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Kim, Jisun. 2021. Scaffolding for self-regulated learning through multilayered reflection 
activities. Linguistic Research 38(Special Edition): 121-145. This study explored the potential 
to raise awareness of and promote self-regulated learning (SRL) through multilayered reflection 
activities (i.e., self-reflection, reflection sharing, and meta-reflection) in a JFL context. The 
study presented the pedagogical design of content-based reflective learning and of the reflection 
sheet as a support tool. The analysis examined how and to what extent the components of 
SRL emerged in the learners’ reflection. The results showed that the main components of 
SRL, such as motivation/affect, metacognition, and learning strategy, and their respective 
subcomponents emerged in the learners’ reflection. The emergence patterns of the components 
tended to differ according to the type of reflection activity. By continuously enhancing reflection 
activities in multiple layers, it can be possible to raise awareness of SRL components and 
to lead these components organically to the components of other phases in order to ultimately 
promote the cyclical SRL processes. The findings contribute to the pedagogical design that 
integrates reflection activities into lesson plans. (Ewha Womans University)

Keywords multilayered reflection activity, self-regulated learning, motivation/affect, 
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1. Introduction

With the acceleration of worldwide volatility and uncertainty that make the future 
increasingly unpredictable, transformations across society, including in education, have 
become necessary. While the drastic development of information and communication 
technology (ICT) has allowed for more convenient production and consumption of 
information or knowledge, the sustainability of its value has decreased, highlighting the 
need for lifelong continuous and autonomous learning (Igarashi 2019). The development 
of lifelong learning skills is a major function of education; and given the changes in the 
educational environment due to various social influences, self-regulated learning (SRL) 
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has become crucial (Zimmerman 2002). Therefore, education on SRL processes has 
become especially relevant. 

SRL refers to learning in which the learners are proactively engaged and control their 
thoughts, feelings, and behaviors to achieve the goals (Zimmerman 2000). SRL 
competence refers to learners’ ability to adequately and effectively use and apply relevant 
knowledge, skills, and attitudes in particular task situations (van den Boom et al. 2004). 
While there are different theories and models of how SRL works (Schraw, Kauffman, 
and Lehman 2006), SRL is widely accepted as a cyclical and recursive process that is 
closely intertwined with components such as cognition, metacognition, and motivation 
(Kohen and Kramaski 2012). Zimmerman et al. (Zimmerman and Kitsantas 1997; 
Zimmerman 2000) proposed a cyclical model of SRL that consists of three phases: 
forethought, performance, and self-reflection. The forethought phase refers to processes 
and beliefs that occur before efforts to learn (e.g., task analysis and self-motivation 
beliefs); the performance phase refers to processes that occur during behavioral 
implementation (e.g., self-control and self-observation); and the self-reflection phrase 
refers to processes that occur after each learning effort (e.g., self-judgement and 
self-reaction). 

As stated above, research on SRL has developed from various perspectives, consistent 
with the dynamic interaction of complex components in the three cyclical phases of SRL. 
Such research focused on the following themes: (a) the concept and components of SRL 
(Dinsmore et al. 2008; Kochiyama 2016; Kuhl 1992; Schunk and Zimmerman 2008; Shin 
1998; Vohs and Baumeister 2004); (b) the influence of the SRL components or strategies 
on academic achievement, and the interrelationships among the SRL components 
(Ishikawa and Kogo 2017; Kim and Lee 2003; Kim and Yun 2020; Kitazawa et al. 2008; 
Park 2004; Park and Kim 2004; Pintrich 1999; Schunk and Swartz 1993; Sung and Kim 
2003); (c) the development and effectiveness of methods or programs that enhance the 
SRL components and promote SRL (Baumann and Kuhl 2005; Bielaczyc et al. 1995; 
Fujiwara 2006; Hong 2008; Kim 2019, 2020; Kohen and Kramarski 2012; Laru et al. 
2015; Lee et al. 2021; Nishida and Kuga 2018; Šliogerienė 2016; van den Boom et al. 
2004; Winne et al. 2006); and (d) measurement instruments or methods of assessing and 
measuring SRL (Bak et al. 2005; Jung 2003; Kim et al. 2018; Linder and Harris 1992; 
Pintrich 2004; Winne and Perry 2000; Zimmerman and Martinerz-Pons 1986). 

