie nie prowadzono takich pomiarów.  

 

Summary 

 

This thesis focuses on the investigation of the skill of setting short- and long-term goals 

as well as reflection (critical thinking) on one’s own learning process in the group of the 

Polish primary school students (grades 6-8) who learn English as a foreign language. Both 

skills are very important in the effective foreign language learning and their occurrence 

should be yet observed in the participants of this research (A2 level of proficiency). Critical 

thinking and self-evaluation made by the student aim at transforming learning process into 

more conscious and mature, because these skills are parts of autonomous and the so-called 

good language learner, hence they should be taught at the compulsory school level. To make 

both learning and teaching process meaningful, there should be goals set both by the student 

and the teacher. Hence, in order to maintain the orientation and motivation focused on goal-

achieving throughout the whole learning process, the critical self-evaluation of one’s own 

learning should be done regularly by naming what was done well and what needs to be 

improved. Additionally, the student should draw conclusions both from successes and failures 

and name causes of both. In case of failure he or she should also deal with such situations 

when they occur in the future. This research had a goal in observing the possible occurrence 

and analyzing such instances. The study was conducted in two groups of students, where both 
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the Experimental and Control Group consisted of 30 learners each. At the beginning of the 

research, the participants filled short questionnaires on the skill of goal-setting in the past in 

order to find out if the students set some goals and if they achieved them. And if it happened, 

when it occurred. Furthermore the students of the Experimental Group set their own goals at 

the end of the semester and they started to fill the questionnaires about their strengths and 

weaknesses of their learning process. They also commented on their possible learning 

successes and failures of the week. The Control Group had the regular classes and they 

neither set any goals nor do reflection. After the semester the groups swapped their roles, the 

Experimental Group became the Control Group and vice versa.  

The results showed that the students eagerly set their goals and reflect on their learning 

process, however, some participants have problems achieving goals and drawing conclusions 

from failures. The goals set by the students are focused mainly on their grades and developing 

the language skills without specific orientation on their use outside the school. The 

differences among the complexity of the goals were also observed. Some participants set 

more peculiar goals , for example, get the grade 5. On the other hand, some students set less 

specific goals, for example, improving language level, however, without adding what exactly 

has to be upgraded. It may be correlated to the insufficient skills or giving up such actions in 

favour of comfort. It may be due to the fact that setting and achieving less specific goals may 

appear easier and that such actions lower the responsibility for the learning process.  

An analysis of the results shows that the students at this level of education should be 

taught the reflection and goal-setting techniques understood as the learning strategies helping 

them improving the learning process qualitatively at school and outside it. On the other hand, 

the research shows that there were students who set their goals and reflected on their learning 

eagerly. The T-test results confirmed the accuracy of the instruments applied, because both 

Experimental Groups (hence where reflection and goal-setting were conducted) scored 

significantly higher than the Control Groups where there were no such measurements 

administered.  

 

 

 

 

 

 

 



160 
 

Bibliography 

 

 

Afshar, H. S., H. Movassagh. (2017). On the relationship among critical thinking, language 

learning strategy use and university achievement of Iranian English as a foreign language 

majors. In. The Language Learning Journal, vol. 45, no. 3, (pp. 382-398). Retrieved from: 

https://www.tandfonline.com/doi/abs/10.1080/09571736.2014.914238 Date of retrieval: 5th of 

February 2021.  

 

Afshar, H. S., M. Rahimi. (2016). Reflective thinking, emotional intelligence, and speaking 

ability of EFL learners: Is there a relation? In. Thinking Skills and Creativity, vol. 19, (pp. 97-

111). Retrieved from: 

https://www.sciencedirect.com/science/article/abs/pii/S1871187115300316 Date of retrieval: 

8th of June 2022.  

 

Aghajani, M., E. Gholamrezapour. (2019). Critical thinking skills, critical reading and foreign 

language reading anxiety in Iran context. In. International Journal of Instruction, vol. 12, no. 

3, (pp. 219-238). Retrieved from: https://eric.ed.gov/?id=EJ1230093 Date of retrieval: 18th of 

January 2021.  

 

Aisah, N., L. R. Nurjamin. (2020). Metacognitive strategies in students reading 

comprehension. In. EEAL Journal, vol. 4, no. 1, (pp. 20-29). Retrieved from: 

https://journal.institutpendidikan.ac.id/index.php/eeal/article/view/1103 Date of retrieval: 1st 

of December 2021.  

 

Akhtar, N., M. A. Gernsbacher. (2007). Joint attention and vocabulary development: A 

critical look. In. Language and Linguistics Compass, vol. 1 (3), (pp. 195-207). Retrieved 

from: https://onlinelibrary.wiley.com/doi/abs/10.1111/j.1749-818X.2007.00014.x Date of 

retrieval: 20th of December 2021.  

 

Akpur, U. (2021). The predictive level of cognitive and meta-cognitive strategies on academic 

achievement. In. International Journal of Research in Education and Science, vol. 7 (3), (pp. 

593-607). Retrieved from: https://eric.ed.gov/?id=EJ1308093 Date of retrieval: 29th of 

November 2021.  



161 
 

 

 

Alfaifi, M. J. (2021). A Suggested model for metacognitive strategy instruction in EFL 

writing classroom. In. Reading & Writing Quarterly Retrieved from: 

https://www.tandfonline.com/doi/full/10.1080/10573569.2021.1954569 Date of retrieval: 4th 

of December 2021.  

 

Alobaid, A. (2020). Smart multimedia learning of ICT: Role and impact on language learners’ 

writing fluency – YouTube online English learning resources as an example. In. Smart 

Learning Environments, vol. 7, (pp. 1-30). Retrieved from: 

https://link.springer.com/article/10.1186/s40561-020-00134-7#Sec10 Date of retrieval: 4th of 

March 2021.  

 

Al-Shaboul, Y. M., S. M. Asassfeh, S. S. Alshboul. (2010). Strategy use by English-Major 

Jordanian Undergraduates. In. The Australian Educational and Developmental Psychologist, 

vol. 27 (1), (pp. 31-40). Retrieved from: 

https://www.tandfonline.com/doi/abs/10.1375/aedp.27.1.31 Date of retrieval: 4th of December 

2021.   

 

Amerstorfer, C. M. (2016). Situated strategy use in cooperative learning: A descriptive case 

study of five learners of English as a foreign language. Austria: University of Klagenfurt.  

 

Amerstorfer, C. M. (2020). The dynamism of strategic learning: Complexity theory in 

strategic L2 development. In. Studies in Second Language Learning and Teaching, vol. 10, 

no. 1, (pp. 21-44). Retrieved from: 

https://pressto.amu.edu.pl/index.php/ssllt/article/view/22348/21302 Date of retrieval: 12th of 

February 2021.  

 

An, Z., C. Wang, S. Li, Z. Gan, H. Li. (2021). Technology-assisted self-regulated English 

language learning: Associations with English language self-efficacy, English enjoyment, and 

learning outcomes. In. Frontiers in Psychology, vol. 11 (pp. 1-14).  Retrieved from: 

https://www.frontiersin.org/articles/10.3389/fpsyg.2020.558466/full Date of retrieval: 25th of 

November 2021.  

 



162 
 

 

 

Arigita-Garcia, A., R. Sanchez-Cabrero, A. Barrientos-Fernandez, L. Manoso-Pacheco, F. J. 

Pericacho-Gómez. (2021). Pre-eminence of determining factors in second language learning: 

An educator’s perspective from Spain. In. Heliyon, vol. 7 (2). Retrieved from: 

https://www.sciencedirect.com/science/article/pii/S240584402100387X Date of retrieval: 26th 

of November 2021.  

 

Arsyad, S., A. S. Villia. (2022). Exploring the effect of digital literacy skill and learning style 

of students on their meta-cognitive strategies in listening. In. International Journal of 

Instruction, vol. 15, no. 1, (pp. 527-546). Retrieved from: https://www.e-

iji.net/dosyalar/iji_2022_1_30.pdf Date of retrieval: 25th of January 2021.  

 

Atkinson, J. W. (1964). An Introduction to Motivation. Princeton: Van Nostrand. Retrieved 

from: https://www.worldcat.org/title/introduction-to-motivation/oclc/1244869 Date of 

retrieval: 18th of July 2022.  

 

Ausubel, D. P. (1963). The Psychology of Meaningful Verbal Learning. New York: Grune 

and Stratton Inc. In. Looking in Classrooms, New York: Harper and Row Publishers. 

Retrieved from: https://psycnet.apa.org/record/1964-10399-000 Date of retrieval: 1st of 

February 2021.  

 

Ausubel, D. P., P. Ausubel. (1966). Chapter I: Cognitive Development in Adolescence. In. 

Review of Educational Research, vol. 36, no. 4, (pp. 403-413). Retrieved from: 

https://www.jstor.org/stable/1169784?refreqid=excelsior%3A53c0141d490ff9309b9ab414fea

e25cb Date of retrieval: 31st of January 2021.  

 

Ausubel, D. P., J. D. Novak, H. Hanesian. (1968). Educational Psychology: A Cognitive 

View, vol. 6. New York: Holt, Rinehart and Winston. Retrieved from: 

https://archive.org/details/in.ernet.dli.2015.112045 Date of retrieval: 31st of January 2021.  

 

 

Aziz, Z., C. Nasir, R. Ramazani. (2019). Applying metacognitive strategies in comprehending 

English reading texts. In. Culture, English Language Teaching & Literature, vol. 19 (1), (pp. 



163 
 

138-159). Retrieved from: http://journal.unika.ac.id/index.php/celt/article/view/1863 Date of 

retrieval: 24th of November 2021.  

Bada, E., Z. Okan. (2000). Students’ language learning preferences. In. The Electronic 

Journal for English as a Second Langauge, vol. 4, no. 4, (pp. 1-23). Retrieved from: 

https://tesl-ej.org/~teslejor/pdf/ej15/a1.pdf Date of retrieval: 12th of February 2021.  

 

Bai, B. & J. Wang. (2020). The role of growth mindset, self-efficacy and intrinsic value in 

self-regulated learning and English language learning achievements. In. Language Teaching 

Research. Retrieved from: https://journals.sagepub.com/doi/abs/10.1177/1362168820933190 

Date of retrieval: 12th of November 2021.  

 

Bai, B. & W. Guo. (2021). Motivation and self-regulated strategy use: Relationships to 

primary school students’ English writing in Hong Kong. In. Language Teaching Research. 

Retrieved from: https://journals.sagepub.com/doi/full/10.1177/1362168819859921 Date of 

retrieval: 13th of November 2021.  

 

Bandura, A., H. W. H. Freeman, R. Lightsey. (1999). Self-efficacy: The exercise of control. 

New York, NY: W. H. Freeman. (pp. 158-166). Retrieved from: 

https://connect.springerpub.com/content/sgrjcp/13/2/158 Date of retrieval: 5th of February 

2021.  

 

Bandura, A. (1999). Social cognitive theory: An agentic perspective. In Asian Journal of 

Social Psychology, vol. 2 (pp. 21-41). Retrieved from: 

https://www.uky.edu/~eushe2/Bandura/Bandura1999AJSP.pdf Date of retrieval: 6th of July 

2020. 

 

Bandura, A. (2002). Social cognitive theory in cultural context. In. Applied Psychology: An 

International Review, vol. 51, no. 2 (pp. 269-290). Retrieved from: 

http://www.uky.edu/~eushe2/BanduraPubs/Bandura2002AP.pdf Date of retrieval: 6th of July 

2020.  

 

Baran-Łucarz, M. (2014). Podejście studentów filologii angielskiej do refleksji w nauce 

wymowy. In. Neofilolog, vol. 42, no. 1, (pp. 9-23). Retrieved from: 



164 
 

https://pressto.amu.edu.pl/index.php/n/article/view/19482/19273 Date of retrieval: 26th of 

February 2021.  

 

Barnet-Verzat, C. & F.C. Wolff. (2008). Pocket money and child effort at school. In. 

Economics Bulletin, vol. 9, nr. 13 (pp. 1-10). Retrieved from: 

http://economicsbulletin.vanderbilt.edu/2008/volume9/EB-08I20009A.pdf Date of retrieval: 

17th of December 2020.  

 

Basri, F. (2020). Factors influencing learner autonomy and autonomy support in a faculty of 

education. In. Teaching in Higher Education, (pp. 1-16). Retrieved from: 

https://www.tandfonline.com/doi/abs/10.1080/13562517.2020.1798921 Date of retrieval: 8th 

of June 2022.  

 

Benesch, S. (1993). Critical thinking: A learning process for democracy. In. TESOL 

Quarterly, vol. 27 (3), (pp. 545-547) Retrieved from: 

https://d1wqtxts1xzle7.cloudfront.net/47016718/Critical_Thinking_A_Learning_Process_for2

0160704-32431-ldpnnu-with-cover-page-

v2.pdf?Expires=1639586242&Signature=Xmbw~pkd8b9n3Uu01UNHJmWOjfd55mWM0lb

8O1hfDrjEwu81MlYZiXpejHXxfiPK7g9In4M65h6ia9ybN4GAaXe1z-

oK5FxcU7oNd3ZWVtZk2FuN0XFeQ-

aZyTWyXOkQWroqBS8ypt5ClO6ajO7eERoIKh09GP16fMJtazU0rAyHeo6t4Y6Fhakzbk4o

NtO~YM19JGUnCBEWLDqCsspzIGgEcXbfeLXY6plJs7AsGMircYtQ-

y2emjKIYjmRKlcezOvZUjMki1TfV3LqWCojGnkzKbIUHomCEx6ctTSnAeIPwhF-

Kl5Xo0X3gyGb-Qph6Y7kCkHCQhU9ldKCGrHVhQ__&Key-Pair-

Id=APKAJLOHF5GGSLRBV4ZA Date of retrieval: 15th of December 2021 

 

Bensley, D. A. (1998). Critical Thinking in Psychology: A Unified Skills Approach. Pacific 

Grove: Brooks/Cole. Retrieved from: https://psycnet.apa.org/record/1998-06468-000 Date of 

retrieval: 15th of December 2021.  

