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Bu aragtirmanin amaci, Eskigehir ilindeki ilkégretim ve ortabgretim okullarindaki ingilizce

ogretmenlerinin Ogrenen Ozerkligi konusundaki goriiglerini ortaya koymaktir.

Aragtirma, Eskisehir merkezindeki devlet okullarmda ¢alisan 197 Ingilizce &gretmeninin
katilim1 ile gergeklestirilmistir. Veriler Ogrenen Ozerkligi anketi aracihigtyla toplanmistr.
Anketin ilk béliimiinde 8gretmenlerin galistiklart okul tiirli, egitim durumlar1 ve Ogrenen
Ozerkligi konusundaki bilgi diizeyleri ile ilgili genel durumlari hakkinda bilgi toplamak,
ikinci boliimiinde ise kullanilan 31 soru ile ogretmenlerin 6grenen ozerkligi konusundaki
goriiglerinin aragtirilmasi amaglanmistir. Katilimeilardan, ‘Hi¢ Dahil Edilmemeli’, ‘Az
Déhil Edilmeli’, ‘Kismen Dahil Edilmel?’, ‘Cogunlukla Dahil Edilmeli’, ‘Tamamen Dahil
Edilmeli’® seklinde 5°’li Likert &lgefinde Ogrenen Ozerkligi konusundaki goriislerini
belirtmeleri istenmigtir. Anketin iigiincii béliimiinde de, katilimcilardan, anket genelinde

cevaplarim etkileyen 5 faktrii 5nem sirasina gore yazmalari istenmistir.

Veriler siklik ve yiizde hesaplamalartyla analiz edilmistir. Calismanin sonuglari, ¢alismaya
katilan 6gretmenlerin ¢ogunlugunun, smif ogretiminde ders amaglar, ders icerigi, ders
materyalleri, ders zamani, yeri ve hizi, simf i¢i etkilesme cesitleri, smif yonetimi, kayu

tutma, ddev, Ogretim odag, kendi aciklamalarim yapma, kendi Ogrenme stratejilerini



bulma ve kendini élgme konularinda Ogrenen Ozerkligini destekleyici oldugunu ortaya
koymustur. Sonuglar, kendi agiklamalarun yapma, kendi égrenme stratejilerini bulma,
sumif ici etkilegme cegitleri ve kendini dlgme konularinin, &gretmenlerin kendi 6gretim
kosullarmda Ogrenen Ozerkliginin yansitilmasi igin en uygun yollar oldugunu da ortaya
¢ikarmugtir.  Aym  zamanda, sonuglar kayit futma konusunun smiflarda  Qprenen
Ozerkliginin desteklenmesi bakimindan en az uygun olarak algilandifini gdstermistir.
Bulgular, 6gretmenler igin hazirlanabilecek hizmet igi seminerlerin, sistematik ve planli
olarak programda yapilacak degerlendirmelerin ilkdgretim ve ortadgretim kurumlarmda

Ogrenen Ozerkligine katkida bulunabilecegi tngdriilmiistiir.
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ABSTRACT

EFL TEACHERS’ VIEWS ON LEARNER AUTONOMY
AT PRIMARY AND SECONDARY STATE SCHOOLS IN ESKISEHIR

Sevgi SABANCI

English Language Teaching Program
Anadolu University Institute of Educational Sciences, March, 2007
Supervisor: Assistant Prof. Dr. Aysel BAHCE

The purpose of this study was to find out English language teachers’ views on learner

autonomy at primary and secondary state schools in Eskisehir’s city centre.

The study was conducted with 197 English language teachers working at state schools in
Eskigehir’ city centre. The data was collected through a learner autonomy questionnaire.
The first part of the questionnaire gathered data about the teachers’ general profiles related
to type of school, educational background and knowledge level of learner autonomy. The
thirty-one items in the second part questionnaire researched teachers’ views on learner
autonomy. Participants were asked to indicate their opinions on a five-point Likert-scale,
with ‘not at all’, ‘little’, ‘partly’, ‘much’, and ‘very much’ for each i‘tem. Additionally, they
were asked to list the first five important factors affecting their answers to the questionnaire

in the third part of the questionnaire.

The data were analyzed by calculating frequencies, percentages and cross tabulations. The
results of the study revealed that the majority of the participating teachers are supportive to
learner autonomy in terms of 12 aspect of classroom instructional responsibilities: course

objectives, course content, course materials, course time-place-pace, interaction pattern,



vii

objectives, course content, course materials, course time-place-pace, interaction pattern,
classroom management, record keeping, homework tasks, teaching focus, formulating own
expression, finding own learning strategies and self-assessment.. The results also revealed
that the aspects of formulating their own explanations, finding out their own learning
strategies, self-assessment and interaction pattern were found to be more suitable for the
implementation of learner autonomy in their formal teaching envirenment. Moreover, the
outcomes showed that the aspect of record keeping was found to be least suitable one for
the promotion of learner autonomy in the classroom. Furthermore, the findings highlighted
that an in-service training for the teachers, and systematic and planned adjustments in the

curricula might contribute to the promotion of learner autonomy in these state schools.
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CHAPTER 1

INTRODUCTION

1.1. Background to the Study

Over the last twenty years, there have been many changes and developments in the
fields of information technology, sociolinguistics and psychology. These changes and
developments have increased the need for education and require life-long learning
process in society (Akbas and Ozdemir, 2002; Mahiroglu, 2005; Reinders, 2000;
Colakoglu, 2002; Demirel, 2003). In life-long learning, it is the individual who is
responsible for shaping his or her own educational life by being active. Therefore,
educators feel the need to prepare learners for this fusion which involves teaching them
the skills necessary to take control over the process and content of their own learning
(Reinders, 2000). Additionally, the social and educational changes have heightened the
need to learn a foreign language in an efficient and effective way (Zindziuviene, 2003).
As such, the field of English Language Teaching has also been affected by this
evolution. As a result of the progression in the field of English Language Teaching, a
great emphasis has been put on the role of learners. Indeed, language teachers have
promoted the students to the center of classroom organization, taking their needs,
strategies and styles in consideration in order to train learners for life-long learning
outside the classroom. It is against this background that students, in fact, need to be
their guider throughout their educational life as the role of the teacher diminishes
(Cotterall, 2000). Indeed, learners are expected to graduate from school with the
knowledge and skills necessary to become productive and satisfied citizens.
Furthermore, learners should be motivated enough to have the desire to continue
learning after formal schooling has ended (McCombs and Whisler, 1997). Indeed, “the
growth of learners is encouraged so that they are better equipped to cope with the
changing environment and to take increasing responsibility fro their own destiny™
(Long, 1990, p: 22). This is also emphasized by Trim (1988, cited in MecCarthy, 1998)

in the following quotation:



No school, or even university, can provide its pupils with all the
knowledge and the skills they will need in their active adult lives. It is
more important for a young person to have an understanding of himself
or herself, an awareness of the environment and its workings, and to

have learned how to think and how to learn (p: 3).

The changes and increasing needs in education stated above resulted in the emergence
of the learner-centered approach which views language learning as a collaborative
process between teachers and learners. According to Tudor (1993), learner-centeredness
aims to encourage students to play more active and participatory roles in the learning
and teaching process than in traditional approaches in which teachers are usually seen as
being the dominant authority. Additionally, this change requires different classroom
activities, the structures of which are decided by students themselves; therefore, these
activities result in an increase in student involvement and motivation. Learner centered
approach benefits from the domains such as learner-centered curriculum, the negotiated
syllabus, learner training, learning-strategy training, the project-based syllabus,
experiential and collaborative learning and learner-based teaching (Finch, 2000). In
these domains, the underlying trend is to make learners become more independent in
how they think, learn and behave. Consequently, the learner-centered approach has
modified learners’ roles. Likewise, there is a parallel interchange in teachers’ role in
learner-centered classrooms. Not only teachers are less likely to be authoritative in
classroom events, on the contrary, they play a facilitative role to stimulate the learning

process in various ways (Little, 1991),

This important shift towards learner centeredness in language teaching has led to the
concept of learner autonomy which also refers to a shift of responsibility from teachers
to learners (Shrader, 2003). Indeed, students should stop relying on teachers and
develop a sense of responsibility which is the fundamental concern in learner autonomy
(Kavaliauskiere, 2002). The concept of learner antonomy first made its appearance in
the field of language teaching with Holec (Benson, 2001). Holec defined learner
autonomy as “the capacity to take charge of one’s own learning”™ (1981, p: 3, cited in
Thanasoulas, 2000). As Littlejohn (1985) points out, learner autonomy involves learners

in decision-making processes regarding their own learning. It also gives students an



opportunity to play a considerable role in setting the learning goals, organizing the
learning process, and fulfilling it (Little, 1991). Besides, learner autonomy gives
learners an opportunity to select and implement appropriate learning strategies and
encourages learners to find their own way of learning as it provides an opportunity for
students to learn at their own pace (Camirelli, 1999). Learners’ involvement in planning
learning in terms of goals, materials, strategies, assessment etc; increases their
motivation and awareness (Little, 2003; McCarthy, 1998). Consequently, they can
become more enthusiastic in the learning process. In addition, learners’ active
involvement in their own learning provides them with a better understanding of the
nature of their learning development. Learning is likely to be more effective and
efficient when learners are engaged in their own leaming (Little, 2002). In fact,
encouraging leamer autonomy in the classrooms has become a widely accepted and
favored domain. This endless desire for learner autonomy has influenced educational
practices and it has become an almost universally accepted educational goal; namely, it
has become a controvertible dominant topic and a key concern in language teaching for
many researchers, practitioners and curriculum planners over the last two decades
(Sinclair, 1997; Cotteral, 2000; Vanijdee, 2003, Camirelli, 2000).

1.2. Definition of Learner Autonomy

Various interpretations of learner autonomy can be found in the literature. Generally, it
has been described as an act of learning (Reinders, 2000). However, it is important for
learners to find their own ways of learning; namely, they must learn how to study alone
and direct their learning. Thus, they must be autonomous (Leslie, 1987). Particularly,
Holec (1981:3, cited in Thanasoulas, 2000) underlines that learner autonomy is “the
ability to take charge of one’s learning”. This ability can be exercised in the planning,
monitoring and evaluating learning activities, and naturally includes both the content
and the process of learning (Candy, 1989, cited in Pavia, 2005). Learner Autonomy is
also defined as a capacity which helps learners to personalize what they have learned
and transfer it to another context (Little, 1991). However, learners should have

willingness to authorize their own learning and life (Dam, 1995; Vanijdee, 2003;



Naiman, 2000) because learner autonomy is also a kind of self-determination (Kiho,

2000).

Although the definitions for autonomy vary, the main feature is the necessity of
learners’ taking some responsibility for their own learning. Littlewood (1999), who has
researched the degree of autonomy in East Asian contexts, supports the idea of learners’
taking more responsibility in the learning process and gives two reasons for this:
learning can only be performed by learners themselves and learners need to gain the
ability to carry on their own learning after school. Moreover, Little (1991) highlights
that this responsibility involves taking over the control in many processes which have
traditionally belonged to the teacher, such as deciding on learning objectives, selecting

learning methods, evaluating and monitoring the learning process, etc;&.

Benson and Voller (1977) recommend that learner autonomy should feature the
following terms:

* situation in which learners study entirely on their own;

» a set of skills which can be learned and applied in self-directed

learning;

* an inbom capacity which is suppressed by institutional education;

» the exercise of learners® responsibility for their own learning;

e the right of learners to determine the direction of their own

learning (p: 1-2)

These different ways of employing learner autonomy in language education lead
autonomous learners to develop the ability to take charge of every stage of their own
learning. Chan (2001) suggests the following stages for learners to expand their roles:

s setting learning goals;

* identifying and developing learning strategies to achieve such goals;

¢ developing study plans;

» reflecting on learning (which includes identifying problem areas and

means of addressing these problems);

» identifying and selecting relevant resources and support;



» assessing one’s own progress (which includes defining criteria for

evaluating performance and learning) (p:506).

In the light of the above different definitions and interpretations of learner autonomy, in
this study, learner autonomy is defined as learners’ being willing and ready to take
responsibility for their own learning by being involved in classroom instruction in terms
of setting their objectives, defining the content and process of their own learning,
selecting their methods and techniques, and monitoring and evaluating their progress

and achievements.

1.3. The Importance of Learner Autonomy

Learner autonomy assists learners to learn efficiently and effectively by involving
learners in planning their learning in terms of goals, materials, strategies, assessment,
ctc. It also increases learners’ interests, motivation and awareness in the learning
process. Therefore, encouraging learner autonomy has gained currency in the

classrooms.

Cotterall (1995, p: 219) classifies three different reasons why learner autonomy has
gained a greater importance and popularity. These reasons are philosophical,
pedagogical and practical. In terms of a philosophical rationale, learners have the right
to make choices for their own learning, and it is necessary to encourage learners to be
independent in their choices because they need to be prepared for a rapidly changing
future in order to function effectively in society. In terms of pedagogical reasons,
learners learn more effectively when they are involved in the learning process such as
pace, mode and content of what they are learning. Finally, in terms of practical reasons,
learners feel more secure when they are involved in decision making process for their
own learning. To sum up, these three reasons focus on learning independently and
having confidence. When learners are involved in their own learning, the outcome is
likely to be more effective and efficient and their motivation for learning will increase
because motivation is a necessary component for life-long learning. Students should be

ready to learn in every part of their lives (Little, 2002; Akbag and Ozdemir, 2002). On



the other hand, since motivation is one of the factors such as habits, needs and interests
which cause differences among learners, they can not be expected to learn the same way
we teach; so we have to help them to find ways of doing their own learning (Chan,
2001). That is why each learner needs to be aware of and identify his own strategies to
take control over his own learning (Thanasoulas, 2000). Consequently, it is a must for
every learner to learn self-directed learning; particularly, to find his own ways and learn
how to study (Camirelli, 1999). In order to find their own ways of learning and to make
decisions about their own learning, learners should develop some awareness (Chuck,
2003) because it can not be assumed that they know how to learn (Logan, 2004). On the
contrary, learners do not necessarily know how to learn efficiently on their own, so they
need to be provided with leaming techniques so that they could continue learning on
their own after school (Dias, 2000; Healey, 2002). It can be concluded that the key
elements that prepare learners for life long learning incorporate the responsibility for
their own learning by being independent in finding their own ways of learning and

making decisions for their own learning.

Taking responsibility and being independent are also the main elements in learner
autonomy which has been widely accepted around the world as it has been stated by
different research in the literature (Benson, 2001; Dam, 1995; Camirelli, 1999,
Camirelli, 2000). Learner autonomy, in terms of these two concepts, can be found in
published school curricula and syllabi of some countries such as England, France, Hong
Kong, Singapore and Turkey. That is why autonomy can be said to be almost
universally accepted as an important general educational goal (Sinclair, 1997; Cotteral,
2000). The Turkish National Education Curriculum has also emphasized the concept of
autonomy in its general aims' including procedures how members of the country should
be educated. The target qualities for every member of the Turkish nation are (translated
by the researcher):

¢ Having and fulfilling the responsibilities for the Republic and society,
o Possessing independent and scientific way of thinking,
e Working independently and collaboratively.

! TURK MILLI EGITIMININ AMAGLARI,
http://forgm.meb.gov.tr/OzelEgitimProgramlar/meslekiegitimmerkprog/aciklamalar.htm



The General Principles of Foreign Language Teaching also foresee that learners should
be given responsibility by the help of effective teaching and learning methods or
techniques. Therefore, in order to reach an effective language teaching method, there
have been many studies by the Ministry of Turkish National Education. One of these
studies was initiated when Turkey became a founding member of the Council of
Europe. As Demirel (2005) states, the most serious studies about foreign language
teaching between the Council of Europe and the Ministry of Turkish National Education
started in 1968. During those years, a commission was founded in order to reform
foreign language curriculum and prepare new course books. Another reform in foreign
language teaching was European Language Portfolio. In the beginning of 2000, the
Council of Europe demonstrated the project of the European Language Portfolio Project
(ELP) when it was decided that this project would be applied in all countries who are
members of this council. The educational function of the ELP project requires and
supports autonomy (Karacoglu and Cubuk, 2002). This educational function of ELP
project requires learners to make decisions about their own learning (Demirel, 2005).
Consequently, it could be seen that recent developments and renewals in the curriculum
of National Education Assembly require and try to promote learner autonomy in
education and instruction processes. The curriculum can be supporter of learner
autonomy; however, it is necessary to prepare teachers in order to get success in the
recent developments and renewals in the cwriculum. The achievement of learner
aufonomy in practice always depends on what individual teachers do in particular
classrooms. As such, the success of the teaching and the learning processes in the
classroom where learner autonomy is put forward depends upon teachers’
understanding this concept because it should be reminded that teachers hold the key to
initiate and develop autonomy in their own context. Therefore, it is necessary to
convince and prepare teachers by clarifying the aspects of autonomy by giving
seminars, meetings or articles, to deal with developing autonomy with different
research, and to develop activities leading to autonomy in the classroom (Santos, 2002;

Mirici and Demirel, 2002; Little, 2003).



1.4. Teachers’ Role in Learner Autonomy

Teachers are no longer indispensable source of knowledge and information. Learners
can reach information by the help of the highly developed means of communication and
information. Nevertheless, they need teachers’ help to learn how to access the resources
without the mediation of teacher (Camirelli, 1999). Thus, teachers have to start and
develop autonomy in classrooms since autonomy is a concept leading learners to work

teacher-independently.

The "seeds" of autonomy already exist in classrooms and the language classroom is
accepted as the best place for encouraging learners to move towards autonomy (Nunan,
1997). 1t is not radical to say that all individual learners transfer their own educational
background to the classroom as a result their own learning experiences. Therefore,
teachers can easily identify and encourage the autonomous classroom behaviors of their

students.

However, learners do not automatically accept responsibility in a new formal context
and they can find it difficult to reflect on their learning process (Little, 1995 and
Dickinson, 1987). That is why teachers have to provide learners with appropriate tools
and opportunities to familiarize the learners in their usage before they feel confident in

applying them. There are some levels for encouraging learner autonomy in classrooms:

e  Awareness: leammers are made aware of the pedagogical goals and
contents of the materials they are using.

» Involvement: learners are involved in selecting their own goals
from a range of alternatives on offer.

» Intervention: learners are involved in modifying and adapting the
goals and contents of the learning programme.

e Creation: learners create their own goals and objectives.

e Transcendence: learners go beyond the classroom and make links

between the content of classroom learning and the world beyond it

(Nunan, 1997, p: 195)



The level of awareness helps learners to identify their own learning styles and
strategies. On the other hand, at the level of involvement, learners have the chance to
make choices among a range of options. By the help of intervention level, learners learn
adapting tasks and then they produce their own goals at the level of creation. Finally, at
the level of transcendence they become their own teachers and researchers. At all these
levels, learners need to be trained and encouraged to be autonomous. Encouraging
learners to move towards autonomy is best done inside the language classroom.
Realizing this and helping learners to follow the path to learner autonomy depends on
teachers who are the basic stones of teaching and learning processes in classrooms.
Thus, to promote learner autonomy, first of all, teachers’ roles and students’ roles
should be introduced to the students. Especially, teachers have to facilitate the change
(Nunan, 1997).

The issue of incorporating autonomy into language courses is directly addressed by
Cotterall (2000). According to Cotterall, learner autonomy can be encouraged and
promoted at all the levels mentioned above by following five principles which help
teachers transfer the responsibility of decision-making to students:

1. The course reflects learners' goals in its language tasks and

strategies,

.I\J

Course tasks are explicitly linked to a simplified model of the

language learning process.

3. Course tasks either replicate real-world communicative tasks or
provide rehearsal for such tasks.

4. The course incorporates discussion and practice with strategies

known to facilitate task performance.

5. The course promotes reflection on learning ( p. 111-112).

These five principles lead teachers to arrange courses according to their learners’ needs,
interests and strategies and skills in learning. Awareness of strategy and skill use is

important because it is the individual who is responsible and active in shaping his or her
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own life (Reinders, 2000). Therefore, the teacher’s role is to create and maintain a

learning environment in which learners can be autonomous (Little, 2003).

According to Dam (1995), in an autonomous learning environment, it is the teacher who
will provide learners with the opportunity to be consciously involved in their own
learning. It is also the teacher’s responsibility to see that the curricular guidelines,
objectives and demands are adequately covered. It is furthermore the teacher's
responsibility to introduce relevant examples of useful and meaningful learning
activities for the participants/learners to choose from - individually, in pairs, or in
groups — according to their individual goals, Therefore, learning becomes more

meaningful for each individual.

The responsibilities pointed out by Dam (1995) bring new roles to teachers. Wright
(1987:45-46, cited in Voller, 1997) mentions two interacting factors; namely,
interpersonal and task-related factors which affect teachers’ roles. Interpersonal factors
are related to social role, status and power, attitudes, beliefs, personality and motivation.
Task-related factors are related to the extent to which any leaming task activates
individual's personal goals, and how it stimulates their affective and cognitive faculties.
Based on these two factors, Wright defines teacher’s role as having two functions: a
management function which runs parallel to the social side of teaching and an
instructional function which corresponds to the task-oriented side of teaching. Teachers
should orient their pedagogy to promeote autonomy and find ways to slowly and
carefully lessen learners' dependence on them because they have the power to make
changes in teaching and learning in education (Broady, 1996, cited in Naiman, 2000;
Guppy, 2005).

1.5. Statement of the Problem

The success of the teaching and the learning processes in the classroom where learner
antonomy is put forward depends upon teachers’ understanding this concept, because

teachers are the agents who promote learner autonomy in the classrooms. Therefore,



11

teachers should be clarified with this concept, and provided with seminars or meetings
about the methods and techniques which are necessary for the promotion of learner
autonomy. It is also important for all agents who contribute to the process of learner
autonomy development should be ready to take responsibilities and new roles in this

process (Mirici and Demirel, 2002; Santos, 2002).

In addition to the responsibilities and roles stated earlier, promoting autonomy in the
classrooms requires teachers to be willing to change and shift their roles in the
classroom from information providers to facilitators (Naizhao and Yanling, 2004).
Teachers’® willingness for this role change is based on their beliefs and views which
shape the kind of learning they provide learners {Yero, 2002). It has been recently
recognized that teachers’ beliefs and views are the most important indicators of their
decision making process in classrooms and these beliefs and views affect teachers’
behaviors in the classroom (Rueda and Garcia, 1994). Consequently, teachers’ views
shouldn’t go unnoticed. First of all, they directly and immediately have contact with
learners who are central to school; therefore, they know better what does and does not
work in promoting successful teaching and learning learners. In addition, teachers’
beliefs have an effect on how new approaches, techniques or activities are perceived and
what goes on in the classroom; therefore, play an important part in teachers’
development because they guide teachers in their practice (Donaghue, 2003; Borg,
2001; Bunts-Anderson, 2003). Furthermore, teachers’ beliefs provide ideas about
decision making process in the classroom; therefore, their views help educators to
understand how best to proceed in the new policies. It should also be reminded that
teachers’ views can help to promote success or failure in new policies about teaching
and learning (Guppy, 2005; Szesztay, 2004). Moreover, teachers’ views or perceptions
of their teaching roles have been found to be powerful and have a strong impact on

students’ success (Bunts-Anderson, 2003).



1.6. Aim of the Study

There have been different studies focusing on the relationship between teachers’ views
and their practices in the classrooms. Recently, these studies’ results and findings have
led research into relations between teachers’ perceptions and the importance of learner
autonomy. Involving teachers in research to develop learner autonomy highlights the
importance to the need to make more explicit the different views and roles in promoting
and supporting learner autonomy (Bunts-Anderson, 2003). To the argument further,
there have been different studies abroad to research teachers® and learners’ attitudes
towards learner autonomy (Camirelli, 1997; Reinders, 2000). There have also been
studies in Turkey to learn teachers’ and student teachers’ perceptions of learner
autonomy (Ozdere, 2005; Tayar, 2003; Sancar, 2001; Kocak, 2003; Yildirim, 2005;
Durmug, 2006; Sert, 2006). The studies in Turkey involved university teachers and pre-
service teachers. Unfortunately, there has not been a study including teachers in Primary
and Secondary Schools in The Ministry of National Education. As mentioned
previously (p: 7), learner autonomy has gained importance in Turkish educational
policy with the European Language Portfolio Project (ELP). The ELP project
emphasizes that language learning process is based on the learner and this process does
not only take place in the class but also in every part of life. It is also emphasized that
the learner should take part in planning, applying and evaluating education and
instruction process and can decide on what to learn, when and how to learn (Karacaogiu
and Cabuk, 2002). Therefore, the ELP requires and supports the development of
Learner Autonomy. The success of developing learner autonomy depends on the
teachers because they are the agents who will carry the project into practice and prepare

the necessary conditions for learner autonomy in the classrooms.

In the light of this approach, The Turkish Educational Policy should train its teachers in
order to be successful in promoting learner autonomy supported by the ELP project
which the Turkish Educational policy is trying to implement in its curriculum (Demirel,
2005). In training teachers pedagogically and psychologically to promote learner
autonomy, their beliefs become central (Lamb, 2004). Therefore, teachers’ views on

learner autonomy have to be taken into consideration before designing an in-service
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training program and a teachers’ support in this area. However, it is better to have an
initial awareness raising which might be done by completion of questionnaires related
to changes in the classrooms (Lamb, 1995; Demirel, 2005; Little, 1993; Bunts-
Anderson, 2003; Wolter, 2000).

As a result, the purpose of this study was to examine the views on learner autonomy

among English teachers in state schools in Eskigehir in Turkey. The following research

questions were put forward in this study:

1.7. Research Questions

1. What is English teachers’ view on Learner Autonomy at primary and

secondary state schools in Eskigehir’s city centre?

2. What areas of classroom instructional responsibilities do English teachers

find more suitable for the promotion of learner autonomy?
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CHAPTER 2

LITERATURE REVIEW

2.1. Background

Autonomy has been a buzz word in recent discussions concerning education and
language learning. As Paiva (2005) states, autonomy was first addressed in the foreign
language teaching field with the emergence of communicative approach. Everything in
the learning process used to be designed by factors such as teachers, materials the
teachers decided upon and activities which ignored learners’ needs and interests.
Specifically, in the Audio-lingual Method, language is learned by memorizing,
repeating mechanical drills. Learners just form habits in communicate their feeling with
fixed habits (Mora, 2002). However, Cognitive Code Learning increases interests in the
active mental process instead of habit formation (Brown, 1972). Firstly learners viewed
as a full entity in Community Language Learning, and they are accepted as the ones
who are responsible for their own learning in the Silent Way. In addition to these
developments in language teaching and learning, the Communicative approach brings
another focus on communicational needs of learners, and everything in the learning
process is designed according to learners’ individual differences such as needs,
interests, and ages (Mora, 2002; Hedge, 2000). Recently, with the developments of
these approaches, teachers and educators have focused on involving learners in
classroom activities so that they could learn more efficiently and effectively (Benson
and Voller, 1997). Learner involvement encourages learners to take control of their
learning which helps them to continue their learning outside the class, Consequently,
learners could direct their learning without the teacher, and they could work teacher-

independently outside the class. In doing so, the concept of autonomy materializes.
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2.2. Concept of Learner Autonomy

Learner autonomy has been defined differently in the literature as it was mentioned in
the introduction chapter. However, there are some other views, perspectives and aspects
related to the concept of learner autonomy in terms of what it incorporates or discounts.
First of all, learner autonomy has been accepted as a difficult concept to be clarified in
terms of what it is since it is also seen as a process rather than a product (Thanasoulas,
2000). Therefore, it has also been discussed in terms of what it is not. Little (1991)

claims a number of misconceptions about learner autonomy:

1. Autonomy is not a synonym for self~ instruction or self
directedness; in other words, autonomy is not limited to learning

without a teacher.

]

In the classroom context, autonomy does not entail giving up

responsibility on the part of the teacher; it is not a matter of letting

the learners get on with things as best they can,

3. Autonomy is not something that teachers provide learners; that is,
it is not another teaching method.

4. Autonomy is not a single, easily described behavior,

Autonomy is not a steady state achieved once by learners (p: 3-4).