As SRL has been considered a core topic in the study of human learning activities, 
discussions and exploration of SRL have continued from the late 1980s to the present 
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(Paris and Paris 2001; Park and Kim 2004). Educational attempts to develop SRL 
competence and the results of such attempts have also been examined widely in various 
educational settings (Corno and Randi 1999; Graham and Harris 2000; Hofer et al. 1998; 
Ley and Young 2001; Moos and Rindal 2012). Although the crucial role of reflection 
in learning is emphasized and has attracted attention as an essential factor of SRL (Boud 
et al. 1985; Chang 2019; Ertmer and Newby 1996; Harvey et al. 2016; Lee and 
Hutchison 1998; Moon 1999; von Wright 1992), attempts to focus on reflection in SRL 
seem insufficient. In particular, there is a lack of practical guidance on how to support 
the development of reflection ability through the specific design and practice of reflection 
activities (Kim 2019; van den Boom et al. 2004). 

Based on the perspective that reflection ability is one of the prerequisites for learners 
to develop SRL competence, this study attempts to raise awareness and promote SRL 
through reflection activities. The purpose of this study is to explore how reflection 
activities can be designed and practiced to scaffold for SRL in a JFL context. The study 
first introduces the pedagogical design of content-based reflective learning. Second, the 
study suggests a reflection sheet as a support tool for increasing learner awareness of 
SRL in reflection activities. Third, the study examines how and to what extent the 
components of SRL emerge in learners’ reflections. The findings of this study are 
expected to provide some practical implications for supporting SRL through reflection 
activities.

2. Background on reflection for learning and self-regulated learning 

Reflection in the context of learning is a generic term for intellectual and affective 
activities in which individuals engage to explore their experiences in order to lead to new 
understandings and appreciations (Boud et al. 1985). Reflection does not only consist of 
looking back on one’s experience but is also an act of reinterpretation; that is, it is a 
proactive act that creates new perspectives through the reorganization and systematization 
of existing knowledge and is an activity that helps one use one’s own experience as 
another opportunity to learn (Boud et al. 1985; Kim 2008). Reflection allows a learner 
to connect existing knowledge with new knowledge and experience; to perform abstract, 
conceptual, and critical thinking; to use specific learning strategies; or to understand one’s 
own thinking and learning strategies (Lin et al. 1999; Odiba and Baba 2013). In a 
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literature review of 16 articles on Japanese language and Japanese culture classes that 
implemented reflection activities, Kim (2017) stated that reflection activities accelerated 
the improvement of self-learning competence (i.e., the basic and general ability to learn) 
and task performance skills (i.e., language skills in performing each learning task), and 
also enabled the learners to recognize and improve their learning process and achievement 
themselves. As such, reflection plays an important role in the learning process (Boud et 
al. 1985; Lee and Hutchison 1998) and is an important factor in the acquisition of 
learning competence (Ertmer and Newby 1996; von Wright 1992).

Based on study findings that reflection promotes cognitive structure and development, 
which can then be used for learning activities (Schunk and Ertmer 2000; Seale and Cann 
2000), van den Boom et al. (2004) assumed that reflection prompts can serve as cues 
for eliciting reflection that facilitates learners’ SRL strategy construction. The authors 
examined the effect of reflection prompts and tutor feedback on the self-regulated 
learning competencies (SRLCs) of four different groups in web-based learning 
environments. They found that the groups that performed the tasks with the embedded 
reflection prompts that were related to SRLC aspects achieved higher scores on the 
regulation subscales than the groups that performed the tasks with the embedded 
reflection prompts that were unrelated to SRLC aspects. Among the groups that worked 
on the tasks with the reflection prompts that were related to SRLC aspects, the reflection 
prompts more significantly affected the group that was given tutor feedback. Therefore, 
the results showed that SRL-related reflection prompts accompanied by appropriate 
feedback can be useful for promoting SRLC.

Reflection is considered a means of prompting SRL and a goal for learning (von 
Wright 1992; Waguri 2010). Reflection ability should be developed and supported 
because the ability to objectify and externalize one’s thoughts on learning is not innate 
or self-occurring and rather, causes embarrassment or burden unless one is familiar with 
such psychological task (Kim 2017; Waguri 2010). Due to the fact that the level of 
reflection ability can affect the learner’s attitudes toward or quality of reflection, a range 
of material, personal, and social resources are used to reduce the burden of fostering 
reflection ability among learners and to support reflection. ​For example, learners could 
write portfolios, reflection journals, reflection diaries, and reflection sheets; participate in 
peer reflection with other learners; and attend related conference with their teachers or 
tutors (Kim 2017). According to Xhaferi and Xhaferi (2016), when learners were 
prompted to write a reflection journal to promote their critical thinking skills in learning, 
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they became more independent in their choice and use of learning strategies, developed 
positive attitudes toward reflection, and perceived reflection as a valuable tool for 
learning. 

