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Abstract

In the last few years, researchers, as Holec i® 183ve drawn their attention to autonomy in
language learning and teaching. The latter has gededue to the massive changes and
reforms in education and the tendency to cope wWith modern forms of teaching and
learning. Accordingly, the Algerian educationalipgimakers set up a way to move towards
lifelong learning and autonomy to better prepararriers for world job requirements,
leadership and citizenship. Across history learaatonomy is largely associated with
Western educational contexts and is claimed to ‘Weesstern cultural construct”. This belief
stems from the fact that Western education wasfitee to introduce learner autonomy;
therefore it fits within the Western context andoexceived as an inappropriate educational
goal in non-Western educational systems. Basecdignidea, the current doctoral research
has been given a ground. Yet, what is worth asldripe relevance and suitability of such a
goal in the Algerian higher educational EFL cont&d better comprehend the influences of
the Algerian socio-cultural ethos on students’ negay expectations and attitudes with
reference to autonomy, an ethnographic researctbéas applied, in which four research
data collection instruments were used. A classrobservation to describe the current EFL
classroom practices was undertaken and a questienmas administered to 100 third year
EFL students at Ahmed Zabana University of Reliz#igeria, beside another questionnaire
which was handed to 22 teachers within the samengefThe last tool includes a group
interview with third year students. The results enagvealed that EFL classrooms are still
teacher-centered led in slightly moderated ways a&hdracterized by three -cultural
dimensions, namely collectivism, strong uncertaiatpidance and higher power distance.
Both local and educational cultural beliefs arendilag as hindering obstacles limiting the
development of learner autonomy. Followitige obtained results, the researcher suggests
“revisiting” misunderstood cultural and educatiobaliefs and raising learners’ awareness of
their new expected roles and responsibilities thholearner training, the policy-makers
would consider the socio-cultural backgrounds inciwhearning is taking place for it must be
in line with the specificities of the Algerian ediional context. More importantly, the need
is to put an end to importing teaching methodolegiad subordination to other educational

systems and work for innovation as creation hasmecnore than a necessity.

Key words: learner autonomy, attitudes and expectationspsadiural dimensions, higher
education, Algerian context.



Résumé

Au cours des derniéres années, des chercheursguelsHolec en 1979, ont attiré leur
attention sur l'autonomie dans I'apprentissageeséignement des langues. Bien que ce soit
le cas, les responsables Algériens des reformd®diecation ont mis en place un moyen
d'évoluer vers l'apprentissage tout au long de ita et l'autonomie. L'autonomie des
apprenants a travers I'histoire est largement a&ss@ux contextes éducatifs occidentaux et
prétend étre une « construction culturelle occialeny. Cette position provient du fait que
I'éducation occidentale a été la premiére a infredlautonomie de I'apprenant, elle s'inscrit
donc dans le contexte occidental et est considéwgene un objectif éducatif inapproprié
dans les systemes éducatifs non occidentaux. Bassmt sur cette idée, la recherche actuelle
en cours a trouvé un terrain fertile. Pourtantgaiemérite d'étre examing, c'est la pertinence
et 'adéquation d'un tel objectif dans le contaldd'enseignement supérieur de I'Algérie, de
langlais langue étrangere. Pour mieux comprendes Influences socio-culturelles
Algériennes sur la promotion des apprenants deuangne recherche ethnographique a été
entreprise et dans laquelle quatre instrumentsotlecte de données de recherche ont été
utilisés. Pour décrire les pratiques actuelles Esse d’ anglais langue étrangere, un
guestionnaire a été administré a 100 étudiantsoil@@me année d’ anglais langue étrangere,
a I'Université Ahmed Zabana de Relizane, Algériaretiutre questionnaire a 20 enseignants
dans le méme cadre et un entretien de groupeialeavec des étudiants de troisieme année.
Les résultats ont révelé que les salles de classaglais langue étrangére, sont toujours
centrées sur I'enseignant et dirigées de manigezdénent modérée et caractérisées par trois
dimensions culturelles : le collectivisme, éviténdertitude et la distance. A cette fin, les
bases ainsi que les contextes culturelles locaedetatifs se dressent comme un obstacle
entravant le développement de I'autonomie de kaggmt. A partir des résultats obtenus, le
chercheur suggeére de revoir les fausses penskeeties et éducatives, en sensibilisant les
apprenants a leurs nouveaux roles et responsabditiendus grace a la formation des
apprenants. Les responsables politiques prendraienconsidération le contexte socio-
culturel dans lequel se déroule l'apprentissage dé correspondre aux speécificités du
contexte éducatif Algérien. Pour résumer, mettréaemme a l'importation de méthodologies
d'enseignement / d’apprentissage et se débarrdeskr subordination et de l'imitation et