As it is stated in the first misconception, self-instruction or self-directed learning may
promote learner autonomy, but this does not imply the same broad meaning as learner
autonomy. Both self-directed learning and autonomy are concerned with teaching
learners how to think, how to learn and take control of their own learning. However,
learners take responsibility for all decisions respecting to their learning in the former
one, whereas, they are responsible for all decisions related to their learning and also
implementation of these decisions (Dickonson, 1987; Cresswell, 2000; Dickinson,
1993; Harris, 1997). The second misconception is about unconditional freedom of
learners. However, in learner autonomy, freedom is limited by learners’ social relations
and requirements (Little, 2001). Additionally, since people are social creatures they

have to depend on others; therefore, in the classrooms, autonomous behaviors are
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limited by the activities in which both teachers and learners are involved (Little and
Dam, 1998; Widdowson, 1987). As the third misconception entails, learner autonomy is
neither a method nor an approach. It is a dimension to increase learner involvement in
learning (Benson, 2001). Learner autonomy is not an easily described behavior, it is not
absolute. There are degrees of autonomy as suggested by Nunan (1997). Therefore, it
can be easily argued that achieving complete autonomy is always a goal that is rarely
reached. Finally, as in the last misconception, learner autonomy is not a fixed state and
acquired at one occasion. In fact, it is difficult to achieve, thus, it needs to be promoted
constantly (Little, 1991; Dam, 1995; Finch, 2000; Benson, 2001; Scharle & Szabo,
2000).

Diverse research tried to define what autonomy is by taking into consideration the
statements in the literature about this concept. For example, Fenner and Newby (2000)
state that autonomy is individual because of the fact that the learning process is based
on a learner’s pre-knowledge and it can only be monitored by the learner himself.
However, it requires explicit intention because learners can not accept responsibility to
monitor their own learning unless they have some idea of what, why and how they are
trying to learn (Little and Dam, 1998). Furthermore, there are some suggested pre-
conditions which are also accepted as components of autonomy, namely, readiness to
learn, willingness to take responsibility and being confident in one’s own ability
(Opalka, 2003). Learners who possess these three components and the capacity can
negotiate and develop control of the leaming process in any learning community.
Consequently, autonomy can be said to be practiced and developed in collaboration of
participants in the learning environment (White, 2004). As a result, autonomy has been
accepted as a social process where learners have an ending process of self-discovery
(Camirelli, 2002; Thanasoulas, 2000; Mariani, 1997; Schwienhorst, 1997). To sum up,
learner autonomy has been viewed as being self-directed due to the fact that it is
accepted as a capacity for potential self-directed learning behaviors, and it is suggested
that this capacity can be developed through introspection, reflection, or social and
collaborative learning (Sinclair, 1999; Leslie, 1987).
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On the other hand, Benson (1997) mentions three interpretations of learner autonomy;
technical, psychological and political versions. He correlates them with positivism,
constructivism and critical theory. In the technical version of autonomy, learners are
equipped with the necessary skills and techniques which enable them to learn a
language without the restriction of a formal institution and without a teacher. The
psychological version defines autonomy as a capacity for being responsible for one’s
own learning, whereas the political version focuses on the control over the content and

process of one’s own learning.

These three portrayals of autonomy can be interpreted differently in different contexts.
The concept of autonomy requires a form of learner training. However, in learner
training, it is important to restrict culturally biased beliefs about language learning on
students. It may be the case that learner training includes developing not just a greater
awareness of the language and the learning process, but also, a more conscious

awareness of the social, political and cultural factors (Sinclair, 1997).

Learner autonomy is also seen to deliver better language learners who are active and
independent in their learning in all dimensions; namely, social, political, cultural,
technical and psychological (Benson, 2001; Dickinson, 1993). In all these dimensions,
learner autonomy leads learners to take responsibility for decisions about all aspecis of
learning such as determining objectives, defining contents, selecting methods and
techniques, monitoring the procedure in terms of time, place and pace, evaluating what
has been acquired (Finch, 2000; Littlewood, 1999). It is necessary for learners to take
some initiatives for giving shape and direction to the learning process (Little and Dam,
1998; Little, 2002). Taking some initiatives is important for learners, because they must
find their own ways of learning; learn how to study alone and become accustomed to
self-directed learning. On the other hand, autonomy is not only a concept defined in the
literature, but also an entire perspective of teachers’ and learners’ roles in the classroom,
the way they go about teaching and learning and the expectations they have from their
respective roles (Camirelli, 1999). Sinclair (1997) summarizes these different

discussions on what is meant by autonomy or not as follows:
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1. Autonomy involves a learner’s capacity and willingness to take

responsibility for making decisions about their own learning;

!\J

The capacity and willingness to take such responsibility are not

necessarily innate;

3. There are degrees of autonomy;

4. These degrees of autonomy are unstable and variable;

5. Developing autonomy requires conscious awareness of the
learning process, i.e., conscious reflection and decision making;

6. There is a role for the teacher in supporting the requisite capacity
building and development of positive attitudes for learner
autonomy;

7. Autonomy can take place both inside and outside the classroom;

§. Autonomy has both individual and social dimensions;

9. The promotion of learner autonomy has both psychological and
political dimensions;

10. Different cultures interpret autonomy in different ways;

11. Different teaching and learning contexts require different

approaches to the promotion of learner autonomy (p: 3).

In conclusion, it could be said that learner autonomy is based on learner’s personality;
that is, it is based on learner’s willingness to accept responsibility in learning, awareness
of learning process, self-reliance and management in determining their objectives,
defining the content and process of their own learning, selecting their methods and -
techniques, and monitoring and evaluating their progress and achievements. All
definitions emphasize the transfer of responsibility for learning from the teacher to the
learner. With such responsibility, the learner gains a greater degree of active

involvement and better learning (Vanijdee, 2003; Naiman, 2000; Little, 1991).
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2.3. How To Promote Learner Autonomy

Learner autonomy is not a product that can be received at the end of an instruction, but
it is a never ending process towards which someone aims. Thus, it is not something
which can be taught, but it can be developed (Thanasoulas, 2000; Mariani, 1997). There
are various suggestions and implications to encourage and develop learner autonomy in
language teaching. As it is stated in the first chapter, encouraging learners to move
towards autonomy can be best done in language classroom (Nunan, 1997). Nunan
suggests that goals of language content and learning process should be incorporated into
a language program. In addition, to encourage and develop autonomy in language
classrooms, teachers are required to help learners to increase motivation, confidence,
knowledge and skills which are necessary to communicate and learn more
independently (Littlewood, 1997; Dickonson, 1988). However, there are other factors
which have important roles on the development of learner autonomy in the classrooms,
Paiva (2005) hypothesizes an autonomy system in order to show the factors which
influence learner autonomy development. Paiva discusses that autonomy is not a
personal quality, thus it is affected by internal and external conditions and it might be

prevented or fostered by these conditions.

Socio, political,
and

economical
context

Educational
policies

The learner The teacher

The school
context

The input

Technology

Fig.2.1. Autonomy system representation (p: 12)

All the elements in the system have a role on the learner autonomy development. As

Paiva (2005) states:



The learner’s characteristics such as personality; capacity,
abilities; intelligences, learning style; attitude; learning strategies,
motivation; willingness to learn; willingness to communicate;
critical sense; culture; beliefs; age; freedom; independence;
metacognitive strategies; language affiliation, confidence;
responsibility; and previous experiences influence the way he

develops autonomy (p:12).

The teacher’s characteristics such as qualified or non-qualified;
authoritative; supportive; an advisor; a knower; a researcher; a
facilitator, a helper, a counselor, a controller, a negotiator, and in
FL contexts, a good or not-so-good language model affects the

way he tries to develop and promote learner autonomy (p:15).

The input’s being appropriate to the level of students, authentic,
availability are also very important factors on the development of

learner autonomy (p: 17).

The context may foster autonomy or hinder it. There are macro
and micro contexts ranging from the political, economical and
macro social contexts to the micro social and educational ones
such as the school, the classroom, including the teacher and the

classmates (p: 19).

Educational policies which affect school context in terms of
curriculum, the academic rules and evaluation systems are another
element to be considered. Autonomy has more chances to happen
if the school context offers flexible curriculum, which offers the
students the opportunity to choose what to learn among a wide
range of different courses. Autonomy is also likely to be
stimulated if evaluation system is open enough to embrace

alternative assessment as portfolios and if academic rules value



individual experiences, such as exchange programs and contact
with proficient speakers in tandem learning programs or key pal

interactions( p:23).

The use of technelogy can also contribute to foster autonomy by

increasing learning opportunities (p: 23).

All these factors stated by Paiva (2005) are essential in the promotion of learner
autonomy. They may influence the development of learner autonomy in a positive or
negative way. However, teachers and educational institutions have the power to direct
the above factors in order to foster learner autonomy (Littlewood, 1997; Paiva, 2003;
Benson, 2001).

In such an autonomy system stated above, there are six different approaches which
might be useful for teachers and educators who will foster learner autonomy in language
classrooms. These are “resource-based approach, technology-based approach, learner-
based approach, classroom-based approach, curriculum-based approach and teacher-
based approach”. These approaches can be used to promote learner autonomy by

applying different methods, techniques and materials (Benson, 2001, p: 111).

2.3.1. Resource-based approaches

Resource-based approaches to learner autonomy emphasize independent interaction
with learning materials (Benson, 2001). This approach includes self-access, self
instruction and distance learning (Ozdemir, 2005). Resource-based approaches provide
learners with the chance to have control over learning plans, to select learning materials
and to evaluate their own learning (Sheerin, 1997). A resource-based approach is
effective because it guides learners to direct their own learning. Therefore, learners can
contribute to their own learning process by planning their own learning, selecting
materials and evaluating the process they make. This relates learning to individual needs

which is also an important factor in learner autonomy, and develops learner
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responsibility (Harris, 1997; Aston, 1993; Cresswell, 2000; Lee, 1998; Clarke, 1989;
Cotterall, 1995; Brajcich, 2000; Dubin and Olshtain, 1986; Aston, 1993).

2.3.2. Technology-based approaches

Technology-based approaches to learner autonomy emphasize independent interaction
with educational technologies (Benson, 2001). Computer assisted language learning
(CALL) and the Internet focus on technology usage in instruction. This approach is
effective in terms of the development of learner autonomy since learners are provided
with various opportunities and the freedom to develop control and direct their own
learning (Robbins, 2002; Schwienhorst, 1997; Schwienhorst, 2003; Healey, 2002;
Smith, 2003; Grob and Wolff, 2001; Esch, 1997). Technology’s role in fostering
autonomy has been emphasized over the years. Technology, especially multimedia,
supports different learning styles; that computers and the Internet provide a wealth of
resources to independent learners. Technology also offers a great deal on the linguistic
side: huge amounts of data, including authentic texts, graphics, audio, and video online
(Healey, 2002; Motteram, 1998).

2.3.3. Learner-based approaches

L.earner-based approaches to learner autonomy emphasize the direct production of
behavioral and psychological changes in the learner (Benson, 2001). These approaches
focus on strategy and skill development. Learners are given direct and explicit training
on language leaming strategies and techniques. Learner-based approaches are effective
in terms of the development of learner autonomy because they enable learners to take
greater control over their learning (Oxford, 1990; Dickinson, 1995; Dickonson, 1988;
McDonough, 1995; Finch, 2000; Lee, 1998). In order to make decisions about their
learning, learners need to have developed an awareness of at least four important areas

of metacognition (Ellis 1999, Sinclair 1999, cited in Chuck, 2003):

1. Learner awareness

2. Subject matter awareness of the target language



3. Learning process awareness

4. Social awareness (p: 2).

The awareness in related areas should be raised by teachers since school teachers are the
“key” to starting and developing autonomous learners (Santos, 2002). Raising learner
awareness of how languages are learned and providing them with the skills they need to
do it are the two important areas in learner training, that is, a key way for teachers to

help learners to learn autonomously (LLogan and Moore, 2004).

2.3.4. Classroom-based approaches

Classroom-based approaches to learner autonomy emphasize changes in the relationship
between learners and teachers in the classroom (Benson, 2001). These approaches focus
on opportunities which can provide learners a collaborative and supportive
environment. Learner autonomy can be promoted in classrooms when learners are
involved in the process of making decisions about the planning of classroom activities
and evaluation of their outcomes. In addition, having control over the management of
classroom activities may lead to the development of control over both cognitive and
conient aspects of learning (McNamara and Deane, 1995; Lee, 1998; Jones, 1995;
Jacobs, 1988; Finch, 2000),

2.3.5. Curriculum-based approaches

Curriculum-based approaches to learner autonomy extend the idea of learner control
over the planning and evaluating of learning to the curriculum as a whole (Benson,
2001). Learners can be included in the curriculum by taking into consideration their

preferences related to the following concepts:

1.  Learning approaches

2. Atftitudes towards learning
3.  Learning styles

4.  Strategies used in learning



Learning activities
Patterns of interaction
Degree of learner control over their own learning

What constitutes effective teaching

© @ N o W

The nature of effective learning (Brown, 1995, p: 187).

Involving learners in the curriculum can be seen as syllabus negotiation which is argued
to be “the only way to take into account is the wants of the students” (Bloor and Bloor,
1988, p: 64). Classroom-based approaches is said to be effective because learners are
involved in decision-making processes dealing with the day-to-day management of their
learning and they may develop the capacity for control over their learning by exercising

their autonomy at a number of levels (Finch, 2000; Littlejohn, 1985; Nunan, 1997).

Curriculum-based approaches suggested by Benson (2001) requires that a curriculum
for the promotion of learner autonomy should be based on both learners’® and teachers’
understanding of it. It is the case that learner autonomy focuses on learner involvement
in the learning process. Particularly, learners are involved in the decision making
process related to the content of their own learning and how it should be taught (Nunan,
2004). It is generally accepted that learner involvement in decision making process
enhance better learning because learning might be more meaningful and purposeful for
learners (Little, 1991; Dam, 1995, Benson, 2001; Nunan, 2004; Little and Dam, 1998;
Camirelli, 1999). Besides, learner involvement gives learners the sense of ownership of
their own learning; thus, they can easily accept responsibility for it (Chan, 2003; Finch,
2000; Bensen, 2001). In addition, van Lier (1996) argues that there is an interaction in
the curriculum and suggests three principles to discuss this interaction. They are
awareness, autonomy and authenticity. Awareness leads the agents who deal with the
curriculum to know about learning objectives, contents, strategies and process. In the
standpoint of autonomy, van Lier states that the desire for learning must come from
learners. Autonomy encourages this desire to learn by providing learners with choice
and encouraging them to take responsibility for their own learning. Finally, authenticity
provides the agents with materials which can be both result and origin of awareness and

autonomy (van Lier, 1996). Authenticity does not only provide materials but also



encourages learners produce their own language (Widdowson, 1996; Swan, 19853). As a
result, these threes principles which interact each other in the curriculum involve the

agents, teachers and learners in the curriculum.

2.3.6. Teacher—based approaches

Teacher-based approaches to learner autonomy emphasize teachers’ professional
development (Benson, 2001). These approaches focus on teachers’ professional
development. This professional development requires teachers to be researchers, take
part in action research and be a reflective practitioner. Being in a progressive
professional development and having critical reflection, teachers gain their autonomy,
as well. That is, teachers take control of their own teaching (Shaw, 2002; Little, 2004;
Dam, 1995). This is important in promoting learner autonomy, because teachers are the
key factors to start learner autonomy in classrooms. Teachers® awareness of learner
autonomy is likely a pre-condition for the promotion of learner autonomy because they
can raise learners’ awareness in teachers’ and learners’ roles in terms of learner

autonomy (Little, 2004; Benson, 2001; Dam, 1995; Cotteral and Grabbe, 2004).

As it is stated above, there are different factors in learner autonomy and different
approaches for the promotion of learner autonomy. The context factor in terms of social,
political, economical and cultural dimensions can be accepted as the most important
factor. It may be the case that they affect the interpretation of learner autonomy. As
Sinclair (1997, p: 2-3) points out, “what is appropriate in one context may not be in
another; especially in terms of cultural context. These entire contexts have
indispensable influence on educational context which affects school context, as well.
The administrations made by educational policies are put into practice in school
contexts by teachers, and consequently by learners (Paiva, 2005). In the classroom, not
only teachers but also students are active constructors of knowledge through experience
and opportunities to discover and enquire (Cotterall, 2000). The administrations about
curriculum, course books and other input respecting teaching and learning processes are
the elements affected by the context. To sum up, Paiva’s (2005) autonomy system play

a key role in the promotion of learner autonomy. However, there is a need for different



approaches to make use of this autonomy system. The six approaches suggested by
Benson (2000) to foster learner autonomy in language learning can help this autonomy
system flourish. On the contrary, teachers have the most important role in eencouraging
learners to move towards autonomy in the language classroom because they are
accepted as the basic stones of teaching and learning processes in classrooms.
Therefore, promoting learner autonomy usually depends on teachers; the decision to
promote autonomy in classrooms comes from teachers. Besides, the success of attempts
to empower learners to become actively involved in their learning depends to a large

extent on the teacher's ability to redefine roles (Nunan, 1997).

2.4. Teachers’ Roles in Promoting Learner Autonomy

As it is stated in Chapter 1, in order to be successful in implementing and reinforcing
learner autonomy, teachers need to be aware of their role and responsibilities and they
need to introduce teachers’ roles and students’ roles to the students (Brajcich, 2000).
This requires that teachers are willing to change and shift their roles in the classroom
from information providers to facilitators, shifting from teaching knowledge-based’ to
‘supervising students learning-based’, from ‘a protagonist’ on the stage to ‘a director’
behind the scenes, becoming students’ director of knowledge-constructivism (Naizhao
and Yanling, 2004, p:8). In addition, to get a successful result in promoting autonomous
learning, teachers have to be prepared to accept their new roles in the classrooms. The
conclusion of a study which aimed at finding out learners’ perceptions of teachers’ role
in promoting learner autonomy indicated that teachers have to deal with the following

key issues in the teaching and learning processes (Reinders, 2000):

» Iniegration: Self-Access Language Learning (SALL) needs to be
integrated into an existing curriculum. Students need to feel it is an
important part of a course and that they have time for it.

» Awareness: students need to realise what independent learning is

and how SALL can be of benefit.

» Training and Support: there is a strong need for extensive training



in independent learning as well as for on-going support.

o Bridging: classroom learning needs to be linked to the outside
world. The Self-Access Centres (SAC) could provide function as a
bridge, preparing learners for authentic language (p: 81-82).

As the findings of Reinders’ (2000) study have revealed, teachers are expected to guide
learners at steps of “integration”, “awareness™, “training and support™ and “bridging” in
teaching and learning processes. Therefore, it could be said that teachers leave their
traditional roles such as being authoritarian and become facilitators, helpers,
coordinators, counselors, consultants, advisers and resource people. Teachers who are
aware of their role in autonomous learning would train learners to be autonomous by
providing the necessary conditions for learner autonomy. Moreover, teachers can have a
supportive learning environment by securing a certain criteria such as choice, flexibility,
adaptability, reflectivity and shareability (Demirel, 2003; Little, 2003; Esch, 1997;
Cotteral and Grabbe, 2002; Sturtridge, 1982; Lee, 1998).

In the literature, there have been different suggestions made by different research or
provisions for teachers about how to provide the necessary conditions for learner
autonomy development. At first, these suggestions can be classified under the headings
of analyzing learners’ needs, objective setting, awareness raising, strategy training and

learners’ evaluating themselves .

First of all, teachers can promote autonomy in learners through needs analysis in terms
of both learning and langnage needs. Need analysis can also be a good way to increase
students’ motivation which is important for the development of learner autonomy
(Sprat, Humphreys and Chan, 2002; Nunan, 1988; Nunan and Lamb, 1996). Teachers
may make use of dialogues, problem solving tasks to learn about their needs, beliefs,

feelings and expectations about the course (Cotterall and Grabbe, 2004).

Teachers can involve learners in objective settings in terms of short and long term
objectives. Setting realistic goals for the lesson in collaboration with learners is

accepted as the first step by McCarthy (1998).



Another viable option is that teachers help learners acquire the skills and knowledge
needed to implement the above,lby raising learners’ awareness of language and
learning, work planning, selecting materials and organizing interactions. Especially,
providing authentic materials can play a key role in enhancing positive attitudes to
learning, in promoting a wide range of skills, and in enabling students to work
independently of the teacher (McGarry, 1995, cited in McCarthy, 1998; Brajcich, 2000;
Wolff, 2002).

Teachers can provide learner fraining to help them identify learning styles and
appropriate learning strategies (Paiva, 2005; Voller, 1997; Little 2004; Gardner and
Miller, 1996; McGrath, 1997 and Lamb 2000, cited in Logan and Moore, 2004;
Naiman, 2000). For example; they can train them to use cognitive and metacognitive
strategies and promote self esteem (Thanasoulas, 2000). Consequently, teachers equip
learners with the necessary skills and techniques which enable them to learn a language
without the constraints of a formal institution and without a teacher. They activate
learners’® capacity for being responsible for their own learning through awareness
raising, scaffolding, creating chances for increased social interaction and giving
evaluative feedback. Social interaction and collaboration are essential for learning
process {Vygotsky, 1978 cited in Schwienhorst, 1997). Therefore, students could be
encouraged to be interdependent and to work collectively (Brajcich, 2000; White, 2004;
Camirelli, 2000).

In addition, teachers help learners evaluate themselves by assessing initial proficiency,
monitoring progress, and peer- and self-assessment (Mynard, 2004; Brajcich, 2000;
Smolen, 1995; Gardner, 1996). It is ultimately the learner who is the only person able to
evaluate progress. Therefore, learners should be given the chance to evaluate
themselves, or each other. For example, peer-correction can be used to involve the
learners in evaluation process (Rogers, 1969, cited in Reinders, 2000; Brajcich, 2000).
Providing these conditions, teachers help learners to have control over the content and
process of their own learning (Benson, 1997). If the necessary conditions are provided,
learners will learn some strategies and there may be some increase in the self evaluation

aspect. This self evaluation aspect in learner autonomy will help learners to take control



of their own learning. Activities such as writing letters to the teacher, keeping daily
language leaming log, preparing an English portfolio, self-reports and evaluation sheets
can be used for self-assessment (McNamara and Deane, 1995; Smolen, 1995;

Thanasoulas, 2000; Cresswell, 2000; Brajcich, 2000; Wolff, 2002).

In conclusion, it is clear that as students begin to take charge of their learning, the
teacher needs to take on the role of facilitator or counselor in an increasing number of
classroom situations. Teachers should help learners to realize the importance of their
contribution and try to develop abilities that learners will need to take charge of their
learning, Teachers are central to the success in promoting learner autonomy (McCarthy,
1998). They should also bring activities focusing on motivation and self-confidence,
monitoring and evaluation, learning strategies, cooperation and group cohesion, sharing
information with the learner, consistent control, delegating tasks and decisions. The
following three stages in the process of developing learner responsibility can be used as
a reference point summary which teachers could promote in the classroom (Scharle and

Szabo, 2000):

» Raising awareness
» Changing attitudes

e Transferring roles (p: 9).

In order to provide these conditions to develop Learner Autonomy, teachers need to be
constantly involved in a professional development process. They need to have necessary
professional knowledge and skills. In addition, teachers should also be prepared
psychologically (Lamb, 2004). Teachers who can develop themselves professionally
can follow and implement new developments in their own classrooms. Little (2004) lists

three basic components that teachers need in terms of professional knowledge and skill:

e an understanding of the dialogic processes that characterize
language and shape learning.
o the ability to model all the learning and communicative

behaviors she wants to develop in her learners
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» the capacity to plan not just lessons but trajectories of learning

(p:2).

These basic stones may or may not be provided to teachers in the pre-service education.
Therefore, there is a need to provide them to in-service teachers. As a starting point, in-
service seminars could be a good opportunity to achieve this aim (Little, 2004; Lamb,
1995). In-service seminars would play a facilitative role in informing teachers about
learner autonomy and their role in training learners to be autonomous. In this situation,
identification of teachers’ views on learner autonomy would play a facilitative role in

planning such in-service seminars,

Essentially, autonomy is not only based on learners. That is, there are also other factors
that affect the learner autonomy such as, teacher, input, technology, context, educational
policies (Paiva, 2005). Therefore, first of all, educational policies should be reviewed. If
autonomy is really culture-bound as Palfreyman (2001) mentions, Turkish educational
policy makers should review what the autonomy is and make decisions about how they
could make use of autonomy in Turkish context. Also, it is fair to say that the teachers’
beliefs and attitudes are also important because they are the ones who will carry the
autonomy to the classroom and try to make their learners autonomous. In such
situations, the input respecting every aspect in teaching and learning process, such as
objectives, topics, assessments gains importance. As a result, learners can be involved
in decision making process in terms of curriculum and classroom instruction aspects,
such as course objectives, course content, material selection, course time, place and
pace, homework tasks, classroom management, assessment (Dam, 1995; Little and
Dam, 1998; McDeyvitt, 2004; McGrath; 2006; Cotterall, 2000; Finch, 2000). The studies
(Camirelli (1997), Chan (2001), Chan (2003), Ozdere (2005), to name a few) which
focused on teachers’ roles in promoting learner autonomy included the above aspects in
their data gathering instruments, namely, questionnaires. In the literature, there are
different discussions for using these aspects for the promotion of learner autonomy in

the classrooms. Each of these aspects will be presented in the following parts.
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2.4.1. Course objectives

Learner autonomy requires learners to take responsibility for their own learning. One of
the ways to help learners be responsible is providing opportunities to set objectives and
goals for their own learning process respecting short term and long term periods
(Cotterall, 2000; Benson, 2001; Dam, 1995; Littlewood, 1999; Schwienhorst, 1997;
Long, 1990). There are different ways for teachers to share objectives with 1eameré.
One way is to explain the objectives at the beginning of every unit and invite students to
make suggestions about the things they would like to do. Another way is to indicate
short objectives such as reading at least three books a month. One more suggestion is
about encouraging learners to set their own objectives such as keeping a diary (Carver
and Dickonson, 1982). By applying these ways, teachers can draw students’ attention to
the Iearning objectives; therefore, teachers lead students towards involvement in and

responsibility for their own learning progress (Frankel, 1982; Nunan and Lamb, 1996).
2.4.2. Course content

Involving learners in decisions about course content including teaching and learning
activities may enhance better learning (Dam, 1995; Nunan, 1988). Learner
empowerment, target langnage use and reflection can be focused in course content.
Learners should be engaged in learning, required to use target language in order to
understand the nature of the target language. Moreover, learners should be encouraged
to discover reasons for learning and using the target language (Little, 2004; Little,
2000). It is also crucial to provide learners with choices that meet their learning needs.
Teachers may create situational contexts in which learners can determine the topics and
tasks (Benson, 2001; Littlejohn, 1985; Thomson, Masumi-so and QOsho, 2001; Nunan,
1988).

2.4.3. Material selection

Learner autonomy leads learners to decide on what material can be beneficial for their

own learning goals. However, since leamers may not be mature enough to decide on



which material is appropriate, they need teachers® guidance in choosing and developing
appropriate materials. Indeed, learners also need a period of training in how to use
materials and Iesources (Little, 1991; Littlejohn, 1995; Dam, 1995; Nunan, 1988;
Clarke, 1989). Although teachers provide learners with input orally, learners need more
to study on their own; especially, they need authentic input (Little, 2000). Self-access
centers can be settled to provide these authentic inputs such as audio-visual data,
dictionaries, magazines, newspapers, etc&. Furthermore, learners should be encouraged
to use these materials considering their own needs and interests (Finch, 2000; Fenner
and Newby, 2000; Dam, 1993; Riley, 1982; Miller and Rogerson-Revell, 1993). For the
course book selection, there is a need for special expertise; therefore, teachers should
pay extra care in selecting it. However, they should inspire learners to understand the
relationship between the new knowledge in the book and the knowledge learners
already have (Fenner and Newby, 2000). Teachers can also encourage learners prepare

their own materials (Little, 1991; Nunan and Lamb, 1996).
2.4.4. Course time, place and pace

Learner autonomy focuses on partnership between teachers and learners. Therefore,
learners should be accepted as equal partners and be provided with opportunities to
determine course time place and pace (Benson, 2001; Little, 1994). However, learners
involvement in decisions related to course time, place and pace depends on the learners’

proficiency level (Dam 1995; Scharle& Szabo, 2000; Benson, 2001).
2.4.5. Homework tasks

Learner autonomy requires learners to extend their classroom learning outside the
classrooms; therefore, homework tasks are a key element in the development of learner
autonomy (Little, 1994; Pickard, 1996). Homework tasks provide additional practice,
revision of what is learned, and also reflection how favorably learning has developed
(Dam, 1995; Scharle& Szabo, 2000; Benson, 2001). Homework tasks can change
according to learners’ age, level of proficiency, classroom size and also availability of

related resources. That is why learners should be involved in decisions related to
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homework tasks. Teachers can provide a list of choices and they can determine quantity,
type and frequency of homework in corporation with the students (Little, 1994; Dam,
1995; Brown, 2001).