Veine et al. (2020) highlighted reflection as a core learning activity in higher 
education and attempted various activities and approaches to foster learners’ reflective 
capacity. The study suggested a reflection pyramid composed of personal reflection using 
a reflection journal, team reflection in which the team members share with and one 
another and discuss their personal reflections, and meta reflection by reflecting on one’s 
previous reflection experiences. The study found that these three levels of reflection could 
promote conceptually integrated and structured reflective capacity by supporting the 
step-by-step improvement of reflection skills. The findings of the study provided some 
implications for future practical research on fostering reflective capacity, because they 
provide a conceptual framework that views reflection beyond individual thoughts and 
assists learners in integrating diverse perspectives into their reflections. More studies are 
needed to explore practical methodology on design and practice of reflection activities 
in the classroom.

3. Method

3.1 Participants and pedagogical design

The participants were 23 undergraduate students (13 Korean JFL learners and 10 
native Japanese speakers) who attended an elective course titled “Current Events Japanese 
Language” at a Korean university.1 The 75-minute-long class was held twice a week for 
a total of 15 weeks. The class dealt with various social issues based on 13 Japanese news 
items. The class had the following objectives: (ⅰ) to improve the learners’ Japanese 
communication skills, such as their Japanese listening, reading, and speaking skills, by 
learning the Japanese vocabulary and expressions used in the news; (ⅱ) to help the 
learners critically recognize their own perspectives on the background and current status 

1 Although the participants’ language levels were not strictly measured, both the Korean JFL learners and 
the Japanese native speakers (international students) could communicate in Korean and Japanese. In the case 
of the Korean JFL learners, their language level was judged above level 1 or level 2 of the Japanese Language 
Proficiency Test (JLPT). Therefore, both languages were used during the class as needed.
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of news topics; and (ⅲ) to foster reflection ability and build scaffolding for SRL through 
reflection activities on learning processes and achievements. The pedagogical design of 
the Japanese language class consisted of personal pre-class activities, in-class whole 
activities and peer activities, and post-class reflection activities on each news item. 

Pre-class
The pre-class personal activities involved a form of pre-learning in which each learner 

wrote a script in Japanese while listening to the news provided to them in advance. For 
this, the learners needed to understand the overall content before attending the class. This 
activity required all the learners to write their scripts and bring them to class, as the class 
was conducted based on the individual scripts instead of textbooks. 

In-class
The in-class whole activities encompassed the teacher’s instructions and some 

activities in which all the learners participated. First, both the teacher and the learners 
listened to the news together, and then the learners read and interpreted a given sentence 
one by one. During this time, the learners compared their scripts with the PowerPoint 
presentation that had been prepared by their teacher and corrected what they have either 
not heard properly or written incorrectly. After checking the overall vocabulary and 
expressions all together, the teacher explained the background and related content to help 
the learners to understand the news better. After these linguistic and content checks, the 
learners performed activities such as shadowing, filling in the blanks, and replacing 
Korean vocabulary and expressions in the news with Japanese to familiarize themselves 
with the latter’. ​If needed, the teacher drew the learners’ attention by comparing the news 
with that of other countries or by introducing the latest trends, to provide the learners 
an opportunity to reconsider the topic and to raise their awareness of it. In the ensuing 
peer activities, the learners discussed a topic related to the news.

In the in-class peer activities, the learners formed groups of 4–5 mixed Korean and 
Japanese people, and the group members were rearranged for every task. First, the groups 
practiced shadowing to strengthen their shadowing skills for class activities, and the 
learners exchanged their script sheets to cross-check and correct any errors that the other 
learners might not have noticed, and freely asked or answered questions. Then the the 
learners discussed a topic related to the news, wrote on the worksheet, and shared it with 
the whole class. During the peer activities, the teacher primarily observed each group but 
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did not intervene as much as possible. The peer activities provided the learners with an 
arena where they could interact by teaching each other and learning from each other both 
language and content.

Post-class
Post-class reflection activities refer to intellectual and affective activities in which 

individuals engage in exploring their experiences to lead to new understandings and 
appreciations (Boud et al. 1985).　In the abovementioned class, the learners reflected on 
their learning process and achievements from their pre-class personal activities and their 
in-class whole and peer activities through multilayered reflection activities, such as 
self-reflection, reflection sharing, and meta-reflection. These post-class reflection activities 
were expected to foster the learners’ reflection ability and build scaffolding for SRL. All 
the reflection activities were performed after class to secure sufficient time for reflection. 