 

Benson, P. (2006). Autonomy in language teaching and learning. In. Language Teaching, vol. 

40, (pp. 21-40). Cambridge: Cambridge University Press 

 



165 
 

Biedroń, A. (2008). Attribution-related Affects in Second Language Acquisition. Słupsk: 

Akademia Pomorska. 

 

 

Bier, A. (2015). An exploration of the link between language and cognition. Retrieved from: 

https://edizionicafoscari.unive.it/media/pdf/article/elle/2015/1/art-10.14277-2280-6792-

124.pdf Date of retrieval: 30th of July 2020. 

 

Billings, E. S., C. Mathison. (2012). I get to use an iPod in school? Using technology-based 

advance organizers to support the academic success of English learners. In. Journal of Science 

Education and Technology, vol. 21, (pp. 494-503). Retrieved from: 

https://link.springer.com/article/10.1007/s10956-011-9341-0 Date of retrieval: 5th of March 

2021.  

 

Bloom, M. (2013). Self-regulated learning: Goal setting and goal monitoring. In. The 

Language Teacher Online (pp. 46-50). Retrieved from: https://jalt-publications.org/files/pdf-

article/37.4tlt_art2.pdf Date of retrieval: 20th of November 2021.  

 

Błaszczak, I. (2014). Znaczenie wycieczek szkolnych w wychowaniu i kształceniu uczniów 

klas początkowych szkoły podstawowej. In. Zeszyty Naukowe Turystyka i Rekreacja, vol. 13, 

nr 1 Warszawa: Wyższa Szkoła Turystyki i Języków Obcych (pp. 83-92). Retrieved from: 

http://wydawnictwa.wstijo.edu.pl/dokpdf/zn/fulltext/zeszyt_naukowy_tir_nr_13.pdf Date of 

retrieval: 9th of January 2021.  

 

Borg, S., Y. Alshumaimeri. (2019). Language learner autonomy in a tertiary context: 

Teachers’ beliefs and practices. In. Language Teaching Research, vol. 23, no. 1, (pp. 9-38). 

Retrieved from : https://journals.sagepub.com/doi/full/10.1177/1362168817725759 Date of 

retrieval: 23rd of February 2021.  

 

Briggs, J. G., J. Dearden, E. Macaro. (2018). English medium instruction: Comparing teacher 

beliefs in secondary and tertiary education. In. Studies in Second Language Learning and 

Teaching, vol. 8, no. 3, (pp. 673-696). Retrieved from: https://www.ceeol.com/search/article-

detail?id=690181 Date of retrieval: 12th of February 2021.   

 



166 
 

Brookfield, S. (1987). Developing Critical Thinkers: Challenging Adults to Explore 

alternative ways of thinking and acting. Milton Keyes: Open University Press. Retrieved 

from: https://psycnet.apa.org/record/1988-97149-000 Date of retrieval: 15th of December 

2021.  

 

Brown, D. H. (2004). Language Assessment. Principles and Classroom Practices. White 

Plains: Longman.  

 

Brown, J. D. (1990). Understanding Research in Second Language Learning. A Teacher’s 

Guide to Statistics and Research Design. Cambridge: Cambridge University Press.  

 

Brown, J. D. (2007). Using Surveys in Language Programs. Cambridge: Cambridge 

University Press. 

 

Bruner, J. S. (1964). The course of cognitive growth. In. The American Psychologist, vol. 19, 

no. 1 (pp. 1-15). Retrieved from: https://psycnet.apa.org/record/1964-06801-001 Date of 

retrieval: 15th of February 2021.  

 

Bruner, J. S. (1966). Toward a Theory of Instruction. (vol. 59). Harvard University Press. 

Retrieved from: 

https://books.google.pl/books?hl=pl&lr=&id=F_d96D9FmbUC&oi=fnd&pg=PA1&dq=Brun

er+1966&ots=yVRV0bG3wE&sig=TOSzzDu7xmEKCvoGvwZKQxhEqY8&redir_esc=y#v=

onepage&q=Bruner%201966&f=false Date of retrieval: 15th of February 2021.  

 

Bruner, J. S., R. R. Olver, P. M. Greenfield. (1966). Studies in Cognitive Growth. Retrieved 

from: https://psycnet.apa.org/record/1966-35021-000 Date of retrieval: 15th of February 2021.  

 

Burguillo, J. C. (2010). Using game theory and Competition-based Learning to stimulate 

student motivation and performance. In. Computers & Education, vol. 55 (2), (pp. 566-575). 

Retrieved from: https://www.sciencedirect.com/science/article/abs/pii/S0360131510000527 

Date of retrieval: 20th of December 2021.  

 

Burkert, A., K. Schwienhorst. (2008). Focus on the student teacher: The European Portfolio 

for Student Teachers of Languages (EPOSTL) as a tool to develop teacher autonomy. In. 



167 
 

International Journal of Innovation in Language Learning and Teaching, vol. 2, no. 3, (pp. 

238-252). Retrieved from: 

https://www.tandfonline.com/doi/abs/10.1080/17501220802158941 Date of retrieval: 11th of 

February 2021.  

 

Bursali, N. & H. Oez. (2018). The role of goal setting in metacognitive awareness as a self-

regulatory behaviour in foreign language learning. In. International Online Journal of 

Education and Teaching, vol. 5 (3), (pp. 662-671). Retrieved from: 

http://acikerisim.ufuk.edu.tr:8080/xmlui/bitstream/handle/123456789/1938/The%20role%20o

f%20goal%20setting%20in.pdf?sequence=1&isAllowed=y Date of retrieval: 20th of 

November 2021. 

 

Busch, D. (2010). Pre-service teacher beliefs about language learning: The second language 

acquisition course as an agent for change. In. Language Teaching Research, vol. 14, no. 3, 

(pp. 318-337). Retrieved from: 

https://journals.sagepub.com/doi/abs/10.1177/1362168810365239 Date of retrieval: 7th of 

February 2021.  

 

Cakici, D. (2017). An investigation of learner autonomy in Turkish EFL context. In. 

International Journal of Higher Education, vol. 6, no. 2, (pp. 89-99). Retrieved from: 

https://eric.ed.gov/?id=EJ1140521 Date of retrieval: 19th of February 2021.  

 

Cakir, A., C. Balcikalni. (2012). The use of EPOSTL to foster teacher autonomy: ELT student 

teachers’ and teacher trainers’ views. In. Australian Journal of Teacher Education (Online), 

vol. 37, no. 3, (pp. 1-16). Retrieved from: 

https://search.informit.org/doi/abs/10.3316/informit.767855928719368 Date of retrieval: 1st of 

February 2021.  

 

Can, T. (2009). Learning and teaching languages online: A constructivist approach. In. 

Novitas-ROYAL, vol. 3, no. 1, (pp. 60-74). Retrieved from: 

https://dergipark.org.tr/en/download/article-file/111879 Date of retrieval: 26th of February 

2021.  

 



168 
 

Cavilla, D. (2017). The effects of student reflection on academic performance and motivation. 

In. SAGE Open, vol. 7, no. 3 Retrieved from: 

https://journals.sagepub.com/doi/full/10.1177/2158244017733790 Date of retrieval: 23rd of 

December 2021.   

 

Chavez, O., M. E. Guapacha. (2016). An eclectic professional development proposal for 

English language teachers. In. PROFILE, vol. 18, no. 1, (pp. 71-96). Retrieved from: 

https://www.researchgate.net/publication/301316636_An_Eclectic_Professional_Developmen

t_Proposal_for_English_Language_Teachers Date of retrieval: 4th of June 2022.  

 

Chen, M. L. (2009). Influence of grade level on perceptual learning style preferences and 

language learning strategies of Taiwanese English as a foreign language learners. In. Learning 

and Individual Differences, vol. 19, no. 2, (pp. 304-308). Retrieved from: 

https://www.sciencedirect.com/science/article/abs/pii/S1041608009000107 Date of retrieval: 

12th of February 2021.  

 

Chen, W., W. Ren. (2021). Educating L2 learners about collaborative writing: Exploring the 

relationship between knowledge of collaborative writing and writing products. In. Language 

Awareness Retrieved from: 

https://www.tandfonline.com/doi/full/10.1080/09658416.2021.1969403 Date of retrieval: 4th 

of December 2021.  

 

Chinpakdee, M. (2021). Using learning journals to promote learner autonomy. In. ELT 

Journal, ccab056. Retrieved from: https://academic.oup.com/eltj/advance-article-

abstract/doi/10.1093/elt/ccab056/6368395?redirectedFrom=fulltext Date of retrieval: 1st of 

March 2021.  

 

Chou, M. H. (2017). A task-based language teaching approach to developing metacognitive 

strategies for listening comprehension. In International Journal of Listening, vol. 31 (1), (pp. 

51-70). Retrieval: https://www.tandfonline.com/doi/abs/10.1080/10904018.2015.1098542 

Date of retrieval: 4th of December 2021.  

 

Choy, D., Y. L. Cheung. (2022). Comparison of primary four students’ perceptions towards 

self-directed learning and collaborative learning with technology in their English writing 



169 
 

lessons. In. Journal of Computers in Education. Retrieved from : 

https://link.springer.com/article/10.1007/s40692-022-00220-4 Date of retrieval: 4th of March 

2021.  

 

Choy, S. C., P. K. Cheah. (2009). Teacher perceptions of critical thinking among students and 

its influence on higher education. In. International Journal of Teaching and Learning in 

Higher Education, vol. 20 (2), (pp. 198-206). Retrieved from: 

https://files.eric.ed.gov/fulltext/EJ864337.pdf Date of retrieval: 17th of December 2021.  

 

Chung, J. M. (1999). The effects of using video texts supported with advance organizers and 

captions on Chinese college students’ listening comprehension: An empirical study. In. 

Foreign Language Annals, vol. 32, no. 3, (pp. 295-308). Retrieved from: 

https://onlinelibrary.wiley.com/doi/abs/10.1111/j.1944-9720.1999.tb01342.x Date of 

retrieval: 5th of March 2021.  

 

Clement, R. (1980). Ethnicity, contact and communicative competence in a second language. 

In. Social Psychology and Language, (pp. 147-159). Oxford: Pergamon Press. Retrieved 

from: 

https://www.researchgate.net/publication/216308590_Ethnicity_contact_and_communicative

_competence_in_a_second_language Date of retrieval: 19th of July 2022.  

 

Cole, K. N., P. S. Dale. (1986). Direct language instruction and interactive language 

instruction with language delayed preschool children. In. Journal of Speech, Language, and 

Hearing Research, vol. 29, no. 2, (pp. 206-217). Retrieved from : 

https://pubs.asha.org/doi/abs/10.1044/jshr.2902.206 Date of retrieval: 18th of July 2022.  

 

Council of Europe. (2001). Common European Framework of Reference for Languages: 

Learning, Teaching, Assessment. Strasbourg: Language Policy Unit. Retrieved from: 

https://www.coe.int/t/dg4/linguistic/source/framework_en.pdf Date of retrieval: 7th of 

November 2017. 

 

Crowe, T. (2017). Coaching in psychology. Chapter 5. In. The SAGE Handbook of Coaching. 

(pp. 85-101). Retrieved from: 

https://books.google.pl/books?hl=pl&lr=&id=nm1jDQAAQBAJ&oi=fnd&pg=PA85&dq=hist



170 
 

ory+of+coaching+in+psychotherapy&ots=T4aJHuhtqj&sig=7q4CcZRuxCbbdbTOyeaDjnuR

5Pw&redir_esc=y#v=onepage&q=history%20of%20coaching%20in%20psychotherapy&f=fa

lse Date of retrieval: 21st of December 2021.  

 

Cubukcu, F. (2008). Enhancing vocabulary development and reading comprehension through 

metacognitive strategies. In. Issues in Educational Research, vol. 18 (1), (pp. 1-11). Retrieved 

from: https://www.iier.org.au/iier18/cubukcu.html Date of retrieval: 26th of November 2021.   

 

Czura, A. (2012). The impact of alternative assessment on adolescent learners’ ability to 

select and implement relevant learning resources. In. Anglica Wratislaviensia, vol. 50, (pp. 

251-265). Wrocław: Wydawnictwo Uniwersytetu Wrocławskiego. Retrieved from: 

https://wuwr.pl/awr/article/view/160/139 Date of retrieval: 26th of February 2021.  

 

Dastous, M. (2004). Bruner vs. Vygotsky: An analysis of divergent theories. Retrieved from: 

http://www.dastous.us/pro_portfolio/graduate/Bruner%20and%20Vygotsky.pdf Date of 

retrieval: 30th of July 2020. 

 

Deci, E. L., H. Eghrari, B. C. Patrick, D. R. Leone. (1994). Facilitating internalization: The 

self-determination theory perspective. In. Journal of Personality, vol. 62 (pp. 119-142).  

 

Deci, E. L., R. M. Ryan. (1985). Intrinsic Motivation and Self-Determination in Human 

Behaviour. Retrieved from: https://link.springer.com/book/10.1007/978-1-4899-2271-7 Date 

of retrieval: 20th of July 2022.  

 

Dewey, J. (1916). Democracy and Education. Project Gutenberg. Retrieved from: 

https://www.fulltextarchive.com/pdfs/Democracy-and-Education.pdf Date of retrieval: 16th of 

February 2021.  

 

Dewey, J. (1910). How we think. The e-book of Project Gutenberg. Retrieved from: 

http://www.gutenberg.org/files/37423/37423-h/37423-h.htm Date of retrieval: 13th of January 

2020.  

 

Diaz, I. (2015). Training in metacognitive strategies for students’ vocabulary improvement by 

using learning journals. In. Profile Issues in Teachers Professional Development, vol. 17 (1), 



171 
 

(pp. 87-102). Retrieved from: http://www.scielo.org.co/pdf/prf/v17n1/v17n1a06.pdf Date of 

retrieval: 26th of November 2021.  