opter pour l'innovation et la création devienndosmu'une nécessité.

Mots clés autonomie de l'apprenant, attitudes et attentes étudiants, dimensions

socioculturelles, enseignement supérieur, contgierien
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General Introduction

Due to the spread of research and globalizatienwibrld ofeducation has witnessed
a dynamic expansion. Education undergoes revolatjoreforms and changes its directions
and objectives to follow up the demands of todegogiety and to meet the world-jobs

requirements.

A great deal of attention, therefore, has beenmgiteethe human capital to better
develop the essence of students’ well-being andribore efficiently in directing the affairs
of their societies. So to make the latter possiligher education policy-makers and
curriculum designers in many parts of the worldehavade a shift from teacher to learner
centeredness, i.e. from “spoon feeding” to selfdew® and responsibility. This transitional

movement has given birth to learner autonomy astamational educational goal.

Llaven-Nucamendi argues that autonomy has attratttedattention of scholars in
many fields such as, politics, science, sociolgggychology and education. She further
explains that “this expansion of studies on autonbias led to a better understanding of the
term” (Llaven-Nucamendi 20). In language educatiblenri Holec has been the first to
theorize upon LA in 1981. It has rapidly becomeeaicble goal in many parts of the world.
Since then, learner autonomy has become an aregd@eoést for many scholars and it has
drawn the attention of many researchers such #s David, Benson Phil, Dickinson Lestie,
Dam Leni, Sinclair Barabara, Cotterall Sara andesh Consequently, it influences the
educational policies and teaching philosophies ahynsystems. This fact has resulted in the
recognition of the importance of the learner asagent of change and an active element in
constructing knowledge, ruling and directing onksethe process of learning not only as a
learner but also as an individual and a citizen vghtately, expected to be a leader in his/her
society. This shift has entirely changed the rdighe learner from a passive recipient of

information to a builder of information.

As a result of the influence of this shift, in tlast few years, the Algerian educational
system has also witnessed important changes andn®fat all levels, primary, middle,
secondary and higher education as well. This hapdreed after having realized that it is
worthwhile to move towards effective teaching aedrhing to cope with modern education
and meet both the requirements of the work markelt the needs of both teachers and
learners.In the same line of thinking, the educational sysie Algeria has adopted and

adapted new teaching approaches and philosophies.



The new reforms have touched many aspects amorahwie adaptation of learner-
centeredness. One of the remarkable principlesateddy this approach is the promotion of
learner autonomy. The latter has gained attentmong educators and researchers due to its
prominent importance in shaping the learners’ sai&nce, lifelong learning and self-
learning. However, autonomy has also become a harlyatable controversial concept
among scholars due to its complex nature and rduttensional meanings. It is such a

complicated concept whose definition is looked ngof many perspectives and spheres.