3.2 Multilayered reflection activities using a reflection sheet

Although the importance of reflection on learning has been emphasized, its practice 
in the classroom remains a problem. Reflection has limits in explicit instruction alone, 
as it is psychological work that requires learners to confront, objectify, and accept 
themselves. Hence, learners often do not know what to reflect on and how to reflect. 
Thus, in this class, the learners were provided a reflection sheet that served as a guide 
to help them to get used to the process of reflection itself and to develop their reflection 
ability through multilayered reflection activities. As shown in Figure 1, a series of 
reflection activities, such as self-reflection, reflection sharing, and meta-reflection, were 
implemented over the course of one semester. 
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Self-reflection
Self-reflection is the most common type of personal reflection done by learners. This 

activity enables learners to become aware of the reflection itself and to familiarize 
themselves with reflection activities through self-reflection on their pre-class personal 
activities and in-class whole and peer activities on each news item. It is intended to help 
learners externalize their reflective thinking by objectifying and assessing their learning 
experiences and then writing them on the reflection sheet. To achieve this, questions were 
provided on the reflection sheet to effectively elicit the learners’ reflection and raise 
awareness of SRL, as presented in Table 1. 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 (Week)

Each 
news 
item

Pre-class Personal activity

In-class Whole activity & Peer activity

Post-class

Self-reflection

Reflection Sharing

Meta-
reflection

Figure 1. Class design of multilayered reflection activities

(1) How much could you do?
Select the level of achievement.

(1. Not at all, 2. Not much, 3. A little, or 4. Most) 

Pre-class Level of 
achievement

What and how much could you 
do or not do?

What do you think you should 
do to perform better?

Dictation

Korean 
interpretation
Understanding 

content

Table 1. Self-reflection sheet
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Among the reflection questions, (1) “How much could you do?” was asked about the 
learners’ perceived achievement levels in writing news scripts (such as their task 
performance levels in Japanese dictation, Korean interpretation, understanding content, 
etc.) during their pre-class personal activities. The learners were asked to assess 
themselves by choosing one of the following options: 1. Not at all, 2. Not much, 3. A 
little, and 4. Most, and then to respond to the following questions: “What and how much 
could you do or not do?” and “What do you think you should do to perform better?” 
The purposes of these reflection questions were to allow the learners to monitor their 
level of task performance in their learning progress and to realize their weaknesses in 
autonomously making learning plans or strategies that would provide them with better 
task performance. In other words, they sought to promote the learners’ metacognition 
through their perception of their process of learning activities and their selection of 
learning strategies to achieve goals. Metacognition is known to play a significant role in 
SRL as a learning management skill that helps to monitor, evaluate, and control one’s 
cognitive activities (Flavell 1987; Koichiyama 2016).

Another reflection question, (2) “How satisfied were you?” was asked about the 
learners’ satisfaction levels with the in-class whole and peer activities. The learners were 
asked to perform a self-assessment by choosing one of the following options: 1. Not at 
all satisfied, 2. Not very satisfied, 3. A little satisfied, and 4. Mostly satisfied, and 
responding to the questions “What and how much were you satisfied with or not?” and 
“What do you think you should do to be more satisfied?” Satisfaction is related to 
self-efficacy, an essential component of SRL. Self-efficacy refers to the recognition of 
being able to succeed in performing a certain task or action (Bandura 1977). Learners’ 

(2) How satisfied were you?
Select the level of satisfaction. 

(1. Not at all satisfied, 2. Not very satisfied, 3. A little satisfied, or 4. Mostly satisfied) 

In-class Satisfaction 
level

What and how much were you 
satisfied with or not?

What do you think you should 
do to be more satisfied?

Whole-class 
activity

Cross-checking 
scripts

Peer activity
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satisfaction increases if they perceive that they have performed in-class activities well; 
but if they perceive that they have not performed properly, their satisfaction is supposed 
to decrease. The purposes of these reflection questions were to encourage learners to 
monitor their own satisfaction and to promote their awareness of the affective aspect of 
self-efficacy, which is a major factor of motivation. As such, specifying the method or 
directions for reflection by suggesting specific reflection questions assisted the learners 
in understanding the reflection process and provided scaffolding for their reflection 
activities. In other words, reflection questions (1) and (2) were intended to activate 
reflection and improve the learners’ reflection ability by encouraging them to monitor and 
control the cognitive and affective aspects of learning activities.