 

Din, M. (2020). Evaluating university students’ critical thinking ability as reflected in their 

critical reading skill: A study at bachelor level in Pakistan. In. Thinking Skills and Creativity, 

vol. 35 Retrieved from: 

https://www.sciencedirect.com/science/article/abs/pii/S1871187119302937 Date of retrieval: 

7th of February 2021.  

 

Dongyu, Z., B. Fanyu, D. Wanyi. (2013). Sociocultural theory applied to second language 

learning: Collaborative learning with reference to the Chinese context. In. International 

Education Studies, vol. 6, no. 9, (pp. 165-174). Retrieved from: 

https://files.eric.ed.gov/fulltext/EJ1068687.pdf Date of retrieval: 4th of March 2021.  

 

Doran, G. T. (1981). There’s a S.M.A.R.T. way to write management’s goals and objectives. 

In. Management Review, vol. 7 (11), pp. 35-36. 

 

Downing, A. (1994). An investigation of the advance organizer theory as an effective 

teaching model. (pp. 3-21). Retrieved from: https://files.eric.ed.gov/fulltext/ED377150.pdf 

Date of retrieval: 1st of February 2021.  

 

Dörnyei, Z. (1994). Motivation and motivating in the foreign language classroom. In. The 

Modern Language Journal, vol. 78, no. 3 (pp. 273-284). Retrieved from: 

http://seas3.elte.hu/coursematerial/RyanChristopher/Dornyei(1994)_Foreign_Language_Class

room.pdf Date of retrieval: 20th of January 2021.  

 

Dörnyei, Z. (1998). Motivation in second and foreign language learning. In. Language 

Teaching, vol. 31 (pp. 117-135). Retrieved from: 

http://www.test01.ippobuk.cv.ua/images/Motivation.pdf Date of retrieval: 27th of January 

2021.  

 

Dörnyei, Z., I. Ottó. (1998). Motivation in action: A process model of L2 motivation. In. 

Working Papers in Applied Linguistics, vol. 4. Thames Valley University. Retrieved from: 



172 
 

https://nottingham-repository.worktribe.com/output/1024190/motivation-in-action-a-process-

model-of-l2-motivation Date of retrieval: 20th of July 2022.  

 

Duijnhouwer, H., F. J. Prins, K. M. Stokking. (2012). Feedback providing improvement 

strategies and reflection on feedback use: Effects on students’ writing motivation, process, 

and performance. In. Learning and Instruction, vol. 22, no. 3, (pp. 171-184). Retrieved from: 

https://www.sciencedirect.com/science/article/abs/pii/S0959475211000831 Date of retrieval: 

23rd of December 2021.  

 

Dylak, S. (2012). Konstruktywizm jako obiecująca perspektywa kształcenia nauczycieli, (pp. 

15-33). Retrieved from: http://dev.cen.uni.wroc.pl/annex/01ep_pdf/01ep_02_dylak.pdf Date 

of retrieval: 18th of July 2022.  

 

Ehrman, M, R. Oxford. (1990). Adult language learning styles and strategies in an intensive 

training setting. In. Modern Language Journal, vol. 74, no. 3, (pp. 311-327). Retrieved from: 

http://educ7006.pbworks.com/w/file/fetch/50824291/Oxford,%20R%20Adult%20Language%

20Learning%20Styles%20and%20Strategies%20in%20an%20Intensive%20Training%20Setti

ng.pdf Date of retrieval: 17th of January 2021.  

 

Elder, L., R. Paul. (2003). Critical thinking: Teaching students how to study and learn (Part 

IV). In. Journal of Developmental Education, vol. 27 (1), (pp. 36-37). Retrieved from: 

https://www.proquest.com/openview/89c6c4f6237bf5683f1abb46761b958a/1?pq-

origsite=gscholar&cbl=47765 Date of retrieval: 15th of December 2021.  

 

Ellis, M. (2014). English lessons in lower secondary schools in Poland: Reflections based on 

learner voices. In. Neofilolog, vol. 42, no. 1, (pp. 25-38). Retrieved from: 

https://pressto.amu.edu.pl/index.php/n/article/view/19483/19269 Date of retrieval: 26th of 

February 2021.  

 

Ellis, M. (2017). Inside a rural lower secondary school in Poland: Factors affecting learner 

achievement in English. In. Neofilolog, vol. 49, no. 1, (pp. 61-77). Retrieved from: 

https://pressto.amu.edu.pl/index.php/n/article/view/11065/10630 Date of retrieval: 26th of 

February 2021.  

 



173 
 

 

 

Erlina, D., L. Marzulina, A. Astrid, D. Desvitasari, R. S. Sapriati, R. D. Amrina, A. 

Mukminin, A. Habibi. (2019). Linguistic intelligence of undergraduate EFL learners in higher 

education: A case study. In. Universal Journal of Educational Research, vol. 7, no. 10, (pp. 

2143-2155). Retrieved from: https://www.researchgate.net/profile/Amirul-Mukminin-

2/publication/336284189_Linguistic_Intelligence_of_Undergraduate_EFL_Learners_in_High

er_Education_A_Case_Study/links/5d9976e2a6fdccfd0e7b3468/Linguistic-Intelligence-of-

Undergraduate-EFL-Learners-in-Higher-Education-A-Case-Study.pdf Date of retrieval: 9th of 

June 2022.  

 

Eskandari, M., H. Soleimani. (2016). The effect of collaborative discovery learning using 

MOODLE on the learning of conditional sentences by Iranian EFL learners. In. Theory and 

Practice in Language Studies, vol. 6, no. 1, (pp. 153-163). Retrieved from: 

https://www.academypublication.com/issues2/tpls/vol06/01/20.pdf Date of retrieval: 5th of 

March 2021.  

 

Fahim, M., S. Nilforooshan. (2014). The relationship between critical thinking and foreign 

language anxiety. In. International Journal of Language Learning and Applied Linguistics 

World, vol. 5, no. 3, (pp. 136-148). Retrieved from: 

https://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.429.2287&rep=rep1&type=pdf 

Date of retrieval: 18th of January 2021.  

 

Farrell, T. S. (2018). Reflective practice for language teachers. In. J. I. Liontas (Ed.), The 

TESOL Encyclopedia of English Language Teaching (pp. 1-6). John Willey & Sons Inc. 

Retrieved from: http://www.reflectiveinquiry.ca/wp-content/uploads/2016/06/Reflective-

practice-Farrell.pdf Date of retrieval: 9th of January 2021.   

 

Farrell, T. S. (2008). Reflective practice in the professional development of teachers of adult 

English language learners. Washington: Center for Applied Linguistics. Retrieved from: 

https://files.eric.ed.gov/fulltext/ED505394.pdf Date of retrieval: 16th of January 2021.  

 

Fatemipour, H. (2013). The efficacy of the tools used for reflective teaching in ESL contexts. 

In. Procedia – Social and Behavioral Sciences, vol. 93, (pp. 1398-1403). Retrieved from: 



174 
 

https://www.sciencedirect.com/science/article/pii/S1877042813034964 Date of retrieval: 26th 

of February 2021.  

Figueroa Flores, J. F. (2015). Using gamification to enhance second language learning. In. 

Digital Education Review, vol. 27 (pp. 32-54) Retrieved from: 

https://files.eric.ed.gov/fulltext/EJ1065005.pdf Date of retrieval: 28th of December 2020. 

 

Flavell, J. H. (1979). Metacognition and cognitive monitoring: A new era of cognitive-

developmental inquiry. In. American Psychologist, vol. 34, no. 10, (pp. 906-911). Retrieved 

from: 

https://jgregorymcverry.com/readings/flavell1979MetacognitionAndCogntiveMonitoring.pdf 

Date of retrieval: 14th of May 2022.  

 

Forbes, K., L. Fisher. (2018). The impact of expanding advanced level secondary school 

students’ awareness and use of metacognitive learning strategies on confidence and 

proficiency in foreign language speaking skills. In. The Language Learning Journal, vol. 46 

(2), (pp. 173-185). Retrieved from: 

https://www.tandfonline.com/doi/full/10.1080/09571736.2015.1010448 Date of retrieval: 4th 

of December 2021.  

 

Friesner, T. (2001). History of SWOT analysis. Retrieved from: 

https://www.researchgate.net/publication/288958760_History_of_swot_analysis Date of 

retrieval: 21st of December 2020.  

 

Frolova, N., G. Shagivaleeva, M. Kamal, V. Spichak, S. Salimova. (2021). Anxiety level and 

critical thinking associated with foreign language learning, depending on educational and 

professional activities. In. Thinking Skills and Creativity, vol. 41, 100897 Retrieved from: 

https://www.sciencedirect.com/science/article/abs/pii/S1871187121001127 Date of retrieval: 

18th of January 2021.  

 

Fung, D. & E. Macaro. (2021). Exploring the relationship between linguistic knowledge and 

strategy use in listening comprehension. In. Language Teaching Research. Retrieved from: 

https://journals.sagepub.com/doi/full/10.1177/1362168819868879 Date of retrieval: 13th of 

November 2021.  

 



175 
 

 

Gao, X, T. Lamb. (2011). Exploring links between identity, motivation and autonomy. In. 

Identity, Motivation and Autonomy in Language Learning, (pp. 1-8). Multilingual Matters. 

Retrieved from: 

https://books.google.pl/books?hl=pl&lr=&id=96onnX1qrzsC&oi=fnd&pg=PA1&dq=Explori

ng+links+between+identity,+motivation+and+autonomy+Gao&ots=blyhN6UVDO&sig=WjF

paWwd1BGm0pJ6AesVVOLN0Sw&redir_esc=y#v=onepage&q=Exploring%20links%20bet

ween%20identity%2C%20motivation%20and%20autonomy%20Gao&f=false Date of 

retrieval: 18th of July 2022.  

 

Gardner, R. C. (1985). Social Psychology and Language Learning: The Role of Attitudes and 

Motivation. London: Edward Arnold. Retrieved from: 

https://publish.uwo.ca/~gardner/docs/SECONDLANGUAGE1985book.pdf Date of retrieval: 

19th of July 2022.  

 

Gardner, R. C., W. E. Lambert. (1972). Attitudes and Motivation in Second Language 

Learning. Newbury House Publishers. Retrieved from : https://eric.ed.gov/?id=ED081270 

Date of retrieval: 19th of July 2022.  

 

Ghaith, G. M. (2020). Foreign language reading anxiety and metacognitive strategies in 

undergraduates’ reading comprehension. In. Issues in Educational Research, vol. 30 (4), (pp. 

1310-1328). Retrieved from: 

https://search.informit.org/doi/abs/10.3316/informit.606167839598214 Date of retrieval: 1st of 

December 2021.  

 

Gillespie, A. (2007). The social basis of self-reflection. In. J. Valsiner & R. Alberto (Eds.), 

The Cambridge handbook of sociocultural psychology (pp. 678-691). Cambridge: Cambridge 

University Press 

 

Glaserfeld, E. (1996). Radical Constructivism: A Way of Knowing and Learning. London: 

The Falmer Press. Retrieved from: https://eric.ed.gov/?id=ED381352 Date of retrieval: 18th of 

July 2022.  

 



176 
 

Goctu, R. (2017). Metacognitive strategies in academic writing. In. Journal of Education in 

Black Sea Region, vol. 2 (2), (pp. 82-96). Date of retrieval: 24th of November 2021.   

 

Gómez, P. C. (2013). Statistical Methods in Language and Linguistic Research. London: 

Equinox. 

 

Gordon, M. (2008). Between constructivism and connectedness. In. Journal of Teacher 

Education Online, (pp. 1-10). Retrieved from: 

https://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.836.4219&rep=rep1&type=pdf 

Date of retrieval: 16th of July 2022.  

 

Gould, D., S. Pick. (1995). Sport psychology: The Griffith era, 1920-1940. In. The Sport 

Psychologist, vol. 9 (4), (pp. 391-405). Retrieved from: 

https://journals.humankinetics.com/view/journals/tsp/9/4/article-p391.xml Date of retrieval: 

21st of December 2021.  

 

Greenfield, P. M., J. S. Bruner. (1966). Culture and cognitive growth. In. International 

Journal of Psychology, vol. 1, no. 2, (pp. 89-107). Retrieved from: 

https://www.tandfonline.com/doi/abs/10.1080/00207596608247117 Date of retrieval: 15th of 

February 2021.  

 

Grose, M. (2017). Pocket Money. How To Use Pocket Money To Promote Good Money 

Habits And Develop Greater Independence And Confidence In Your Kids. Retrieved from: 

https://www.stedwards.nsw.edu.au/wp-content/uploads/2017/01/Pocket-Money.pdf Date of 

retrieval: 17th of December 2020.  

 

Habók, A., A. Magyar. (2018). The effect of language learning strategies on proficiency, 

attitudes and school achievement. In. Frontiers in Psychology, vol. 8. Retrieved from: 

https://www.frontiersin.org/articles/10.3389/fpsyg.2017.02358/full Date of retrieval: 26th of 

November 2021.  

 

Hafari, H. (2016). The effect on discovery learning method application on increasing 

students’ listening outcome and social attitude. In. Dinamika Ilmu: Jurnal Pendidikan, vol. 

16, no. 2, (pp. 291-306). Retrieved from: 



177 
 

https://journal.uinsi.ac.id/index.php/dinamika_ilmu/article/view/552 Date of retrieval: 5th of 

March 2021.  

 

Hatch, E., H. Farhady. (1982). Research Design and Statistics for Applied Linguistics. 

Newbury House Publishers.  

 

Handoko, E., S. L. Gronseth, S. G. McNeil, C. J. Bonk, B. R. Robin. (2019). Goal setting and 

MOOC completion: A study on the role of self-regulated learning in student performance in 

massive open online courses. In. International Review of Research in Open and Distributed 

Learning, vol. 20 (3) Retrieved from: https://www.erudit.org/en/journals/irrodl/1900-v1-n1-

irrodl04799/1062521ar/abstract/ Date of retrieval: 27th of November 2021.   