Despite the desirability and appreciation of autopon non-western educational
contexts, it is still associated with the Westeuit@e. Many scholars seem to agree with the
idea that Westerners were the first to tackle thigon learner autonomy, thus it is a concept
that only fits within the western educational comiteln this view, Jones believes that
"Learner autonomy remains a Western idea and maffidowith the national culture at a
deep level” (Jones 228). In the same way, Sonaliaves that autonomy is inappropriate in
the African educational setting since it is atttéml to individualism (113). By the same
token, Ertirk asserts that learner autonomy is a conceptiited in non-western education
(652). The idea of the relevance of autonomy inadgiqular cultural context has recently
gained considerable attention in the literatureitasarries different interpretations and

understandings across cultures.

The researcher’s interest in the appropriatenesaudnomous learning as an
educational goal in the Algerian higher educatioowg out of the literature on learner
autonomy and its manifestations across cultures. dertainly unfair to accept the idea that
learner autonomy does not fit for the non-westetuncational culture of learning because it
diminishes the importance of human capital, rigltsl universality and puts differences

between individuals in terms of learning capacitied skills.

Thus, this research attempts to shed light on timeept of learner autonomy and its
appropriateness in the Algerian educational contéxtiso aims to identify the influence of
the Algerian socio-cultural dimensions on EFL lems learning attitudes and expectations
with regard to the promotion of learner autonomiisTresearch is set to raise the teachers’
awareness about the importance of considering ttrgests’ socio-cultural assumptions in
fostering learner autonomy and meeting their exgierts. Examining the role of the social
and the cultural environment in the learning precesd learner autonomy is another
objective the researcher intends to reach. Finptlyyiding valuable insights and strategies to

successfully make students aware and to be acdaarita their own learning.



Learner autonomy as explained in the second chhpebeen examined in different
educational contexts to figure out its appropriatsn By analogy, the researcher uses the
same way of reasoning to explore the suitabilityeafner autonomy in the Algerian higher
educational setting. Thus, the following reseangbsgions have been raised:

1. How do the socio-cultural dimensions influence Alge EFL learners’ attitudes and
expectations with reference to learner autonomy?

2. What are the attitudes of EFL learners towardsiegrin the Algerian higher
educational context?

3. Are the socio-cultural specificities of the Algerikearners considered in the
promotion of learner autonomy?

4. Is learner autonomy a suitable educational gotiienAlgerian higher education?

The main research questions and others presentdtieinthird chapter aim to
investigate whether or not learner autonomy coudd ilmplemented in the Algerian
educational context by examining the influencegs§ocio-cultural dimensions on learners’
learning attitudes and expectations. To guide, é&raand control the current research, it is
hypothesized that:

a. The Algerian socio-cultural dimensions may stana &srrier limiting EFL learners’
ability to act autonomously.

b. EFL learners may hold a negative attitude towasdsning at the level of higher
education.

c. The socio-cultural dimensions of the Algerian ERarhers could not be taken into
account in fostering learner autonomy.

d. Learner autonomy may possibly be a realistic edmeal goal if the socio-cultural
backgrounds of the students are considered.

The population of the current research is EFL leerat Ahmed Zabana University,
the participants of the present research are thwal EFL students who belong to the
department of English. The selection of this samgléased on their mastery of English
language, (advanced English language learners), ékperience as university students as

well as their familiarity with the subjects beiragight.

To fill in the research gap, collect the necessafyrmation and answer the research
guestions, four research data collection toolsuse in this research to examine the issue

from different perspectives: classroom observationvhich four teachers are observed, a
3



guestionnaire is handed to 20 teachers and anotieeto 100 students. And group interviews
with five groups of third year students, seven shid in each group. The practical part of the
present research has taken place at Ahmed Zabaneertlty of Relizane, during the
academic year of 2018/2019.

The covert participant classroom observation aimsliserve and describe both of
teachers’ and students’ roles, classroom intenacle&arning environment, teachers’ feedback
and talking time. It attempts to collect live dataprovide a closer look at what is happening
in the EFL classroom and to identify the ways inalilautonomy principles and practices are

met in reality.