Reflection sharing
Reflection sharing is literally sharing of learners’ reflections with others. Parallel to 

self-reflection, as mentioned above, the learners were asked to share their reflections on 
some topics related to the news. For several of such news, the learners were required 
to share their reflections as well as comment on other’s reflections. This activity was 
conducted from week 6 to week 15 of the semester, which was tracked using a bulletin 
board on the Cyber Campus (i.e., the learning management system (LMS) of the 
university). The activity further improved the learners’ own inner speech and helped them 
to communicate their thoughts and feelings more adequately, as they were asked to 
disclose each of their self-reflections to everyone in the class. Moreover, the learners’ 
exposure to different perspectives was expected to encourage them to better understand 
and critically reconsider themselves by objectively monitoring themselves and comparing 
themselves with others. 

 
Meta-reflection
Meta-reflection refers to reflection on the overall reflection activity itself at the end 

of the semester. In the case class, the purpose of the meta-reflection was to help the 
learners find meaning in the reflection activities themselves by evaluating their 
self-reflection and reflection sharing activities in the semester and carefully thinking of 
the ways in which they facilitated or affected their learning. After the last class of the 
course, the learners were asked to reflect on the entirety of their learning process by 
reviewing their former reflection sheets and writing their responses to the meta-reflection 
questions 1 and 2 listed below. The meta-reflection was expected to show how the 
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learners perceived reflection activities, to verify the effectiveness of those activities, and 
hence, to examine the potential of those activities for enhancing awareness and promotion 
of SRL.

Q1. What level of achievement and personal satisfaction did you reach for each news 
item, and how much of your improvement measures did you implement accordingly?

Q2. Have your reflection activities, such as self-reflection, reflection sharing, and 
meta-reflection, helped improve your learning? If they have, in what ways have they 
improved your learning? 

3.3 Data collection and analysis

This study analyzed the potential for awareness and promotion of SRL based on the 
emergence of SRL components, in the learners’ answer to the abovementioned 
meta-reflection questions. The data consisted of meta-reflection data (on week 15) which 
had reviewed one’s self-reflection sheets (from weeks 1 to 15). The meta-reflection data 
were qualitatively analyzed with respect to how and to what extent the components of 
SRL emerged in them. To reiterate, SRL includes three main components: motivation, 
metacognition, and cognition; that is, SRL involves a combination of motivational belief, 
metacognitive processing, and use of cognitive strategy (Schraw et al. 2006). The main 
components can be further subdivided into the subcomponents of motivation (e.g., 
self-efficacy and expectancy); metacognition (e.g., planning, monitoring, and evaluating); 
and cognitive/learning strategies (e.g., rehearsal, elaboration, organization, managing time 
and effort, peer learning, and help seeking) (Bulter and Winne 1995; Pintrich 1999; 
Winne and Perry 2000; Zimmerman 2000). The study employed the categories of main 
components and respective subcomponents of SRL. The results are expected to show 
whether multilayered reflection activities assist in scaffolding for SRL.

4. Results

The result of the analysis of the meta-reflection content are presented in this section 
according to the main components of SRL—motivation/affect, metacognition, and 
learning strategy—with their subcomponents. These SRL components and subcomponents 
are shown in Figure 2.
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4.1 Motivation/affective component

Motivation/affective component is the psychological component that allows a learner 
to begin, set the direction of, and sustain learning. These are the driving forces behind 
the strengthening of a learner’s sense of purpose and of the learner’s determination to 
achieve the learning goals. The results of the analysis highlighted the emergence in the 
learners’ meta-reflections of the subcomponents of this motivation/affective component, 
namely, encouragement, self-efficacy, and task value. Encouragement refers to growing 
interest, eagerness, and will to learn due to being inspired or motivated by the learning 
activities in this study. Self-efficacy is having the belief in one’s own potential to 
successfully perform a given task or learning activity. Task value is understanding the 
significance or effect of learning activities and recognizing their values. Excerpts of the 
reflection content that demonstrated these SRL components are presented below.2

2 The excerpts from the reflection content were originally written in Korean or Japanese and translated to 
English by the author. The numbers such as (1) and (2) next to the excerpts represent the meta-reflection 
questions 1 and 2. Abbreviations such as L6, L14, L15, and L16 represent learner 6, learner 14, learner 
15, and learner 16 respectively, who wrote the reflection content.