 

Harden, R. M. & J. R. Crosby. (2000). The good teacher is more than a lecturer – the twelve 

roles of the teacher. In. Medical Teacher, vol. 22, nr. 4 (pp. 334-347). Dundee: University of 

Dundee. Retrieved from: 

https://wikieducator.org/images/e/e3/Twelev_Roles_of_a_Lecturer.pdf Date of retrieval: 16th 

of January 2021.  

 

Harley, B., D. Hart. (1991). Language aptitude and second language proficiency in classroom 

learners of different starting ages. In. Studies in Second Language Acquisition, vol. 19, no. 3, 

(pp. 379-400). Retrieved from: https://www.jstor.org/stable/44487973 Date of retrieval: 4th of 

June 2022.  

 

Hassan, M. U., A. A. Aziz. (2018). Correlation between goal setting and L2 learning 

strategies: The case of university students in Pakistan. In. Jahan e-Tahqeeq, vol. 1 (1), (pp. 1-

11). Retrieved from: http://www.jahan-e-tahqeeq.com/index.php/jahan-e-

tahqeeq/article/view/174 Date of retrieval: 26th of November 2021.  

 

Hato, Y. (2005). Problems in top-down goal setting in second language education: A Case 

study of the “Action Plan to Cultivate ‘Japanese with English Abilities’”. In. JALT Journal, 

vol. 27, no. 1, (pp. 33-52). Retrieved from: https://jalt-publications.org/sites/default/files/pdf-

article/jj-27.1-art2.pdf Date of retrieval: 20th of November 2021.  

 

 



178 
 

 

Hawk, T. F., A. J. Shah. (2007). Using learning style instruments to enhance student learning. 

In. Decision Sciences Journal of Innovative Education, vol. 5, no. 1, (pp. 1-19). Retrieved 

from: https://onlinelibrary.wiley.com/doi/pdfdirect/10.1111/j.1540-4609.2007.00125.x Date 

of retrieval: 21st of December 2021.   

 

Hoxha, M., V. Tafani. (2015). European Portfolio for Student Teachers of Languages 

(ESPOTL) and insights from student-teachers’ feedback. In. Academic Journal of 

Interdisciplinary Studies, vol. 4, no. 3, (pp. 71-78). Retrieved from: 

https://www.mcser.org/journal/index.php/ajis/article/view/8162 Date of retrieval: 11th of 

February 2021.  

 

Hu, P., J. Zhang. (2017). A pathway to learner autonomy: a self-determination theory 

perspective. In. Asia Pacific Education Review, vol. 18, (pp. 147-157). Retrieved from: 

https://link.springer.com/article/10.1007/s12564-016-9468-z Date of retrieval: 3rd of March 

2021.  

 

Huitt, W. (1998). Critical Thinking: An Overview. In. Educational Psychology Interactive. 

Valdosa: Valdosa State University. Retrieved from: 

http://www.edpsycinteractive.org/topics/cognition/critthnk.html Date of retrieval: 15th of 

December 2021.  

 

Iamudom, T., S. Tangkiengsirisin. (2020). A comparison study of learner autonomy and 

language learning strategies among Thai EFL students. In. International Journal of 

Instruction, vol. 13, no. 2, (pp. 199-212). Retrieved from: https://eric.ed.gov/?id=EJ1249113 

Date of retrieval: 1st of March 2021.  

 

Inhelder, B., J. Piaget. (1958). The Growth of Logical Thinking from Childhood to 

Adolescence: An Essay on the Construction of Formal Operational Structures. London and 

New York: Routledge. Retrieved from: 

https://books.google.pl/books?hl=pl&lr=&id=39cdDv2-

PZkC&oi=fnd&pg=PP8&dq=Piaget+1958+pdf&ots=Hio1yufJKX&sig=v9abOxbm5NckR6js

liYeTmoLDv0&redir_esc=y#v=onepage&q&f=false Date of retrieval: 31st of January 2021. 

 



179 
 

Jafari, K., F. Hashim. (2012). The effects of using advance organizers on improving EFL 

learners’ listening comprehension: A mixed method study. In. System, vol. 40, no. 2, (pp. 270-

281). Retrieved from: 

https://www.sciencedirect.com/science/article/abs/pii/S0346251X12000395 Date of retrieval: 

5th of March 2021.   

 

Jin, L. X., M. Cortazzi. (1998). The culture the learner brings: A bridge or a barrier? In. M. 

Byram, M. Fleming (Eds.), Language Learning in Intercultural Perspective: Approaches 

Through Drama and Ethnography, (pp. 98-118). Cambridge: Cambridge University Press.  

 

Joshi, K. R. (2011). Learner perceptions and teacher beliefs about learner autonomy in 

language learning. In. Journal of NELTA, vol. 16, no. 1-2, (pp. 12-29). Retrieved from: 

https://www.nepjol.info/index.php/nelta/article/view/6126 Date of retrieval: 12th of February 

2021.  

 

Jung, D., M. DiBartolomeo, F. Merelo-Garcia, L. Giacomino, L. Gurzynski-Weiss, C. 

Henderson, M. Hidalgo. (2020). Tracking the dynamic nature of learner individual 

differences: Initial results from a longitudinal study. In. Studies in Second Language Learning 

and Teaching, vol. 10, no. 1, (pp. 177-219). Retrieved from: 

https://pressto.amu.edu.pl/index.php/ssllt/article/view/22355/21308 Date of retrieval: 12th of 

February 2021.  

 

Kam, E. F., Y. T. Liu, W. T. Tseng. (2020). Effects on modality preference and working 

memory capacity on captioned videos in enhancing L2 listening outcomes. In. ReCALL, vol. 

32, no. 2, (pp. 213-230). Retrieved from: 

https://www.cambridge.org/core/journals/recall/article/abs/effects-of-modality-preference-

and-working-memory-capacity-on-captioned-videos-in-enhancing-l2-listening-

outcomes/074C006C25B650B891E9787501508904 Date of retrieval: 12th of February 2021.  

 

Kampwirth, T. J., M. Bates. (1980). Modality preferences and teaching method: A review of 

the research. In. Academic Therapy, vol. 15, no. 5, (pp. 597-605). Retrieved from: 

https://journals.sagepub.com/doi/abs/10.1177/105345128001500509?journalCode=iscb Date 

of retrieval: 5th of February 2021.  

 



180 
 

Kato, F. (2009). Students preferences: Goal-setting and self-assessment activities in a tertiary 

education environment. In. Language Teaching Research, vol. 13 (2) (pp. 177-199). Retrieved 

from: https://journals.sagepub.com/doi/abs/10.1177/1362168809103447 Date of retrieval: 25th 

of November 2021.  

 

Kelly, G. A. (1955/1991). The Psychology of Personal Constructs. London: Routledge. 

Retrieved from: 

https://www.taylorfrancis.com/books/mono/10.4324/9780203405987/psychology-personal-

constructs-george-kelly Date of retrieval: 18th of July 2022.  

 

Kessler, G., D. Bikowski. (2010). Developing collaborative autonomous learning abilities in 

computer mediated language learning: Attention to meaning among students in wiki space. In. 

Computer Assissted Language Learning, vol. 23, no. 1, (pp. 41-58). Retrieved from: 

https://www.tandfonline.com/doi/abs/10.1080/09588220903467335 Date of retrieval: 18th of 

February 2021.  

 

Klein, P., A. Bildfell, J. D. Dombroski, C. Giese, K. Wing-Yan Sha, S. C. Thompson. (2021). 

Self-regulation in early writing strategy instruction. In. Reading & Writing Quarterly. 

Retrieved from: https://www.tandfonline.com/doi/full/10.1080/10573569.2021.1919577 Date 

of retrieval: 4th of December 2021.  

 

Klimas, A. (2011). Enhancing EFL learners’ motivation by a goal-setting procedure. In. 

Anglica Wratislaviensia, vol. 49, (pp. 171-184). Wrocław: Wydawnictwo Uniwersytetu 

Wrocławskiego. Retrieved from: https://wuwr.pl/awr/article/view/95/74 Date of retrieval: 26th 

of February 2021.  

 

Kluz, M. (2011). Znaczenie kary w procesie wychowania i kształtowania osobowości dziecka 

w rodzinie i szkole. In. Studia Gdańskie, vol. 28, (pp. 159-171). Retrieved from: 

https://cejsh.icm.edu.pl/cejsh/element/bwmeta1.element.desklight-9ce77c65-c637-44d2-b801-

303e7066a4ac Date of retrieval: 26th of February 2021.  

 

Korthagen, F. A. J., J. Kessels, B. Koster, B. Lagerwerf, T. Wubbels. (2001). Linking Practice 

and Theory: The Pedagogy of Realistic Teacher Education. Mahwah: Lawrence Erlbaum 

Associates.  



181 
 

 

Kromer, B., M. Jackiewicz. (2015). Role pracowników w tworzeniu efektywnego zespołu. In. 

Zeszyty Naukowe Wydziału Nauk Ekonomicznych, vol. 1, no. 19, (pp. 89-102). Retrieved 

from: https://ezeszyty.wne.tu.koszalin.pl/index.php/zeszyty/article/view/20/20 Date of 

retrieval: 20th of December 2021.  

 

Kucharczyk, R. (2017). Rola kontektsu społecznego oraz czynników indywidualnych w 

rozwijaniu kompetencji różnojęzycznej polskich gimnazjalistów. In. Neofilolog, vol. 49, no. 1, 

(pp. 43-59). Retrieved from: https://pressto.amu.edu.pl/index.php/n/article/view/11064/10629 

Date of retrieval: 26th of February 2021.  

 

Kuenstig, J., J. Kempf, J. Wirth. (2013). Enhancing scientific discovery learning through 

metacognitive support. In. Comtemporary Educational Psychology, vol. 38, no. 4, (pp. 349-

360). Retrieved from: 

https://www.sciencedirect.com/science/article/abs/pii/S0361476X13000301 Date of retrieval: 

5th of March 2021.  

 

Kumari, S. N. V., S. P. Naik. (2015). Effect of reflective teaching training and teaching 

aptitude on teaching skills among elementary teacher trainees. In. i-manager’s Journal on 

Educational Psychology, vol. 9, no. 3, (pp. 11-23). Retrieved from: 

https://files.eric.ed.gov/fulltext/EJ1098289.pdf Date of retrieval: 3rd of June 2022.  

 

Lai, Y. L., J. Passmore. (2019). Coaching psychology: Exploring definitions and research 

contribution to practice. (pp. 1-31). Retrieved from: 

https://www.researchgate.net/publication/335224696_Coaching_psychology_Exploring_defin

itions_and_research_contribution_to_practice Date of retrieval: 21st of December 2021.  

Lamy, M. N., R. Hampel. (2007). Online Communication in Language Learning and 

Teaching. Basingstoke: Palgrave Macmillan.  

 

Lasota, A., E. Pisarzowska. (2016). Pożądane cechy osobowości nauczyciela-pedagoga w 

ujęciu klasycznych i współczesnych koncepcji. In. Pedagogika Przedszkolna i 

Wczesnoszkolna, vol. 4, no. 1, (pp. 77-88). Retrieved from: 

https://lasota.up.krakow.pl/files/Osobowosc_nauczyciela.pdf Date of retrieval: 5th of February 

2021.  



182 
 

 

Latham, G. P. & E. A. Locke (2007). New developments in and directions for goal-setting 

research. European Psychologist, vol. 12, no. 4 (pp. 290-300). Retrieved from: https://www-

2.rotman.utoronto.ca/facbios/file/28%20-

%20Latham%20&%20Locke%20Euro%20Psych%202007.pdf Date of retrieval: 6th of July 

2020. 

 

Latham, G. P. & E. A. Locke (1991). Self-regulation through goal setting. In Organizational 

behavior and Human Decision Process, vol. 50 (pp. 212-247). Retrieved from: 

https://www.researchgate.net/profile/Gary_Latham2/publication/232501090_A_Theory_of_G

oal_Setting_Task_Performance/links/57d0e85108ae5f03b489170d/A-Theory-of-Goal-

Setting-Task-Performance.pdf Date of retrieval: 6th of July 2020.  

 

Lawlor, K. B., M. J. Hornyak. (2012). Smart goals: How the application of smart goals can 

contribute to achievement of student learning outcomes. In. Developments of business 

simulation and experimental learning: Proceedings of the annual ABSEL conference, vol. 39. 

Retrieved from: https://absel-ojs-ttu.tdl.org/absel/index.php/absel/article/view/90 Date of 

retrieval: 27th of November 2021.  

 

Lee, K., P. S. Tsai, C. S. Chai., J. H. L. Koh. (2014). Students’ perceptions of self-directed 

learning and collaborative learning with and without technology. In. Journal of Computer 

Assisted Learning, vol. 30, no. 5, (pp. 425-437). Retrieved from: 

https://eric.ed.gov/?id=EJ1038009 Date of retrieval: 4th of March 2021.  

 

Lee, M. & M. Bong. (2019). Relevance of goal theories to language learning research. In. 

System, vol. 86, Elsevier. Retrieved from: 

https://www.sciencedirect.com/science/article/abs/pii/S0346251X1930140X Date of retrieval: 

20th of November 2021.  

 

Lenkaitis, C. A. (2019). Technology as a mediating tool: Videoconferencing, L2 learning, and 

learner autonomy. In. Computer Assisted Language Learning, vol. 33, no. 5-6, (pp. 483-509).  

Retrieved from: https://www.tandfonline.com/doi/abs/10.1080/09588221.2019.1572018 Date 

of retrieval: 17th of February 2021.  

 



183 
 

Li, H., R. Majumdar, M. R. A. Chen., H. Ogata. (2021). Goal-oriented active learning 

(GOAL) system to promote reading engagement, self-directed learning behavior, and 

motivation in extensive reading. In. Computers & Education, vol. 171 Retrieved from: 

https://www.sciencedirect.com/science/article/abs/pii/S0360131521001160 Date of retrieval: 

25th of November 2021.  