2.4.6. Classroom management

Leaner autonomy posits learner in every stage of their learning. Therefore, learners
should be involved in classroom management in terms of position of desks, seating of
students, interaction patterns, discipline matters, record keeping. Indeed, learner

involvement in classroom management may decrease the authoritative role of teachers.

2.4.6.1. Position of Desks

While arranging the position of desks, there are different factors such as number of
students, task type, students’ age and proficiency level, mobility of desks in the
classroom. However, the need arises for desks to be arranged in the position in which
teachers can capture students’ focus and students can also observe the blackboard (Dam,
1995; Scharle & Szabo, 2000).

2.4.6.2. Seating of Students and Interaction pattern

Learner autonomy also requires social interaction between learners. Therefore, it is
necessary to make a different arrangement related to seating of students in terms of
interaction patterns, pair work or group work activities. Learners should be provided
with a chance to decide on their seating in order to create a more comfortable
atmosphere with their partners. Interaction patterns, especially, pair and group work,
improve not only students’ language proficiency levels but also their social abilities. As
such, it is created a non-threatening classroom atmosphere in which students feel
comfortable to interact with others (Dam, 1995; Little, 1994; van Lier, 1996; Nunan,
1988; Senior, 2002; Nunan and Lamb, 1996).
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2.4.6.3. Discipline Matters

Learner autonomy depends upon learners’ involvement in all aspects of their own
learning. Therefore, teachers should encourage and involve learners in setting rules
about what students can and cannot do. When learners are actively involved in
determining the classroom rules, they naturally tend to obey these rules without the
teachers’ authority (Brown, 2001).

2.4.6.4. Record Keeping

Learners can be encouraged to keep records of works completed, marks earned, and
class attendance related to their learning progress. Keeping records helps learners reflect
on their own learning process and also accept responsibility for their own learning
(Little, 2000; Dam, 1995),

2.4.7. Assessment

Learner autonomy also requires assessment as it is required in every instructional and
learning environment. Assessment provides teachers and learners with information
about how much learners have learned and how much they need to learn (Nunan, 1999).
Formal types of assessment produced in the classroom can make students stressful and
lethargic. Moreover, the final product may not be tied with daily life (Little, 2003;
Chuk, 2004). Therefore, there is a need for alternative assessment in addition to exams
given by teachers. Learners can be encouraged to decide on what, when and how to
assess and monitor their level of success (Gardner, 2000). Furthermore, alternative
assessment can be used to get information about how students are approaching,
processing, and carrying out real-life like tasks in a pﬁrticular field (Huerta-Marcias,
1995, cited in Ozdere, 2005). Alternative assessment helps learners evaluate and reflect
on what they learned and how they learned. This kind of reflection can make learners
more motivated and conscious of their own learning because they may become more
aware of their strengths and attitudes towards language learning (Egel, 2003; Little,

2003; Benson, 2001; Camirelli, 1999). Learners can be encouraged to assess themselves
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by giving a list of checking questions at the end of each lesson, journal writings or
portfolios (Frankel, 1982; Nunan, 1988; Banfi, 2003; Srimavin and Darasawang, 2004;
Nunan and Lamb, 1996). Consequently, learners should be encouraged to self-assess
themselves in addition to being tested by teachers (McNamara & Deane 1995; Wolff,
2002).

2.5. Autonomous Learner

As discussed above earlier, learners who are provided with autonomous opportunities
become autonomous learners. There have been different characteristics of autonomous
learners suggested by many researchers (Dickinson, 1987; Schwienhorst, 1997;
Rebenius, 2003; Dickinson, 1993; Victori, 2000, Gardner, 2000; Littlewood, 1996;
McCarthy, 1998; Benson, 2001; Cotteral, 1995; Chan, 2001; Omaggio, 1978, cited in
Thanasoulas, 2000; Geddes and Sturiridge, 1982; Tumposky, 1982). The common

characteristics of autonomous learners are;

o taking responsibility for their own learning

¢ being aware of objectives,

* knowing how to manage, monitor and evaluate their own learning
» making decisions on learning materials, topics, strategies

e determining short and long term goals in their own learning process
» understanding what is taught,

» formulating their own learning objectives,

» doing without overt approval from the teacher

¢ selecting and implementing learning strategies

e monitoring their use of these strategies,

e being-self spacing

e being self-testing
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2.6. Studies Related to Learner Autonomy

There have been different studies on learner autonomy. Some of them were conducted
with students, whereas some of them were conducted with pre-service or in-service
teachers about topics related to learner autonomy. The studies which could be traced are
presented below in the order of the date on which they were conducted. Firstly, the
studies administered abroad are presented, followed by the studies in Turkey.

2.6.1. Studies Abroad

Kiho and Hirotsugu (2000) conducted a study titled “Influence of Autonomy on
Perceived Control Beliefs and Self-Regulated Learning in Japanese Undergraduate
Students” to examine the effects of motivational styles differing in the degree of
autonomy on perceived confrol beliefs and self-regulated learning of English by
Japanese undergraduate students. To collect the data, a self-report questionnaire was
constructed on three scales, Autonomy Scale, Perceived Control Scale, and Self-
Regulated Learning Scale. This was carried out with the help of 121 undergraduate
students from a university in Kyoto, Japan. Cluster analysis showed four groups of
students which differed in their degree of autonomy in terms of motivational styles on
students' perceived control beliefs and self-regulated learning. The results of structural
equation modeling, which was conducted to examine the effects of autonomy on
English learning processes, confirmed that intrinsic motivation and identified regulation
positively affected students' academic performances through adaptive self-regulated
learning. The researcher suggested that when the degree of autonomy increases, the

self- regulated learning process proves to adaptive.

Chan (2001) conducted a study titled “Readiness for Learner Autonomy: what do our
learners tell us?” to examine the validity of learner autonomy in the tertiary context and
explore possible strategies for promoting learner autonomy in the tertiary classroom. To
collect data, a questionnaire survey was carried out with a follow up interview with a
class of 20 students in Hong Kong. The major findings of the questionnaire survey were

given under the headings of (1) Learning English: aims and motivation, (2) The
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teacher’s role, (3) The learner’s role, (4) Learning preferences and (5) Learner
autonomy and the autonomous learner. For (1), results revealed that the group was
generally instrumentally motivated. For (2), most of the students said that they preferred
the teacher to give them the opportunity and scope to discover things by themselves. For
(3). the results revealed a strong desire for a positive and productive involvement in the
learning process. For (4), the student responses indicated a strong preference for group
work. For (5), there were sirong indications of a highly positive attitude towards
learning autonomously. The study revealed two guiding principles for the design of any
autonomy-orientated classroom activities. First, space should be provided for student
involvement, since this is what the students’ desire. Secondly, there should be a wide
range of learning conditions and group activities to stimulate motivation and interest. In
fact, there is a lot of scope for the development of group interaction skills, which could
be usefully tried out in the tertiary context. The researcher concluded by arguing that

learner autonomy is applicable at tertiary level classroom in Hong Kong.

Spratt, Humphreys and Chan (2002) conducted a study titled “Autonomy and
motivation: which comes first?” to assess students’ readiness for learner autonomy in
language learning by researching their views of their responsibilities and those of their
teachers’, their confidence in their ability to operate autonomously and their assessment
of their level of motivation to learn. The data was collected through a questionnaire
which was developed by the researchers concerning principles of autonomous learning.
The questionnaire was administered to 508 students who study English at Hong Kong .
Polytechnic University. Small group interview were held, as well. The results indicated
that students generally perceived their teachers as being more responsible for
methodological areas such as course planning. On the contrary, the students perceived
themselves as being more responsible for the areas related to outside class activities. In
terms of motivation, a large majority of students stated that they were motivated to learn
English. The researchers concluded that students did not seem to be ready for

autonomous learning.

Santos (2002) conducted a study titled “Stimulating Autonomy in the Foreign Language

Classroom: Convincing the Teachers” to research the real reasons why teachers in
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general are so reluctant to introduce autonomous behavior in the classroom, and to
suggest ways by which autonomous teaching and learning can be stimulated. The
research was conducted with four university teachers, eight class teachers and sixteen
students. The instruments used were (a) an investigation of documents originating from
the Ministry of Education and State Education Secretary and of all their norms and acts
related to teaching in general and foreign language teaching in particular; (b) interviews
with the university and school teachers and students (future teachers) and (c) interviews
with the school coordinators and principals. The results demonstrated that internal
factors, such as submission to peer opinion and ideological tendencies, were found to be
more relevant to justify the resistance to new teaching practices than external factors,
such as restrictions imposed by the Ministry of Education. It was also found that
university teachers and foture teachers are more open to accept the idea of developing
students’ autonomy than the school teachers. Another aspect was the fact that the
primary and secondary school teachers hold the “key” to any change in the educational
setting.

Chan (2003) conducted a study titled “Autonomous Language Learning: the Teachers’
Perspectives™ to find out students’ and teachers’ attitudes towards learner autonomy, the
students’ actual autonomous language learning practices and those recommended by
their teachers. The study also focused on the teachers’ views of their roles and
responsibilities, their assessment of their students’ decision-making abilities and the
autonomous language learning activities that they have encouraged their students to take
up. The data was collected through a questionnaire survey, which aimed at collecting
both the students” and teachers’ perspectives in the areas mentioned above. There were
follow-up interviews conducted with a selected group of students. The questionnaire
aimed to investigate five major areas, namely: (a) responsibilities and abilities in
learning/teaching English, (b} student motivation level, (c) their autonomous learning
practices and behavior, (d) autonomous learning activities recommended by teachers
and (e) awareness of importance of learner autonomy to effective language learning,
Results indicated that teachers generally see themselves to be more responsible for the
methodological and motivational aspects of learning, but they perceived themselves less

responsible for students’ engagement in outside class activities. The results also
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revealed that teachers generally have positive attitudes towards their students® potential
ability related to various aspects of learning. The researcher concluded that teachers in
Hong Kong generally regard themselves more responsible for the majority of decisions,

but they also regard students as being able to make some of the decisions.

Vanijdee (2003) conducted a study titled “Thai Distance English Learners and Learner
Autonomy™ to measure the degree of autonomy for distance learners in an ESL course
in Thailand. The data was collected by using a questionnaire sent to students country-
wide, Think Aloud protocols and interviews. The results indicated that there were two
groups of students varying in degree of autonomy. One of the groups consisted of self
sufficient language learners, who were able to follow the course, but displayed a limited
degree of learner autonomy. The other group consisted of dynamic distance language
learners, who were more proactive in their approach to learning. The findings of the
study suggested a model to demonstrate the relationship between learner autonomy,
learning strategies and the interaction with self-instructional materials in a distance

learning context to produce dynamic distance learners.

Naizhao and Yanling (2004) conducted an research titled “An Empirical Investigation
of Learner Autonomy in Some EFL Classes in China® to examine the effectiveness of
autonomous learning in EFL at the Shanxi University of Finance and Economics. Two
teachers and 220 students are involved in the investigation, over a two-year period out
using qualitative observations to support the data which was collected at the end of the
first academic year. The research revealed that most of students could take charge of
their own learning. It was also found that when students did become more autonomous
learners, their self-confidence in conversing in English Language has improved. In
addition, findings indicated that students recognized that in order to be autonomous
learners they need to learn how to collaborate with others. Students also became more
aware of pedagogical goals, content and strategies and they became much more actively
involved in the learning. The investigation suggested that EFL teachers in China should
concentrate on developing students’ positive attitudes towards becoming autonomous
learners. Teachers who are aware of the fact that they need to develop students’ capacity

for autonomous learning must also create a supportive environment in which teachers
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address the need for new and different assessment procedures in the learning process.
The investigation also suggested that introducing the teacher’s and students’ roles, and
establishing proper relationship between teachers and students are the keys to the

success of promoting autonomous learning.

The present study is based on the research conducted by Camirelli (1997). Camileri
conducted a study titled “Learner Autonomy: The Teachers’ views™ to find out
teachers’ attitudes towards learner autonomy. To collect data for the Camilleri’s study, a
detailed questionnaire was administered to in-service English teachers in Malta,
Slovenia, The Netherlands, Poland, Estonia, and Belorussia. The results revealed that
participating teachers think that learners should be encouraged to formulate their own
explanations and to find their own learning strategies. While participating instructors’
attitudes towards sharing responsibility with leamers in terms of being consulted on
class management, contributing to self-assessment and determining course content
were neutral to slightly positive, their attitudes towards the aspects of teaching such as
being consulted on homework tasks, on methodology, on record keeping, on learning
tasks and establishing course objectives, choosing materials, selecting study time, place
and pace and being consulted on teaching focus were neutral to slightly negative.
Overall, the participating teachers in Camilleri study did not express strong resistance
towards learner autonomy or involving learners in decision-making processes regarding
their own learning. The author suggested that the most supported aspects should be
dealt first. For autonomous leamning to be successful, teachers should not only work in
isolation but also school and educational authorities should help them. These authorities
should give space to teachers and learners for flexibility, risk taking, adjustment,

experimentation and decision-making.

These studies stated above focused on students’, teachers’ or student-teachers’
perceptions of learner autonomy or the affect of learner autonomy on students’ learning
process. Teachers were found to be more responsible for methodological aspects on
classroom instructions than students. On the contrary, students were found to be more
responsible for activities outside the classroom. The studies suggested that students

needed awareness raising for taking more responsibility for classroom instruction in
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respecting their own learning process (Chan, 2002; Chan, 2003). Additionally, teachers
were advised to raise awareness in students to take responsibility for their own learning
which is the main focus of learner autonomy. As these studies revealed, leaner
autonomy increases when learners are involved in decisions related to the learning
process. The level of autonomy also increases when students are motivated with the
help of learning conditions considering learners® interests, needs and level of
proficiency (Chan, 2001). In addition, it is necessary to make learners aware of learning
goals, content and strategy use to increase autonomy (Naizhao, 2004). Learners become
more self-controlled and self-confident when they have more autonomy (Kiho, 2000;
Naizhao, 2004). Distance learners were found to be more autonomous than students
who follow the course in the classroom. It was noted that distance learners had to be
develop self-study skills since they were alone on their own (Vanijdee, 2003).
Therefore, there is a need to promote learners in each group how to take control over
their own learning. This was stated as teachers’ roles, but teachers also need to be aware
of how to take control over learning and what autonomy personifies. When teachers are
more aware of autonomy, they can supplement and promote it better and more
(Naizhao, 2004). However, it was suggested to focus on internal factors of teachers
because these were found to be more effective to make teachers supportive or resistant
to the promotion of learner autonomy (Santos, 2002). One of the internal factors is
teachers’ perceptions about learner autonomy. When Camirelli (1997) investigated
teachers’ views on learner autonomy, the researcher found that teachers were more
supportive for the aspects of classroom instruction responsibilities in which there were
not any restrictions by the school administrations or in which there was no need for any

professional knowledge from the students’ standpoint.

2.6.2. Studies in Turkey

Sancar (2001) conducted a study to identify learner attitudes of EFL student teachers in
terms of learmer autonomy in formal language learning context and to explore if
university teaching is conducive to learner autonomy. The data was collected through
questionnaires and interviews designed for the students and the teachers. The results

revealed that there was no correlation between student teachers’ autonomy levels and
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the school’s success. The results demonstrated that students needed guidance and
awareness raising to find out their learning styles and strategies and to take control of
their learning. The study pointed out teachers was the ones who are in charge of raising
the students’ awareness and can facilitate the development of autonomy in the

classrooms.

Yumuk (2002) conducted a study titled “Letting go of control to the learners: the role of
the Internet in promoting a more autonomous view of learning in an academic
translation course” aiming to design and evaluaie a program to promote a change in
students’ attitudes from a traditional, recitation-based view of learning to a more
autonomous view of learning. As part of the program, the students were encouraged to
use the Internet for selection, analysis, evaluation and application of relevant
information so that they could improve the accuracy of their translations. The data was
collected through pre and post course questionnaires, post-course interviews and
information recorded weekly in a diary by the teacher in the role of a researcher. The
results revealed that the program promoted a change in the view of learning towards
more autonomy. The researcher concluded that the majority of the students reported that
the translation process required more responsibility from them, and they also viewed
learning more meaningfully. The researcher stated that the use of searching and
application of Internet-based information helped students to think and reflect critically

on their learning.

Tayar (2003) conducted a study to elicit young-adult university students’ perceptions of
foreign language learning in order to see whether they know how their motivation can
influence their learning and to learn if they are truly autonomous at all in their learning.
The data was gathered through a questionnaire and interviews. The results revealed that
learners’® perceptions play an important role in motivating them for learning. In addition,
participating learners would like to have some control over their learning, free from the
teacher’s involvement. However, they seemed not to be aware of the learning strategics
involved in the learning process. Consequently, the researcher stated that teachers are
the ones who can help learners gain autonomy and control by providing them with

activities and tasks suitable for learners’ needs and interests.
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Kogak (2003) conducted a study to research whether, or not, students attending English
Language Preparatory School at Baskent University are ready to be involved in
autonomous language learning. The data was collected through a questionnaire aimed
gathering students’ perceptions on four different aspects; motivation, use of
metacognitive strategies, responsibility perception of learners and that of their teachers,
practice of English in outside class activities. The results of the study indicated that
participants had high motivation, they were willing to use some metacognitive strategies
like self-monitoring and self-evaluation, they considered the teacher as more
responsible for most of the tasks during their own learning process, and also the
majority of the students were willing to spend a considerable time for out-of-class

activities to improve their English.

Egel (2003) conducted a study titled “The Impact of the European Language Portfolio
on the Learner Autonomy of Turkish Primary School Students” to develop and
implement of a European Language Portfolio junior model for Turkish primary school
students. The study also aimed to observe the impact of European Language Portfolio
on the learners’ autonomy of these students. The study was conducted at one private and
one state primary school so as to overcome the differences relating to the foreign
language instruction within the schools. There were an experimental and a control
group; two groups were formed in each of the Grades 4 and 5 of the schools selected. A
junior model of the European Language Portfolio suitable for Turkish students was
adapted from the French junior model and implemented for twelve weeks. A learner
Autonomy Questionnaire was administered to the participating groups before and after
the experimental treatment. After the period of experimentation, it was revealed that
European Language Portfolio was most influential in enhancing the learner autonomy of
the students’ in the state schools. Furthermore, three sets of “Learner Anchor
Questions™ designed by the Council of Furope were administered at the beginning,
middle and end of the period of European Language Portfolio implementation. The
results of the study acknowledge that the European Language Portfolio is a crucial
innovation in foreign language learning because it is a tool which leads primary school

students to develop learner autonomy; namely, a key to life-long learning.
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Yildirim ( 2005) conducted a study to find out ELT students’ perceptions and behavior
related to learner autonomy both as learners of English and as future teachers of
English, and to see whether the education they receive on how to teach English make
any difference in their perceptions and behavior related to learner autonomy. The data
was collected through two different questionnaires; Teacher Questionnaire and Learner
Questionnaire. In addition, interview sessions were conducted in order to support the
quantitative data collected through the questionnaires. The results indicated that
teachers have greater responsibility in methodological aspects such as objective
defining or material selection; teachers and students both had the responsibility in
evaluation, raising interest in learning English, making sure of progress, encouraging
students to study harder and identifying weaknesses; students are responsible for outside
class learning. It was understood that learner autonomy was perceived and supported to

some extent by pre-service teachers.

Likewise the study conducted by Yildum (2005), Sert (2006) also conducted a study
aiming to find out English language learning autonomy among EFL student teachers in
Turkey. Fifty-seven first year student teachers in the English Language Teaching
Program of a Turkish University participated in this case study. Qualitative data were
gathered through structured and unstructured class observations, structured and
unstructured interviews with students, and document analysis. To strengthen the study
design through triangulation, quantitative methods of data collection were also applied
for more vigorous interpretation of the students' capacity for self-assessment in
autonomous language learning. This was conducted using a Swiss version of the
Council of Europe's self-assessment checklists, and one of the past examination papers
of FCE (First Certificate in English December 1998). Both qualitative and quantitative
data indicate that the students seem to be unable to identify what language to master and
how to do so efficiently. Furthermore, results indicate that they lack the capacity for
self-assessment in monitoring their own language learning process. Suggestions are put
forward to encourage student teachers to become more autonomous. This assumes that
increased awareness of autonomous learning and its benefits will enhance their own
self-governing capacity which may, in turn, contribute to higher achievement and

motivation. As a consequence, it is arpued that this development among student
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teachers may have a positive effect on the development of autonomous learning among

their future students

Ozdere (2005) conducted a study to elicit state-supported provincial university
instructors’ attitudes towards learner autonomy and towards sharing instructional
responsibilities with learners regarding aspects of students’ own learning. The data was
collected through a learner autonomy questionnaire adapted from the questionnaire
developed by Camirelli (1997). The questionnaire included Likert-scale questions
investigating instructors’ ideas about how much instructional responsibility learners
should share in accordance with learner autonomy. Additionally, the interviews were
conducted with 10 instructors from participating universities. The results revealed that
participating instructors are neutral to slightly positive toward learner autonomy in their
formal teaching environments and consider some areas of teaching and learning as more
suitable than others for the implementation of learner autonomy. Namely, participating
teachers thought that learners should be encouraged to formulate their own
explanations, to find their own learning strategies and assess themselves. While material
selection was the least favored aspect, the participants were neutral to slightly positive
for the aspects course objectives, learning tasks, interaction patterns, course content and
teaching focus. Besides, their attitudes towards the aspects of teaching such as being
consulted on homework tasks, on methodology, on record keeping, on learning tasks
and establishing course objectives, choosing materials, selecting study time, place and
pace and being consulted on teaching focus were neutral to slightly negative. The
outcomes also showed that the participating instructors’ attitudes towards learner
autonomy change depending upon the facilities they are provided with by their
universities and the opportunities for authentic language use in their environments.
Moreover, the findings highlighted that an in-service training for the instructors, and
systematic and planned adjustments in the curricula might contribute to the promotion

of learner autonomy in these universities.

Durmus (2006) conducted a study titled “EFL Instructors’ Perceptions on Learner
Autonomy at Anadolu University” to determine ELF instructors’ perceptions on leamner

autonomy. The data was collected through a learner autonomy questionnaire which was
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developed by Camirelli (1997). Additionally, the participants were asked to state their
reasons for their answers for each question. The results revealed that among 32 areas of
classroom experience, the majority of instructors were in favor of collaboration and
negotiation with students in terms of learner autonomy in the following 15 areas of
classroom experience; determining long term course objectives, tasks of course content,
selection of audio-visual aids (AVA) and realia, pace of the lesson, learning tasks, use
of materials, and type of homework activities, discipline matters, quantity, type and
frequency of homework tasks, and what is to be learned from text, AVA and realia. For
14 areas including short term course objectives, topics of course content,
individual/pair/group work and type of class activities, position of desks and seating of
students, record keeping of work done and marks gained and attendance, learner
explanations on classroom tasks, learning procedures, and weekly, monthly and annual
assessment of learners, participants expressed their support for learner autonomy.
Lastly, for 3 areas of text book selection, time and place of the lesson, participants
expressed their resistance to learner autonomy. The researcher suggesied that teachers
should be trained to believe in the promotion of learner autonomy without any
prejudice. He also suggested that a further study could be conducted with learners.
Possible comparison of the perceptions of teachers and that of students might provide

beneficial insights for the promotion of learner autonomy.

These studies stated above also focused on students’, teachers’ or student-teachers’
perceptions of learner antonomy or the affect of learner autonomy on students’ learning
process and how to develop learner autonomy. Firstly, teachers were found to be more
responsible for methodological aspects on classroom instructions than students. The
studies also indicated that students were unable to identify what language to master and
how to do so efficiently. Furthermore, it was indicated that students were lack of the
capacity for self-assessment in monitoring their own language learning process. On the
contrary, students were found to be more responsible for activities outside the
classroom. The studies suggested that students needed awareness raising for taking
more responsibility for classroom instruction respecting their own learning process
(Kogak, 2003; Yildiim, 2005; Sert, 2006). These studies in Turkey share similar result
with the studies abroad (Chan, 2002; Chan, 2003). Additionally, as it was found in the
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studies abroad, teachers were expected to raise awareness in students to take
responsibility for their own learning (Sancar, 2001; Tayar, 2003). The Internet was
suggested to be used as an educational tool in order to make learners take control over
their learning by thinking and reflecting critically (Yumuk, 2002). Moreover, European
Language Portfolio was acknowledged to be a tool that promotes learner autonomy
(Egel, 2003). In addition, Santos (2002) suggested focusing on internal factors of
teachers in order to perceive the level of support or resistance to the promotion of
learner autonomy. The studies in Turkey about teachers’ views on learner autonomy
revealed similar ideas about teachers’ level of support to the promotion of learner
autonomy. Teachers were also more supportive for the aspects of classroom instruction
responsibilities in which there were not any restrictions by the school administrations or
in which there were no need for any professional knowledge from the students’
perspective. As the studies indicated, there is a need to increase awareness of
autonomous learning and its benefits will enhance their own self-governing capacity
which may, in tumn, contribute to higher achievement and motivation. As a
consequence, it is argued that this development among student teachers and teachers
may have a positive effect on the development of autonomous learning among their

future students.
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CHAPTER 3

METHODOLOGY

This study focused on investigating English Language Teachers’ views on learner
autonomy. The present chapter includes the description of participants, data collection

instrument, data collection procedure and data analysis procedures of the study.

3.1. Participants

The target group of the study consisted of 300 English teachers teaching English as a
foreign language in primary and secondary state schools in Eskisehir’s city centre. 5 of
these teachers participated in the piloting of the questionnaire. Of the remaining 293, the
questionnaire could be given to 226 of the teachers because 69 of them were on leave
during the data collection period. 203 of the teachers returned the questionnaire. The
analysis of the questionnaire indicated that 6 of the researchers had not completed the
questionnaire properly. Therefore, the exact number of subjects was 197 at the end of
the data collection process. As seen in Table 3.1, 58 % of teachers are working at
primary schools whereas 22 % of them are working at secondary schools. As for the
educational background, 77 % of teachers working in state schools were ELT graduates
while 23 % of them were Non-ELT graduates. Additionally, only 23 % of teachers have
knowledge on Leamner Autonomy whereas 77 % of them do not have any knowledge on
Learner Autonomy. The ones who have knowledge on learner autonomy state that they
remember learner autonomy from BA degree courses, MA degree courses, the Internet,

in-service-training seminars and National Education publications.
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Table 3.1: Distribution of Teachers According to Type of Schools they are Working
at, Their Educational Background (ELT / Non-ELT), and knowledge Level of

Learner Autonomy

Category n %

Primary 114 58

Type of Schools Secondary 83 42
Total 197 100

ELT 151 77

Major Fields Non-ELT 46 23
Total 197 100

Knowledge Level of | Yes 46 23

Learner Autonomy No 151 177
Total 197 100

3.2. Instrument

The instrument employed in this study was an adapted version of the questionnaire
‘Learner Autonomy: The Teacher’s Views® (see Appendix A) developed by Camilleri’s
(1999). A learner autonomy questionnaire was used bearing in mind that Learner
Autonomy level of teachers or learners is difficult to directly observe, but exercise of
autonomy in different aspects of learning can be observed (Benson, 2001). One of these
aspects of learning is beliefs and views of teachers and learners. However, teachers’ and
learners’ beliefs and views are also difficult to observe. That is why different types of
questionnaires to obtain information about learners’ and teachers® beliefs and views
have been used in many research projects about learner autonomy. For example;
Cotteral (1995), Camirelli (1999), Chan (2001), Chan (2003), Yildirim (2005), Ozdere
(2005) and Durmus (2006) preferred using questionnaires as instruments of data
collection. In addition, there are other reasonms why questionnaires can form an
important element in research. Namely, questionnaires are one of the easiest and most

practical means of gathering information from larger groups (Cohen, 2000).
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Furthermore, questionnaire are flexible, easy to apply and can be far reaching,

(http://www.ubht.nhs.uk/r&d/RDSU/Statistical%20Tutorials/Questionnaires).