The Students’ questionnaire is a semi-structuregsionnaire consisting of two main
sections. The first section is entitled learnepaatny in language learning and teaching. The
second section is about learner autonomy and eultdnich seeks to describe the existing
relations between the socio-cultural dimensionsdafcational setting and learners’ attitudes

and expectations in relatedness with learner amgrromotion.

The teachers’ questionnaire is considered as aosing complementary data
collection tool to confirm and cross-check the dgathered from the students’ questionnaire
and slightly examine the issue of autonomy fromtdeehers’ perspectives. It includes three
sections: a) Participants’ personal and professiorfarmation, b) Teachers perceptions
about LA, b) Cultural and social perspective ofrhes autonomy. The questionnaire is
designed to figure out teachers’ familiarity withetnotion of learner autonomy and to

examine their attitudes and beliefs towards itslémentation.

A Group interview is a subsequent tool used in thgearch to explain the ways in
which learner autonomy is affected by the Algeii#fi learners’ socio-cultural dimensions.
It is set mainly to discuss the influence of thérof the family (social interaction), the

teacher (classroom culture) and local culture engtowth of learner autonomy.

Understanding the existing relations and links leetavthe socio-cultural dimensions
of the Algerian educational and local context asarher autonomy happens to be a unique
opportunity. Its importance lies in making highelueational researchers and policy-makers
aware of the significance of considering such issneghe development of the curriculum. It
is also regarded as one of the fewest contributisngtle is known in the literature about the
relevance of learner autonomy in the Algerian etlaoal setting. Thus, this research has a



special contribution in providing a new theoretieald empirical content to the literature of

learner autonomy in the Arab world.

The whole thesis consists of five chapters. It amst two theoretical chapters.
Chapter one discusses the gradual changes in emlugatterms of teaching approaches. It
explains the history of autonomy in language edaoait presents some key concepts and
definitions of learner autonomy, misconceptions @admportance in language classroom.
The first chapter also sheds light on the main ray& learner autonomy (educational,
cultural, and social) and enumerates the major itond required to make autonomy a

desirable realistic goal.

Chapter two is devoted to understanding of the dexilly of the concept of learner
autonomy as a socio-cultural construct. It attentptsexamine the existing relationship
between learner autonomy and culture. It also dsesi how autonomy is manifested in
different cultural contexts (autonomy across celsyr By the end, the chapter deals with
dimensionalizing the Algerian culture using Hof&edcultural model namely

collectivism/individualism, uncertainty avoidanaadgpower distance dimensions.

The third chapter is about research design and adetbgy; it is dedicated to the
preliminary phase of the practical side of the eneésresearch. It explains the analysis
method, the research design in terms of the sasgbetion and the data collection tools, it
describes in detail each tool, the main objectiokgach and how they are planned to be
used.

The fourth chapter revolves around data analysis iaterpretations. It starts with
analysis the collected data through classroom whsen, both of teachers’ and students’
guestionnaires and then group interviews. Besitl@ésterprets and discusses the findings of
each instrument. The data in this research is aedland interpreted both qualitatively and
guantitatively through tabulation, categorizing astdtistics. This chapter ends with listing

some limitations of the research.

The final chapter deals with recommendations andagegical implications. It
suggests some strategies and practical activibesemnder autonomy a tangible goalt
spotlights on the social-cultural and psychologicahsiderations of LA. Since learner
autonomy is socio-culturally based, this chapteppses that being aware of ones’ own
culture’s strengths and weaknesses, its advantagkdisadvantages are seen as a priority in

the promotion of LA.
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Chapter One: Autonomy in Language Learning and Teaking

1.1. Introduction

Like other disciplines, the field of language teaghand learning has witnessed many
changes. Among these changes is the promotiontohamny in language classroom which
has become an influential universal educationall goamany parts of the world. The
transition of responsibility from the teacher as tinly knowledge provider, the decision
maker and the dominator of the class, to the leaaaean independent and active member in
the classroom in which he/she determines objectineskes decisions about his/her own
learning, constructs knowledge and shares respbtysibith the teacher, was the backbone
of the modern classroom. Today’s society is in neethose learners who can contribute
effectively and appropriately to the developmenttioéir country in all fields as future
citizens. Giving the chance to the learner to helsponsibility and independence were the

main issues, some educational reforms have beemglraccordingly.