 

Lieberman, A. M., M. Hatrak, R. I. Mayberry. (2014). Learning to look for language: 

Development of joint attention in young deaf children. In. Language Learning and 

Development, vol. 10 (1), (pp. 19-35). Retrieved from: 

https://www.tandfonline.com/doi/abs/10.1080/15475441.2012.760381 Date of retrieval: 20th 

of December 2021.  

 

Lin, H., T. Chen. (2007). Reading authentic EFL text using visualization and advance 

organizers in a multimedia learning environment. In. Language Learning & Technology, vol. 

11, no. 3, (pp. 83-106). Retrieved from: 

https://infallibleinroad.co.uk/scholarspace.manoa.hawaii.edu/bitstream/10125/44119/1/11_03

_linchen.pdf Date of retrieval: 5th of March 2021.  

 

Liu, H. J. (2015). Use of learning strategies by EFL learners: A study of how it relates to 

language proficiency and learner autonomy. In. International Journal of English Linguistics, 

vol. 5, no. 2, (pp. 21-35). Retrieved from: 

https://pdfs.semanticscholar.org/6bb1/04d3036798fba32b1abcb19bedb0838e2c88.pdf Date of 

retrieval: 18th of February 2021.  

 

Liu, M. C., Y. M. Huang, Y. H. Xu. (2018). Effects of individual versus group work on 

learner autonomy and emotion in digital storytelling. In. Educational Technology Research 

and Development, vol. 66, no. 4, (pp. 1009-1028). Retrieved from: 

https://eric.ed.gov/?q=learner+autonomy+language+learning&ff1=subSecond+Language+Lea

rning&id=EJ1184743 Date of retrieval: 1st of February 2021.  

 

Locke, E. A. (1991a). Goal theory vs. control theory: Contrasting approaches to understand 

work motivation. In. Motivation & Emotion, vol. 15, (pp. 9-28). 

 



184 
 

Locke, E. A. (1996). Motivation through conscious goal setting. In. Applied & Preventive 

Psychology, vol. 5 (pp. 117-124). Retrieved from: 

https://www.sehity.com/uploads/4/2/2/4/42243697/locke_-_1996_-

_motivation_through_conscious_goal_setting.pdf Date of retrieval: 6th of July 2020.  

 

Locke, E. A. (1991b). The motivation sequence, the motivation hub and the motivation core. 

In. Organizational Behavior & Human Decision Process, vol. 50, (pp. 288-299).  

 

Locke, E. A. (1976). The nature and causes of job satisfaction. In. M. D. Dunnette (Ed.). 

Handbook of Industrial & Organizational Psychology Chicago: Rand-McNally.   

 

Locke, E. A. (1966). The relationship of intentions to level of performance. In. Journal of 

Applied Psychology, vol. 50 (pp. 60-66).  

 

Locke, E. A. & G. P. Latham (2002). Building a practically useful theory of goal setting and 

task motivation. A 35-year odyssey. In American Psychologist, vol.57, no. 9 (pp. 705-717). 

Retrieved from: 

https://pdfs.semanticscholar.org/d8ce/8388b61cddd6acd793aacdb77865c61de6f6.pdf Date of 

retrieval: 6th of July 2020.  

 

Locke, E. A. & G. P. Latham (2006). New directions in goal-setting theory. In Association for 

Psychological Science, vol. 15, no. 5 (pp. 265-268). Retrieved from: 

http://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.553.1396&rep=rep1&type=pdf 

Date of retrieval: 6th of July 2020.  

 

Locke, E. A., K. G. Smith, M. E. Erez, D-Ok Chah, A. Shaffer (1994). The effects of intra-

individual goal conflict on performance. In. Journal of Management, vol. 20, (pp. 67-91).  

 

Ludwig, C., M. G. Tassinari. (2021). Foreign language learner autonomy in online learning 

environments: The teachers’ perspective. In. Innovation in Language Learning and Teaching, 

(pp. 1-18). Retrieved from: 

https://www.tandfonline.com/doi/abs/10.1080/17501229.2021.2012476 Date of retrieval: 17th 

of February 2021.  

 



185 
 

Lunenburg, F. C. (2011). Goal-setting theory of motivation. In International Journal of 

Management, Business and Administration, vol. 15, no. 1 (pp. 1-6). Retrieved from: 

http://www.nationalforum.com/Electronic%20Journal%20Volumes/Lunenburg,%20Fred%20

C.%20Goal-Setting%20Theoryof%20Motivation%20IJMBA%20V15%20N1%202011.pdf 

Date of retrieval: 6th of July 2020.  

 

Luo, W. (2018). A study of Taiwanese university students’ English use, learning goals and 

attitudes toward English as a lingua franca. In. Studies in Second Language Learning and 

Teaching, vol. 8 (4), (pp. 775-794). Retrieved from: 

https://pressto.amu.edu.pl/index.php/ssllt/article/view/9668/16951 Date of retreival: 4th of 

November 2021.  

 

Luo, Y. (2021). Critical reflection on critical thinking and TEM tests of English major 

students’ performance. In. Journal of Green Learning, vol. 1, no. 1, (pp. 17-21).  

 

Łącka-Badura, J., M. Łęska. (2014). Współodpowiedzialność za efekty kształcenia jako 

wyznacznik postępu autonomizacji studentów w nauczaniu języka specjalistycznego. In. 

Neofilolog, vol. 42, no. 2, (pp. 167-180). Retrieved from: 

https://pressto.amu.edu.pl/index.php/n/article/view/19612/19356 Date of retrieval: 26th of 

February 2021.  

 

Łukasiewicz-Wieleba, J. (2018). Nagrody i kary jako oddziaływania wychowawcze rodziców 

zdolnych dzieci. In. Problemy Opiekuńczo-Wychowawcze, vol. 10, (pp. 25-38).  

 

MacIntyre, P. D., R. Clement, Z. Doernyei, K. A. Noels. (1998). Conceptualizing Willingness 

to Communicate in L2: A Situational Model of L2 Confidence and Affiliation. In. The 

Modern Language Journal, vol. 82 (pp. 545-562). Retrieved from: 

https://www.researchgate.net/publication/216308808_Conceptualizing_Willingness_to_Com

municate_in_a_L2_A_Situational_Model_of_L2_Confidence_and_Affiliation Date of 

retrieval: 27th of January 2021.  

 

 

 



186 
 

MacIntyre, P. D., R. C. Gardner. (1989). Anxiety and second language learning: Toward a 

theoretical clarification. In. Language Learning, vol. 39, no. 2, (pp. 251-275). Retrieved from: 

https://d1wqtxts1xzle7.cloudfront.net/32472949/anxiety_and_L2_1989-with-cover-page-

v2.pdf?Expires=1654711861&Signature=RXsiTJTO2vqrdIHcApHxYc4yfv26UJ8Zzf-

ypD5EzHwsk5DxnvgDdnQv1uuxqKIhbizex8w~t1~0E44ynHS9XYqPEYbD8yU1lO5ntHW0

Y6gf-d4RCdo3LyHLmh6VxeIV6ejgLpPB-

hjvfIf3SyQQb0pfJcmndIsZ9UU3RSQwJe11laSlmN9nCTdkWHOpm0QFqyur2Z8zLWqyms

TmtHB7RPN-yWK5zZzC0JomQkIJst6Owejgxkw-

S~DAdkwPUTcpmRT11u9F4YbcIXVzfl75kXIfecoeqDAFJaDo7uKzbigtfrpHtTVT31rKCcjJ

~MfNwNkBaUBdyW5m9YdggolWEQ__&Key-Pair-Id=APKAJLOHF5GGSLRBV4ZA 

Date of retrieval: 8th of June 2022.  

 

MacIntyre, P. D., R. C. Gardner. (1991). Investigating language class anxiety using the 

focused essay technique. In. The Modern Language Journal, vol. 75, no. 3, (pp. 296-304). 

Retrieved from: 

http://faculty.capebretonu.ca/pmacintyre/research_pages/journals/focused_essay1991.pdf 

Date of retrieval: 8th of June 2022.  

 

Magaldi Garcia L. (2010). Metacognitive strategies based instruction to support learner 

autonomy in language learning. In. Revista Canaria de Estudios Ingleses, vol. 61 (pp. 73-86). 

Retrieved from: 

https://riull.ull.es/xmlui/bitstream/handle/915/13367/RCEI_61_%28%202010%29_05.pdf?se

quence=1&isAllowed=y Date of retrieval: 24th of November 2021.  

 

Magdalena, S. M. (2015). The relationship of learning styles, learning behaviour and learning 

outcomes at the Romanian students. In. Procedia. Social and Behavioral Sciences, vol. 180, 

(pp. 1667-1672). Retrieved from: 

https://www.sciencedirect.com/science/article/pii/S1877042815033042 Date of retrieval: 25th 

of January 2021.  

 

Manolopoulou-Sergi, E. (2004). Motivation within the information processing model of 

foreign language learning. In. System, vol. 32, (pp. 427-441). Retrieved from: 

https://eclass.uoa.gr/modules/document/file.php/ENL259/System-Manolopoulou-

%20Motivation%20within....pdf Date of retrieval: 19th of July 2022.  



187 
 

 

Martin, A. J., E. C. Burns, R. J. Collie, K. C. Bostwick, A. Fleskin, I. McCarthy. (2021). 

Growth goal setting in high school: A large-scale study of perceived instructional support, 

personal background attributes, and engagement outcomes. In. Journal of Educational 

Psychology Retrieved from: https://psycnet.apa.org/fulltext/2021-57515-001.html Date of 

retrieval: 26th of November 2021.  

 

Marzban, A., Z. Barati. (2016). On the relationship critical thinking ability, language learning 

strategies, and reading comprehension of male and female intermediate EFL university 

students. In. Theory and Practice in Language Studies, vol. 6, no. 6, (pp. 1241-1247). 

Retrieved from: https://www.academypublication.com/issues2/tpls/vol06/06/14.pdf Date of 

retrieval: 5th of February 2021.  

 

Maslow, A. H. (1970). Motivation and Personality. New York: Van Nostrand. Retrieved 

from: https://www.eyco.org/nuovo/wp-content/uploads/2016/09/Motivation-and-Personality-

A.H.Maslow.pdf Date of retrieval: 18th of July 2022.  

 

Mehlmauer-Larcher, B. (2011). Implementing the EPOSTL in the early phase of pre-service 

EFL teacher education. In. (Eds.), D. Newby, A. B. Fenner, B. Jones. (2011). Using the 

European Portfolio for Student Teachers of Languages. (pp. 28-35). Council of Europe. 

Retrieved from: 

https://books.google.pl/books?hl=pl&lr=&id=HOSp0tcPqNAC&oi=fnd&pg=PA5&dq=europ

ean+portfolio+for+student+teachers+&ots=79UKYnIn48&sig=5ACr1P6wChHvATqvcUfhq

Pc6cZc&redir_esc=y#v=onepage&q=european%20portfolio%20for%20student%20teachers

&f=false Date of retrieval: 11th of February 2021.  

 

Mican, A. D., L. C. Medina. (2017). Boosting vocabulary learning through self-assessment in 

an English language teaching context. In. Assessment & Evaluation in Higher Education, vol. 

42 (3) (pp. 398-414). Retrieved from: 

https://www.tandfonline.com/doi/full/10.1080/02602938.2015.1118433 Date of retrieval: 4th 

of December 2021.  

 

 



188 
 

Michońska-Stadnik. A. (2016). Future teachers’ beliefs about language learning. A study on 

selected subjective theories. In. Classroom-oriented Research, (pp. 109-121). Retrieved from: 

https://link.springer.com/chapter/10.1007/978-3-319-30373-4_7 Date of retrieval: 12th of 

February 2021.  

 

Michońska-Stadnik, A. (2013). Teoretyczne i praktyczne podstawy weryfikacji wybranych 

teorii subiektywnych w kształceniu nauczycieli języków obcych. Wrocław: Wydawnictwo 

Uniwersytetu Wrocławskiego  

 

Mikami, Y. (2020). Goal setting and learners’ motivation for extensive reading: Forming a 

virtuous cycle. Retrieved from: https://scholarspace.manoa.hawaii.edu/handle/10125/66575 

Date of retrieval: 25th of November 2021.  

 

Miller, A. M. (2018). Goal Setting and Its Influence on Achievement in the Spanish Language 

Classroom: Combining Second Language Acquisition, Achievement Goal Theory and Goal 

Setting. Tuscaloosa, Alabama: The University of Alabama. Retrieved from: 

https://ir.ua.edu/bitstream/handle/123456789/3664/file_1.pdf?sequence=1&isAllowed=y Date 

of retrieval: 27th of January 2021.  

 

Miller, A. M. (2020). Investigating the connection between achievement goal theory and goal-

setting theory: Does goal setting have an effect on achievement on Spanish second language 

classroom? In. Hispania, vol. 103 (3), (pp. 387-402). Retrieved from: 

https://muse.jhu.edu/article/764845 Date of retrieval: 25th of November 2021.  

 

Minnesota State Colleges and Universities. (2021). Long-term and short-term goals. Retrieved 

from: https://careerwise.minnstate.edu/mymncareers/finish-school/long-short-goals.html Date 

of retrieval: 25th of January 2021.  

 

Mirici, I. H., S. Hergrüner. (2015). A digital European self-assessment tool for student 

teachers of foreign languages: The EPOSTL. In. Turkish Online Journal of Educational 

Technology, vol. 14, no. 1, (pp. 1-10). Retrieved from: https://eric.ed.gov/?id=EJ1057332 

Date of retrieval: 26th of January 2021.  

 



189 
 

Mokhtari, K., D. M. Dimitrov, C. A. Reichard. (2018). Revising the Metacognitive 

Awareness of Reading Strategies Inventory (MARSI) and testing for factorial invariance. In. 

Studies in Second Language Learning and Teaching, vol. 8, no. 2, (pp. 219-246). Retrieved 

from: https://pressto.amu.edu.pl/index.php/ssllt/article/view/13216/12916 Date of retrieval: 

23rd of February 2021.  