The primary reason to choose Camirelli’s (1999) questionnaire was that it focuses on
different aspects of language teaching and learning. These aspects are course objectives,
course content, course maferials, course time-place-pace, interaction paitern,
classroom management, record keeping, homework tasks, teaching focus, formulating
own expression, finding own learning strategies and self-assessment. The questions in
the questionnaire were grouped under these sections, reason being that teachers may
consider some aspects of teaching and learning a foreign language to be more suitable
than others for the promotion and implementation of Learner Autonomy. By means of
such a questionnaire, it was aimed to receive information not only about teachers’
general views on Learner Autonomy, but also, which aspect/s of language teaching and
learning is/are supported for the promotion and implementation of Learner Autonomy.
For the same reason, in this study, the same questionnaire was chosen and adapted to
use as an instrument. However, in order to make it more accessible for target
participants, it was translated into Turkish as teachers might not be familiar with the
technical terms in English.

First of all, for this questionnaire to run parallel with the original one, the questionnaire
was translated into Turkish by the researcher and it was translated back into English by
5 teachers from Anadolu and Osmangazi universities. These translations were compared
to the original questionnaire to find out whether there were any mismatches and the
Turkish version was revised. Then, the Turkish version of the questionnaire was given
to 7 experts from Anadolu University, Education Faculty. Experts were requested to
evaluate the questionnaire in terms of validity and clarity of the items. Taking their
evaluations and suggestions into consideration, the questionnaire was revised and
necessary changes were made. Initially, long-term objectives was adapted as yillik plan
amaglary; short-term objectives was adapted as giinliik plan amaclar:. Second, in the
original study, there was a separate question about choice of learning tasks, In the
present study, it was included in course content main item, since learning tasks form

part of the course content. Third, the 5" question in the original questionnaire included
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four different sub-items; namely, use of materials, type of classroom activities, type of
homework activities. However, only sub-item 5A individual/pair/group work was
included in the present study since the others were mentioned in the other aspects;
namely, selecting course materials, homework tasks, course content. Additionally, in
the original questionnaire, the aspect record keeping includes a sub-item as record
keeping of work done. In the present questionnaire, this sub-item was adapted as
“ddevlerin kontrolii” since record keeping of work done was thought to be referring to
checking whether the work is done or not. In addition, the numbers were changed into
phrases; for example, “0” was changed into “Hig Dahil Edilmemeli” since it would be
more practical to see the written expressions instead of keeping in mind different
numbers. Furthermore, although in the original study the aspects were written explicitly
and related questions were given under these aspects together, in this questionnaire the
aspects were not given and the related questions were presented in the same order. For

example; the following question:

1. How much should the learner be involved in establishing the objectives of a course of a study?

1A short-term 0 1 2 3
1B long-term 0 1 2 3
Comment;
was changed into;
5 -
— 18]
5 T 5 £
£ E =2 3
= = — &4l
5] D - = -
E E B @ =
, 5 =2 = O &
Ogrenciler; @ 5 -‘g g Cg
E oz S F B
e 7] = =
% 2 E & £
Z < ¥ 4 £
1__yilhk plan amaglarmin belirlenmesine ne 6lgtide dahil edilmeli? | () [ () | () | () {)
2 giinlitk plan amaglarimn belirlenmesine ne 6lgiide dahil edilmeli? | () [ () [() [ () ()




In addition to the changes above, instead of writing comments for each aspect,
participants were asked to list first 5 important factors affecting their answer to the
questionnaire in the third part instead of “General Comment on Learner Autonomy”
part as in the original questionnaire. Then, the complete questionnaire was piloted to a
small group of 5 teachers to foresee the possible problems that may occur in the

administration process.

The final version of the present study questionnaire (see Appendix B) had three parts. In
the first part, the participants were asked to answer 9 questions which asked for some
demographic and background information including gender, years of teaching
experience, department they graduated from, current place of work and the class they
are teaching. The participants were also asked to state whether they had an in-service
training and if they have knowledge on Learner Autonomy. This was derived necessary
as all English teachers working at state schools were included in the study and
information on their educational background, type of schools they are working at and
knowledge level of Learmner Autonomy would be useful to see their distributions in

general.

The second part of the questionnaire consisted of 31 questions designed to find out
teachers’ views on to what extent learners should be involved in decision making
processes concerning different aspects of language teaching and learning. These
included points of whether learners should be given a share of responsibility in the
decision making process regarding the cowrse objectives; course content; material
selection; course time, place and pace; interaction pattern; classroom management;
record-keeping; homework lasks; teaching focus; learners’ formulating own
explanations, learners’ finding own learning strategies and self-assessment, Each
aspect had 1, 2, 3 or 4 sub-items. Participants were asked to indicate their views on a
five-point Likert- type scale ranging from ‘0 (not at all)’ to °1 (little) °, *2 (partly)’,
‘3 (much) * and ‘4 (very much)’ for each item. Construction of the questionnaire is
presented in Table 3.2. In the third part, the participants were asked to list first S

important factors affecting their answers to the questions.



Table 3.2. Construction of the Questionnaire

ASPECT

ASPECT NAME

SUB ITEM

A

Course objectives

1-long term

2-short term

Course content

3-topics
4-tasks

Course materials

S-course books
6- audio-visual materials

7- realia

Course time, place, and pace

8- time
9-place
10-pace

Interaction pattern

11-individual work
12-pair work

13-group work

Classroom management

14-position of desks
15-seating of students

16-disipline matters

Record keeping

17-of work done
18-of marks gained

19- of attendance

Homework tasks

20~ guantity

21-type
23- frequency

Teaching focus

23-texts
24-audio-visual materials

25-realia

Formulating their own explanations

26-

Finding their own learning sirategies

27-

Self-assessment

28-weekly
29-monthly
30-termly

31-annualy
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3.2.1. Reliability of the Questionnaire

In this study, the original questionnaire developed by Camirelli {1999) was used with
some changes in the first part, page format and content of some questions. The
questionnaire was not developed as a new one, but only some terms of the original
questionnaire were changed. In addition, it was focused on each separate item rather
than the questionnaire in general. For the present questionnaire to be valid, the first
drafts of the questionnaire were given to the experts from Anadelu University. Experts
were requested to evaluate the questionnaire in terms of content validity, face validity
and clarity of items. Taking their evaluations and suggestions into consideration, the
questionnaire was revised and necessary changes were made. After the revision
procedure was completed, the questionnaire was piloted to a small group of five
teachers to foresee the possible problems that may occur in the administration process.
In addition, to test the reliability of the present questionnaire, Cronbach-alpha values of
the Likert-type questions in second part of the questionnaire were calculated to see the
internal consistency of the questionnaire. Cronbach-alpha value was found to be o =

0.90. Reliability evaluation criteria according to Cronbach-alpha value are given in

Table 3.4, below (Ozdamar, 2004, p: 633).

Table 3.4. Reliability evaluation criteria for ¢ value

o value Reliability of the instrument
0.00<0<040 No Reliability
0.40 <0 <0.60 Low Reliability
0.60 £a<0.80 Quite Reliability
0.80 <u<1.00 High Reliability

According to Table 3.4. , Cronbach-alpha value of the questionnaire is in high level of
reliability.



55

3.4. Data Collection Procedure

In order to conduct the study in primary and secondary state schools in Eskigehir’s city
centre, the researcher asked for the permission of Eskisehir National Education
Directorate, After this was granted, the questionnaires were administrated to the
participants in 2005-2006 second term. Before administering the questionnaire, the
participants were informed about the questionnaire and the purpose of the study. They
were guaranteed that their answers to the questionnaires would be confidential, would
contribute to a Master’s Degree Study and would not be used for other aims. The
teachers were asked to write their names on the questionnaires if this did not pure to be
a problem, and they were told that the researcher might call them to be interviewed
about learner autonomy. They were also asked to sign the questionnaire to give their
consent to use their responses to the questionnaire. The teachers were given a week to
fill in the questionnaires. At the end of the week, the questionnaires were collected by

the researcher from the teachers or school principals.

3.5. Data Analysis

The data for the present study consisted of quantitative data gathered from the
questions. Quantitative data in the second part were analyzed by calculating frequencies
and percentages. The frequencies and percentages were calculated in order to see the

distribution of teachers to different levels of support of Learner Autonomy.

The classifications of the participants’ responses to the questionnaire were based on
Camirelli (1999). He grouped and interpreted the first two degrees “Not at A/l” and
“Little” as an expression of resistance to the notion of promoting autonomy in the given
classroom activity. An entry in the “Partly “column was interpreted as a willingness for
collaboration and negotiation between learners and teachers the given activity. The last
two ones “Much’” and “Very Much” were interpreted as an expression of a strong belief
in the importance of giving learners as much decisive power as possible in determining

the given task. The replies and their interpretations are presented in Table 3.5.
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Table 3.5. Interpretation of Replies

Reply Interpretation

Not at all — Liitle resistance to Learner Autonomy

Partly negotiation and collaboration between teachers and learners
Much — Very Much strong support of Learner Autonomy

To support quantitative data, the factors stated by the participants in the third part of the
questionnaire were categorized according to the focus of the factor stated by the
participants. Then, they were used in the interpretation of quantitative data in the

discussion of results.
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CHAPTER 4

RESULTS AND DISCUSSION

The aim of this study was to research English teachers’ views on Learner Autonomy at
primary and secondary state schools in Eskisehir because Learner Autonomy is not only
one of the recent crucial points in language teaching but also one of the recent
applications of the ELP that the Turkish National Education System is trying to put into
practice in its own context. For this purpose, English teachers’ views were requested as
they are responsible for putting this application into practice in the classrooms. The
results of the study may provide valuable information about teachers® views on Learner
Autonomy for in-service seminar organization committee of the Ministry of Education.
In addition, the results may raise awareness of teachers trying to have more successful

language learners in the language learning process.

In this chapter, the results of the study will be presented and discussed in the light of the
relevant literature and previous studies. Firstly, the results and their issues stated by
teachers related to teachers’ views on learner autonomy will be presented and discussed.
Secondly, the results related to aspects found more suitable for the promotion of

Learner Autonomy will be displayed and discussed.

4.1. English Teachers’ Views on Learner Autonomy

To find out English teachers’ views on Learner Autonomy on how much learners should
be involved in decision making processes concerning the general aspects of learning,
the questionnaire included twelve features referring to different classroom instructional
responsibilities. These were cowrse objectives; course content; material selection;
course lime, place and pace; interaction pattern; classroom management; record-
keeping; homework tasks; teaching focus; learners’ formulating their own

explanations; learners’ finding their own learning strategies and self-assessment. Each
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of these aspects has different numbers of sub-categories and teachers were asked to
answer each itemized sub-category. At the end teachers were also asked to list the first

five reasons for their answers to the questionnaire at the end.

4.1.1. English Teachers’ Overall Views on Learner Autonomy

The first research question of this study aimed to find out English Teachers’ Views on
Learner Autonomy at Primary and Secondary State Schools in Eskisehir, The focus here
was to find out the teachers’ overall views on Learner Autonomy. The results are

presented in Table 4.1.

Table 4.1: Distributions of Teachers® Overall Views on Learner Autonomy

Resistance to Negotiation Between | Strong Suppert of

Learner Autonomy Teachers and Learners Learner Autonomy Total

n % n % n Yo n %
Learner
Autonomy | 32 16 50 26 197 | 100

The findings indicated that 58% of the teachers supported Learner Autonomy, whereas
26% of the teachers were open to negotiation with students for promotion of Learner
Autonomy. On the other hand, 16% of the teachers resisted the promotion of Learner
Autonomy. The general distribution of English teachers’ views on Learner Autonomy
revealed that teachers working at primary and secondary state schools in Eskisehir’s
city center support Learner Autonomy. Moreover, teachers stated their views in terms
of support, negotiation and resistance in their reasons they listed in the third part of the
questionnaire. Teachers who had supportive views on Leamer Autonomy stated the
following reasons in terms of importance and benefits of Learner Autonomy and

students’ responsibility. Some of their reasons are presented below:

» Students should be aware of the importance of knowing a foreign language

» Learner aufonomy is a necessary application in teaching and learning process
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o Learner autonomy is important and effective for life-long learning

o Learner autonomy is important not only for English but also for other courses
and learners’ life because it will enable learners to be successful

» Learners’ decisions are very important in education since they are the ones who
acquire education.

e Teachers should let learners take responsibility and should take their learning
interests into consideration.

e Learners should be involved in lessons, supported to be active learners and
accepted as the focus of the lesson.

s Involving learners in lessons not only increases their inlerests, self~confidence
and success but also contributes to learners’ psychological development and
makes them conscious, knowledgeable and researchers. That is why learners

should control their own learning process.

Teachers were open to negotiation for learner autonomy since they included some
suggestions in terms of students’ profiles such as previous experiences, expectations,

interests. The following propositions throw the light on the instructors’ views:

» Teachers need to be guided on this concept

o

s Students’ question “ why are we learning English?” can be meaningfully
answered

o Students’ feedback for the lessons should be taken into consideration because
students can lead teachers in lessons

» Students’ earlier experiences in the lesson should not be ignored. So that their
biased views on foreign language learning might change

o Students’ expectations of the lesson should be elicited and tried to be included
in the activities

o Learners’ interests and level of perception and participation should be taken

into consideration

On the other hand, teachers who showed resistance to Learner Autonomy listed Turkish

education culture, big classrooms, overloaded curriculum, and parent and learner
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attitudes towards learning to have influenced their answers. Some of the responses of

the teachers are presented below:

Learner autonomy is a dream in within the Turkish firamework

Learner autonomy is not applicable in a Turkish context

Learner autonomy is related to culture and the level of tolerance provided to
learners in Turkish culture is not appropriate for autonomy

Classrooms are so crowded that teachers can not promote the development of
autonomy

Learners’ parents are not inferested enough in learners’ developments
Curriculum is too loaded and does not allow space to provide opportunities for
autonony

There is pressure to finish what is planned in the curriculum in a pre-decided
period, so there is not enough time to deal with autonomy

It is difficult to develop autonomy in learners who avoid taking responsibility

4.1.2. Teachers’ Views on Learner Autonomy Based on Different Aspects of

Classroom Instructional Responsibilities

In addition to the overall views of English teachers on learner autonomy, teachers’

views on different aspects of classroom instructional responsibilities and their sub-items

were analyzed. The findings related to each aspect will be presented below.

4.1.2.1. Course Objectives

The first feature of classroom instructional responsibilities addressed in the

questionnaire was course objectives. Participants were asked to state their views on

involving learners in establishing long term (Question 1) and short term (Question 2)

objectives of a course, The results are presented in Table 4.2.
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Table 4.2: Distributions of EFL Teachers® Views on course objectives

Resistance to Nepotiation between Strong support of
Learner Autonomy | teachers and leamners Learner Autonomy | Total
n Yo n % n % n Yo
Course 2 i
Aspect-A | objectives |75 19 122 31 197 500|394 |100
Sub-item 1. | longterm |36 18 |68 35 93 |47 . |197 |100
Sub-item 2. | short term |39 20 [s4 |27 104 |53 |197 |100

The results for course objectives indicated that 50% of the teachers who participated in
the study supported learner involvement in establishing course objectives. 31% of the
teachers stated that learners should be partly involved in establishing course objectives,
while 19% of the teachers stated that learners should not be involved in establishing

course objectives.

Teachers who supported learner involvement in setting cowrse objectives focused on
students’ privileges for self-directness, awareness-raising and life-long learning in the
factors they listed in the third part of the questionnaire. The followings teachers’

responses address these issues:

s Students should make decisions directly related to them

e Students should be provided with the right to make decisions because when they
make decisions by themselves they put those decisions into practice better

s Students should decide what they want to learn by themselves

e Learners should know what the lesson is about because they need to be made
aware of the course objectives

o Students’ involvement should not be bypassed because if they are involved in

sefting objectives, awareness-raising will happen more naturally
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e The level of students’ interest and participation increase if objectives are set
according to their levels.

s Providing learners with the advantage to make decisions leads them to
undertake responsibility. As such, not only this will complement learning but

encourages a successful learning process. It also prepares students for outside

life,

Teachers who were open to negotiation with the learners suggested eliciting learners’
expectations from the course, learning about their interests, needs, preferences and
opinions before establishing course objectives. The following selection highlights this

particular group’s views:

e Learners should be asked to disclose their expectations from the course

o Learners’ interests, needs, preferences and purposes should also be taken into
consideration while the objectives of a course are being established

s Learners’ opinions should be taken into consideration in order to meet their

needs; this is a way to involve learners in seiting objectives.

On the other hand, teachers who stated that learners should not be involved in
establishing course objectives pinpointed their fingers to the administrations of the
Ministry of Education and students’ capability. Indeed:

» Course objectives are pre-decided by the ministry of national education

o Since teachers can not be involved in establishing course objectives, it is
impossible to involve learners

o It is usually teachers’ business to decide what to teach in the classroom

s Students may make incorrect decisions and fail in setting objectives since they

are not conscious and capable enough about what is required in learning a

Jforeign language.

The results for the sub-items indicated that 53% of the teachers supported leamner

involvement in establishing short term objectives whereas 47% admitted to the learners’
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involvement in establishing long term objectives. The percentage of the teachers who
were open to negotiation for setting long term objectives is 35% whereas it is 27% for
the teachers were open to negotiation for setting short term objectives. On the other
hand, the percentage of teachers who showed resistance to Learner Autonomy in setting
short term objectives is 20%, in contrast 18% were for setting long term objectives. It
could be said that the percentage of the teachers who had a supportive view to learner
involvement in setting short term objective is slightly above the percentage of the
teachers who supported leamner involvement in setting long term objectives. However,
the percentage of the teachers who were open to negotiation for long term objectives is
slightly above the percentage of the teachers who were open to negotiation for short

term objectives.

4.1.2. 2. Course Content

Course content was another aspect of classroom instructional responsibilities addressed
in the questionnaire. Participants were asked to state their views in involving learners in
deciding the topics (Q 3) and tasks of a course (Q 4). The results are presented in Table
4.3,

Table 4.3: Distributions of teachers® views on course content

Resistance to Negotiation between Strong support of
Learner Autonomy | teachers and learners | Learner Autonomy Total
n % o % n % n %
Course
Aspect -B content |38 10 93 23 100
Sub-item 3. | topics 29 15 60 30 100
Sub-item4. |tasks |9 5 33 16 155 [ 197 | 100

The results for course content showed that 67% of the teachers who participated in the

study supported learner involvement in deciding course content 23% stated that
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students should be partly involved, whereas 10% showed resistance to involving

students in deciding course content.

Teachers who were supportive and open to negotiation to the promotion of learner
autonomy in deciding course content stated that learners’ needs, interests and levels of
proficiency should be taken into consideration while deciding the course content.
Conversely, teachers who were resistant to learner autonomy when it comes to course
content focused on teachers’ authority, and learners’ unawareness and inadequacy. The

following cross-section of answers exemplifies some of the teachers’ concerns:

» Choice of topics and tasks is teachers’ duty

s Students can make inappropriate decisions as they are unconscious about
learning

» Students’ past experiences and prejudices can lead them to make inappropriate

decisions on topics and tasks.

The results for the sub-items indicated that 55% of the teachers supported learner
involvement in deciding fopics whereas 79% supported learner involvement in deciding
tasks. On the other hand, the percentages of the teachers who are open to negotiation
with students in deciding fopics is 30% , while 16% were open to negotiation ad
collaboration for deciding rasks. Additionally, the percentage of the teachers who
showed resistance to Learner Autonomy in deciding fopics is 15% whereas it is 5% for
deciding fasks. Tt could be said that teachers were more supportive to learner
involvement in fasks than they were for fopics. In contrast to this result, teachers who
were eager to see learner involvement in deciding tasks did not state any reasons for

their answers, whereas teachers who supported learner involvement in deciding fopics

admitted that:

» Topics should be related to learners’ socio-cultural and individual needs in
arder to make learning easy for learners

o Topics should be appropriate to learners’ level and be achievable.
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4.1.2.3. Course Materials

Another aspect of classroom instructional responsibilities addressed in the questionnaire
was course malerials. Participants were asked to state their views on involving learners
in selecting the course-books (Q 3), audio-visual materials (Q 6) and realia (Q 7). The

results are presented in Table 4.4,

Table 4.4: Distributions of teachers’ views on course materials

Resistance to Negotiation between Strong support of
Learner Autonomy | teachers and learners Leamer Autonomy Total
n %o n % n Yo n |%
Course
Aspect -C materials | 84 14 146 25
course-
Sub-item 5. | books 31 26 57 29
audio-
visual
Sub-item 6. | materials 18 9 47 24
Sub-item 7. |realias 15 8 42 2]

The results for course materials showed that 61% of the teachers who participated in
the study supported learner involvement in selecting course materials. Conversely, 25%
stated that learners should be partly involved in selecting course materials, whereas

14% of them showed resistance to learner involvement.

Teachers focused on the role of materials in teaching and learning in their reasons for
their strong support to promotion of learner autonomy in selecting course materials. In

such cases:

o Materials should be used effectively

o Materials should be atiractive
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¢« To raise learners motivation levels, they should be involved in selecting

materials

The results for the sub-items indicated that 45% of the teachers were supportive to
learner involvement in selecting course books. On the other hand, 29% were open to
negotiation with students in selecting course books and 26% were resistant to learner

involvement in selecting course books.

Teachers identified students’ attitudes when they stated reason for their supportive
views on involving learners in course book selection. The followings exemplify their

Iesponses:

o There is no harmony between the course book and the students’ level of
proficiency; therefore students’ should be involved in selecting course books.

»  Students do not like the books given by the Ministiy of Education

In contrast, teachers who were resistant to learner involvement in selecting course books
listed educational administrations, teachers’ lack of involvement to select course book
and students’ immaturity in making the right decisions. Some of their responses read as

follows:

In reality course book selection is undertaken by the national education

assembly

s Teachers are not provided with the opportunity to select course books

e Students can never select course books in a situation where teachers do not have
a say in the matter

e If the ideal conditions are provided, it is teachers’ duty to choose the course
book

e Students can not select course books due to their immaturity

o Students can miscarry the task in selecting course books

o Students are not conscious and knowledgeable enough to choose course books
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e Students tend only to deal with the eye-catching impression of a textbook, not its

content

According to the percentages for the sub-item awdio-visual materials, 67% of the
teachers supported learner involvement. 24% were open to negotiation and
collaboration with learners in audio-visual materials. On the other hand, only 9% of the

teachers showed resistance to learner involvement in selecting audio-visual materials.

Teachers who were supportive focused on the importance of audio-visual materials in
teaching and learning in the third part of the questionnaire; namely, they stated that
audio-visual materials are not sufficient at schools; however, they must be used more in
lessons to secure the attention of students. Therefore, students should be involved in

selecting these materials and encouraged to bring from out of class.

The results for the sub-item realia indicated that 71% of the teachers supported learner
involvement in selecting reafia. That is, selecting realia was the most supported course
material. Teachers stated that realia should be used more in lessons and they can be

easily prepared by the learners.

4.1.2.4. Course Time, Place and Pace

The fourth aspect of the questionnaire concentrated on cowrse time place and pace.
Participants were asked to state their views on involving learners in deciding course

time (Q 8), place (Q 9) and pace (Q10). The results are presented in Table 4.5.
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Table 4.5: Distributions of teachers’ views course time place and pace

Resistance to Negotiation between | Strong support of
Learner Autonomy | teachers and learners | Learner Autonomy | Total
n % n % n % n %
Course time,
place and o
Aspect-D pace 171 29 185 31 9591 1100
Sub-item 8. | time 66 |34 |65 32 1197 | 100
Sub-item 9. | place & |n 63 EY) ~ |197 | 100
Sub-item 10. | pace 2 | 57 29 1197 | 100

40% of the teachers who participated stated that they supported learner involvement in
deciding cowrse time, place and paces, whereas 31% were open to negotiation and
collaboration with learners when it comes to this. Moreover, 29% were resistant to

learner involvement.

For their views at the level of support and negotiation, teachers generally focused on the
awareness-raising levels in students’ say, both in their own learning and in their social
life outside the classrcom. They generally stated that students can be involved in
decisions on course schedule and place of the course. This involvement will teach

students that they have also influence on some other social issues.

According to the percentages, although 40% of the teachers stated that students should
be involved in deciding course time, place and paces, the reasons they stated indicated
that teachers generally seem to be resistant to learner involvement in this aspect. In their
responses they stated in the third part of the questionnaire, the teachers listed school
administrations, physical conditions and individual differences. The followings excerpts

will help us gain a better perspective:
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o There are pre-decided school administrative conditions which can not be
changed
e Classroom are crowded

e There are many f individual differences in the classrooms

The percentages for the sub-item time were faithful to each other. While 34% of the
teachers supported learner involvement in deciding time, 32% were open to negotiation

and collaboration and 34% were resistant to learner involvement.

For the sub-item place, while 36% of the teachers stated that learners should be
involved in deciding on the place of the course, the percentage of teachers who stated
learners should be partly involved was 32%. The same percentage of teachers stated that

learners should not be involved in deciding upon the place of the course.

Teachers expressed similar reasons for their resistant views on learner involvement in
deciding both course ¢ime and place. They mentioned about schools administration and
educational conditions by noting that:

» Course time and place are pre-decided by the school administrations

» Classrooms are too crowded. Such conditions of the Turkish education system
are not sufficient to involve students in decisions related to time and place of a
course

» It is not students’ responsibility to decide on the time and place of the course

Results for the sub-item pace ran opposite to the results for the sub-items time and
place. Teachers were more supportive to learner involvement in deciding abut the
course pace than they were to course time and place, Explicitly, 49% of the teachers
who participated in the study stated that students should be involved in deciding the
pace of the course. 29% were open to negotiation and collaboration with learners,
whereas 22% showed resistance to learner involvement in deciding about the pace of

the course.
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Teachers listed supportive reasons in their responses for learner involvement in deciding
about the pace of a course. They accepted that the pace of the course should be decided

by learners because teaching learners is more important than teaching the objectives.

4.1.2.5. Interaction Pattern

Interaction pattern was another aspect of classroom instructional responsibilities
addressed in the questionnaire. Participants were asked to state their views on involving
learners in deciding individual works (Q 11), pair works (Q 12) and group works (Q
13). The results are presented in Table 4.6.

Table 4.6: Distributions of teachers’ views on interaction pattern

Resistance to Negotiation between | Strong support of
Learner Autonomy | Teachers and learners | Learner Autonomy | Total
n % n % n Ya n (%
Interaction 3
Aspect-E | pattern 11 2 121 20 {591 | 100
individual 2
Sub-item 11. | work 4 2 43 22 197 1100
Sub-item 12. | pair work 2 1 37 19 1197 |100
Sub-item 13. | group work |5 3 41 20 1510 |77 197 | 100

The results for interaction pattern indicated that 78% of the teachers who participated in
the study supported learner involvement in deciding about the inferaction pattern. The
results also underlined that 20% were open to negotiation and collaboration with
learners in deciding inferaction patterns. However, only 2% admitted that learners

should not be involved in deciding inferaction patiterns.

Teachers stated their reasons for their strong support to learner autonomy in terms of
individual differences and the role of group work and pair work in teaching and

learning. Some their responses indicate that:
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o There are individual differences between learners, so they should be given the
responsibility to decide on interaction patterns

»  Students should work in groups or pairs, because they can learn from each other

The findings for the sub-items indicated that 76% of the teachers supported learner
involvement in deciding individual work. 80% supported learner involvement in
deciding pair work and 77 % supported learner involvement in deciding group work.
The percentages of the teachers who supported learner involvement in deciding

individual work, pair work and group work are almost identical.

The percentages of the teachers who are open to negotiation for the sub-categories are
also similar to each other: 22% of the teachers were open to negotiation for deciding
individual work; 19% were open to negotiation for deciding pair work and 20% were

open to negotiation for deciding group work.

The percentages of the teachers who showed resistance to Learner Autonomy in
deciding individual work is 2; itis 1 for deciding pair work anditis 3 for deciding

group work,

Consequently, although the sub-item pair work seemed to be the most supported item, it
could be said that teachers were generally supportive to learner involvement in deciding

interaction pattern.

4.1.2.6. Classroom Management

Another aspect of classroom instructional responsibilities addressed in the questionnaire
was classroom management. Participants were asked to verify their views on involving
learners in decisions on the position of the desks (Q 14), seating of students (Q 15) and
discipline matters (Q 16). The results are presented in Table 4.7.