Self-regulated learning

Motivation/Affect Meta-cognition Learning strategy

⦁Encouragement ⦁Planning
⦁Self-efficacy
⦁Task value

⦁Monitoring/
Self-evaluation

⦁Control

Cognition
strategy

Resource 
management 

strategy

⦁Repetition
⦁Checking
⦁Elaboration
⦁Organization

⦁Request for 
assistance

⦁Peer learning
⦁Adjustment 

effort or 
participation

Figure 2. Components and subcomponents of SRL
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Encouragement

My achievements such as ‘I unexpectedly talked a lot’ and ‘people empathized 
with me’, which I thought about during the reflection, seemed to be a virtuous 
cycle of enthusiasm for preparing for the next class. (1) L6 

It allows me to know what I lack and gives me the will to improve them. (1) L14
Seeing Korean students talk about content in Japanese that is difficult for even 

Japanese students, I was motivated to be able to speak in Korean like that 
too. (2) L15

I had time to think about the topic again after class, which made me more 
interested. (2)  L16

Self-efficacy

When I listened to it repeatedly, it became easier for me to guess the meaning 
according to the context without being obsessed over the pronunciation; and 
the more I listened to it, the fewer words I misheard. (1) L1

It certainly helped in shadowing compared to the beginning. (1) L4
I can now translate more smoothly than in the beginning. (1) L19
I was able to improve my sentence expressions in the latter half by writing 

literary sentences, and so on. (1) L21

Task value

I wasn’t very good or neat at organizing my thoughts, but through reflection, I 
was able to know what opinion I wanted to talk about most and find what 
perspective I had on a topic step by step through organizing my thoughts 
twice or three times and thinking over and over again. (2) L12

I think it’s really great that I had time in the last class to reflect on all our 
activities so far because I can literally look back on myself for that semester. 
(2) L13

It provides you a chance to grow as a human being because it gives you an 
opportunity to know how you think, what kind of a person you are, and what 
your strengths and weaknesses are, and thus, to think about how you can 
improve them. (2) L17

By doing reflection activities after sharing various opinions of oneself and others 
in the class … I was able to have new perspectives about an opinion or fact 
that I had never thought about before. (2) L21
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4.2 Metacognition component

Metacognition is a cognitive activity in which one’s learning process and achievement 
are viewed from an upper perspective. In other words, it is the ability to plan, monitor, 
evaluate, and control learning. In this reflection analysis, the subcomponents of 
metacognition, namely, planning, monitoring/self-evaluation, and control, were found. 
Planning is the setting of goals and the formulation of ideas that are necessary to achieve 
such goals. Monitoring/self-evaluation refers to identifying one’s strengths and 
weaknesses as well as any improvements, and managing the learning process and 
achievement, such as by monitoring the learning activities. Control is the continuous 
adjustment of the learning strategies for the effective performance of learning activities 
or tasks.

Planning

By thinking about what I lacked and what I should do to improve them I was 
able to come up with learning methods and plans accordingly ... (2) L7

It became easy to think about what to consider to move on to the next step. (2) 
L18

Monitoring/Self-evaluation

Through the reflection activities, I was able to objectively look back on how I 
was like when I was writing scripts or doing peer activities, and finding what 
I need to supplement through that process was the most helpful for me. (2) L1

The most helpful thing when doing the reflection activities was that I found the 
problem. The most difficult thing was facing what I lacked, but I was aware 
that I had a lot of room for improvement while reflecting back on the class. 
(2) L6

I thought that the activity of thinking and comparing myself to the last class 
itself made me find room for improvement and to understand myself better. (2) 
L8

I can think once again about whether my thoughts or knowledge are right 
through reflection activities. (2) L21

Control

I was able to know my level of learning through the reflection activities, and I 
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4.3 Learning strategy component

Learning strategy is the action that a learner performs or intends to perform for 
effective learning. It specifically refers to the selection and management of specific 
methods or resources for improving learning ability. In this reflection analysis, the 
learning strategy subcomponents, namely, the cognition strategy and the resource 
management strategy were observed. The cognition strategy involved the specific 
strategies of repetition, checking, elaboration, and organization; and the resource 
management strategy involved the specific strategies of request for assistance, peer 
learning, and adjustment of effort or participation.

Among the cognition strategies, repetition refers to repeatedly listening, reading, or 
memorizing the learning contents; checking refers to searching for information about or 
researching the learning contents in advance; elaboration refers to the process of building 
upon what is already known or associating it with the learning contents; and organization 
refers to classifying and systematizing the learning contents. 

tried to apply the content of the reflection activities in the next class. (2) L2
The associations made between learning methods, attitudes, and subsequently 

learning performance were only possible due to reflection. (2) L6
(By thinking about what I lacked and what I should do to improve it, I was able 

to come up with learning methods and plans accordingly, and) it became for 
me easier to do activities that were actually difficult for me to do while 
practicing them. (2) L7

It makes me constantly think about what I need. (2) L10

Cognition strategy

Repetition

I often used the wrong word when writing the scripts as I couldn’t catch the 
subtle differences in pronunciation, so I decided to listen to the files more 
carefully, and I actually listened to one file about five times when I was 
writing the script. (1) L1