 

Mokwa-Tarnowska, I. (2014). Aktywności stymulujące refleksję w nauczaniu języka 

pisanego w wirtualnej klasie. In. Neofilolog, vol. 42, no. 2, (pp. 201-214). Retrieved from: 

https://pressto.amu.edu.pl/index.php/n/article/view/19617/19358 Date of retrieval: 26th of 

February 2021.  

 

Moeller, A. J., J. M. Theiler, C. Wu. (2012). Goal setting and student achievement: A 

longitudinal study. In. Faculty Publications: Department of Teaching, Learning and Teacher 

Education, vol. 159 (pp. 153-169). Retrieved from: 

https://digitalcommons.unl.edu/cgi/viewcontent.cgi?article=1158&context=teachlearnfacpub 

Date of retrieval: 4th of January 2021.  

 

Muhid, A., E. R. Amalia, H. Hilaliyah, N. Budiana, M. B. N. Wajdi. (2020). The effect of 

metacognitive strategies implementation on students’ reading comprehension achievement. 

In. International Journal of Instruction, vol. 13 (2), (pp. 847-862). Retrieved from: 

https://eric.ed.gov/?id=EJ1249107 Date of retrieval: 1st of December 2021.  

 

Murphy, L. (2008). Supporting learner autonomy: Developing practice through the production 

courses for distance learners of French, German and Spanish. In. Language Teaching 

Research, vol. 12, no. 1, (pp. 83-102). Retrieved from: 

https://journals.sagepub.com/doi/pdf/10.1177/1362168807084495 Date of retrieval: 18th of 

February 2021. 

 

Nelson, L., C. J. Cushion, P. Potrac, R. Groom. (2012). Carl Rogers, learning and educational 

practice: critical considerations and applications in sports coaching. In. Sport, Education and 

Society, vol. 19 (5), (pp. 513-531). Retrieved from: 

https://www.tandfonline.com/doi/abs/10.1080/13573322.2012.689256 Date of retrieval: 21th 

of December 2021.  

 



190 
 

Newby, D. (2007). European Portfolio for Student Teachers of Languages: A Reflection Tool 

for Language Teacher Education. Council of Europe. Retrieved from: 

https://books.google.pl/books?hl=pl&lr=&id=UqYUuUQuI9kC&oi=fnd&pg=PT2&dq=europ

ean+portfolio+for+student+teachers+&ots=3_x2WPMStU&sig=w8EzAd4ZV7BjZHmLyTb3

4hJgTgg&redir_esc=y#v=onepage&q=european%20portfolio%20for%20student%20teachers

&f=false Date of retrieval: 11th of February 2021.  

 

Newby, D. (2011). Chapter One. The European Portfolio for Student Teachers of LanguagesP 

Background and Issues. In. (Ed.), D. Newby. (2011). Insights into the European Portfolio for 

Student Teachers of Languages (EPOSTL). Cambridge Scholars Publishing. Retrieved from: 

https://books.google.pl/books?hl=pl&lr=&id=vy4sBwAAQBAJ&oi=fnd&pg=PR5&dq=euro

pean+portfolio+for+student+teachers+&ots=qhGC1DnxjD&sig=xvrh-

N_4Qa0psiBa2pkG7F4RZPU&redir_esc=y#v=onepage&q=european%20portfolio%20for%2

0student%20teachers&f=false Date of retrieval: 11th of February 2021. 

 

Nguyen, L. T. C., Y. Gu. (2013). Strategy-based instruction: A learner-focused approach to 

developing learner autonomy. In. Language Teaching Research, vol. 17, no. 1, (pp. 9-30). 

Retrieved from: https://journals.sagepub.com/doi/abs/10.1177/1362168812457528 Date of 

retrieval: 18th of February 2021.  

 

Ni, L. B., N. S. B. Rohadi, H. B. Alfana. (2016). Advance organizer: Cognitive instructional 

strategy. In. International Journal of Computer Networks and Wireless Communications, vol. 

6, no. 2, (pp. 53-59). Retrieved from: 

https://www.academia.edu/23345158/Advance_Organizer_Cognitive_Instructional_Strategy 

Date of retrieval: 9th of February 2021.  

 

Nilsson, M. (2020). Beliefs and experiences in the English classroom: Perspectives of 

Swedish primary school learners. In. Studies in Second Language Learning and Teaching, 

vol. 10, no. 2, (pp. 257-281). Retrieved from: 

https://pressto.amu.edu.pl/index.php/ssllt/article/view/23353/21936 Date of retrieval: 12th of 

February 2021.  

 

 



191 
 

Noelting, G. (1980). The development of proportional reasoning, and the ratio concept. Part I: 

Differentiation of stages. In. Educational Studies in Mathematics, vol. 11, no. 2, (pp. 217-

253). Retrieved from: https://www.jstor.org/stable/3481919 Date of retrieval: 17th of February 

2021.  

 

Noora, A. (2008). Iranian undergraduates non-English majors’ language learning preferences. 

In. GEMA Online Journal of Language Studies, vol. 18, no. 2, (pp. 33-44). Retrieved from: 

https://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.545.8236&rep=rep1&type=pdf 

Date of retrieval: 12th of February 2021.  

 

Nuttin, J. (1985). Theorie de la Motivation Humane. Retrieved from : 

https://philpapers.org/rec/NUTTDL Date of retrieval: 20th of July 2022.  

 

O’Connor, K. A., H. C. Greene, P. J. Anderson. (2006). Action Research: A tool for  

improving teacher quality and classroom practice. Retrieved from: 

https://www.researchgate.net/publication/234749663_Action_Research_A_Tool_for_Improvi

ng_Teacher_Quality_and_Classroom_Practice Date of retrieval: 16th of January 2021.  

 

Odrowąż-Coates, A., A. Perkowska-Klejman. (2017). A preliminary study of Polish students’ 

aptitude for thinking reflexively, differentiated by higher education faculties and the level of 

study. In. Society Register, vol. 1, no. 1, (pp. 97-106). Retrieved from: 

https://pressto.amu.edu.pl/index.php/sr/article/download/10426/10065/ Date of retrieval: 3rd 

of June 2022.  

 

Okay, A., C. Balcikanli. (2017). The role of motivation in EFL students’ perceptions of 

teacher/learner responsibilities and learner abilities. In. Asian-Pacific Journal of Second and 

Foreign Language Education, vol. 2, (pp. 1-12). Retrieved from: 

https://link.springer.com/article/10.1186/s40862-017-0032-0 Date of retrieval: 3rd of March 

2021.  

 

 

 

 



192 
 

Olejarczuk, E. (2015). Investigating the role of individual differences in learning English as a 

foreign language in a blended learning environment. Poznań: Uniwersytet im. Adama 

Mickiewicza w Poznaniu. Retrieved from: 

https://repozytorium.amu.edu.pl/bitstream/10593/14082/1/Edyta_Olejarczuk_PhDthesis.pdf 

Date of retrieval: 3rd of June 2022.  

 

Omer, F. I., A. A. Yesilbursa. (2017). Language learning strategy use of university 

preparatory school students. In. International Journal of Educational Sciences, vol. 16 (pp. 

60-66). Retrieved from: 

https://www.tandfonline.com/doi/abs/10.1080/09751122.2017.1311622 Date of retrieval: 4th 

of December 2021.  

 

O’Neill, J. (2000). SMART goals, SMART schools. In. Educational Leadership, vol. 57, no. 

5, (pp. 46-50). Retrieved from: https://eric.ed.gov/?id=EJ609607 Date of retrieval: 22nd of 

December 2021.  

 

Oxford, R. L. (2011). Introducing the Strategic Self-Regulation (S2R) Model of Language 

Learning. In. Teaching and Researching Language Learning Strategies: Self-Regulation in 

Context. Routledge. Retrieved from: 

https://www.taylorfrancis.com/chapters/mono/10.4324/9781315838816-10/introducing-

strategic-self-regulation-s2r-model-language-learning-rebecca-oxford Date of retrieval: 12th 

of February 2021.  

 

Oxford, R. L. (1994). Language learning strategies : An update. ERIC digest. Retrieved from: 

https://files.eric.ed.gov/fulltext/ED376707.pdf Date of retrieval: 12th of February 2021.  

 

Oxford, R. L. (1990). Language Learning Strategies: What Every Teacher Should Know. 

Heinle & Heinle.  

 

 

 

 

 



193 
 

Oxford, R. L. (1992). Research on second language learning strategies. In. Annual Review of 

Applied Linguistics, vol. 13, (pp. 174-187). Retrieved from: 

https://www.cambridge.org/core/journals/annual-review-of-applied-

linguistics/article/abs/research-on-second-language-learning-

strategies/A45AC7A96845824F90E77EE20CA0A76C Date of retrieval: 12th of February 

2021.  

 

Oxford, R. L., M. Nyikos. (1989). Variables affecting choice of language learning strategies 

by university students. In. The Modern Language Journal, vol. 73, no. 3, (pp. 291-300). 

Retrieved from: https://www.jstor.org/stable/327003 Date of retrieval: 12th of February 2021.  

 

Oxford, R. L., J. Shearin. (1994). Language learning motivation: Expanding the theoretical 

framework. In. The Modern Language Journal, vol. 78 (1), (pp. 12-28). Retrieved from: 

https://www.jstor.org/stable/329249 Date of retrieval: 27th of November 2021.  

 

Paris, S. G., P. Byrnes, A. H. Paris. (2009). Constructing theories, identities, and actions of 

self-regulated learners, (pp. 253-287). Retrieved from : 

https://books.google.pl/books?hl=pl&lr=&id=og4hVOcjcqMC&oi=fnd&pg=PA239&dq=Pari

s+Byrnes+Constructing+theories&ots=sX578FV2Qv&sig=rJRytVA9xOhnAwbRFC8Ot3eIE

Xs&redir_esc=y#v=onepage&q=Paris%20Byrnes%20Constructing%20theories&f=false Date 

of retrieval: 18th of July 2022.  

 

Parvaneh, H., M. Zoghi, N. Asadi. (2022). Effect of the flipped classroom approach and 

language proficiency on learner autonomy and foreign language anxiety. In. International 

Journal of Foreign Language Teaching and Research, vol. 10, (pp. 77-88). Retrieved from: 

http://jfl.iaun.ac.ir/article_689316.html Date of retrieval: 3rd of March 2021.  

 

Pasaribu, T. A. (2020). Challenging EFL students to read: Digital reader response tasks to 

foster learner autonomy. In. The Journal of Teaching English with Technology, vol. 2, (pp. 

21-41). Retrieved from: https://www.ceeol.com/search/article-detail?id=850508 Date of 

retrieval: 17th of February 2021.  

 

 



194 
 

Pawlak, M. (2018a). Grammar Learning Strategy Inventory (GLSI): Another look. In. Studies 

in Second Language Learning and Teaching, vol. 8, no. 2, (pp. 351-379). Retrieved from: 

https://pressto.amu.edu.pl/index.php/ssllt/article/view/13221/13255 Date of retrieval: 23rd of 

February 2021.  

 

Pawlak, M. (2018b). Investigating the use of speaking strategies in the performance of two 

communicative tasks: The importance of communicative goal. In. Studies in Second 

Language Learning and Teaching, vol. 8, no. 2, (pp. 269-291). Retrieved from: 

https://pressto.amu.edu.pl/index.php/ssllt/article/view/13218/12918 Date of retrieval: 23rd of 

February 2021.  

 

Pawlak, M., Z. Kiermasz. (2018). The use of language learning strategies in a second and 

third language: The case of foreign language majors. In. Studies in Second Language 

Learning and Teaching, vol. 8, no. 2, (pp. 427-443). Retrieved from: 

https://pressto.amu.edu.pl/index.php/ssllt/article/view/13224/12925 Date of retrieval: 23rd of 

February 2021.  

 

Pawlak, M., A. Mystkowska-Wiertelak, J. Bielak. (2014). Przekonania studentów filologii 

angielskiej na temat nauczania gramatyki. In. Neofilolog, vol. 42, no. 1, (pp. 77-93). Retrieved 

from: https://pressto.amu.edu.pl/index.php/n/article/view/19487/19276 Date of retrieval: 26th 

of February 2021.  

 

Pawlak, M., J. Zawodniak, M. Kruk. (2021). Znaczenie determinacji w nauce języka 

angielskiego jako obcego na poziomie zaawansowanym. In. Neofilolog, vol. 56, vol. 1, (pp. 9-

22). Retrieved from: https://pressto.amu.edu.pl/index.php/n/article/view/27605/25177 Date of 

retrieval: 25th of February 2021.  

 

Perea, L. L. (2021). Changes over time in language learning strategy use by foreign language 

learners. In. Southern African Linguistics and Applied Language Studies, vol. 39 (1), (pp. 

129-138). Retrieved from: 

https://www.tandfonline.com/doi/abs/10.2989/16073614.2021.1917430 Date of retrieval: 4th 

of December 2021.  

 



195 
 

Perea, L. L. (2019). How Spanish is learnt matters: University students’ use of language 

learning strategies. In. Language Matters, vol. 50 (1), (pp. 1-18). Retrieved from: 

https://www.tandfonline.com/doi/abs/10.1080/10228195.2018.1527859 Date of retrieval: 4th 

of December 2021.  

 

Perez, M. D. M. P., N. R. Ruz. (2014). Intrapersonal intelligence and motivation in foreign 

language learning. In. European Scientific Journal, vol. 10, no. 17, (pp. 142-150). Retrieved 

from: 

https://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.842.1618&rep=rep1&type=pdf 

Date of retrieval: 8th of June 2022.  

 

Perkowska-Klejman, A. (2014). Osądzanie refleksyjne – ocean intelektualnego rozwoju 

uczniów, studentów i absolwentów. In. Ruch Pedagogiczny, vol. 4, (pp. 69-84). Retrieved 

from: https://www.researchgate.net/profile/Anna-Perkowska-

Klejman/publication/316739940_Osadzanie_refleksyjne_-

_ocena_intelektualnego_rozwoju_uczniow_studentow_i_absolwentow/links/59104cc2a6fdcc

c0eca1f573/Osadzanie-refleksyjne-ocena-intelektualnego-rozwoju-uczniow-studentow-i-

absolwentow.pdf Date of retrieval: 3rd of June 2022.  