Table 4.7: Distributions of teachers’ views on the 6" aspect classroom management

Resistance to Negotiation between | strong support of
Learner Autonomy | Teachers and leamers | Learner Antonomy | Total
n Ya n %o n % n Yo
Classroom | | | 4 |mnomishoeomin
Aspect -F management | 106 18 17 29 o 591 | 100
position of E
Sub-item 14. |thedesks |27 4 |6l 31 (197 | 100
seating of SRS
Sub-item 15. | students 32 16 |60 30 - 1197 | 100
discipline 5
Sub-item 16. | matters 47 24 30 25 {197 | 100

The results for classroom management revealed that 53% of the teachers who
participated in the study were supportive to learner involvement in decisions on
classroom management. While 29% of the teachers stated that learners should be partly
involved, 18% of them admitted that learners should not be involved in decisions
related to classroom management. It can be concluded that almost half of the teachers

were supportive to learner involvement in this aspect.

The findings for the sub-items indicated that 53% of the teachers supported learner
involvement in decisions on position of the desks. On the other hand, while 31% of
them accepted that learners should be partly involved, 14% indicated that learners

should not be involved in decisions on position of the desks.

The findings for the sub-item seating of students exhibited a close similarity with the
ones for the previous sub-category, position of desks. 54% of the teachers supported
learner involvement. On the other hand, while 30% conceded that learners should be
partly involved, 16% argued that learners should not be involved in decisions on
position of the desks. For these two sub-items, teachers generally focused on individual

differences for their supportive views. In fact:
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» Individual differences should be taken into consideration in terms on positions
of desks and seating of students.
» Learners feel more comfortable when they themselves decide upon the position

of the desks and seating arrangement

The results for the sub-item discipline matters were not so much similar with the results
for the first two sub-items, position of desks and seating of students. 51% of the teachers
supported learner involvement in decisions on discipline matters. 25% were open to
negotiation and collaboration with students, whereas 24% showed resistance to learner

involvement in this sub-category.

Although the percentage of the teachers who were supportive to learners involvement in
decisions on discipline matters, the reasons they stated for their views on discipline
matters suggested that teachers seemed to be resistant to learner involvement. Teachers
who were supportive consented that learners feel more responsible when they
themselves make decisions on discipline matters in the class .In contrast; teachers who
were resistant stated that discipline matters are pre-decided by the administrations; so

learners do not have any say.

4.1.2.7. Record Keeping

Record keeping was another aspect of classroom instructional responsibility addressed
in the questionnaire. Participants were asked to state their views on involving learners in
decisions about record keeping of work done (Q 17), record keeping of marks gained (Q
18) and attendance (Q 19). The results are presented in Table 4.8.
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Table 4.8: Distributions of teachers’ views on record keeping

Resistance to Negotiation between | Strong support of
Learner Autonomy | Teachers and learners | Learner Autonomy | Total
n % n % n % n %
Record i _ M 3
Asapect-G | keeping 208 140 24 223 ~1|591 | 100
Sub-item 17. | of work done |34 17 |47 24 116 |59 . [197 |100
of marks
Sub-item 18. | gained 150 25 60 31 197 | 100
Sub-item 19. | of attendance 143 2 47 24 197 | 100

The results for record keeping indicated that the percentage of teachers who agreed that
learners should be involved and that of teachers who stated learners should not be
involved were identical, 38%. However, 24% of the teachers admitted that learners
should be partly involved in decisions about record keeping. Teachers generally focused
on teachers’ authority in their statements and as their proclamation revealed teachers
were generally resistant to learner involvement in record keeping. The teachers

acknowledged that record keeping is teachers’ duty.

The findings for the sub-item record keeping of work done indicated that 59% of the
teachers supported learner involvement. 24% were open to negotiation and
collaboration with learners while 17% were resistant to learner involvement in decisions
about record keeping of work done. Record keeping of work done was the most
supported sub-item by teachers. For their supportive views, teachers confessed that
students should control their own learning process and record keeping of work done is

one of the ways they can control it.

According to the results for the sub-item record keeping of marks gained, 31% of the
teachers supported learner involvement. 25% were open to negotiation and
collaboration with students. However, 44% showed resistance to learner involvement in

decisions about record keeping of marks gained.
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The last sub-item in record keeping was attendance. 24% of the teachers supported
learner involvement. 22% were open to negotiation and collaboration with students. On
the other hand, 54% showed resistance to learner involvement in decisions about record
keeping of atfendance. This sub-item was the most resisted one. Teachers focused on
teachers” authority and pre-decided administrative policies for their resistant views on

this sub-item. As such it transpires that:

* Record keeping of marks gained and attendance are pre- decided by the
administrations. Therefore, learners should not be involved

» According lo the administrations, keeping records of marks gained and
attendance is the teachers’ duty

» There are written and specific rules about keeping records of marks gained and

attendance which do not allow learner involvement.

4.1.2.8. Homework Tasks

Homework tasks was the eight aspect of classroom instructional responsibilities
addressed in the questionnaire. Participants were asked to state their views on involving
learners in decisions on the quantity of homework (Q 20), type of homework (Q 21) and
Jrequency of homework (Q 22). The results are presented in Table 4.9.

Table 4.9: Distributions of teachers’ views on homework tasks

Resistance to Negotiation between | Strong support of

Learner Autonomy | Teachers and learners | Learner Autonomy | Total

n % n Y n % n %

Homework 551:::53_525-.;;:::5:-:

Aspect-H |tasks 137 23 |216 37 (238 |40 . [591 |100
Sub-item 20. | quantity |51 26 (150 i |m 36 |197 |100
Sub-item 21. | type 39 20 |66 92 147 1197 |100
Sub-item 22, |frequency |47 24 75 75 38 197 {100




76

For homework tasks, 40% of the teachers stated that learners should be involved in
decisions on homework tasks. However, 37% indicated that learners should be partly
involved in decisions related to the homework tasks. On the other hand, 23% admitted

that stated learners should not be involved.

In the factors they listed in the third part of the questionnaire, teachers who supported
learner involvement in decisions related to homework fasks generally focused on the
importance of fomework and raising awareness of its importance in teaching and

learning. The following examples testify that:

s Homework is very important in language learning

e Learners should be told about the importance of homework

» Learners should be given homework, otherwise they do not study the lessons at
home

o Learners should be involved in homework decisions

Broadly speaking, teachers who were open to negotiation for learner involvement in
decisions related to homework tasks underlined the students’ needs, interests and levels
in the factors they listed in the third part of the questionnaire. Namely, teachers stated
that students’ needs, interests and levels should be taken info consideration in order fo

involve them in decisions abour homework tasks.

Furthermore, teachers who were resistant to learner involvement in deciding homework
tasks focused on students’ attitudes towards somework. Some of their responses in the

factors they listed in the third part of the questionnaire indicate that:

s Learners do not do homework
e Learners’ contribution will not be effective for homework tasks since they are

not eager to do homework
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The findings for the sub-item guantity indicated that 36% of the teachers supported
learner involvement. 38% stated that learners should be partly involved, whereas 26%

resisted learner involvement in decisions on the guantity of homework.

Teachers focused on students’ attitudes and need for guidance in deciding about the
quantity of homework tasks in their reasons that they listed in the third part of the
questionnaire. Notably, their responses were at the level of negotiation. Namely, they
stated that since learners do not like doing homework, they may not be realistic in
decisions on the quantity of homework tasks. Therefore, they need teachers’ guidance in

decisions on the guantity of homework tasks.

For the sub-item #ype, 47% of the teachers supported learner involvement in decisions
on type of homework. 33% were open to negotiation and collaboration with students.
20% confessed that they were resistant to learner involvement. Type of homework tasks

seemed to be the most supported item about homework tasks in the questionnaire.,

Teachers who were supportive to learner involvement acknowledged students’ opinions,
preferences and motivation in the factors they listed in the third part of the

questionnaire. Some of their responses are presented below:

s Students’ opinions about the type of homework tasks should be taken into
consideration

o Learners prefer doing homework relevant to their own needs and interesis

s Involving learners in decisions on the type of homework increases their

motivation and effectiveness of homework in the learning process.

For the third sub-item firequency, 38% of the teachers supported learner involvement in
decisions on frequency of homework. The same percentages of teachers, 38%, stated
that students should be partly involved in decisions on the frequency of homework
tasks. However, 24% of the teachers showed resistance to learner involvement.
Although the percentage of teachers who were supportive and the percentage of teachers

who were resistant were similar, teachers generally seemed to be resistant to learner
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involvement in deciding about the frequency of homework tasks in the factors they listed

in the third part of the questionnaire. They focused on students’ unwillingness and

preferences about homework tasks. The followings are examples of their responses:

¢ Learners do not make realistic decisions because of their unwillingness to do

homework,

s Learners would prefer not to do homework if they were asked about the

frequency.

4.1.2.9. Teaching Focus

Teaching focus was another aspect of classroom instructional responsibilities addressed

in the questionnaire. Participants were asked to state their views on involving learners in

decisions on what to focus on from the textbook (Q 23), audio-visual materials (Q 24)

and realia (Q 23) given by the teacher. The results are presented in Table 4.10.

Table 4.10: Distributions of teachers’ views on reaching focus

Resistance to

Negotiation between

Strong support of

Learner Autonomny | Teachers and learners | Leamer Autonemy | Total
n % n %a i n (%
Teaching :
Aspect -1 focus 102 17 165 28 - |591 | 100
Sub-item 23. | texts 33 22 50 25 <1197 {100
audio-visua] _
Sub-item 24. | materials 30 15 56 29 _ 1197 | 100
Sub-item 25. | realias 29 15 |59 30 109 1197 [ 100

As the results indicated, 55% of the teachers who participated in the study stated that

learners should be involved in decisions on what to focus on from the fexts given by the
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teacher. On the other hand, 28% of them stated that learners should be partly involved,
whereas 17% admitted that learners should not be involved.

Teachers who were supportive to learner involvement in decisions on what to focus on
from the fexts given by the teacher, concentrated on students’ awareness of their own

learning process. In affirming that:

» Students should decide about what they want to learn. This helps them to be
aware of their awn purposes. In this way, they can answer to the question why
they are learning a foreign language.

o Imvolving learners in decisions on teaching makes them feel that they have a
right fo influence decisions related to their own learning process

o When learners are given an opportunity to decide what to focus on in materials

given by the teacher, they feel they can direct their own learning process

The findings for the sub-item fexts indicated that 53% of the teachers supported learner
involvement in decisions on what to focus on fiom the textbook given by the teacher.
25% of the teachers were open to negotiation and collaboration with students. However,

22% were resistant to learner involvement.

For the second sub-item audio-visual materials, 56% of the teachers supported learner
involvement in decisions on what to focus on from the audio-visual materials given by
the teacher. 29% stated learners should be partly involved, whereas 15% showed

resistance to learner involvement,

For the last sub-item realia, 55% of the teachers supported learner involvement in
decisions on what to focus on from the realia given by the teacher. While 30% were

open to negotiation and collaboration, 15% were resistant to learner involvement.
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4.1.2.10. Formulating Their Own Explanations

Another aspect of classroom instructional responsibilities addressed in the questionnaire
was learners’ formulating their own explanations. Participants were asked to state their
views on encouraging learners fo formulate their own explanations (Q 26). The resulis

are presented in Table 4.11.

Table 4.11: Distributions of teachers’ views on formulating their own explanations

Resistance to Negotiation between | Strong support of

Learner Autonomy | Teachers and learners | Learner Autonomy | Total

n S n % n % n |%

Formulating
Aspect-J | their own

Item-36 |explanations |6 3 20 10 1197|100

The findings indicated that 87% of the teachers supported learner encouragement to
Jormulate their own explanations. On the other hand, 10% participated in the study were
open to negotiation for encouraging learners to formulate their own explanations. The
percentage of the teachers who showed resistance to Learner Autonomy in encouraging

learners fo formulate their own explanations is only 3.

Teachers who supported promotion of learner autonomy by encouraging learners to
Jormulate their own explanations focused on students’ awareness and contributions in

classroom tasks. The following responses echo the same sentiments:

»  Students should retell or formulate the purpose of the class activities

» Students’ formulating their own explanations for classroom tasks helps them to
be aware of the subject they will learn.

o Learners can undersiand and feel the purpose of classroom tasks when they

Jormulate their own explanations.
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e Learners’ involvement result in variety in classroom tasks because learners are
maore effective on decisions related to their own needs and interesis.
o Learners can easily follow and control their own process when they are

encouraged and involved in formulating their own explanations
4.1.2.11. Finding Their Own Learning Strategies
Finding their own learning strategies was another classroom instructional responsibility
addressed in the questionnaire. Participants were asked to state their views on
encouraging learners to find their own learning strategies (O 27). Table 4.12 presents

the results of the eleventh aspect in the questionnaire.

Table 4.12: Distributions of teachers’ overall views on finding their own learning

strategies
Resistance to Negotiation between | Strong support of
Learner Autonomy | Teachers and learners | Learner Autonomy | Total
n % n Ya n % n %
Finding their
Aspect- K | own leamning
Item - 27  |strategies 6 3 28 15 (197 | 100

The findings indicated that 82% of the teachers supported learner encouragement to find
their own learning strategies. While the percentage of the teachers who supported
learner involvement in encouragement to find their own learning sirategies is 82%, 15%
were open to negotiation for encouraging learners to find their own learning strategies.
The percentage of the teachers who showed resistance to Learner Autonomy in

encouraging learners to find their own learning strategies is only 3.

Teachers who were supportive to learner encouragement to find their own learning
strategies focused on students’ awareness and controlling their own learning process.

As such:



e Students should plan their own learning process

e Students should be guided to find out their learning strategies

e Students should be directed in their learning process

o Students should be encouraged to learn by themselves

» Encouraging learners to find their own learning strategies helps learners to find
out the best learning strategies

» Finding out their own learning strategies gives learners responsibility for their
own learning

® Learners can easily follow and control their own process when they are
encouraged to find out their own learning strategies

» Encouraging learners to find out their own learning strategies helps learners to

be aware of their contributions to their own learning process

4.1.2.12. Self-assessment

Self-assessment was the last aspect of classroom instructional responsibilities addressed
in the questionnaire. Participants were asked to state their views on encouraging
learners fo assess themselves once a week in addition to the exams in class (O 28), to
assess themselves once a month in addition to the exams in class (Q 29), to assess
themselves once a term in addition to the exams in class (Q 30) and to assess
themselves once a year in addition to the exams in class (Q 31). The results are

presented in Table.4.13.
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Table 4.13: Distributions of teachers’ views on self-assessment

Resistance to Negotiation between | Strong support of
Leamer Autonomy | Teachers and learners | Learner Autonomy Taotal
n Yo n “ |n % n %
Self-
Aspect-L assessment |23 3 139 18 788 {100
Once a .
Sub-item 28. | week 4 2 36 18 {197 [100
Oncea : .
Sub-item 29. | month 3 2 30 15 1197 |100
Once a .
Sub-item 30. |term 10 3 34 17 1197 (100
Oncea
Sub-item 31. |year 8 4 39 20 197 | 100

As the results indicated, 79% of the teachers who participated in the study stated that
learners should be encouraged to assess themselves. 18% indicated that learners should
be partly encouraged to assess themselves, whereas only 3% displayed resistance to

learner encouragement in self-assessment.

Teachers who supported learner encouragement in self-assessment focused on students’

roles in their own learning process. Some of their responses are presented below:

o Students should fmow how and to what extent they have learnt by assessing
themselves.

s Students should have the opportunity to assess themselves

s Learners’ encouragement for self-assessment gives the chance learners to
control their own learning process

e Content of assessment should be adequate fo learmers' acquisition and
proficiency level.

o Learners should be involved in decisions on contents of the assessment, as well.
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The findings for the sub-category weekly indicated that 80% of the teachers supported
learner encouragement to assess themselves once a week in addition to exams in class.
18% were open to negotiation and collaboration with students, whereas only 2%

showed resistance to learner encouragement for self-assessment.

83% of the teachers supported learner encouragement to assess themselves once a
month in addition to exams in class. 15% were open to negotiation and collaboration
with students. However, only 2% were resistant to learner encouragement for self-

assessment.

78% of the teachers supported learner encouragement to assess themselves once a term
in addition to exams in class. 17% were open to negotiation and collaboration with
students. On the contrary, 10% showed resistance to learner encouragement for self-

assessment.

76% of the teachers supported learner encouragement to assess themselves once a year
in addition to exams in class. 20% were open to negotiation, whereas 8% were resistant

to learner encouragement for self-assessment.

4.2. Aspects Found More Suitable for the Promotion of Learner Autonomy

The present study is based on the research conducted in 1997 by George Camilleri. The
original study, “Learner Autonomy: The Teachers’ views” researched teachers’
attitudes towards learner autonomy. The study was based on the idea that teachers may
consider some aspects of teaching and learning a foreign language to be more suitable

than others for the promotion of learner autonomy.
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4.2.1. Aspects Found More Suitable for the Promotion of Learner Autonomy in the
Present Study

The second research question of this study focused on the aspects of classroom
instructional responsibilities which were found more suitable for the promotion of
learner autonomy by English teachers working in regular state schools in Eskisehir. In
order to answer this question, the aspects were listed from the most supported one to the
least supported one. Camirelli (1997) used 40% and higher percentages as benchmark
to show the aspects of the strongest support. He also stated that a different benchmark
can be decided and used according to results at different percentages. However,
according to the results of the present study, 40% and lower percentages were used as
benchmark to show the aspects of the least support. In contrast to Camirelli (1999), 70%
and higher benchmark were used to show the aspects of the strongest support. In order
to answer the second research question of this study, teachers’ views on each aspect of
classroom instructional responsibilities were listed from the most supported ones to the

least supported ones. The results are presented in Table 4.14.
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Table 4.14: Distributions of Teachers® Views on the Aspects Found More Suitable for

the Promotion of Learner Autonomy.

Aspect Letter | Aspect Name Support of Learner Autonomy ( % )
formulating their own

J explanations
finding their own

K learning strategies

L self-assessment

E interaction pattern

B course content

C course materials

I teaching focus

F classroom management

A course objectives

H homework tasks

D course time, place and pace

G record keeping

As the results revealed, formulating their own explanations with a percentage of 87,

Jinding their own learning strategies with a percentage of 82, self-assessment with a

percentage of 79 and inferaction pattern with a percentage of 78 were the most

supported aspects of classroom instructional responsibilities. This suggests that teachers

gave the strongest support to the promotion of learner autonomy in these areas.

On the other hand, teachers did not support the promotion of learner autonomy in the

aspects course content and course materials as they did in the previous ones. As the

results revealed, they were supportive to the promotion of learner autonomy in course

content with a percentage of 67 and in course materials with a percentage of 61. As

such, it could be easily argued that teachers were open to negotiation with students for
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the promotion of learner autonomy in these aspects. Namely, teachers were keen

supporters to learner autonomy in these aspects.

The results also revealed that teachers were less supportive to the promotion of learner
autonomy in the aspects feaching focus, classroom management and course objectives
than they were in the aspects course content and course materials. Teachers supported
the promotion of learner autonomy in the aspect of teaching focus with a percentage of
55, in the aspect classroom management with a percentage of 53 and in the aspect
course objectives with a percentage of 50. This also suggests that although teachers
seemed to be supportive to learner autonomy in these aspects, the results could be
interpreted in such a way that teachers were open to negotiation with students for the
promotion of learner autonomy. Namely, teachers were slightly less supportive to

learner autonomy in these aspects.

Finally, the results for the aspects homework tasks with a percentage of 40, course time,
place and pace with a percentage of 40 and record keeping with a percentage of 38
revealed that teachers gave the least support to the promotion of learner autonomy. In
these areas, this suggests that teachers were almost resistant to learner involvement in

decisions related to these aspects.

4.3. Discussion of the Results

4.3.1. Discussion of the Results of English Teachers’ Views on Learner Autonomy

The purpose of the study was to investigate English teachers’ views on Learner
Autonomy in primary and secondary state schools in Eskisehir, To answer to the first
research question of the study, firstly, an attempt was undertaking to find out teachers’
overall views on Learner Autonomy. The quantitative data were also analyzed in terms
of different aspects of classroom instructional responsibilities to answer the first

research question.
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4.3.1.1. Discussion of the Results of English Teachers’ Overall Views on Learner

Autonomy

The findings clearly revealed that 58% of the teachers who participated in the study had
supportive views on promoting Leamer Autonomy in their classrooms. Indeed, these
teachers stated that learner autonomy should be promoted in their classrooms, As can be
detected from the respondents views stated in the third part of the questionnaire,
teachers who were supportive to learner autonomy underlined that “Learner autonomy
is important and effective for life-long learning, because it will enable learners to be
successful not only in an English course but also in life.” Learners who possess
autonomy can take responsibility for their own learning and can go on learning outside
the classroom (Ellis and Sinclair, 1989, cited in Esch, 1997). Teachers also conceded
that “Learner aufonomy necessitates that by involving learners in lessons, this does not
only increases their interests, self-confidence and success but also contributes to
learners’ psychological development and makes them conscious, knowledgeable and
researchers. That is why learners should control their own learning process”. It
appears that learners are accepted as being the focus of the learning process and Learner
Autonomy is acknowledged to be an effective way to lead to successful language
learners. These findings and attitudes stated by the teachers run parallel with the belief
that autonomy leads students to take control over their learning process and then be
more successful (Dickinson, 1995; Cotteral, 2000; Littlewood, 1999). Hopefully,
teachers’ support to Learner Autonomy in their classroom will result in autonomous

language learners.

On the other hand, the findings revealed that 26% of the teachers viewed that there
should be negotiation and collaboration with students for the promotion of Learner
Autonomy in their classrooms. At this point it can be argued that teachers had a positive
view towards Learner Autonomy. It seems that teachers focus on students’ profiles in
their classroom through negotiation and collaboration with students. There might be
different factors affecting their views. For instance, students at times are not fully aware
about the competence of language learning. Another factor might be students’

individual differences. In fact teachers conceded that students’ feedback, earlier
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experiences in lesson, prejudices about lessons, expeclations of the lessons, inferests,
level of perception and participation should be taken into consideration. Ideally

negotiation and collaboration will also promote Learner Autonomy in classroom.

The findings also indicated that 16% of teachers were resistant to Learner Autonomy.
Notably, these teachers stated that learners should not be involved in promoting learner
autonomy. This negative attitude might be consequence of different factors, one of
which might be the teachers’ pefspective of the Turkish education system which is not
well suited for the development of Learner Autonomy. It also seems that teachers some
concerns about cultural factors. However, Learner Autonomy can be promoted in the

classroom thanks to some administrative changes such as curriculum development.

4.3.1.2. Discussion of the Results of Teachers’ Views on Learner Autonomy Based

on Different Aspects of Classroom Instructional Responsibilities
4.3.1.2.1. Discussion of the Results of Course Objectives

The findings revealed that half of the teachers who participated in the study had a
supportive view to learner involvement in decisions related to course objectives.
However, 31% believed that there should be negotiation and collaboration with
students, whereas 19% had a resistant view to learner involvement in decisions on
course objectives. The findings and teachers’ reasons for their supportive views for
course objectives might be considered as an indication of teachers’ concerns about the
students’ language awareness, interests and motivation. Teachers did affirm that by
involving learners in setting course objectives raise awareness, increase interest and
motivation in the learners. Moreover, the findings and teachers® views about the level of
negotiation and collaboration with students in setting couwrse objectives might be
thought as an indication of teachers’ concerns about students’ capacity in setting long
term and short term objectives of a course. Teachers did underline that setting
objectives requires professionalism. However, students do not possess this

professionalism to be fully involved. Therefore, students need guidance of teachers



90

about establishing course objectives. In addition, students should be provided with the
light conditions and be fostered to participate in the decision-making process of
establishing goals in collaboration with teachers (Benson, 2001; Cotteral, 2000; Nunan,
1997). The findings and reasons for teachers’ resistant to learner involving in setting
course objectives might also be a consequence of the education system, as in the
Turkish education system, the course objectives are set by the Ministry of Education.
However, it would be sensible to take into consideration the students’ needs, interests,
proficiency levels which will hopefully promote and complement learner autonomy
when planning long term and short term objectives of a course, Although the course
objectives, especially long term objectives, are pre-decided by the national education
ministry, teachers should adapt the course objectives to tie in with their students’

profiles.

4.3.1.2.2. Discussion of the Results of Course Content

The findings clearly indicated that 67% of the teachers who participated in the study
had a supportive view to learner involvement in decisions related to the course content.
On the other hand, 23% believed that students should be partly involved in decisions on
the course content, whereas 10% showed resistance to learner involvement in decisions
on course content. These findings and the teachers’ supportive views for course content
might be considered as an indication of the teachers’ desire to increase students’
motivation. Learners’ motivation increases when students are involved in deciding
about the topics or tasks. This could be done by eliciting their interests and needs,
expectations and by not forgetting to keep their ages, feedbacks, language proficiency
levels and willingness in mind. Learners’ involvement in deciding about the course
content helps them develop self-expression and self-development, as well (Littlejohn,
1997). In addition, students should be provided with a desirable framework to be able to
participate in decision-making process of establishing goals in collaboration with
teachers (Benson, 2001; Cotteral, 2000; Nunan, 1997). On the other hand, teachers’
resistant views to learners’ involvement in decisions related to course content might be
a consequence of teachers’ authoritative approach to teaching and students’ limitations,

Teachers affirmed that deciding on fopics or tasks is solely the teachers’ responsibility.
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It can be easily argued that students are not skillful enough and do not have enough
knowledge to decide on the course content. In terms of the sub-items of this aspect,
55% of the teachers supported learner involvement in decision about topics while 79%
supported learner involvement in decisions about fasks. The teachers’ weakening views
to promotion of learmer autonomy in deciding the fopics might be linked to
misinterpretation of the term “topic”. However, 24% of the teachers held more
supportive views to learner involvement in decisions about fasks. This might be the case
that students may have more interesting and challenging ideas about the tasks. It also
seems to be the case that students desire to be given a chance to express their ideas
about the tasks because they are the ones who will perform them. Naturally, learners
can be more creative if they are given a chance to decide on the learning tasks.
Consequently, learner involvement in decisions about course content helps learners
develop their potential self-expression, self-development and development of learner
autonomy (Littlejohn, 1997). Hopefully, teachers can promote learner autonomy by
taking students’ needs and interests as the underlying factors.

4.3.1.2.3. Discussion of the Results of Course Material

The findings revealed that 61% of the teachers who participated in the study had a
supportive view to learner involvement in decisions related to the course materials,
However, 25% believed that there should be negotiation and collaboration with
students, whereas 14% had a resistant view to learner involvement in decisions on
course materials. The findings and teachers’ views for couwrse materials might be
considered as an indication of teachers’ concerns about the students’ interests and
motivation. As teachers stated, involving learners in selecting course materials
increases interest and motivation in learners. On the other hand, the findings and
reasons stated by teachers for their views at the level of negotiation and collaboration
with students in selecting course materials might be thought as an indication of
teachers’ concerns about students’ capacity and professionalism. Thus, students need
guidance of teachers on selecting cowrse materials. The findings and reasons for
teachers’ resistant to learners’ involvement in selecting the course materials might be

considered as an indication of teachers’ concerns about students® capacity. For the sub-
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items course books, audio-visual materials and realia, teachers furnished the most
support to realia whereas they less enthusiastic about books. For their less supportive
view for course books, it may be the case that teachers had some concerns about
students’ capacity. That is to say, learners may make incorrect decisions about selecting
course books since they are not knowledgeable enough to choose a course book. Also,
this result might also be a consequence of the education system. In the Turkish
education system, the course books are chosen and sent to the schools by the Ministry
of Education; therefore, learners may only be involved in selecting realia and audio-
visual materials because learners may bring or prepare their own materials.
Consequently, it can be said that teachers’ supportive views at 61% percentage rate also
support the ideas suggested in the literature. In fact, students should be given freedom
for choosing materials to foster learner autonomy (Fenner and Newby, 2000). I is also
suggested that learners can be given a sense of ownership and control over their
learning by being encouraged to bring their own authentic materials into the classroom
(Nunan, 1999). As a result, it is to be hoped that promotion of learner autonomy will be
supported by teachers in their classrooms by guiding the students in selecting materials

appropriate to their interests and needs.
4.3.1.2.4. Discussion of the Results of Course Time, Place and Pace

The findings clearly revealed that 40% of the teachers who participated in the study had
a supportive view to learner involvement in deciding about the course time, place and
paces. 31% were open to negotiation and collaboration with learners in this aspect,
whereas 29% were resistant to learner involvement. The findings and teachers’ reasons
for their views at the level of negotiation and collaboration might be considered as an
indication of teachers’ concerns about the students’ rights and responsibilities. As
teachers early stated, involving learners in deciding on course time, place and pace
would raise awareness in the learners about their rights and responsibilities in their own
learning process. Another reason can be that teachers might be considered as an
indication of teachers® concerns about the students’® needs. When learners decide on the
pace of the course, they may perceive the tasks better. On the other hand, the findings

and reasons for teachers’ resistant to learner involvement in deciding on course time,
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place and pace might be a consequence of schools administration, schools environment
and students’ individual differences in the education system. In the Turkish education
system, as teachers had stated, the course time and place are pre-decided by the school
administrations. It also seems that it is not an easy task to ask students’ ideas regarding
course time and place in crowded classrooms because of students’ individual
differences. Hence, it would be difficult to find an ideal time and piace to all students to
agree. However, for the sub-item course pace, 49% of the teachers supported learner
involvement. As they stated, the pace of the course should be decided by learners
because teaching learners is important not teaching the objectives. Consequently, it can
be said that teachers were more supportive for the classroom instructional
responsibilities where they have more initiatives. However, it would be ideal way to
provide learners with opportunities for deciding on course time, place and pace which
would increase their responsibility in the learning process (Benson, 2001; Dam, 1995;
Nunan, 1997). Hopefuily, teachers will promote learner autonomy in their classrooms
where teachers have more initiatives. In addition, another viable option could be the
administration providing teachers with opportunities for promoting learner autonomy in

the time and place of a course.