To better comprehend learner autonomy, it is n@cgds start by examining how it
has come to existence. This chapter thereforedist@led description of the shift of control
from the teacher to the learner centered approHlcliscusses the concept of learner
autonomy as a multidimensional term and its risenmguage learning. Then, it displays the
characteristics of autonomous learning, both oftiees’ and learners’ roles, its dimensions
and the rationale behind its promotion. The maictdis influencing the development of

learner autonomy are also presented by the erfdsothapter.
1.2 Teacher Centered Approach (TCA): Roles and Chaicteristics

It is worth noting that full understanding of modeclassroom practices requires
sufficient comprehension of what the teacher-cegdtestyle of teaching means. The
traditional paradigm has given more emphasis totwiaeach, rather than what learners
need to learn. The focus was much dedicated toteheher, whereas the learner was
somehow marginalized and often seen as a passivienan the classroom. In this light, the
teacher centered approach is defined as “a stylestruction that is formal, controlled, and
autocratic in which the instructor directs how, tyhand when students learn.” (Dupin-
Bryant, qtd. in Ahmed 23). In other words, suchydesof teaching considers the teacher as
the only decision maker regarding the learning eohitmanagement as well as assessing the

learning outcomes. However, learners are expectddllbw the classroom instructions set

8



by their teachers. This approach seems to belittee learners’ role and ability to be

responsible about their own learning.

Furthermore, according to Cristillo, as mentioned Mpho the teacher-centered
approach is characterized by lecturing, top dowmcheng, and passive learning
reinforcement, it is also based on memorization rantel learning in which the learner learns
everything by heart, The latter stands as an aehimgl point in the development of a higher
level of cognitive skills (13). He alludes that tleacher centered pedagogy is also shaped by
authoritarian and ant-democratic learning envirentmin which control over education
aims to produce obedient and passive citizens. fEaeher centeredness gives limited
opportunities to the learner to experience and irsméim/her in the learning process; it
rather places the teacher at the heart of the rolass which in return results in a poor

learning atmosphere and an inefficient classroderaction.

Moreover, the teacher centeredness is also assdchith subordination and
dominance where learners are dependent upon daginérs’ instruction and classroom input.
Huba and Freed further describe the teacher-cehtetyde as a process where students
passively receive information and acquire knowledgeereas the teacher has the primary
priority as an information provider and an evaluafgtd. in Ahmed 24). One of the main
drawbacks of this approach is its negligence ofl¢aener personal and social development,
self-reliance and autonomy, but rather it focusastlee teachers’ roles in disseminating

knowledge and evaluating learners’ strengths araknesses.

Zohrabi et al, argue that the main purpose of ahacentered approach is not to
meet learners’ needs but rather to prepare themetform well during tests and formal
assessments. (qtd. in Emaliana 60). This implias tihe teacher-centeredness is an exam-
based because it gives much importance to scondgaasessing learners, which means that
it does not view assessment as a way for/as lepmihassessment of learning. Nevertheless,
there is no ideal model to teaching and learningclwloperates better in all educational

settings; it is a matter of relevance due to tHeucal and the social differences.

Teacher centered approach lasted for a long timebeoreplaced by learner
centeredness. Regardless of its effectiveness nme saspects, the shortcomings of this
teaching model are undeniable at the present tand; its influences are still affecting
language learning in different ways. This is whe heed to change it has later been become

urgent and necessary.



1.3 Constructivism Theory

As a reaction to behaviorispconstructivism was founded. It was first introdddy
Swiss psychologist Jean Piaget. He is one of theirg figures of cognitive psychology and
constructivism theory of learning. Andang and Pamve argue that constructivism takes its
roots and origins from the contributions of botagat and Vygotsky in which they claim that
“Constructivism was born on the basis of Piagetgmitive development and Vygotsky’'s
structural theory” (87).