 

Piaget, J. (1952). The Origins of Intelligence in Children. Norton & Co. Retrieved from: 

https://psycnet.apa.org/record/2007-10742-000 Date of retrieval: 31st of January 2021.  

 

Pilecka, W & J. Pilecki. (1990). Model kompetencji społecznych w ujęciu S. Greenspana. In. 

Roczniki Pedagogiki Specjalnej, vol. 1, (pp. 58-79).  

 

Poe, L. F., N. G. Brooks, M. Korzaan, A. R. Hulshult, D. M. Woods. (2021). Promoting 

positive student outcomes: The use of reflection and planning activities with a growth-

mindset focus and SMART goals. In. Information Systems Education Journal, vol. 19 (4), 

(pp. 13-22). Retrieved from: https://eric.ed.gov/?id=EJ1310027 Date of retrieval: 27th of 

November 2021.  

 

 

 



196 
 

Pramusinta, Y., P. Setyosari, U. Widiati, D. Kuswandi. (2019). Exploration of metacognitive 

skills and student critical thinking through discovery learning method and cognitive style. In. 

Journal for the Education of Gifted Young Scientists, vol. 7, no. 4, (pp. 999-1017). Retrieved 

from: https://dergipark.org.tr/en/pub/jegys/issue/50504/614028 Date of retrieval: 5th of March 

2021.  

 

Przybył, J. (2017). Determinanty korzystania ze strategii uczenia się języka angielskiego 

przez studentów poznańskich uczelni. In. Neofilolog, vol. 48, no. 1, (pp. 89-103). Retrieved 

from: https://pressto.amu.edu.pl/index.php/n/article/view/10408/9964 Date of retrieval: 26th of 

February 2021.  

 

Przybył, J., M. Małowska, K. Chmielewska, M. Gawek, M. Grzymała. (2017). Różnice w 

korzystaniu ze strategii uczenia się języka angielskiego przez studentów: Wnioski z badań. In. 

Neofilolog, vol. 48, no. 1, (pp. 105-118). Retrieved from: 

https://pressto.amu.edu.pl/index.php/n/article/view/10409/9965 Date of retrieval: 26th of 

February 2021.  

 

Pudo, D. (2017). Subiektywne teorie na temat uczenia się języka obcego studentów 

romanistyki. In. Neofilolog, vol. 48, no. 1, (pp. 55-71). Retrieved from: 

https://pressto.amu.edu.pl/index.php/n/article/view/10400/9957 Date of retrieval: 26th of 

February 2021.  

 

Rahman, M. H. (2017). Using discovery learning to encourage creative thinking. In. 

International Journal of Social Sciences & Educational Studies, vol. 4, no. 2, (pp. 98-103). 

Retrieved from: https://ijsses.tiu.edu.iq/wp-content/uploads/2017/10/Using-Discovery-

Learning-to-Encourage-Creative-Thinking.pdf Date of retrieval: 5th of March 2021.  

 

Ramnarain, U., M. Hlatswayo. (2018). Teacher beliefs and attitudes about inquiry-based 

learning in a rural school district in South Africa. In. South African Journal of Education, vol. 

38, no. 1, (pp. 1-10). Retrieved from: 

https://www.ajol.info/index.php/saje/article/view/168301 Date of retrieval: 5th of February 

2021.  

 



197 
 

Reid, J. M. (1987).  The Learning styles preferences of ESL students. In. TESOL Quarterly, 

vol. 21, nr. 1 (pp. 87-110). Retrieved from: 

https://d1wqtxts1xzle7.cloudfront.net/49023591/06071807.pdf?1474503443=&response-

content-

disposition=inline%3B+filename%3DThe_Learning_Style_Preferences_of_ESL_St.pdf&Exp

ires=1609688378&Signature=SKavhnYUmhC-

AmNC1AV3roChHdJqbf0ITeSyxqhOO2AZ~8KhCyAilPHqxTL3015tc1WguVhm79jBSwIa

pKeBCob0GhZLJ8irLb4YxIsBN139cg-

WiiKRJwTypBo2mMr1BA6pJ4BxUOtHPM3DT66uMYezW4p4Qt9TB9~t2YZNP1B74rG2

CxifXjXHNQdsczOWhjY8bLabSEO3X1B03hL4Nt0EeGFFSgIeKxZ94SIIVog~zxxLUuu-

a6-OVYmUG2TxpSNcTC30Lh3C4m-

6QjPoBHCG2xpv6NaCkXmdZkUodNSqYZWBQegsVJA-

NqYZm2uxUbdhN4EZ9TJ0kkByMEi8HQ__&Key-Pair-Id=APKAJLOHF5GGSLRBV4ZA 

Date of retrieval: 4th of January 2021. 

 

Reinders, H. (2010). Towards a classroom pedagogy for learner autonomy: A framework of 

independent language learning skills. In. Australian Journal of Teacher Education (Online), 

vol. 35, no. 5, (pp. 40-55). Retrieved from: https://files.eric.ed.gov/fulltext/EJ910398.pdf Date 

of retrieval: 17th of February 2021.  

 

Rezaee, A. A., M. Ghanbarpour. (2016). The status quo of teacher-training courses in the 

Iranian EFL context: A focus on models of professional education and dynamic assessment. 

In. International Journal of 21st Century Education, vol. 3, (pp. 89-12). Retrieved from: 

https://www.researchgate.net/publication/323022251_THE_STATUS_QUO_OF_TEACHER

-

TRAINING_COURSES_IN_THE_IRANIAN_EFL_CONTEXT_A_FOCUS_ON_MODELS

_OF_PROFESSIONAL_EDUCATION_AND_DYNAMIC_ASSESSMENT Date of 

retrieval: 4th of June 2022.  

 

Richards, J. C. & C. Lockhart. (1994). Reflective Teaching in Second Language Classrooms. 

Cambridge: Cambridge University Press 

 

 



198 
 

Rogers, C. R., R. E. Farson. (1957). Active Listening. Retrieved from: 

https://books.google.pl/books?hl=pl&lr=&id=oQD6DwAAQBAJ&oi=fnd&pg=PA205&dq=

Carl+Rogers+coaching+pdf&ots=zEqgXPr-7l&sig=l-UT-

sZFnN75XAd1WzrylEiOzeg&redir_esc=y#v=onepage&q&f=false Date of retrieval: 21st of 

December 2021.  

 

Rossi-Le, L. A. (1989). Perceptual Learning Style Preferences and Their Relationship to 

Language Learning Strategies in Adult Students of English as a Second Language. Drake 

University. Retrieved from: 

https://www.proquest.com/openview/998c6dce715274479ba86f7154b6e826/1?pq-

origsite=gscholar&cbl=18750&diss=y Date of retrieval: 12th of February 2021.  

 

Rotter, J. B. (1954). Social Learning and Clinical Psychology. Prentice Hall. Retrieved from: 

https://psycnet.apa.org/record/2005-06617-000?doi=1 Date of retrieval: 20th of July 2022.  

 

Rubin, J. (1975). What the “good language learner” can teach us. In. TESOL Quarterly, vol. 9, 

no. 1, (pp. 41-51). Retrieved from: https://www.jstor.org/stable/3586011 Date of retrieval: 8th 

of January 2021.  

 

Rubin, J. (2015). Using goal setting and task analysis to enhance task-based language learning 

and teaching. (pp. 70-82). Retrieved from: https://files.eric.ed.gov/fulltext/EJ1080303.pdf 

Date of retrieval: 4th of January 2021.  

 

Ruiz-Alonso-Bartol, A., D. Querrien, S. Dykstra, P. Fernandez-Mira, C. Sanchez-Gutierrez. 

(2022). Transitioning to emergency online teaching : The experience of Spanish language 

learners in a US university. In. System, vol. 104 Retrieved from: 

https://www.sciencedirect.com/science/article/pii/S0346251X21002384 Date of retrieval: 18th 

of February 2021.  

 

Ryan, R. M. & E. L. Deci (2000a). Intrinsic and Extrinsic Motivations: Classic Definitions 

and New Directions. In. Contemporary Educational Psychology, vol. 25 (pp. 54-67). 

Retrieved from: https://mmrg.pbworks.com/f/Ryan,+Deci+00.pdf Date of retrieval: 9th of 

October 2020.  

 



199 
 

Ryan, R. M. & E. L. Deci (2000b). Self-Determination Theory and the Facilitation of Intrinsic 

Motivation, Social Development, and Well-Being. In. American Psychologist, vol. 55, no. 1 

(pp. 68-78). Retrieved from: 

https://selfdeterminationtheory.org/SDT/documents/2000_RyanDeci_SDT.pdf Date of 

retrieval: 9th of October 2020.  

 

Ryan, R. M., J. Stiller, J. H. Lynch. (1994). Representations of relationships to teachers, 

parents, and friends as predictors of academic motivation and self-esteem. In. Journal of 

Early Adolescence, vol. 14, no. 2, (pp. 226-249). Retrieved from: 

https://journals.sagepub.com/doi/10.1177/027243169401400207 Date of retrieval: 5th of 

February 2021.  

 

Saks, K. & A. Leijen. (2018). Cognitive and metacognitive strategies as predictors of 

language learning outcomes. In. Psihologija, vol. 4, (pp. 488-505). Retrieved from: 

https://www.ceeol.com/search/article-detail?id=745173 Date of retrieval: 24th of November 

2021.   

 

Scharle, A., A. Szabó. (2000). Learner Autonomy: A Guide to Developing Learner 

Responsibility. Cambridge: Cambridge University Press.  

 

Schiller, E., H. Dorner. (2021). Factors influencing senior learners’ language learning 

motivation. A Hungarian perspective. In. Journal of Adult Learning, Knowledge and 

Innovation Retrieved from: https://akjournals.com/view/journals/2059/aop/article-10.1556-

2059.2020.00003/article-10.1556-2059.2020.00003.xml Date of retrieval: 25th of November 

2021.  

 

Schön, D. A. (1991). The reflective turn: case studies in and on educational practice. 

Retrieved from: https://www.semanticscholar.org/paper/The-Reflective-turn-%3A-case-

studies-in-and-on-Sch%C3%B6n/d5a24d3a03a9ece67deda052c19b838622eba784 Date of 

retrieval: 5th of February 2021.  

 

 

 



200 
 

Seitova, M. (2018). The Effect of the EPOSTL on the Self-Evaluation of the Student Teachers 

of English at Akhmet Yassawi International Kazakh-Turkish University. Retrieved from: 

http://www.openaccess.hacettepe.edu.tr:8080/xmlui/handle/11655/12041 Date of retrieval: 

12th of February 2021.  

 

Shadiev, R., W. Y. Hwang, T. Y. Liu. (2018). Investigating the effectiveness of a learning 

activity supported by a mobile multimedia learning system to enhance autonomous EFL 

learning in authentic contexts. In. Educational Technology Research and Development, vol. 

66, (pp. 893-912). Retrieved from: https://link.springer.com/article/10.1007/s11423-018-

9590-1 Date of retrieval: 4th of March 2021.  

 

Shih, Y. C., B. L. Reynolds. (2018). The effects of integrating goal setting and reading 

strategy instruction on English reading proficiency and learning motivation: A quasi-

experimental study. In. Applied Linguistics Review, vol. 9 (1), (pp. 35-62). Retrieved from: 

https://www.degruyter.com/document/doi/10.1515/applirev-2016-1022/html Date of retrieval: 

25th of November 2021.  

 

Siebert, L. L. (2003). Student and teacher beliefs about language learning. In. The ORTESOL 

Journal, vol. 21, (pp. 7-39). Retrieved from: 

https://www.proquest.com/openview/abb641481839f979568ef4bc41e3e710/1?pq-

origsite=gscholar&cbl=2038721 Date of retrieval: 3rd of March 2021.  

 

Siegel, H. (1991). Generalizability of critical thinking. In. Educational Philosophy and 

Theory, vol. 23, no. 1, (pp. 18-30). Retrieved from: 

https://www.tandfonline.com/doi/abs/10.1111/j.1469-

5812.1991.tb00173.x?journalCode=rept20 Date of retrieval: 4th of June 2022.  

 

Simatwa, E. M. W. (2010). Piaget’s theory of intellectual development and its implication for 

instructional management at pre-secondary school level. In. Educational Research and 

Reviews, nr. 5, (pp. 366-371). Retrieved from: 

http://www.academicjournals.org/article/article1379610138_Simatwa.pdf Date of retrieval: 

25th of January 2018. 

 



201 
 

Sinclar, R. R., M. C. Leo, C. Wright. (2005). Benefit system effects on employees’ benefit 

knowledge, use and organizational commitment. In. Journal of Business and Psychology, vol. 

20, nr. 1 (pp. 3-29). Retrieved from: 

https://www.researchgate.net/publication/224831767_Benefit_System_Effects_on_Employee

s%27_Benefit_Knowledge_Use_and_Organizational_Commitment Date of retrieval: 18th of 

December 2020.  

 

Sobremesana, A. (2021). Learning Experiences and Goal Setting Strategies from Successful 

Adult Basic Education Learners. Walden University. Retrieved from: 

https://www.proquest.com/openview/11f089d58b05a74f99928ea275594a01/1?pq-

origsite=gscholar&cbl=18750&diss=yc Date of retrieval: 27th of November 2021.  

 

Solak, E., R. Cakir. (2015). Language learning strategies of language e-learners in Turkey. In. 

E-Learning and Digital Media, vol. 12, no. 1, (pp. 107-120). Retrieved from: 

https://journals.sagepub.com/doi/full/10.1177/2042753014558384 Date of retrieval: 4th of 

December 2021.  