4.3.1.2.5. Discussion of the Results of Interaction Pattern

The findings clearly revealed that 78% of the teachers who participated in the study had
a supportive view to learner involvement in deciding on the interaction pattern. 20%
were open to negotiation and collaboration with learners in this aspect, whereas only
2% were resistant to learner involvement. These opinions might be an indication of the
teachers’ concerns about the students’ differences. Learners are more motivated when
they themselves decide to work individually, in pairs or in groups. It is crucial to
provide learners with pair or group work rather than individual work to encourage
interaction and interdependence to promote learner autonomy (Benson, 2001; Nunan,
1999; Dam, 1995). It can be concluded from the findings that teachers are more
supportive to the promotion of learner autonomy when teachers have more initiatives to
decide on inferaction pattern. This might be the reason why the percentage of the

teachers who were resistant to learner involvement in this aspect scored a low rate.
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Consequently, it is to be hoped that the interaction pattern will be a more effective
classroom instructional responsibility where learner autonomy will be better promoted.
Furthermore, by promoting learner autonomy in interaction pattern will lead to learner

autonomy in other classroom instructional responsibilities.

4.3.1.2.6. Discussion of the Results of Classroom Management

The findings clearly revealed that almost half of the teachers who participated in the
study had a supportive view to learner involvement in decisions related to classroom
management. 29% were open to negotiation and collaboration with learners in this
aspect, whereas 18% were resistant to learner involvement. For the sub-categories,
almost half of the teachers were supportive. The findings and teachers’ reasons for their
supportive views might be considered as an indication of teachers’ concerns about the
students’ differences in their height, gender, levels of proficiency and friendship in
decisions on the position of the desks and seating of students. As teachers stated,
learners feel more comfortable when they themselves decide the position of the desks
and seating arrangement. Additionally, teachers’ support in learners’ involvement in
decisions on discipline matters might be considered as a result of responsibilities. As
teachers indicated, learners feel more responsible and follow the rules when they
themselves make decisions on the discipline matters in class. At this stage, teachers held
the same views about discipline matters as Voller (1997). Learners should be involved
in the establishment of rules to help them develop responsibility to cope with
disciplinary matters (Voller, 1997). On the other hand, 24% of the teachers were
resistant to learner involvement in decisions on discipline matters might be a
consequence of the education system. In the Turkish education system, discipline
matters are generally pre-decided by the administrations. Therefore, as teachers stated,
learners have nothing to do with discipline matters. Consequently, it is to be hoped that
learners will be provided wit opportunities to authorize their self-discipline for the

promotion of learner autonomy.
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4.3.1.2.7. Discussion of the Results of Record Keeping

The findings revealed that 38% of the teachers who participated in the study supported
learner involvement in deciding on record keeping, whereas 38% resisted learner
involvement. The teachers stated that record keeping is the teachers’ duty. Additionally,
teachers were resistant to learner involvement in decisions related to the sub-items
record keeping of marks gained and attendance with a percentage of 44 and 54. The
findings and reasons underlined by teachers for record keeping of marks gained and
attendance might be the consequence of schools administration. The reason revealed
from the factors they listed in the third section is that record-keeping is carried out
according to school regulations. There are predefined rules about record-keeping. These
written guidelines do not allow learner involvement. According to the administrations,
keeping records of marks gained and attendance is teachers’ duty. Therefore, involving
learners in decisions on record-keeping; particularly, keeping records of mark-gained
and aftendance is not worth pursuing. That is why participants resisted learner
involvement in decisions about record keeping of marks gained and attendance. On the
other hand, 59% of the teachers had a supportive view for the learner involvement in
record keeping of work done. The findings might be considered as an indication of
teachers’ concerns about the students’ taking responsibilities in decisions about record
keeping of work done. There might be different reasons for their more supportive views
on learner involvement in decisions of keeping records of work done. One reason might
be that the school administration does not require handling every work done by
students. That is, there s no rule stated by school management about record keeping of
work done. Therefore, learners could be involved in record keeping of work done.
Learners shoulder more responsibility when they are involved in decisions about record
keeping of work done. In terms of their supportive view for learner involvement in
record keeping of works dome, teachers share the same idea as suggested in the
literature. For example, Benson (2001) admits that learners should be given a chance to
keep records of their own progress to gain responsibility for their own progress.
Furthermore, Ozdere (2005) also states that fostering learners to keep their own records

develops their responsibility. As a result, hopefully, teachers will involve learners in
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record keeping and help them develop a degree of responsibility for their own learning

progress.

4.3.1.2.8. Discussion of the Resulis of Homework Tasks

The findings clearly revealed that 40% of the teachers who participated in the study had
a supportive view to learner involvement in decisions about homework tasks. 37% were
open to negotiation and collaboration with learners in this aspect, whereas 23% were
resistant to learner involvement. The findings and teachers’ reasons for their supportive
views might be considered as an indication of teachers’ concerns about the importance
of homework in language learning. As teachers stated, homework is very important in
language learning and learners should be made aware of its importance. However,
teachers” views at the level negotiation might be linked to the students’ needs, interests
and previous experiences. Homework relevant to learners’ interests is more beneficial
and motivating. On the other hand, the findings and reasons for teachers’ resistant to
learner involvement in deciding homework tasks might be considered as the teachers’
concerns about students’ perceptions of homework tasks. In the teachers’ views,
students are unwilling to do homework. In terms of the sub-items, teachers supported
learner involvement in decisions on fype of homework tasks with 47% percentage. This
might be the case that, as teachers stated, learners prefer doing homework relevant to
their own needs and interests. It might also be the case that involving learners in
decisions on the type of homework increases their motivation and effectiveness of
homework in the learning process. As a result, hopefully, learner autonomy will be
promoted by involving learners in deciding homework tasks which also provides
learners wit a choice of different approaches and understanding for the development of

learner autonomy (Fenner and Newby, 2000).
4.3.1.2.9. Discussion of the Results of Teaching Focus
The findings clearly revealed that 55% of the teachers who participated in the study had

a supportive view to learner involvement in decisions related to feaching focus. 28%

were open to negotiation and collaboration with learners in this aspect, whereas 17%
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were resistant to learner involvement. The findings and teachers® reasons for their
supportive view might be considered as an indication of teachers’ concerns about the
students® awareness of their own learning process. As the data revealed, involving
learners in deciding what to focus on in materials given by the teacher helps students be
aware of their own purposes. Furthermore, feel that they have a say to make decisions
related to their own learning process. Besides, students can feel that they can direct their
own learning process. For the sub-items what fo focus on from the texts, audio-visual
materials and realia, almost half of the teachers had a supportive to learner
involvement. The findings and the reasons stated by teachers for their supportive views
might also be considered as an indication of teachers’ concerns about the students’
rights, preferences, needs and interests in their own learning., This consideration ties
with the ideas suggested by different research. Learners should be encouraged to
criticize the materials and state their opinions to modify those materials for their own
needs and interests. Learner encouragement in this way would increase awareness,
critical thinking abilities and development of learner autonomy {Fenner and Newby,
2000; Benson, 2001; Dam, 1995). Consequently, it is to be hoped that learner
involvement in decisions related to the feaching focus will not only increase students’
awareness about what will be learned but also foster the development of learner
autonomy since the students will be able to criticize the materials themselves by the

guidance of teachers.

4.3.1.2.10. Discussion of the Results of Formulating Their Own Explanations

The findings clearly revealed that 87% of the teachers who participated in the study had
a supportive view to learner encouragement to formulate their own explanations. Their
supportive view might be considered as an indication of teachers’ concerns about the
students’ awareness and motivation. As teachers stated, learners can understand and
feel the purpose of classroom tasks when they formulate their own explanations.
Encouraging learners to formulate their own explanations for classroom tasks increases
their awareness and this helps them to be motivated and successful in the classroom
tasks. Additionally, as teachers pinpointed, learners can bring variety in classroom

tasks because learners are more effective on decisions related to their own needs and
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interests. Moreover, learners can easily follow and control their own process when they
are encouraged to formulate their own explanations. Teachers’ supportive views
complement the ideas suggested by some researches. Learners will have effective roles
in directing their own learning process when they are provided with an opportunity to
state their pinions on classroom tasks (Healey, 2002; Littlewood, 1999). Therefore, it
would make sense if teachers encourage learners to formulate their own explanations

about the classroom tasks and by doing so learner autonomy will be advanced.
4.3.1.2.11. Discussion of the Results of Finding out Their Own Learning Strategies

The findings clearly revealed that 82% of the teachers who participated in the study
were supportive to learner encouragement to find out their own learning strategies.
Their supportive view might be considered as an indication of teachers’ concerns about
the students’ individual differences, awareness and responsibilities, As teachers stated,
students need to be taught how to learn as Cohen (1998) suggests learners need to be
provided with explicit training on how to apply language learning strategies. Teachers
also indicated that learners need to be encouraged to find their own learning strategies
which help learners to find out the best learning strategies for themselves. Encouraging
learners to find out their own learning strategies helps learners io be aware of their
contributions to their own learning process. The teachers’ justifications tie with the
opinions stated by some researchers, as well. As a specific case, Wenden (1987, cited in
Ozdere, 2005) underlines that learning strategies may help learners in planning the
content of their own learning, in determining the methods and techniques to be used and
in self-evaluating the learning process and learning experiences. Another reason for
teachers’ supportive view to learner encouragement to find out their own learning
strategies might give learners responsibility for their own learning. Consequently,
teachers can promote learner autonomy in their classrooms by encouraging learners to

find out their own learning strategies.
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4,3.1.2.12. Discussion of the Results of Self-assessment

The findings clearly revealed that 79% of the teachers who participated in the study
were supportive to learner encouragement for self-assessment. Their supportive view
might be considered as an indication of teachers’ concerns about the students’ students’
roles and responsibilities in their own learning, As teachers stated, students should kmow
how and to what extent they have learnt by assessing themselves. It can be argued that
learners’ encouragement for self-assessment gives chance learners to control their own
learning process. Teachers’ supportive view to learner involvement in self-assessment
extends on the ideas in the literature. It is stated that self~assessment is important and
has various positive effects on learners in promoting learner autonomy (Benson, 2001;
Dam, 1995; Nunan, 1999). Furthermore, involving learners in assessment is bound to
enhance learning (Blue, 1988, p: 101). Teachers also underlined some suggestions for
self-assessment. They conceded that confert of assessment should be appropriate to
learners’ acquisition and proficiency level; therefore, learners should be involved in
decisions on contents of the assessment. Consequently, teachers can indeed promote
learner autonomy in their classrooms by providing rocom for learners to asses

themselves.

4.3.2. The Discussion of the Results of Aspects Found More Suitable for the

Promotion of Learner Autonemy in the Present Study

The results of the present study were compared with the results of the studies by Ozdere
(2005) and Durmug (2006) and Camirelli’s (1997). Studies by Ozdere’s and Durmus’
were also based on Camirelli’s study. The data of the previous studies was reformed to
fit the presentation style of the present study. The results are presented in Table 4.15.
The similar distributions are displayed in bold in the table.



100

Table 4.15: Distributions of Teachers’ Views on the Aspects Found More Suitable for

the Promotion of Learner Auionomy in Present and Previous Studies

PRESENT | DURMUS’ | OZDERE'’S | CAMIRELLI’S
Aspect | Aspect Name STUDY STUDY STUDY STUDY
Letter (2007) (2006) (2005) (1997)

% % % %o

formulating their
J own explanations

finding their own
K learning strategies

L self-assessment
E interaction pattern
B course content

C course materials

I teaching focus

classroom
F management
A course objectives 68 38
H homewark tasks i 53
course time, place
D and pace 52
G record keeping 60

4.3.2.1. Formulating their own explanations

As the results indicated in Table 4.15, formulating their own explanations was also
strongly supported in Ozdere and Camirelli, whereas teachers were less supportive to

learner autonomy in this aspect in Durmus. As Camirelli (1997) points out, it might
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indicate that teachers are willing to bring learner autonomy into their classrooms and
they acknowledge that learners should be encouraged and provided with conditions to
be aware of what goes on in their own learning process. Although the percentage of
teachers who supported learner encouragement to formulate their own explanations is
less than the percentages of teachers in the mentioned studies, they also supported
learner encouragement. As Durmug (2006, p: 103) states, teachers’ believes might have

resulted from the the benefits of explanations of the learners’ for the classroom tasks.

4.3.2.2. Finding their own learning strategies

The position of finding their own learning strategies was strongly supported in Durmus,
Ozdere and Camirelli. It might also be considered as an indication of teachers’ willing
to introduce learner choice on learning strategies into classroom (Ozdere, 2005, p: 79).
Furthermore, 1t might be the case that teachers are willing to encourage learners to find
and develop their own learning styles (Camirelli, 1999). On the other hand, there were
also teachers who were resistant. Their resistant might be tied to the teachers’ concern
about learners’ need of professional support to find out their own learning strategies
(Durmus, 2006). Teachers in the present study also focused on students’ need for
guidance to find out their own learning strategies. As such, students should be guided to

Jind out their learning strategies.

4.3.2.3. Self-assessment

When it comes to self-assessment, participating teachers in the present study and Ozdere
indicated that learners should be encouraged for self-assessment with the percentages of
79 and 72. In contrast, participating teachers in Durmus and Camirelli supported learner
encouragement with percentages of 56 and 45. Although the percentages fall into
different ranks, all teachers could be said to support the promotion of learner autonomy
in this area. This might be an indication of teachers’ awareness of the importance of
self-assessment and its positive effects on learning and teaching process (Benson, 2001;
Dam, 1995; Nunan, 1999).



4.3.2.4. Interaction pattern

The aspect of interaction pattern was strongly supported with apercentage of 78 in the
present study, whereas teachers gave less support to the promotion of learner autonomy
in this aspect with a percentage of 62 in Ozdere. On the other hand, in Durmus and in
Camirelli, this aspect was much less supported by the teachers participated in the
studies with percentages of 39 and 40. Teachers in the present study focused on
students” individual differences and stated that there are individual differences between
learners, so they should be given the right to decide on interaction patterns. Teachers in
Ozdere’s study focused on students’ needs while stating their views on learner
involvement in decisions related to inferaction pattern. They stated that there were
working on curriculum developments and they would consider the students’ needs while
making some renewals in the curriculum. Therefore, their supportive view with
apercentage of 62 could be interpreted as negotiation between teachers and leamners
(Ozdere, 2005, p: 110). Teachers in Camirelli’s study stated that interaction pattern can
vary from class to class; however, it is the teacher who decides about his approach in
interaction patterns (Camirelli, 1999, p: 30). Teachers in Durmus® (2006, p: 81). study
stated that learners are given limited control of activities they practice However,
interaction patterns, especially pair and group work are necessary to encourage
interaction and interdependence in learners to foster learner autonomy (Dam, 1995;

Nunan, 1999; Benson, 2001).
4.3.2.5. Course content

In course content, teachers in the present study and teachers in Ozdere’s study provided
support with the percentages of 67 and 60. Conversely, teachers in Durmus’ study and
teachers in Camirelli’s study were not as supportive as teachers in the previous two
studies. Involvement in decisions on course content received percentages of 48 and 40.
Although no explicit statements about teachers’ views in Camirelli’s study are apparent,
teachers in the present study focused on learners’ needs, interests and level of
proficiency. This could be the result of the teachers’ concern about students’
motivation. Likewise, the result in Ozdere’s (2005) study might be due to the fact that
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teachers take students’ needs into consideration as they noticed students’ needs by
means of need analysis for the curriculum development. Teachers in Durmus’ (2006)
study also focused on students’ opinions. They stated that learners should be provided
with an opportunity to express their ideas about the course content since they will do the

tasks and deal with the topics.

4.3.2.6. Course materials

For the course materials, teachers in the mentioned studies did not support learner
involvement in the same way that teachers did in the present study. In the mentioned
studies, it was stated that teachers were supportive to learner involvement in selecting
audio-visual materials and realia, whereas they were not as much supportive to learner
involvement in selecting course books as they were for the other two course materials.
Similarly, teachers in the present study were not as much supportive as they were for
both audio-visual materials and realia. This might be an indication of teachers’
concerns about school administrations and students’ incapability. As Ozdere (2005, p:
80) confessed, selecting a course book is based on traditional domains of the school
system and it is an aspect which is dictated by forces the outside classroom. Therefore,
selecting a course book is beyond the domain of teachers or learners. Additionally,
teachers’ less supportive views to learner involvement might be considered as an
indication of the fact that teachers work in a school system which makes them incapable
of initiating any changes in this aspect of classroom instruction. As Camirelli (1999)
observes this is very much the case in centralized education systems, where, for
example, texts are prescribed by the central authority and in schools where the
availability of space and resources is extremely limited. These reasons are also possible
factors affecting teachers’ views in the present study. Although there is a tightly knit
system in which teaching and learning takes place, hopefully, there will be room for
change and flexibility for the promotion of learner autonomy in terms of cowrse
materials (Qzdere, 2006). Especially, teachers’ and learners’ images should be

reminded when it comes to selection of course book (McGrath, 2006).
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4.3.2.7. Teaching focus

As the results tied with the aspect teaching focus revealed teachers in the present study
were as much supportive as teachers in Ozdere’s study. Conversely, teachers in
Durmug’® study and in Camirelli’ study were less supportive to learner involvement in
decisions related to feaching focus than teachers in the former. For the results of
teachers’ more supportive views on learner involvement in deciding on teaching focus
in the present study and Ozdere’s study, both seem to underline teachers’ concerns
about students’ awareness of what is to be focused on. As teachers participating in
present study stated, involving students in decisions on what is to be learned raises their
awareness of their purposes. Similarly, encouraging learners is also suggested to be
crucial in increasing awareness in promoting learner autonomy (Fenner and Newby,
2000; Benson, 2001; Dam, 1995). Additionally, it was also agreed by teachers
participating in the present study that this awareness helps students to answer the
question why they are learning a foreign language. On the contrary, for the resultszof
teachers’ less supportive views on learner involvement in deciding on teaching focus in
Durmus’ and Camirelli’s studies, this might be considered in the light of teachers’
concerns about teachers’ authority and students’® incapability. As Durmug (2006,p:101)
stated, it might be the case that teachers believed of the importance of professional
knowledge on deciding what is to be focused on in the materials given by the teachers.
In addition, teachers might have thought that students are incapable of giving
explanation related to materials in terms of what is to be focused on. Nevertheless, it is
to be hoped that there will be room for raising awareness in learners about what is to be
focused on in materials which also increase motivation, and consequently sees a

development of learner autonomy.
4.3.2.8. Classroom management

For classroom management, the results indicated that teachers in Ozdere’s study were
more supportive with a percentage of 60 than teachers in present study with a
percentage of 53. In contrast, teachers in Durmus’ and Camirelli’s studies were less

supportive with percentages of 48 and 46 than teachers in present study. Although the
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percentages of teachers’ views in four different studies seem to be similar, the reasons
they stated indicated that teachers were not as much supportive as they were to learner
involvement in decisions on discipline matters. Therefore, the results in the four studies
revealed that teachers were open to negotiation rather than being strongly supportive.
As teachers participating in present study stated, their answers might be considered as
an indication of their concern about more comfortable learning environment and
students’ individual differences for learner involvement in deciding on the position of
desks and seafing of students. Similarly, Durmus (2006) points out that teachers might
have been more aware of a further humanistic and learner-centered classroom
environment. On the contrary, teachers did not appear to be open negotiation for learner
involvement in decisions related to discipline matters. It was stated that teachers’ views
at this level of nepotiation might be a consequence of school administrations and
teachers’ authoritative roles in education system. Although teachers in the present study
seemed to be supportive, they stated that discipline matters are pre-decided by the
administrations. Likewise, teachers in Durmug’ study focused on school policies and
teacher authority. To exemplify, a teacher stated that there should be a democratic
environment but the authority must be the teacher. Ozdere (2005, p: 89) and Camirelli
(1999) also mentioned the schools administration and teacher authority. They point out
that teachers’ views might be considered as an indication of teachers’ concerns about
traditional domains of the school system and teachers’ traditional roles; namely, having
authority in classrooms. Similarly, classroom management is solely the teachers’ task.
He is the manager of his class (Camirelli, 1999, p: 31). However, it is to be hoped that
teachers will promote learner autonomy in their classrooms through negotiation with
learners about decisions on classroom management; namely, position of desk, seating of
students and discipline matters. Especially, involving learners in deciding on discipline

maiters is important since learners obey more the rules they create by themselves
(Voller, 1997).

4.3.2.9. Course objectives

The standpoint of the course objectives was more supported with percentages of 67 and

68 in Durmus’ and Ozdere’s studies, whereas it was less supported with a percentage of
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38 in Camirelli’s study. The results of teachers’ more supportive views on learner
involvement in setting of course objectives in Durmus and Ozdere might be a
consequence of the students’ profiles and types of schools. Since Durmus and Ozdere
conducted their studies at university, university teachers might have thought that these
particular groups of students were more knowledgeable about and aware of course
objectives. On the contrary, the present study was conducted with primary and
secondary school teachers. Likewise, Camirelli’ study was conducted with secondary
school teachers. Hence this could have influenced the outcome in these studies as
teachers gave less support to learner involvement in establishing course objectives.
Their answers might be considered as an indication of their students’ profiles and
educational system they were teaching in. It can be easily said that students in primary
and secondary school do not have any professionalism to decide on course objectives.
Namely, they are not mature enough to establish course objectives since they are not
aware of the syllabus and its commitment (Camirelli, 1999, p: 30). Additionally, the
schools administration might limit teachers and students contribution to course
objectives as the course objectives are pre-decided by the ministry of national education.
However, hopefully that schools administration will provide room for teachers to
establish course objectives according to their students’ profiles such as needs and levels

of proficiency.

4.3.2.10. Homework tasks

As the results tied with the homework tasks indicated, teachers in Ozdere’s study were
more supportive to learner participation in decisions on homework tasks with a
percentage of 53 than teachers in the present study. Although teachers were more
supportive with a percentage of 53, Ozdere (2005) interpreted these teachers as open to
negotiation. On the contrary, teachers in the present study plus those Durmug’ study and
Camirelli’s study were less supportive with percentages of 40, 36 and 38 respectively.
Due to their less supportive views, these teachers could be accepted as resistant to
learner involvement in decisions on homework tasks. The results of teachers’ less
supportive views to learners’ commitment might be an outcome of teachers’

preoccupations about students’ inability to make decisions on homework tasks (Durmus,
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2006,p:199). It might also be an indication of teachers’ disquiet about students’ attitudes
towards homework tasks and their interests. Consequently, it might be argued that
teachers in all four studies were open to negotiation with the learners about the gquantity,
type and frequency of homework tasks. Therefore, hopefully, teachers will provide
students an opportunity to decide on homework tasks for the promotion of learner

autonorny.

4.3.2.11. Course time, place and pace

For the standpoint of course time, place and pace, teachers in Ozdere’s study were more
supportive to learner involvement with a 52%, than teachers in the present study.
Although teachers were more supportive with the percentage of 52, Ozdere (2005)
interpreted these teachers as being resistant to the promotion of learner autonomy in this
aspect. On the other hand, teachers in the present study, Durmus’ study and Camirelli’s
study were less supportive with percentages of 40, 47 and 37. In all four studies,
although the percentages were not parallel, teachers were accepted as being resistant to
learner involvement in decisions on especially course time and place. This might be a
result of the schools administration policies. Essentially, decisions on time and place of
a course are actually pre-determined by the school system. Notably, they are dictated by
outside authorities. Therefore, teachers or learners do not have any initiative to make
any decisions related to course time and place (Ozdere, 2005; Durmus, 2006; Camirelli,
1999). Conversely, teachers in all four studies stated that learners should be partly
involved in decisions on course pace. It might be argued that teachers were concerned
about students’ needs and levels of motivation. Consequently, hopefully, teachers will
take into consideration learners’ needs to improve their motivation which is a crucial
factor leading learners to learn autonomously. Additionally, teacher are hoped to

provide learners with an opportunity to take control over learners’ own duties.

4.3.2.12. Record keeping

As the results tied with the record keeping indicated, teachers in Ozdere’s study were

more supportive to learner involvement with a percentage of 60 than teachers in the
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present study. Although teachers were more supportive with the percentage of 60,
Ozdere (2005) interpreted these teachers as resistant to the promotion of learner
autonomy in record keeping. On the other hand, teachers in the present study, Durmus’
study and Camirelli’s study were less supportive with percentages of 38, 47 and 40. In
all four studies, although the percentages did not correspond, teachers were accepted as
being resistant to learner involvement in decisions on record keeping. This might be a
consequence of the schools administration. Record keeping is carried out according to
the decisions pre-determined by school authority. That is to say that decisions related to
record keeping are dictated by outside authorities. As such, teachers or learners do not
have a say to decide on the issue of record keeping (Ozdere, 2005; Durmus, 2006;
Camirelli, 1999). On the other hand, teachers in all four studies stated that learners
should be partly involved in decisions on record keeping of work done. Tt might be
argued that teachers were concerned about students’ responsibility for following their
own work. It might also be argued that students’ involvement in record keeping of work
done would help them to reflect on their learning headway. Therefore, hopefully,
teachers will provide learners with an opportunity to take control over learners’ own

duties.
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CHAPTER 5

CONCLUSION

5.1. Summary of the Study

The purpose of this study was to research English teachers® views on learner autonomy
at primary and secondary state schools in Eskisehir’s city centre. The study aim was to
reveal different views on learner autonomy which depend on the classroom instructions
by the teachers. The aspects of classroom instructional responsibilities supported more

the promotion of learner autonomy were also discussed.

The participants of the study involved 197 English teachers working at primary and
secondary state schools in Eskigehir’s city centre. The data of the study was collected
through a learner autonomy questionnaire which was adapted from the questionnaire
developed by Camirelli (1997). Both qualitative and quantitative data were collected by
the means of the same questionnaire. To find out the views of teachers related to learner
autonomy, quantitative data were analyzed by taking into account descriptive statistics
including frequencies and percentages each question in the questionnaire. The
frequency and percentage were calculated in order to see how many of the participants
support, negotiate or resist Learner Autonomy and to find out their percentages.
Qualitative data of the study, which were the first five general important factors stated
by teachers for their answers were categorized in terms of their focus and used in the

interpretation of the quantitative data in the discussion of the results.

The results related to the first research question related to English teachers’ view on
Learner Autonomy at primary and secondary state schools in Eskisehir’ city centre
revealed that 58% of participating teachers expressed their support for learner
autonomy. On the other hand, 26% were open to negotiation with students for the
promotion of Learner Autonomy and 16% resisted the promotion of Learner Autonomy.

The result for the second research question related to the aspects of classroom
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instructional responsibilities which were found more suitable for the promotion of
learner autonomy by English teachers working in regular state schools in Eskisehir
revealed that participants showed strong support for learner autonomy in terms of
Jormulating their own explanations, finding own learning strategies, aspect self-
assessment and interaction pattern. On the other hand, participants expressed their
resistance for the promotion of learner autonomy in terms of record keeping. Indeed,
record keeping was the least supported aspect of classroom instructional

responsibilities.