I tried to familiarize myself with longer scripts by listening to them several more 
times before the class, and this certainly helped more with shadowing than in 
the beginning. (1) L4
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After listening to the listening file many times. I was able to distinguish between 
confusing words when I heard them about 10 times. (1) L5

The biggest reason I was able to improve was that I read the script many times. 
The more I read the script, the more I was able to correct even minor 
mistakes and practice translation as well. (1) L9

Check

At first, I wrote words or sentences as I heard them in hiragana and practiced 
transforming them into the right words by searching them in the dictionary 
again. I was confused a lot with the pronunciation of ず and づ or of the あ 
line and the か line, so at first, I searched them all and found the words that 
made sense; and even though it took a lot of time, it was good because I 
could remember the words and know the correct pronunciations. (1) L3

It has become easier to do discussions than in the beginning, after writing the 
words on the topic or organizing my thoughts the day before the class. (1) L7

I was able to organize my thoughts by intensely researching the contents 
beforehand. My understanding of the content has improved by independently 
researching or searching for videos. (1) L14

I looked up dictionaries on the internet or my smartphone, and for words that 
I still couldn’t find, I looked them up in paper dictionaries. (1) L15

Elaboration

I translated by thinking about Korean and Japanese word correspondence and 
so I was able to write more smoothly. (1) L10

I referred to the previous script to write my script, and that way, I could reduce 
errors, and while in the beginning, I could only use a repeated expression 
after checking back at my previous script, now, I can use them more and 
more without checking. (1) L17

Organization

Parts with hanja [Chinese characters] that I wasn’t sure of or parts where I 
missed the case markers were difficult problems for me until the end. 
However, listening to them several times and writing them down first, then 
listening to them once more to correct the details, then transferring them to 
another paper, or memorizing a word and highlighting similar words and so 
on, are some methods that helped me to write more effectively. (1) L6
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One of the resource management strategies, request for assistance, involves asking for 
help from teacher or other learners when one is unsure of the learning contents; peer 
learning is acquiring the learning contents through or with other learners; and adjustment 
of effort or participation refers to putting forth more effort and actively participating in 
difficult learning contents or tasks.

Resource management strategy

Request for assistance

If I thought what I found in the dictionary was unnatural, then I asked a Korean 
student. Because they taught me meticulously, I could understand natural 
expressions and I learned a lot. (1) L15

I think I was able to gain more by asking Korean students about ＋α. (1) L18

Peer learning

Sometimes I used hanja incorrectly and my Japanese friends and teacher 
corrected it for me. I tried to memorize the corrected hanja on the spot so 
that I could use it properly next time. Thanks to this, I now write hanja 
correctly. (1) L2

It was good that I could think about things that I wasn’t able to think about by 
reading other people’s reflections. (1) L4

I wrote an improvement plan to focus on the feedback that my Japanese friend 
gave me, and it certainly helped me learn more natural expressions. I still get 
hanja wrong, but I try to be aware of them and correct them. (1) L8

By listening to various opinions on the issues of Japanese society, I realized how 
to act in the future as a Japanese person myself. (1) L20

Adjustment of effort or participation

I aimed to improve my checking speed because I couldn’t do shadowing as it 
took me a long time to check the scripts during peer activities, and I revised 
the script contents by almost memorizing the script the day before the class so 
that I could check quickly and accurately. Thanks to this, my checking speed 
accelerated, and I was able to spend more time on shadowing and discussion. 
(1) L1

I tried to participate in the class with a more active attitude. One of the group 
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5. Discussion 

This study explored the potential to raise awareness of and promote SRL through 
multilayered reflection activities using a reflection sheet. To verify its feasibility, the 
study analyzed how and to what extent the components of SRL emerged in the learners’ 
reflection content. First, the study identified the main components of SRL, i.e., 
motivation/affect, metacognition, and learning strategy, and their respective 
subcomponents. As noted by Zimmerman and Bandura (1994), SRL is cyclical in that 
self-reflection affects subsequent forethought and performance processes. This study is 
meaningful in that the motivation/affective components (encouragement, self-efficacy, and 
task value) that emerged in the self-reflection phase could lead to higher levels of 
self-motivation beliefs and increased effort to perform task analysis in the subsequent 
forethought phase. They could also lead to the deployment, in the subsequent 
performance phase, of specific methods or more effective strategies that were selected 
during the forethought phase. The results of this study support the cyclical view of SRL 
in previous studies, in which high correlations were found among the learners’ use of 
the forethought, performance, and self-reflection phase processes in cyclical SRL 
processes (Zimmerman and Kitsantas 1997). The findings of the study suggest that by 
continuously enhancing reflection activities in a multilayered manner, it may be possible 
to raise learners’ awareness of the SRL components, to lead these components of SRL 
organically to the components of other phases, and ultimately, to promote the cyclical 
SRL processes. This is schematically shown Figure 3.