 

Słowik, A. (2017). Teaching listening skills to older second language learners: The students’ 

perspective. In. Anglica Wratislaviensia, vol. 55, (pp. 139-154). Wrocław: Wydawnictwo 

Uniwersytetu Wrocławskiego. Retrieved from: https://wuwr.pl/awr/article/view/227 Date of 

retrieval: 12th of February 2021.  

 

Spock, B. & M. B. Rothenberg. (1991). Dziecko. Pielęgnowanie i wychowanie. (5th edition). 

Translated by: E. & A. Piotrowscy. Warszawa: Państwowy Zakład Wydawnictw Literackich.  

 

Svinicki, M. D., N. M. Dixon. (1987). The Kolb model modified for classroom activities. In. 

College Teaching, vol. 35, nr. 4 (pp. 141-146).  

 

Taheri, H., F. Sadighi, M. S. Bagheri, M. Bavali, J. Dong. (2020). Investigating the 

relationship between Iranian EFL learners’ use of language learning strategies and foreign 

language skills achievement. In. Cogent Arts & Humanities, vol. 7, no. 1. Retrieved from: 

https://www.tandfonline.com/doi/full/10.1080/23311983.2019.1710944 Date of retrieval: 4th 

of December 2021.  

 



202 
 

Tao, J., Y. Xu. (2022). Parental support for young learners’ online learning of English in a 

Chinese primary school. In. System, vol. 105. Retrieved from : 

https://www.sciencedirect.com/science/article/abs/pii/S0346251X21002724 Date of retrieval: 

26th of February 2021.  

 

Teng, M. F. (2020). Tertiary-level students’ English writing performance and metacognitive 

awareness: A group metacognitive support perspective. In. Scandinavian Journal of 

Educational Research, vol. 64 (4), (pp. 551-568). Retrieved from: 

https://www.tandfonline.com/doi/full/10.1080/00313831.2019.1595712 Date of retrieval: 4th 

of December 2021.  

 

Teng, M. F., C. Wang, J. G. Wu. (2021). Metacognitive strategies, language learning 

motivation, self-efficacy belief, and English achievement during remote learning: A Structural 

equation modeling approach. Retrieved from: 

https://journals.sagepub.com/doi/abs/10.1177/00336882211040268 Date of retrieval: 24th of 

November 2021.  

 

Teng, M. F., C. Wang, L. J. Zhang. (2022). Assessing self-regulatory writing strategies and 

their predictive effects on young EFL learners’ writing performance. In. Assessing Writing, 

vol. 51 Retrieved from: 

https://www.sciencedirect.com/science/article/pii/S1075293521000623 Date of retrieval: 18th 

of February 2021.  

 

Tóth, Z. (2015). Foreign language anxiety: The manifestation of language aptitude 

differences? In. Anglica Wratislaviensia, vol. 53 (pp. 151-165) Wrocław: Wydawnictwo 

Uniwersytetu Wrocławskiego.   

 

Tran, T. Q., P. Tran, T. Ngoc. (2021). Vietnamese EFL high school students’ use of self-

regulated language learning strategies for project-based learning. In. International Journal of 

Instruction, vol. 14 (1), (pp. 459-474). Retrieved from: https://eric.ed.gov/?id=EJ1282386 

Date of retrieval: 25th of November 2021.  

 

 



203 
 

Tsai, M-J. (2009). The Model of strategic e-Learning: Understanding and evaluating student 

e-Learning from metacognitive perspectives. In. Educational Technology & Society, vol. 12 

(1), (pp. 34-48). Retrieved from: https://eric.ed.gov/?id=EJ833415 Date of retrieval: 24th of 

November 2021.  

 

Ur, P. (2012). A Course in English Language Teaching. Cambridge: Cambridge University 

Press 

 

Viberg, O., B. Wasson, A. Kukulska-Hulme. (2020). Mobile-assisted language learning 

through learning analytics for self-regulated learning (MALLAS): A conceptual framework. 

In. Australasian Journal of Educational Technology, vol. 36, no. 6, (pp. 34-52). Retrieved 

from: https://ajet.org.au/index.php/AJET/article/view/6494 Date of retrieval: 12th of February 

2021.  

 

Vygotsky, L. (1978). Mind in Society. The Development of Higher Psychological Processes. 

Cambridge MA: Harvard University Press.  

 

Vygotsky, L. (1987). Thinking and speech. In. The Collected Works of L. S. Vygotsky, vol. 1: 

Problems of General Psychology, (pp. 39-285). New York: Plenum Press.  

 

Wach, A. (2014). Enhancing learners’ reflections in the process of learning EFL 

pronunciation technology-based self-study. In. Neofilolog, vol. 42, no. 1, (pp. 111-127). 

Retrieved from: https://pressto.amu.edu.pl/index.php/n/article/view/19606/19351 Date of 

retrieval: 26th of February 2021.  

 

Wallace, M. J. (1991). Training Foreign Language Teachers: A Reflective Approach. 

Cambridge: Cambridge University Press.  

 

Wang, L., P. D. MacIntyre. (2021). Second language listening comprehension: The role of 

anxiety and enjoyment in listening metacognitive awareness. In. Studies in Second Language 

Learning and Teaching, vol. 11, no. 4, (pp. 491-515). Retrieved from: 

https://pressto.amu.edu.pl/index.php/ssllt/article/view/24310/27155 Date of retrieval: 12th of 

February 2021.  

 



204 
 

Weiner, B. (1986). An Attributional Theory of Achievement Motivation and Emotion. New 

York: Springer Verlag. Retrieved from: https://psycnet.apa.org/record/1986-14532-001 Date 

of retrieval: 19th of July 2022.  

 

Wesely, P. M., R. Vyn, D. Neubauer. (2021). Teacher beliefs about instructional approaches: 

Interrogating the notion of teaching methods. In. Language Teaching Research Retrieved 

from: https://journals.sagepub.com/doi/abs/10.1177/1362168821992180 Date of retrieval: 7th 

of February 2021.  

 

Wilczyńska, W. A. Michońska-Stadnik. (2010). Metodologia badań w glottodydaktyce. 

Wprowadzenie. Kraków: Avalon.  

 

Wilhelm, K. H. (1997). Sometimes kicking and screaming: Language teachers-in-training 

react to a collaborative learning model. In. The Modern Language Journal, vol. 81, no. 4, (pp. 

527-542).  

 

Williams, R. (2018). Social cognitive theories of Jean Piaget and Jerome Bruner. Retrieved 

from: https://www.distancelearningcentre.com/resources/Piaget_and_Bruner.pdf Date of 

retrieval: 30th of July 2020.  

 

Wong, L. L. C. & D. Nunan. (2011). The learning styles and strategies of effective language 

learners. In. System, vol. 39 (2), (pp. 144-163). Retrieved from: 

https://www.sciencedirect.com/science/article/pii/S0346251X1100056X Date of retrieval: 

24th of November 2021.  

 

Wyatt, B. (1994). Baby talk – The language addressed to language-acquiring children: A 

review of the problem. In. Studia Anglica Posnaniensia, vol. 29, (pp. 125-135). Retrieved 

from: http://www.ifa.amu.edu.pl/sap/files/29/10Whyatt.pdf Date of retrieval: 17th of 

December 2021.  

 

 

 

 



205 
 

Xiao, Y., M. Yang. (2019). Formative assessment and self-regulated learning: How formative 

assessment supports students’ self-regulation in English language learning. In. System, vol. 

81, (pp. 39-49). Retrieved from: 

https://www.sciencedirect.com/science/article/abs/pii/S0346251X18301076 Date of retrieval: 

17th of January 2021.  

 

Xodabande, I., A. Pourhassan, M. Valizadeh. (2022). Self-directed learning of core 

vocabulary in English by EFL learners: Comparing the outcomes from paper and mobile 

application flashcards. In. Journal of Computers in Education, vol. 9, (pp. 93-111). Retrieved 

from: https://link.springer.com/article/10.1007/s40692-021-00197-6 Date of retrieval: 4th of 

March 2021.  

 

Yamabe, E. (2013). The Significance of Reflection in Education. Understanding Restorative 

Practices as a Cooperative Reflection Process. Retrieved from: https://www.iirp.edu/pdf/pa13-

slides-yamabe.pdf Date of retrieval: 28th of January 2020.  

 

Yang, C. (2009). A study of metacognitive strategies employed by English listeners in an EFL 

setting. In. International Education Studies, vol. 2 (4), (pp. 134-1139). Retrieved from: 

https://eric.ed.gov/?id=EJ1065707 Date of retrieval: 26th of November 2021. 

 

Yang, C., L. Bai. (2019). The use of metacognitive strategies by Chinese PhD students of 

social sciences in Australian universities. In. International Journal of Educational Research, 

vol. 97, (pp. 43-52). Retrieved from: 

https://www.sciencedirect.com/science/article/abs/pii/S0883035518316756 Date of retrieval: 

25th of January 2021.  

 

Yang, X., M. Wyatt. (2021). English for specific purposes teachers’ beliefs about their 

motivational practices and student motivation at a Chinese university. In. Studies in Second 

Language Learning and Teaching, vol. 11, no. 1, (pp. 41-70). Retrieved from: 

https://pressto.amu.edu.pl/index.php/ssllt/article/view/20006/25069 Date of retrieval: 12th of 

February 2021.  

 

 



206 
 

Yuan, R., M. Yang, I. Lee. (2021). Preparing pre-service language teachers to teach critical 

thinking: Can overseas field school experience make a difference? In. Thinking Skills and 

Creativity, vol. 40 Retrieved from: 

https://www.sciencedirect.com/science/article/abs/pii/S187118712100047X Date of retrieval: 

7th of February 2021.  

 

Zampini, L., A. Salvi, L. D’odorico. (2015). Joint attention behaviours and vocabulary 

development in children with Down syndrome. In. Journal of Intellectual Disability 

Research, vol. 59 (10), pp. 891-901). Retrieved from: 

https://onlinelibrary.wiley.com/doi/abs/10.1111/jir.12191 Date of retrieval: 20th of December 

2021.  

 

Zhang, F., Y. Liu. (2013). A study of secondary school English teachers’ beliefs in the context 

of curriculum reform in China. In. Language Teaching Research, vol. 18, no. 2, (pp. 187-

204). Retrieved from: https://journals.sagepub.com/doi/full/10.1177/1362168813505940 Date 

of retrieval: 23rd of February 2021.  

 

Zimmerman, B. J. (2002). Becoming a self-regulated learner: An overview. In. Theory Into 

Practice, vol. 41, no. 2, (pp. 64-70). Retrieved from: 

http://mathedseminar.pbworks.com/w/file/fetch/94760840/Zimmerman%20-%202002%20-

%20Becoming%20a%20SelfRegulated%20Learner%20An%20Overview.pdf Date of 

retrieval: 20th of July 2022.  

 

Zimmerman, B. J., A. Bandura, M. Martinez-Pons. (1992). Self-motivation for academic 

attainment: The role of self-efficacy beliefs and personal goal setting. In. American 

educational research journal, vol. 29 (3), (pp. 663-676).  Retrieved from: 

https://journals.sagepub.com/doi/abs/10.3102/00028312029003663 Date of retrieval: 25th of 

November 2021.  

 

Zou, M., I. Lee. (2021). Learning to teach critical thinking: testimonies of three EFL teachers 

in China. In. Asia Pacific Journal of Education Retrieved from: 

https://www.tandfonline.com/doi/abs/10.1080/02188791.2021.1982674 Date of retrieval: 7th 

of February 2021.  

 



207 
 

Websites  

 

https://www.etymonline.com/search?q=reflection Date of retrieval: 21st of December 2019. 

 

Dz.U.2021.1915, art. 44zzh Retrieved from: https://sip.lex.pl/akty-prawne/dzu-dziennik-

ustaw/system-oswiaty-16794386/art-44-zzh Date of retrieval: 26th of January  

 

https://careerwise.minnstate.edu/mymncareers/finish-school/long-short-goals.html Date of 

retrieval: 9th of January 2021.  

 

http://sp51.kylos.pl/dokumenty/regulamin_nagrod.pdf Date of retrieval: 9th of January 2021. 

 

http://sp78poznan.pl/wp-content/uploads/2018/05/nagradzanie.pdf Date of retrieval: 21st of 

December 2020.  

 

https://the-happy-manager.com/articles/smart-goals/ Date of retrieval: 21st of December 2021. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



208 
 

 

 

 

 

 

 

 

 

 

 

 

 

APPENDICES 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



209 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

APPENDIX 1 

Questionnaires about background knowledge of setting goals and reflection in foreign 

language learning 

 

 

 

 

 

 



210 
 

 

 

 

 

 

 

 



211 
 

 

 

 

 

 

 

 

 

 

 

 

 



212 
 

 

 

 

 

 

 

 

 

APPENDIX 2 

Questionnaires about setting short- and long-term goals during the study 

 

 

 

 

 

 

 



213 
 

 

 

 

 

 

 

 

 



214 
 

 

 

 

 

 

 

 

 

 

 

 

 

 



215 
 

 

 

 

 

 

 

 

 

 

 

 

APPENDIX 3 

Questionnaire about reflection on language learning process during the study 

 

 

 

 

 

 

 

 

 



216 
 

 

 

 

 

 

 

 



217 
 

 

 

 

 

 

 

 

 

 

 

 

 

 



218 
 

 

 

 

 

 

 

 

 

 

 

 

APPENDIX 4 

The tests the groups took after each semester 

 

 

 

 

 

 

 

 



219 
 

 

 

 

 

 

 

 

 

 



220 
 

 

 

 

 

 



221 
 

 

 

 

 

 

 

 



222 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



223 
 

 

 

 

 

 

 

 

 

 

 

 

APPENDIX 5 

The examples of students’ answers 

 

 

 

 

 



224 
 

 

 

 

 

 

 



225 
 



226 
 



227 
 

 

 



228 
 



229 
 

 

 

 

 

 

 

 

 

 

 

 

 



230 
 

 

 



231 
 



232 
 



233 
 



234 
 



235 
 

 

 

 

 

 

 

 

 

 

 

 

 

 