5.2. Conclusion of the Study

According to the analysis of the data about teachers’ views on the promotion of learner
autonomy, it can be said that participants of the study have positive attitude towards
learner autonomy. The factors teachers listed in the third part of the questionnaire also
revealed that teachers have positive views on promoting learner autonomy. Indeed,
teachers who had supportive views on Learner Autonomy admitted that the promotion
of learner autonomy is crucial and beneficial for leading students to take over
responsibility for their own learning. That is to say that teachers aware of the fact that
learner autonomy which provides learners with awareness, motivation and skiil to
continue learning after school is a necessary application in teaching and the learning
process. Moreover, within the implementation of learner autonomy, involving learners
in the lessons not only increases their interests, self-confidence and success but also
contributes to learners’ psychological development and makes them conscious,
knowledgeable and researchers. Consequently, in general, as their own issues have

indicated, teachers seem to be strong supporters of the promotion of learner autonomy.

According to the results, the most supported aspects of classroom responsibilities reside
in formulating their own explanations, finding their own strategies, self-assessment and
interaction pattern. Two possible reasons occur from the factors stated by the teachers
when supporting the former two aspects. One of the reasons indicates teachers believe

in students’ awareness and contributions in classroom tasks when formulating their own
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explanations. Indeed, teachers expressed that learners can easily follow and control
their own learning process when they are encouraged and involved in formulating their
own explanations related to the tasks in the class. The other reason is that learners
realize the objective of tasks in class by formulating them in their own words. As it is
pointed out in the literature, encouraging leamners to formulate their own explanations
for the tasks in the class raises learners’ awareness of what is going on in their own
learning process (Benson, 2001). This encouragement also leads learners to find out
their most suitable learning strategies. Moreover, as teachers expressed, encouraging
learners to find out their own learning strategies helps learners to be aware of their
contributions to their own learning process. Thus, they are ready to take control of their
learning process (Sancar, 2001). Learners need to be consciously aware of how
language systems work and what they need for an effective learning process. Moreover,
through this awareness, learners may set up learning goals, plan and practice learning
activities, select and use appropriate learning strategies, monitor their progress, and
actively engage in the learning process (Little, 2004). To help learners to be involved in
these two aspects, they should be explicitly trained on how to apply their own language
learning strategies in order to become more successful learners. Following explicit
training on learning strategies, learners should be encouraged to find out and apply
these strategies appropriate for their learning process (Little, 1991). For the next aspect
of self- assessment, teachers stated different reasons focusing on students’ roles in their
own learning process. Therefore they should know to what extent they have learnt by
assessing themselves. There might be different underlying considerations for teachers’
positive attitude towards encouraging learners for self-assessment. Firstly, assessment is
a useful tool for teachers and learners to evaluate learners’ progress in learning (Nunan,
1999). In formal education, there are traditional types of assessments such as multiple-
choice, true-false statements and filling in blanks. In addition, the formal assessments
made in the classrooms are mark-focused; namely, teachers aim to measure students’
progress and grade them. However, it should be reminded that these assessments can
give students unnecessary anxiety and cause lack of reliability (Little, 2003; Little,
2002; Chuk, 2003). Therefore, there is a need for alternative assessment in addition to
the exams given by teachers. Alternative assessment can be more beneficial when it

comes to present more meaningful ideas about how students are approaching,



processing, and carrying out real-life like tasks in a particular field (Huerta-Marcias,
1995, cited in Ozdere, 2005). In alternative assessments, learners are also active in the
evaluation of their own progress. This will provide learners to reflect on to what extent
they could learn (Egel, 2003; Little, 2003; Benson, 2001; Dickinson, 1987).
Consequently, learners should be encouraged to self-assess themselves in addition to
being tested by teachers (McNamara & Deane 1995). As the results of the study
revealed, participating teachers believe in the effective contribution of assessment to

learners’ self reflection which proceeds with the development of learner autonomy.

For the final most supported aspect of inferaction pattern, it could be said that teachers
are concerned about individual differences of students and the importance of group and
pair work in their learning process as they stated in their explanations. As it is argued in
the literature, group or pair works not only help leamners in terms of negotiating
meaning but also having good social relationship (Nunan and Lamb, 1996; Harmer,
1598). It might be the case that teachers believe in the importance these two interaction
patterns to provide learners with a supportive classroom atmosphere, although in formal
learning environments whole class methods are common. On the other hand, the crucial
point is that such a supportive learning environment limits teachers’ authoritative roles
which reverse to that of a counselor, a facilitator, and an organization helper (Ozdere,
2005). Therefore, involving learners in decisions related to interaction patterns
contribute to the development of learner autonomy. As the results revealed,

participating teachers also supports this view.

On a different stand, participants of the study showed the least support to the aspect
record-keeping. That is, they expressed their resistance to learner involvement in
decisions related to record keeping. The reason revealed from the factors they listed in
the third section is that record-keeping is carried out according to school regulations
which do not allow space for learner involvement. However, teachers seemed to be less
resistant to record keeping of work done; namely, they were more supportive in this
aspect. The reason is that teachers do not have to handle every work done by students.
Therefore, learners could be involved in record keeping of work done. Although in the

present study record keeping of work done meant only checking whether the work is
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done or not, there are also different suggestions for involving learners in record keeping
of work done for the promotion of learner autonomy in the literature. Firstly, learners
can be encouraged to keep records concerning their learning progress by keeping
records of works completed, marks gained and attendance. Keeping records result in
reflection and thus helps learners accept responsibility for their own learning. In
addition, keeping records helps learners develop metacognitive control of the learning
process as well as raising their conscious awareness of the target language (Little, 2000;
Dam, 1995).

In addition to the most supported and most resisted aspects, teachers seem to underline
that it would be wise to negotiate between teachers and learners about the aspects of
homework task, and course time, place and pace. According to the factors they stated in
the third part, teachers believe that these two aspects are related to the learners’ needs,
interests, motivation, readiness to learn, and so forth. In addition to these, homework
tasks can prove to learners that English is not only limited to the classroom only.
Homework tasks also help learners regularly to step back from the process of learning
and reflect on how well they did (Dam, 1995; Scharle& Szabo, 2000; Benson, 2001).
Therefore, learners should be involved in decisions on homework tasks. However, since
learners are not mature enough they need teachers’ guidance in their decisions. For
instance, teachers can present a list of ideas or ask learners to list the topics they would
like to work on and subsequently ask them to choose one (Brown, 2001). That is why
these two areas require negotiation between teachers and learners. In other words,
teachers should be open to negotiation on the quantity, type and frequency of homework
tasks (Dam, 1995). On the other hand, to encourage learners to take some of the
initiatives that help them shape their own learning process, they should be considered as
equal partners and through the process of interaction they should be given a share for
determining the time, place and pace of the lesson (Dickinson, 1987).

To sum up, generally, English teachers seem to be strong supporters of learner
autonomy and seem to be psychologically ready to apply this concept resulted from the
ELP project. However, having positive attitude and being psychologically ready,

namely, being aware of the concept, might not signify that teachers know how to
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promote Learner Autonomy in their own context. Therefore, to promote learner
autonomy, the need arises for teachers to be always active in a professional
development process. This professional development equips them with new techniques,
methods or approaches to put the new developments into practice in their classrooms.
Teachers should also be prepared psychologically (Lamb, 2004). Teachers who can
develop themselves professionally can follow and implement new developments in their
own classrooms. In-service seminars could be a good opportunity to provide teachers
with methods or techniques which encourage the promotion of learner autonomy
(Lamb, 1995). That is to say that, in-service seminars would play a facilitative role in
informing teachers about learner autonomy and their role in training learners to be
autonomous. Therefore, teachers need their institutions’ help. Their views on learner
autonomy would provide guidance to their institution to prepare a teacher-training
program in this field. Teachers who are aware of what they can do to promote learner
autonomy will deliver this promoting process more successfully. However, it is not
radical to say that educational policies which affect school context in terms of
curriculum, the academic rules and evaluation systems have a very important role in
teachers’ professional developments, thus their promoting learner autonomy in

classrooms (Paiva, 2005).

Autonomy has more chances to happen if the school context offers flexible
curriculum, which offers the students the opportunity to choose what to
learn among a wide range of different courses. Autonomy is also likely to
be stimulated if evaluation system is open enough to embrace alternative
assessment as portfolios and if academic rules value individual experiences,
such as exchange programs and contact with proficient speakers in tandem

learning programs or key pal interactions({ p:23).

5.3. Implications of the Study

Teachers are accepted as the key to initiate promoting learner autonomy in the

classrooms. However, the promotion of learner autonomy depends on not only the
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teachers but also the educational policy (Paiva, 2005). Therefore, various implications
occur which are related to these elements which influence teaching and the learning

processes.

First of all, teachers need to experience autonomous learning themselves (Little, 2000).
In addition, they have to be in the process of developing themselves (Smith, 2003). To
get ready for the promotion of learner auntonomy, firstly, they need to apprehend
students reactions related to the learning process. Then, they should reflect on their
pedagogic skills and try to improve themselves. Moreover, they should always get
familiar with the new resources which are suggested by different researchers in the
literature. They also learn how to use developing technological tools for the promotion

of learner autonomy (Santos, 2002; Lamb, 2004, Little, 2002).

Educational policy should be always in an evaluation process. Firstly, the developments
and new concepts related to teaching and learning processes should be followed and
tried to be integrated into the present policy, hence the curriculum. Moreover, a need
raises to include new technologies into the curriculum and in the personal developing

cycle (Lamb, 2004; Mirici and Demirel, 2003; Victori, 2000; Grob and Wolff, 2001).

Consequently, teachers’ institutions should provide teachers with better teaching
conditions such as less crowded classes, more class hours, more teaching materials,
technological equipments. Besides, the National Education Policy should have
systematic and planned adjustments in the curricula in order to contribute to the
promotion of learner autonomy in these schools. All these implications provide
opportunities to meet the need to develop learner autonomy which could serve as a

training ground for students’® adult lives,

5.4. Suggestions for Further Studies

This study was conducted with teachers in primary and secondary state schools in

Eskisehir’ city centre and revealed their views on learner autonomy. In firther studies,
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in addition to teachers’ views, both administrators’ and students’ views on learner
autonomy can be researched. This will make a triangulation in terms of data. With the
help of this triangulation, a different view on the conditions for promotion of learner
autonomy in primary and secondary state schools can be drawn. In this way, the areas
that need special attention in the current systems caﬁ be identified. Because professional
development for administration and teachers is very important for the promotion of
learner autonomy, such research would help in understanding what kind of professional
training is necessary. In addition, action research in which teachers apply techniques

and methods to promote learner autonomy might be conducted.



117

REFERENCES

Akbag O. and Ozdemir, S. M. (2002). Avrupa Birliginde Yasam Boyu Ogrenme. Milli
Egitim Dergisi,Say1:155-156. Avaliable at http://vayim.meb.gov.tr/dergiler/155-
156/akbas.htm

Aston, G. (1993). The learner’s contribution to the self-access centre. ELT Journal.
47(3). 219-227.

Banfi, C. S. ( 2003). Portfolios: Integrating Anvanced Language, Academic and
Professional Skills. ELT Journal, Vol. 57 (1). 34-42.

Benson, P. ( 1997). The Philosopy and Politics of Learner Autonomy. In Benson, P,
and Voller, P. ( Eds). Autonomy and Independence Learning. New York:
Longman. { pp: 18-34).

Benson, P. (2000). Autonomy and Information Technology in the FEducational

Discourse of the Information Age. Paper presented at the ILEC Conference,
University of Hong Kong. Retrieved on July, 31, 2006, from
http://ec.hku.hl/macomp/Session_6/benson_2000.doc

Benson, P. (2001). Teaching and researching autonomy in language learning, London:

Longman.

Bloor, M. and Bloor, T. ( 1988). Syllabus Negotiation: The Basis of Learner Autonomy.
In Brooks, A. and Grundy, P. Individualization and autonomy in language
learning. ELT documents.131. Oxford: Modern English

Blue, G. M. ( 1988). Self-assessment: The Limits of Learner Independence. In Brooks,
A. and Grundy, P. Individualization and autonomy in language learning, ELT
documents. 131, Oxford: Modern English




118

Borg, M. (2001). Teachers’ Beliefs. ELT Journal. Vol. 55 (2).186-188.

Brajcich, J. (2000). Encouraging Learner Autonomy in Your Classes. The Language
Teacher On Line. 24 (3). Retrieved on November, 8, 2006, from
http://language.hyper.chubu.ac.ip/jalt/pub/tlit/00/mar/sh brajcich.html

Brown, H. D. (1972). Cognitive Pruning and Second Language Acquisition. The
Modern Language Journal, Vol, 56. No 4. 218-222,

Brown, I. D. (1995). The Elements of Language Curriculum: A Systematic Approach to
Program Development. Boston: Heinle and Heinle.

Brown, H. D. (2001). Teaching by principles: An interactive approach to language
pedagogy. New York: Longman.

Bunts- Anderson, K. (2003). Teachers’ Conceptions of Langnage Learning: out of

Class Interactions. Paper presented at Independent Learning Association,

Proceedings of the Independent Learning Conference 2003. Retrieved on May,
13, 2006, from www.independentlearning.org/ila03/ila03 bunts-anderson.pdf

Camileri, G. (1997). Learner Autonomy--The teachers’ views. European Centre for

Modern Languages of the Council of Erope Publishing, Retrieved on October,
25, 2005, from www.ecml.at/documents/pubCamilleriG_E.pdf

Camirelli, A. ( 1999). Learner Autonomy in Modern Language Learning: Find your

bearing and pick your way.Rowan University Centre for the Advancement of

Learning. Retrieved on September, 30, 2006, from
http://www.letmelearn.org/research/camilleri.html

Camirelli, G. (2000). Towards Learner Autonomy. Retrieved on September, 30, 2006,

from http//fwww.gozo.com./ugce/vollnoS/autonomy.htlm




119

Carver, D. and Dickonson, L. (1982). Learning to Be Self-Directed. In Geddes, M. and
Sturtridge, G. (Eds). Individualisaiton. London: Modern English.( pp:15-21).

Chan, V. (2001). Readiness for Learner Autonomy:what do our learners tell

us?.Teaching in Higher Education. Vol. 6. No. 4.

Chan, V. (2003). Autonomous Language Learning: The Teachers’ Perspectives.
Teaching in Higher Education. Vol. 8. No.1.

Chuck, J. Y. P. (2003). Promoting learner autonomy in the EFL classroom: the

Exploratory Practice way. Paper presented at Independent Learning Association,
Proceedings of the Independent Learning Conference, September, 2003 at the
University of Melbourne, Retrieved on December, 13, 2006, from
www.independentlearning.org/ila03/i1a03 chuck..pdf

Clarke, D.F. (1989). Materials adaptation: why leave it all to the teacher?. ELT Journal.
43(2). 133-141.

Colakoglu, 1. (2002). Yasam Boyu Ogrenmede Motivasyonun Onemi. Milli Egitim
Dergisi.Sav1.155-156. Avaliable at http://vayim.meb.gov.tr/dergiler/155-
156/colakoglu.htm

Cotteral, S. (1995). Developing a course strategy for learner autonomy, ELT Journal,
49(3). 219-227.

Cotteral, S. (2000). Promoting learner Autonomy through the Curriculum:principles for
Designing Language Courses. ELT Journal. 54 (2). 109-117.



120

Cotterall, S. and Crabbe, D. (2004). Learners Talking: Implications for Teacher-Led
Autonomy. Paper presented at The 4th Symposium Of The Scientific

Commission On Learner Autonomy in Language Learning, 13th Aila World

Congress of Applied Linguistics, Singapore, 16-21 December 2002, Retrieved
on September, 17, 2006, from

http://lc.ust.hk/~ailasc/symposium/realities.html#cotterall

Cresswell, A. (2000). Self-monitoring in student writing:developing learner
responsibility, ELT Journal. 235-2435.

Dam, L. (1995). Learner autonomy: From theory to classroom practice. Dublin, Ireland:
Authentik.

Demirel, O. (2003). Avrupa Birligi ve Dil Ogretimi. In Erdogan, i. (Ed). Avrupa

Birligi'ne Giris Siirecinde Tiwrk Egitim Sisteminde Yabanci Dil Egitimi ve
Kalite Arayislan Sempozyumu. Istanbul: Ozyurt Matbaacilik.

Demirel, O. (2005). Avrupa Konseyi Dil Projesi ve Tiirkiye Uygulamas:. Milli Egitim.
Uc Yillik Egitim ve Sosyal Bilimler Dergisi. Sayi: 167, www.meb.gov.tr.

Dias, J. (2000).Learner Autonomy in Japan: Transforming ‘Help Yourself® from Threat
to Invitation .Computer Assisted Language Learning .Vol. 13. No. 1. 49-64.

Dickinson, L. (1987). Self-instruction in language learning, London: Cambridge

University Press.

Dickonson, L. (1993). Talking shop: aspects of autonomous learning: An interview with
Leslie Dickonson. ELT Journal. 47 ( 4). 330-336.

Dickinson, L. (1995). Autonomy and Motivation: A literature review. System. 23 (2).
165-174.



121

Dickonson, L. ( 1988). Learner Training. In Brooks, A. and Grundy, P.

Individualization and autonomy in language learning. ELT documents.131.
Oxford: Modern English

Donaghue, H. ( 2003). An Instrument to Elicit Teachers’ Beliefs and Assumptions. ELT
Journal.Vol.57 ( 4). 344-350.

Dubin, F. and Olshtain, E. (1986). The Scope of a Communicative Syllabus: Course

Design.Developing Programs and Maierials for Language Learning. Cambridge
University Press. New York.

Durmus, A. (2006). EFL Instructors’ Perceptions on Learner Autonomy at Anadolu
University. Unpublished M. A. Thesis submitted to Anadolu University:

Eskischir

Egel, P. (2003). The Impact of The European Language Portfolio on the Learner

Autonomy of Turkish Primary School Students. Unpublished Ph.Thesis
submitted to Anadolu University: Eskisehir.

Esch, E. M. ( 1997). Learner Training for Autonomous Language Learning. In Benson,
P. and Voller, P. (Eds). Autonomy and Independence in Language Learning.
London:Longman. (pp:164-173).

Farmer, F. (2004) .Extending Learner Competences In Language Teaching: A Rationale
for Using Technology. Teachers and Paper in Supporting Language Learning.

Retrieved on November, 6, 2006, from
http://www.ampei.org.mx/ampei/pdf/ponencia_farmer.pdf

Fenner, A. B. and Newby, D. ( 2000). Approaches to Material Desipn in European

Textbooks: Implementing Principles of Authenticity. Learner Autonomy,

Cultural Awareness. European Centre for Modern Languages of the Council of

Europe Publising. Avaiable at: www.ecml.at/publications



Finch, A. E. (2000). A Formative Evaluation of a Task-based EFL Program for Korean
University Students, Unpublished Ph.D. Thesis submitted to Manchester

University, UK. Retrieved on September, 1, 2006, from
http://www.finchpark.com /arts/autonomy.htm

Frankel, F. (1982 ). Self-study Materials: Involving the Learner. In Geddes, M. and
Sturtridge, G. (Eds). Individualisaiton. London: Modern English. (pp:52-55).

Gardner, D. and Miller, L. {1996). Tasks for independent language learning.

Alexandria, Va.: Teachers of English to Speakers of Other Languages.

Gardner, D. (2000). Self-assessment for autonomous language learners. Links & Letters

71.49-60. Retrieved on October, 20, 2006, from
www.bib.uab.es/pub/linksandletters/11337397n7p49.pdf

Geddes, M. & Sturtridge, G. (Eds.). (1982). Individualisation. London: Modern English

Publications.

Grob, A. and Wolff, D. (2001). A Multimedia Tool to Develop Learner Autonomy.
Computer Assisted Language Learning , Vol. 14, No. 3-4, 233-249.

Guppy, N. (2005). Parent and Teacher Views on Education: A Policymaker’s Guide.
Society for the Advancement of Excellence in Education (SAEE):Canada.

Harmer, J. (1998). How to Teach English. Malaysia: Longman,

Harris, M. (1997). Self-assessment of language learning in formal settings. ELT
Journal. 51 (1).13-21.




Healey, D. (2002). Learner autonomy with technology: What dg language learners need
to be successful?. Paper presented at TESOL 2002, Salt Lake City. Retrieved on
December, 10, 2006, from
hitp://oregonstate.edu/~healeyd/tesol2002/autonomy.html

Hedge, T. (2000). Teaching and learning in the language classroom. Oxford : Oxford

University Press.

Jacobs, G. (1988). Co-operati% goal structure: a wat to improve group activities. ELT
Journal, 42 (2). 97-101.

Jones,J.F. (1995). Self-access and culture:retreating from autonomy. ELT Journal.
49(3). 228-234.

Karacaoglu, O.C. and Cabuk, B. ( 2002). ingiltere ve Tiirkiye Egitim Sistemlerinin
Kargilagtinlmasi. Milli Egitim Dergisi. Say1:155-156. www.meb.gov.tr

Kavaliauskieng, G. (2002). Three Activities to Promote Learners' Autonomy. The

Internet TESL Journal, Vol. VIIL. No. 7. Retrieved on December, 20, 2006,

from hﬁp://itesli.orgZTechnjgues/Kavaliauskiene—Autonomy/

Kiho, T. and Hirotsugu, Y. (2000). Influence of Autonomy on Perceived Control Beliefs
and Self-Regulated Learning in Japanese Undergraduate Students. North
American Journal of Psychology, Vol. 2, Issue 2.

Kogak, A. (2003). A Study on Learners’ Readiness for Autonomous Learning of

English as a_Foreign Language. Unpublished M. A. Thesis submitted to Middle
East Technical University: Ankara.



Lamb, M. (1995). The Consequence of Inset. ELT Journal. Vol. 49 ( 1). 72-80.

Lamb, T. (2004). Learning independently? Pedagogical and Methodological
Implications of New Learning Environments. Paper presented at Independent
Learning Association, Proceedings of the Independent Learning Conference,
2003. Retrieved on Decembér, 13, 2006, from

www.independentlearning.org/ila03/ila03_lamb.pdf

Lee, L. (1998). Supporting greater autonomy in language learning. ELT Journal. 52(4).
282-290.

Leslie, S. (1987). Self-Directed Learning and Learner Autonomy: A Response to
Michael Moore. Journal of Distance Education. Retrieved on December, 6,
2006, from http://cade.athabascau.ca/vol2.1/leslie.html

Liitle, D. (1991). Learner autonomy 1: Definitions. Issues and Problems. Dublin,
Ireland: Authentik.

Little, D. (1995). Leaning as Dialogue: The Dependence of Learner Autonomy on
Teacher Autonomy. System 23/2, 175-181.

Little, D.(2000). We're all in it together: Exploring the interdependence of teacher

and learner autonomy. Paper presented at Autonomy 2000, University of
Helsinki Language Centre, 7-9 September 2000. Retrieved on July, 31, 2006,
from h ip/learnerdev/LLE/8.2/littleE.html

//coyote.mivazaki-mu.ac.,

Little, D., (2001). How independent can independent language learning really be? In J.
A. Coleman & D. Ferney & D. Head & R. Rix (Eds.), Language Learning

Futures: Issues and Strategies for Modern Lanecuases Provision in Higher

Education London: Centre for Information on Language Teaching. (30-43).



Little, D. (2002). The European Language Portfolic and learner autonomy. Trinity
College, Dublin. Retrieved on July, 31, 2006, from
http://malfridur.ismennt.is/haust2002/pdf/malfridur-18-2-4-

Little, D. (2003). Learner autonomy and second/foreign language learning. In The
Guide to Good Practice for learning and teaching in Languages, Linguistics and Area

Studies. Retrieved on November, 26, 2005, from

http://www.lang.ltsn.ac.uk/resources/goodpractice.aspx ?resourceid=1409
Little, D. ( 2003). Trends in Language Teaching: Learner autonomy and Motivaiton. In
Little, D. Languages In The Post-Primary Curriculum. A Discussion Paper. Centre for

Language and Communication Studies. Dublin: NCCA

Little, D. (2004). Learner autonomy. teacher autonomy and the European laneuage

Portfolio. Paper presented at UNTELE, Université de Compiégne.
hitp://www.ntc.fr/~untele/2004ppt/handouts/little. pdf

Little, D. and Dam, L. { 1998). Learner Autonomy: What and Why? Retrieved on May,

13, 2006, from http://jalt-publications.org/tlt/files/98/oct/littledam.html

Littlejohn, A. (1985). Learner choice in language study. English Language Teaching
Journal, 39, 253-261.

Littlejohn, A. (1997). Self-access Work and Curriculum Ideologies. In Benson P. and
Voller P. (Eds). Autonomy and Independence in Language Learning,
London:Longman.(181-191).

Littlewood, W. ( 1997). Self-access: why do want it and what can it do?. In Benson P.
and Voller P. (Eds). Autonomy and Independence in Language Learning,
London:Lengman. (79-92).




Littlewood, W. (1999). Defining and Developing Autonomy in East Asian Contexis.
Applied Linguistics, 20 (1). 71-94. Retrieved on June, 20, 2006, from
http://www.ecml.at/Documents/projects/forums/Littlewoodart.pdf

Logan, S. and Moore, N. ( 2004). Implementing Learner Training From a Teacher’s
Perspective. Paper presented at Independent Learning Association, Proceedings

of the Independent Learning Conference, September, 2003 at the University of
Melbourne. Retrieved on December, 13, 2006, from

www.independentlearning.org/ila03/ila03 moore.pdf

Long, D. G. (1990). Learner Managed I earning ; The Key to Lifelong Learning and

Development: London : Kogan Page ; New York, N.Y. : St. Martin's Press

Mahiroglu, A. (2005). Avrupa Birligi Ulkelerinde Yeni Egitim Politikalar: Yasam Boyu
Ogrenme. Milli Egitim. Uc Yillik Egitim ve Sosyal Bilimler Dergisi. Savi:167.
www.meb.govt.ir,

Mariani, L. ( 1997). Teacher Support And Teacher Challenge In Promoting Learner

Autonomy. Perspectives. a Journal of TESQL-Italy - Vol. XXIII. No. Retrieved
on May, 2, 2006, from http://www.learningpaths.org/papers/papersupport.htm-

McCarthy, C. P. (1998). Learner Training for Learner Autonomy on Summer Language
Courses. The Internet TESL Journal. Vol. IV, No. 7 Retrieved on May, 13, 2006,

from http:/Awww.aitech.ac.jp/~iteslj/

MeClure, J. (2001). Developing language skills and learner autonomy in international
postgraduates. ELT Journal. 55(2).

McCombs, B. L. and Whisler, J. S. (1997). The Learner-Centered Classroom and
School: Strategies for Increasing Student Motivation and Achievement. San

Francisco: Jossey-Bass.



127

McDevitt, B. ( 2004).Negotiating the Syllabus: A Win-win Situation?. ELT Journal, 58
(1), 3-8.

MeDonough, S.H. (1995).Strategy and Skill in learning a foreign language.
London.:Edward Arnold.

McGrath, 1.(2006). Teachers’ and Learners’ Images for Coursebooks. ELT Journal. Vol.
60 (2). 171-180

McNamara, M. J. and Dean, D. (1995). Self-Assessmen Activities: Toward Autonomy
in Language Learning. Tesol Journal. 5(1). 17-21.

Miller, L. and Rogerson-Revell, P. ( 1993). Self-Access Systems. ELT Journal. Vol. 47
(3). 228-232,

Mirici, L. H. and Demirel, O. (2002). Yabanc1 Dil Egitiminde Ogrenen Ozerkligi. Milli

Egitim Dergisi, Say1 155-156. Avaliable at http://vayim.meb.gov.tr/dergiler/155-
156/mirici.htm

Mora, J. K. { 2002). Second-Language Teaching Methods: Principles & Procedures San

Diego State University. Retrieved on December, 14, 2006, from
http://coe.sdsu.edu/peopie/ijmora/ ALMMethods.htm

Motteram, G. ( 1998). Learner autonomy and the web. Retrieved on June, 2, 2006, from
http://www.insa-lvon.fi/departements/CDR/learner.htlm

Mynard, I. (2004). Investigating evidence of learner autonomy in a virtual EFL

classroom; a grounded theory approach. Conference Proceedings. Research in
ELT Conference. King Mongkut’s University of Technology Thonburi

Bangkek. Thailand



Naiman, N. (2000). Promoting Learner Autonomy in University Language Teaching.
Published in the Canadian Modern Language Review - Volume 56. No. 3.
Retrieved on November, 26, 2005, from

http://www.utpjournals.com/product/cmlr/563/Promoting 1 .html

Naizhao, G. and Yanling, Z. (2004). An Empirical Investigation of Learner Autonomy
in Some EFL Classes in China. AARE Conference Paper Abstracts. Retrieved

on October, 30, 2003, from http://www.aare.edu.aw/04pap/abs04.htm#N

Nunan, D. and Lamb, C. (1996). The Self-Directed Teacher: Managing the Learning
Process. Cambrigde: Cambridge University Press.