members actively engaged in the activities, so we were able to engage in 
better group activities and concentrate more on the activities and class. (1) L2

I spent time before the class brainstorming on the relevant topics beforehand so 
that I wouldn’t waste time, and also speaking more actively and fluently was 
very helpful. I didn’t spend too much time but used about 10–15 minutes 
thinking or searching on my smartphone before the class. I felt that even this 
helped to improve the quality of the discussions I participated in. (1) L3

At first, I wasn’t the type to actively speak out my thoughts, but I was able to 
speak better after gradually researching on the internet or preparing notes in 
advance, which helped me understand the class content. (1) L17
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Figure 3. SRL cycle with multilayered reflection activities

Next, the study found that the emergence patterns of the components of SRL tended 
to differ according to the question in the reflection activity. We provided the long-term 
reflection questions 1 and 2 for the meta-reflection, in which the learners reflected on 
their reflection activity itself throughout the whole semester to question and discover the 
effects or significance of the reflection activities on their learning. The learning strategy 
components mainly emerged in the meta-reflection on the self-reflection activities (see the 
excerpts from the reflection content in 4.3); the metacognition components mainly 
emerged in the meta-reflection on the overall reflection activities (see the excerpts from 
the reflection content in 4.2); and the motivation/affective components emerged in both 
(see the excerpts from the reflection content in 4.1). These results indicate that the 
components of SRL that learners pay attention to differ according to the timing or the 
type of the reflection activity, and consequently, the components of SRL that learners 
become more aware of differ as well. Among the reflection activities, the self-reflection 
activity evaluated achievement and satisfaction pertaining to each of the news items; and 
thus, attention was likely paid to the learning strategy components, such as specific 
learning methods or resources, to improve learning. In contrast, it is presumed that greater 
attention was paid to the metacognition components because meta-reflection, which 
derives the affects and significance of reflection activities throughout the semester, 
examines the learning activity from various angles and ranges. The results of this study 
support previous research (e.g., Xhaferi and Xhaferi 2016) that found that lead one to 
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conclude that reflection is one of the most useful activities that can be used aware of 
and promote SRL in learners.

As Paris and Paris (2001) noted, SRL is more likely when teachers create classroom 
environments in which students have opportunities to seek challenges, to reflect on their 
progress, and to take responsibility for and pride in their accomplishments. However, 
reflection activities to support SRL in class need to be carefully designed and practiced 
because they may not meet the expected achievements if their purposes or intentions had 
not been clearly defined. Moreover, reflection activities generally have various elements, 
such as their type, time, place, subject, method, and goal, and thus, reflection activities 
should be designed by combining these elements in different ways (Kim 2017). In 
addition, since the design of reflection activities depends on the course goals, the learning 
environment, and the purpose of the learning and reflection activities, such design must 
combine the above elements while considering the students’ needs and abilities.

6. Conclusion

This study contributes to the pedagogical design that integrates reflection activities 
into teachers’ lesson plans. Since reflection is an intellectual and affective activity 
wherein one objectifies, confronts, and accepts oneself, it is not easy for teachers to 
explicitly teach learners how they can foster their reflection ability. Hence, teachers must 
make adequate scaffoldings that consider learning environments. 

To help teachers to do so, this study first designed and demonstrated the multilayered 
reflection activities, in which reflection abilities are developed step by step at three levels
—from self-reflection, to reflection sharing, to meta-reflection. Second, this study devised 
a structured reflection sheet as a tool for supporting reflection activities. The reflection 
sheet provides guidelines for supporting SRL based on three principles: fostering 
awareness, encouraging externalization, and promoting regulation. As the pedagogical 
design is key to enhancing reflection ability for SRL, these suggestions contribute 
practical methods of promoting SRL, including in Japanese language education, as well 
as methods of designing and practicing reflection activities.

The ultimate goal of the reflection activities in this study was to enable learners to 
eventually reflect on their own learning processes and achievements without support tools, 
and to sustain SRL by applying their reflections. This study had a limitation in 
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accomplishing such goal. Further studies are needed to examine the quantitative analysis 
of self-evaluation, as well as the verification and measurement of improvement in 
reflection ability or in SRL competence.
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