Nunan, D. (1997). Designing and Adapting Materials to Encourage Learner Autonomy.

In Benson, P. and Voller, P. (Eds). Autonomy and Independence in Langunage
Learning. London:Longman. (pp:192-203).

Nunan, D. ( 1988). The Learner-Centred Curiculum. A Study in Second Language
Teaching. Cambridge: Cambridge University Press.

Nunan, D, (1999). Second Language Teaching and Learning, Boston: Heinle and
Heinle.

Nunan, D. (2004). Nine steps to learner autonomy. Plenary speech, Shantou University,
China. Retrieved on 17th May 2006, from

hitp.//www.nunan.info/presentations/steps_learner autonomy _files/frame.htm

Opalka, B. ( 2003). Reflective learning in the autonomous classroom. Teacher

Development and Autonomous Learning Special Interest Group (TDALSIG).
IATEFL — Poland  Newsletter 9. Retrieved on December, 20, 2006, from
http://www.iatefl.org.pl/tdal/n9reflective.hirn




Oxford, R. (1990). Language Learning Strategies: What Every Teacher Should Know
Boston, Mass.: Heinle and Heinle.

Ozdere, M. (2005). State-Supported Provincial Universities English Language

Instructors’ Attitudes towards Learner Autonomy.Unpublished M.A. Thesis
submitted to Bilkent University. Ankara.

Paiva, V. (2005). AUTONOMY AND COMPLEXITY. Autonomy in Second Language
Acquisition, Share Magazine. online, N.146. Retrieved on November, 24, 20053,

from hitp://www.veramenezes.com/autoplex.htm

Palfreyman.D. (2001). The Socio-Cultural Construction of Learner Autonomy and

Learner Independence in a Tertiarv EFL Institution. Ph. Thesis submitted to
Canterbury Christ Church University College. University of Kent at Canterbury.

Retrieved on May, 19, 2005, from http://f7385.tripod.com/Thesis/index.htm

Pickard, N. ( 1996). Out-of-class Language Learning Strategies. ELT Journal, Vol. 50
(2). 150-158.

Reinders,H.(2000). Do it yourself? A Learners' Perspective on Learner Autonomy and

Self-access Language Learning. Groningen: Unpublished MA thesis submitted

to University of Groningen. Retrieved on January, 19, 2005, from
http://ilearn.20m.com/theory htm .

Riley, P. ( 1982). Learners® lib: Experimental Autonomous Learning Scheme. In
Geddes, M. and Sturtridge, G. (Eds). Individualisaiton. London: Modern
English.( pp:61-63).

Robbins, J. A. (2002). Approaches tg learner autonomy. Retrieved on December, 17,
2006, from http://jilirobbins.com/articles/autonomy.html



130

Rueda, R. and Garcia, E. ( 1994). Teachers' Beliefs About Reading Assessment With
Latino Language Minority Students. Retrieved on December, 5, 2006, from
http://www.ncela.gwu.edu/pubs/neredsll/rr9/index. htm

Salvia, O.8. (September,1999). Integrating a Self-Access System in a Language
Leaming Institution: A Model for Implementation . Universitat de Barcelona.
Links & Letters 7. 95-109, Retrieved on October, 21, 2006, from

www.bib.uab.es/pub/linksandletters/11337397n7p95.pdf

Sancar, I. (2001). Learner Autonomy: A Profile of Teacher Trainees in Pre-service

Teacher Education. Unpublished M. A. Thesis submitted to Uludag University:

Bursa.

Santos, V. (2002). Stimulating Autonomy in the Foreign Language Classroom:

Conyincing the Teachers. Retrieved on December, 15, 2006, from

http://le.ust.hk/~ailasc/symposium/realities.html

Scharle, A. and Szabo, A. (2000) Learner Autonomy: A guide to Developing Learner
Responsibility. Cambridge: Cambridge University Press.

Senior, R. M. ( 2002). A Class-centred Approach to Language Teaching. ELT Journal.
Vol. 56 (4). 397-402,

Sert, N. (2006). EFL Student Teachers’ Learning Autonomy. Astan EFL Journal.
Vol.8(2). Retrieved on January, 3, 2007, from http://www.asian-efl-

journal.com/June 06 ns.php

Shrader, S. R. ( 2003). Learner Empowerment - A Perspective. The Internet TESL
Journal. Vol. IX, No. 11. Retrieved on December, 15, 2006, from
http://iteslj.org/Articles/Shrader-Empowerment.himl




131

Schwienhorst, K. (1997). Talking on the MOQ: Learner Autonomy and Language
Learning in Tandem. Paper presented at the CALLMOO: Enhancing Language

Learning Through Internet Technologies. Norway: Bergen. Retrieved on
October, 26, 20053, from
bttp://www.ted.ie/CLCS/assistants/kschwien/Publications/ CALLMQOtalk.htm

Schwienhorst, K. (2003). Learner Autonomy and Tandem Learning: Putting Principles
Into Practice in Synchronous and Asynchronous Telecommunications

Environments.Computer Assisted Language Learning. 16. 427-443.

Shaw, J. ( 2002). Team-teaching as Negotiating Autonomy and Shared Understandingsg

of What We Are Doing: What do we talk about when we talk about autonomy?

Paper  presented at The 4th Symposium Of The Scientific Commission On

Learner Aufonomy In Language Learming, 13th Aila World Congress Of
Apphed Lingwstics, Singapore, 16-21 December 2002, Retrieved on May, 13,

2006, from http://lc.ust.hk/~ailasc/symposium/responses.html

Sheerin, 8. (1997) An exploration of the relationship between self-access and
independent learning. In Benson, P. and Voller, P. (eds). Autonomy and

Independence in Language Learning,. London: Longman. ( 54-65)

Sinclair,B. (1997). Learner Autonomy: the Cross Cultural Question. Retrieved on

November, 26, 2005, from

http://www.eayrs.com/ELT/publications/IATEFL Issues/Archives/Texts/139Sin
clair.html

Sinclair, B. (1999). Survey Review: recent publications on autonomy in language

learning. ELT _ Journal. 53(4). 9-329.

Smith, R. C. (2003). Teacher education for teacher-learner autonomy. Centre for
English Tanguage Teacher Education (CELTE). Retrieved on September, 22,
2006, from http://www.warwick.ac.uk/CELTE/staff/richard-smith.shtml




132

Smolen, L. (1995). Developing Student Self-Assessment Strategies. Tesol Journal. Vol.
5(1). 22-27.

Spratt, M. Homphreys, G. Chan, V. (2002). Autonomy and Motivation: Which comes
first? Language Teaching Research 6, 3 (2002), 245-266.

Srimavin, W. & Darasawang, P. (2004). Developing self-assessment through journal

writing'. In: Reinders, H., Anderson, H., Hobbs, M. & Jones-Parry, J. (eds.)

Supporting independent learning in the 21st century. Proceedings of the

inaugural conference of the Independent Learning Association. Melbourne

September 13-14 2003, p.134-140. Auckland: Independent Learning Association
Oceania. Retrieved on 28, December, 2006, from

http://independentlearning.org/ILA/ila03/i1a03_srimavin_and pornapit.pdf

Sturtridge, G. (1982). Individualised Learning: What are the Options for the Classroom
Teacher?. In Geddes, M. and Sturtridge, G. (Eds)._Individualisaiton. London:
Modern English. (pp:8-14).

Swan, M. ( 1985). A Critical Look at the Communicative Approach (2). ELT Journal.
Vol. 39 (2). 76-87.

Szesziay, M. (2004). Teachers’ Ways of Knowing. ELT Journal. Vol. 58 { 2). 129-138.

Tayar, A. B. (2003). A Survey on Learner Autonomy and Motivation in ESP in a

Turkish Context. Unpublished M. A. Thesis submitted to Uludag University:

Bursa.

Thomson, C. K., Masumi-So, H. and Osho, F. (2001). Meeting the Challenges in
Language for Specific Purposes: The Incorporation of Sociolinguistics and
Learner Autonomy into Course Design. Japanese Studies. Vol. 21. No. 1.



133

Thanasoulas, D. (2000). What is Learner Autonomy and How Can It Be Fostered? The
Internet TESL Journal. Vol. VI. No. 11. Retrieved on Qctober, 26, 2005, from
http://iteslj.org/Articles/Thanasoulas-Autonomy.html

Tumposky, N. (1982). The Learner on His Own. In Geddes, M. and Sturtridge, G.
(Eds). Individualisaiton. London: Modern English.{ pp:4-7).

Tudor, 1. (1993). Teacher roles in the learner-centered classroom. ELT Journal. 47 (1),
23-24,

van Lier, L. (1996). Interaction in the Language Curiculum; Awareness, Autonomy and
Authenticiy. New York: Longman.

Vanijdee, A. ( 2003). Thai Distance English Learners and Learner Autonomy. Open
Learning, Vol. 18. No. 1.

Victori, M. (2000). Views on self-access language learning: A talk with Leslie
Dickinson, Lindsay Miller,Gill Sturtridge and Radha Ravindran. Links &
Letters 7. 165-180. Retrieved on November, 26, 2005, from
http://www.raco.cat/index.php/Links[ etters/issue/view/1908/showToc

Voller, P. ( 1997). Does the Teacher Have a Role in Autonomous Language Learning. In

Benson, P. and Voller, P. ( Eds). Autonomy and Independence Learning. New
York: Longman. ( pp: 98-113).

White, C.J. (2004). Independent Language Learning in Distance Education: Current

Issues. Paper presented at Independent Learning Association, Proceedings of the

Independent Learning Conference, at the University of Melbourne. Retrieved
on August, 27, 2006, from
http://independentlearning.org/ILA/ila03/i1a03_papers.htm?q=ila03/ila03_papers
Jhitm



134

Widdowson, H. G. ( 1996). Comment: Authenticity and Autonomy in ELT. ELT
Journal. Vol. 50 (1). 67-68.

Widdowson, H. G. ( 1987). The Roles of Teacher and Learner, ELT Journal. Vol. 41
(2). 83-88.

Wollf, B., Harris, M. , Roldan, A., Sweeney, G. and Colwell, V. (2002). Learner
Training. TESOL-Spain Newsletter. Retrieved on September, 30, 2006, from

http://www.tesol-spain.org/mewsletter/leamertraining.htm

Wolter, B. (2000). A Participant-centerd Approach to INSET Course Design. ELT
Journal. Vol. 54 (4). 311-318.

Yero, J. L. ( 2002 ). Teacher Thinking.Teacher’s Mind Resources. Retrieved on
November, 28, 2006, from http://www.TeachersMind.com 1

Yildirim, 0. ( 2005). ELT Students® Perceptions and Behaviours Related to Learner
Autonomy as Learners and Future Teachers. Unpublished M. A. Thesis

submitted to Anadolu University: Eskisehir.

Yumuk, A. S. (2002). Letting Go of Control to the Learners: The Role of the Internet in
Promoting a More Autonomous View of Learning in an Academic Translation

Course. Educational Research. 44. 141-156,

Zind¥uviene, 1. (2003). Learner Autonomy from the Teacher’s Perspective. Vytauto

DidZiojo universitetas: Kaunas,127. Retrieved on December,15, 2006, from

http://www.kalbos.]t/txt/5/13.him



135

APPENDICES




APPENDIX A

Appendix 3: The Questionnaire

Learner Autonomy: the Tcachers® Views

A project supported by the
European Centre for Modern Languages
Graz, Austria

1* Octaber 1997
Dear teacher,

We are members of a project team supported by the European Centre for Modem
Languages in Graz, Austria, The aim of the project is to gather information on teachers’
perspectives of Leamner Autonomy, so that educational planners will be better informed
on what teachers think about this important educational issue. For this purpose, we are
distributing this questionnaire among teachers in several European countries. We
would therefore like to know your views about Learner Autonomy, and we would like
to thank you in advance for your contribution.

Kindly fill in the attached questionnaire, and return it to the co-ordinator in your home
country.

Years of teaching experience:

Type of School:
[eg. Lyceum, Secondary, Vocational, State, Private, etc]

Subject/s Taught Age of learners:
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Questionnaire

v

Tick the box of your choice

KEY
o Not at all
1 Littie
2 Partly
3 Much
4 Very much

1. How much should the learner be involved in establishing the objectives of a course
of study ?.

1A short-term
1B long-term 0 11 12 [3 |4

[ ]
—
[
W
o+

Comment:

2. How much should the learner be involved in deciding the course content?

2A  topics 0 |1 -12 |13 {4
2B tasks 0 |11 ]2 {3 {4

Comment;

3. How much should the learner be involved in selecting materjals ?

3A textbooks 0 1 2 13 14
3B AVA’'s 0 {1 ]2 |3 |4
3C Realia 0 1 12 |3 |4

Comment;




4. How much should the learner be involved in decisions on the time, place and pace
of the lesson?

4A  Time 0 1 12 |3 14
4B Place 0 1 2 |3 4
4C  Pace 0 1 2 13 4

Comment:

3. How much should the learner be involved in decisions on the methodology of the
lesson?

S5A  individual/pair/group work
5B useof materials

5C  type of classroom activities.
5D type of homework activities

[~31—1[—0]—]
ST SELN LS
W [
E- AR RE-N PN

Comment:

6. How much should the learner be involved in decisions on the choice of learning
tasks 7

loe [1 J2 T3 4 |

Comment:

7. How much should the learner be involved in decisions on classroom management ?

7A  position of desks 0 11 12 |3 14
7B seatingofstudents [0 |1 |2 [3 14
7C  discipline matters 0 11 |1z |13 |4

Comment;

45

138



8. How much should the learner be involved in decisions about record-keeping?

8A
&B
8C

of work done
of marks gained
attendance

0 11 12 J3 |4
0 |1 12 |3 14
0 11 12 13 |4

Comment:

9. How much should the learner be involved in decisions on homework tasks?

9A  quantity
9B type
9C  frequency

0 (1 12 [3 14
0 |1 12 13 |4
0 |t ]2 ]3 |4

Comment:

10. How much should the learner be involved in decisions on what is to be learned

from materials given by the teacher?

10A texts
10B AVA's
10C Realia

0 t1 12 |3 |4
0 1 12 13 |4
0 §1 12 [3 |4

Comment:

11. How much should the learner be encouraged to find his or her own explanations to

classroom tasks ?

o J1

|2

|3

[4 ]

Comment:
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12, How much should the learner be encouraged to find out learning procedures by
himself or herself?

(o J1r T2 T3 T4 ]

Comment:

13, How much should the learner be encouraged to sssess himself or herself, rather
than be tested?

13A  weekly 0 11 [2 |3 |4
13B  monthly 0 11 [2 |3 |4
13C  annually ¢ {1 J2 }3 |4

Comment:

General Comments on Lezrner Autonomy

End of Questionnaire

Thank you for filling in the questionnaire
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APPENDIX B T

OGRENEN OZERKLIG! ( LEARNER AUTONOMY) KONUSUNDA INGILIZCE
OGRETMENLERININ GORUSLER! ANKETI

Sayin Ogretmenim,

Bu aragtirmada Ingilizce $gretmenlerinin “Ofrenen Ozerkligi (Learner Autonomy)”
konusundaki gbriigleri haklanda bilgl toplamak amaglanmaktadir, “Oprenen Ozerklii
(Learner Autonomy)” konusunda yapilan ¢aligmalara bir katk: saglayabilme inang ve istegi ile
yiriitiilen aragtirmada ankette yer alan maddelere verecefiniz yamtlar bilyitk Gnem
tagimaktadir.

Aragtirmada kullamilan anket iki bSlimden olusmaktadir, flk boltmde “Kisisel
Bilgiler”, ikinci bslimde ise “Ogrenen Ozerklisi (Learner Autonomy)” ile ilgili maddeler yer
almaktadir. Sizden istenen, ankette bulunan her bir maddeye iliskin kendi goriigiintizil
yansitan segenegi (\lf’ ) isareti koyarak belirtmenizdir. Liitfen yanitsiz soru birakmamaya 6zen
gosteriniz.

Ankete verdiginiz igten yamitlar ve araghrmaya katkimzdan dolay tesekkilr eder,
saygilarimi sunarim.

Sevgi SABANCI
Anadolu Universitesi
Egitim Bilimleri Enstitiis(i
Ingilizce Ogretmenligi
Yitksek Lisans Programu

Ankete vermig oldufum cevaplann aragtirma amagl: kullaniimasinda bir sakinca yoktur.

( Verileri degerlendirdikten sonra goriigme yapmam gerektigi durumda sizle goriismem de bir
sakinca yoksa liitfen isminizi asagidaki bogluga yaziniz.) l

------------------------------

Liitfen arka sayfaya geciniz.
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KiSIiSEL BILGILER -

I- Cinsiyetiniz: () Kadin ( ) Erkek
2- Opretmenlikteki hizmet yiliniz:

( )0-5 ()69 ( )10-15 () 16-20 ( }21 ve iistil

3- Mezun oldugunuz

................................

.........................................................................................................................

5- Dersine girdiginiz simiflar:

()4 ()5 ()6 ()7 ()8 ()9 ()10 (n
6- Dersine girdiginiz ortalama simif mevcutlar:;
()10-i5 (‘)16-25 ()26-30 { )30 ve ilstii

7- Daha &nce ¢ahistiginiz okul tiirleri:
Ikogretim Kurumlar: () Birinci Kademe () Ikinci Kademe

Ortadgretim kurumlar:; ( ) GenelLise  { )FenLisesi  ( ) Meslek Lisesi ( ) Anadolu Lisesi
( ) Anadolu Meslek Lisesi  ( ) Anadofu Ogretmen Lisesi () Cok Programli Lise

8- Herhangi bir hizmet-igi egitim programina katildimz m:?

( ) Evet {) Hayrr

Yanmtimiz EVET ise;

Konu Slire Y1l

------------------------------------------------------------------------------------------------------------------

------------------------------------------------------------------------------------------------------------------

------------------------------------------------------------------------------------------------------------------

9- Daha ﬁncéden “Ogrenen Ozerkligi ( Learner Autonomy) ™ konusunda bilginiz var mi1?

{ ) Evet {) Hayir
Yamtiniz EVET ise;
Ne gokilde 8Frendiniz? Liltfen yeziniz,

Ltfen arka sayfaya geciniz.

2



143
Anketin bu blimiinde dfrenen 6zerkligi konusunda Ingilizee Ogretmenlerinin goritslerini. . belirlemeyi
amaglayan maddeler yer almaktadir. Her bir maddeye iliskin kendi goriisiiniizil yansitan secenefe (V) isareti
koyunuz.

'Té =
—— 4]
= B g E
g _ E o 3
) = S = o
E g a F =
F = = QO
m 3 @ = 09
. . = = [ 2 E
Ogrenciler; E £ g = E
O E =
L g 2 B
2 < ¢ & £

I__yithk plan amaglarimin belirlenmesine ne 6l¢iide dahil edilmeli?

™
S
e
St
~
S’
~
S
~
L

2__giinliik plan amagclarimn belirlenmesine ne tlciide dahil editmeli?

—
L
P
S
~~
S
L ainY
SN
™
o

3__konulann belirlenmesine ne 8lglide dahil edilmeli?

~~
L
Fain
o’
P
S
Lo
S
P Y
St

4__aktivitelerin belirlenmesine ne &lgilde dahil edilmeli?

~—
—
~~
—r
~—
L
~
N
~
S

5__ ders kitaplarimn segimine ne 6lgiide dahil edilmeli?

~
S’
~
N
~
"
~

S’
~~
S

6__igitsel ve gbrsel materyallerin se¢imine ne 8lgiide dahil edilmeli?

oY

S
~~
N
Lo
o
-~

o

~
St

7__gergek nesnelerin (realias) segimine ne dlciide dahil edilmeli?

Pt
el
~
o
~—
L

~

L
~~
et

8__dersin zamaninin belirlenmesine ne 6l¢iide dahil edilmeli?

o
S
e
o
e
St
Fame
S’
~
e

9__dersin yerinin belirlenmesine ne 6igtide dahil edilmeli?

~
o
L
St
~~
N
-~
S’
o~
L

10__ dersin hizinin belirlenmesine ne &l¢iide dahil edilmeli?

”~
St
~
S
~
S
~
S’
~~
L

11__bireysel ¢alismalarin belirlenmesine ne 8l¢iide dahil edilmeli?

~—
[
~~
—
~
p—
~
——
~

o

12__ikili galigmalarin belirlenmesine ne 6lgtide dahil edilmeli?

~
N
s
S
Pt
o
~~
S
~
S

13__grup galigmalarinin belirlenmesine ne 8lgilde dahil edilmeli?

~~
S
~~
S
-~
Sne?
-~
S
~
S

14__ siralarin yerlegtirilmesi ile ilgili kararlara ne 8l¢tide dahil edilmeli?

~
St
P
S
~~
L
Lo Y
S’
~~
L

15___oturma diizeni ile ilgili kararlara ne &lgiide dahil edilmeli? )y ) Yy )Y O)
16__disiplin kurallar: ile ilgili kararlara ne 6l¢tide dahil edilmeli? OO OO0 O
17__tdevlerin kontrolii ile ilgili kararlara ne §lgiide dahil edilmeli? ()y () O ( Y O)
18__smnav notlarinin kayd ile ilgili kararlara ne 8lgtide dahil edilmeli? ¢y ()Y O) )Yy )

P

Liitfen arka sayfaya geginiz.
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R

o (]

3 205 £

E m g

E = % = 3

E g @ & =

] F 2 3 8

. = =z A ¥ g

Ogrenciler; ® 5§ § & E
A a g 3

Ry ] o) E

FE 4 2 & &

19__yoklama ile ilgili kararlara ne 5lgitde dahil edilmeli? ) O Oy ) O

20__ev ddevlerinin miktart ile ilgili kararlara ne dli¢iide dahil edilmeli?

~
—
~
Mt
~~
N
~
—
~—
~—

21__ev tdevlerinin titril ile ilgili kararlara ne &l¢lide dahil edilmeli?

~
L
S
N
N

S’

~

S
~~

p—

22 __ev Gdevlerin sikhif ile ilgili kararlara ne tl¢lide dahil edilmeli?

—
N
o~
g
~~
S
Pt
N
~~
p—_

23 verilen yazili materyallerden ne 6grenileceginin belirlenmesine ne

tlgtide dahil edilmeli? ()y () () ()Y O
24__verilen gbrsel ve isitsel materyallerden ne §grenileceginin belirlenmesine

ne &lgiide dahil edilmeli? (y (Y () ()Y O
25__verilen gercek nesnelerden (realias) ne dgrenileceginin belirlenmesine

ne lgtide dahil edilmeli? (y. () )y ()Y O
26__smuf aktivitelerinin amaglannt anlayip anlamadiklarini agiklamalarn igin

ne &lelide tegvik edilmeli? | ) O O O O
27 _kendi 6grenme ytntemlerini belirlemeleri igin ne 8lgiide tegvik edilmeli? () () () () ()
28 simfici stnavlara ek olarak, 6frenme geligim siireclerini haftada bir

degerlendirmeleri igin ne Slgtide tegvik edilmeli? ()Y ¢ () () O
29 simf i¢i sinavlara ek olarak, §grenme geligim siireglerini ayda bir

degerlendirmeleri i¢in ne blgiide tegvik edilmeli? (Y ()Y ()Y ()Y )
30 simtfi¢i sinavlara ek olarak, 6grenme geligim siireglerini dénemde bir A-

degerlendirmeleri igin ne &lgiide tegvik edilmeli? () () () ¢ ). ()
31__smmfigi sinavlara ek olarak, 6grenme gelisim siireglerini yilda bir

degerlendirmeleri i¢in ne &lgiide tegvik edilmeli? . ()Y () ) () O

Liitfen arka sayfaya geginiz

4



145
Ankette yer alan maddelere verdiginiz yamtlan etkileyen ilk 5 faktér nedir? Liitfen yaziniz.
L e e et e et it st e s e e e bt s ana s st en e e et s aan e et rnaarrnnnrenrerraas
et e ee s en e et e e e e et et a e b aee st re et an et et b tenrea.tanrerasereaerrerns
e e et st e it e e e e e s e ettt e a e en e e et anea st aee s ee st e e e e e
TP PRT PPN T P VPPPPPPRN
e PP it eree s et er e et aaanan rreeeans

Anket sona ermistir, doldurdupunuz igin tegekkiirler.
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T |
ESKISEHIR VALILIGI
Milli Egitim Midarligi

SAYI :B.08.4.MEM.4.26.00.02.000( )
KONU: Anket Izni.

P~
[t}
o=
| g
[l
[l
[ ]
b2
e
oo
T3
v
Q .l

ANADOLU UNIVERSITES! REKTORLUGUNE

ILGI : a-22.03.2006 tarih ve 192/2904 sayili yaziniz.
b-23.03.2006 tarih ve 8243 sayili il onayi.

Universiteniz Egitim Bilimleri Enstitiistt Yabanci Diller Egitimi Anabilim Dah Ingilizce
Ogretmenligi Programi Yiksek Lisans 8prencisi Sevgi SABANCI'min, “Ogrenen  Ozerkligi
(Learner Autonomy) Konusunda Ingilizce Ogretmenlerinin Gorilgleri” baghkl tezi igin,
Mildiirliigiimilze bagl merkez okullarda Ingilizce Ogretmenlerine yonelik anket uygulama istegi,
ilgi (b) onay ile uygun gbriilmis olup, onay ekte gdnderilmistir.

Bilgilerinizi ve gere@ini arz ederim.

EKLER _:
EK-1 llgi (b) Onay (1 sayfa) U

GELEN ZVERAK

v.orie Tathl '?.'A‘_Crl Ao C.
—’ i -:.fu Fh S - gﬁ(ﬂv‘ 3,7' &hs. /{/idz:

— Yozt Jzl. . Q |

EGITIMEEE Tel :2397200 E-Posta Adras! : eskisehimem@ meb.gov.tr

DAHISKA Faks : 2393922 . Intemet Adresi ; htip:feskisehir.meb.qov.ir
%100 Em 0 632
DESTEK il :

Anadolu Oniversites] Rektarltga
Evrak Kayit Servisi

K. TARH: 2 & Marl 2005
K. NOSU: 3465
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ESKISEHIR VALILiGi
Milli Egitim Miidiirliigii

SAYI :B.08.4dMEM.4.26.00.02.310( )/
KONU : Anket izni. 5 3

VALILIK MAKAMINA

ILGI: Anadolu Universitesi Rektrliigit’niin 22.03.2006 tarih ve 192/2904 sayili yazisi.

Anadolu Universitesi Rektorligh ilgi yazisinda; Egitim Bilimleri Enstitiisii Yabanct Diller
Egitimi Anabilim Dali Ingilizce Ogretmenligi Program: Yiiksek Lisans bgrencisi Sevgi SABANCI nin,
“Ogrenen Ozerkligi (Learner Autonomy) Konusunda Ingilizce Opretmenlerinin Goriisleri” baghkl tezi .
igin, Mildtirlilimitze bagh merkez okullarda Ingilizce Ogretmenlerine ySnelik anket uygulamak
istedigi belirtilmektedir,

Egitim Bilimleri Enstitiistt Yabanci Diller Egitimi Anabilim Dali Ingilizce Ogretmenligi
Programi Yitksek Lisans ofrencisi Sevgi SABANCI'nin, Mildiirligiimlize bagh merkez okullarda

Ingilizce Ofretmenlerine y6nelik anket uygulamas:, Miidiirliigiimlize bilgi verilmek kaydiyla uygun
goriilmektedir.

Makamlarinizea da uygun goriildiigti takdirde olurlarimiza arz ederim.

Tal 2397200 E-Posta Adresl : eskisehirmem@ meb.gov.ir
FGITIMEEOIT A Faks : 239 39 22 Internet Adresl :hmm@:hm
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