By definition, constructivism is a learning theobpased on the idea that a new
knowledge is constructed not taught. In the same bf thought, Candy illustrates that
constructivism “Leads directly to the propositidrat knowledge cannot be taught but only
learnt (that is, constructed)” (Candy 270). It nedhat this theory focuses on making
learners create knowledge rather than teaching thém; it believes that the learner is

supposed to experience learning rather than watibifg spoon-fed.

Based on the contributions of Dewey; Piaget; Vggey ; Koohang et al state that
“Constructivism learning theory is defined as aetoonstruction of new knowledge, based
on learner’s prior experience.”(92) Generating & hk@owledge is based on what learners
already know (Schemata knowledgeConstructivism aims to produce learners who s
and relate what they have already learnt to buge rdeas and thoughts. It is simply about

incorporating pre-existing knowledge with new infation.

More importantly, its main principle is that perabanderstandings and meanings are
built through active engagement in the learningiremment and with the world outside the

educational institution. Woolfolk illustrates that:

...The key idea is that students actively constituetr own knowledge: the
mind of the student mediates input from the outsideld to determine
what the student will learn. Learning is activentad work, not passive
reception of teaching. (Woolfolk, gtd. in Koohnga¢©2)

Loynes et al mention four features characterizimgstructivism which are knowledge
construction, cooperative learning, self-regulategrning and real life problems (qtd. in

Schreurs and Dumbraveanu (2). It encourages laartiinough experience and doing,

! See Zhou and Brown 6-10, especially chapter 1aBad9-29, especially chapter 2.
2 Basic concepts about schema theory see Pankin
10



learning from one another (collaborative work)elliing learning, self-reliance and problem

solving skills so that one will be able to dealtwieal life problems.

In Thanasoulas’ words, “constructivism supportg] artends to cover, psychological
versions of autonomy that appertain to learner$iab®rs, attitudes, motivation and self-
concept” (Benson and Voller, gtd.in ThanasoulagCénstructivism theory of learning gives
more emphasis to the learners’ psychological &mia key factor in the promotion of learner
autonomy. Its primary goal is to train students howearn, enhance critical thinking and
increase learners’ motivation and independent.nraempt to relate constructivism with
learner autonomy, Thanasoulas notes that “constistcapproaches encourage and promote
self-directed learning as a necessary conditiotmefamer autonomy.” This indicates that one

of the principles revealed by constructivism theisrthe promotion of learner autonomy.
1.4 Learner Centered Approach (LCA)

The rapid advancement of education coupled withribed to move towards self-
learning has resulted in replacing the teacherecedtapproach by the learner centered
approach. The latter has been rooted in the phplogof constructivism theory as opposed to
teacher centeredness. “In Educational Psychology learner-centeredness derived
overwhelmingly from constructivist epistemologidkittle “Language learner autonomy:
some fundamental considerations revisited” 18).ikeénITCA, the learner centeredness
focuses on empowering the learner with the skikeded to be an active agent in the
classroom. The overall objective of the learnen@&ed model is to facilitate the knowledge
construction process, boost students’ critical kinig> and collaboration and encourage

learner autonomy.

Leni Dam associates the learner-centered learniitly t@acher's knowledge about
language learning and learner’s self-knowledges Theans that the learning content and
process are aligned with how learners learn bettleat their language learning interests are
and what they need language for. In this envirortpearners are:

* Given the possibility of being consciously involvad their own learning;
(Dam, “Why Focus on Learning rather than Teachikg@m Theory to
Practice” 29)

3 Critical thinking encompasses the ability of leamto analyse evidences, reflect, make
decisions, solve problems and evaluate facts.nféoe information about the concept, see
Critical Thinking: A Literature Review Research gpert, Emily R. Lai

11



Nunan describes similarities and differences betig@A and LCA as follows:

...will contain similar elements to those contained iraditional
curriculum development, that is, planning (incluglimeeds analysis, goal
and objective setting), implementation (includingethodology and
materials development) and evaluation. However, kg difference
between learner-centered and traditional curricutlewelopment is that,
in the former, the curriculum is a collaborativéoef between teachers and
learners, since learners are closely involved éndicision-making process
regarding the content of the curriculum and hovs ilaught. (Nunan, qgtd.

in Nunan “Nine Steps to Learner Autonomy” 193)

LCA is somehow similar to TCA in terms of learnimganagement, process and
evaluation; however, the main distinction betwdentivo concepts is that within the modern
teaching/learning paradigm, the teachers designctiidculunf in cooperation with the
learners in which they are expected to play arvacble and contribute appropriately to both
learning content and process. Additionally, thereay environment in LCA is less formal

and more flexible compared to TCA which is quied aoutine.

The promotion of learner autonomy is of the fundatakeprinciples of the learner
centered approach. In this sense, Little claim¢$ tha aim behind the emergence of the
learner-centered approach is to allow learners thieege of their own learning in terms of
learning management, content construction andassiéssment. (qtd. in Boyno 57).

1.6 Learner Autonomy (LA) in Language Education

Learner autonomy has become a desirable goal ity e@duncational systems thanks to
the seminal report of Henri Holec in 1979. Sincentha growing interest in learner autonomy
in the field of foreign language education has easingly influenced the ways in which
pedagogical educational systems are shaped arghdddn this respecit,ittle says that in y
the last twenty years onwards, “the concept of rautoy ... has become increasingly
important in the educational literature” it has tm@e both an appreciated educational goal
and a defining attribute to successful teaching Eaining (Little “Learner Autonomy:

Definitions, Issues and Problems” (4)

“ By curriculum in this context, Nunan means “classn practices and knowledge to be
learnt”
12



1.6.1 Historical Background of Autonomy

It is worth mentioning that the historical backgnduof the notion of autonomy in
education is debatable, controversial and requiaesful interpretations due to the different
views and contributions of many scholarbe idea is not new, but rather it emerged years
ago as its roots go further back. According to he toncept of learner autonomy originated
from the field of politics and Eastern philosophi®serson has demonstrated that the term
autonomy goes back to the Sung Dynasty in Ching Géilarly, Chu Hsi is a 12th-century

Sung Dynasty scholar states that:

If you are in doubt, think it out by yourself. D@tndepend on others for
explanations. Suppose there was no one you couldsasuld you stop
learning? If you could get rid of the habit of bgidependent on others,
you will make your advancement in your study. (kitt“Learner
Autonomy is more than a Western Cultural Constiey”

Chu Hsi assumes that doubt and uncertainty leadisiriking by oneself rather than
relying on others; and if one could change his#itetudes and beliefs as a dependent person,
he/she will probably make a progressive shift iaréng, this is what is now commonly
refers to as “autonomous learning”. Consequently, Him its origins are rooted in the
Eastern Continent.

Some scholars believe that the history of learngoreomy is related in a way or
another to personal autonomy, thus the idea ohéaautonomy is derived from personal
autonomy. According to Benson the concept of peakomutonomy constitutes the
fundamental ground of autonomy in learning and fesonal autonomy is rooted in the
western political philosophy (“Teachers’ and Leash®erspectives on Autonomy” 16). For
the liberal thinkers, the fact that we are abladbfor a reason, and be able to reflect upon the
reasons for our actions therefore we are awarbetalue of “the free choice of goals and
relations as an essential ingredient of individuell-being” (Raz, qtd. in Bensoheaching
and Researching: Autonomy in Language Learnbiy). As a result of this, the term
autonomy is rooted in the Western continent.

Another outlook regarding the history of autonomiieh links autonomy with the
Greek word, autonomia, from the term autocephdtgr ¢he collapse of the Ottmane Empire,
the Orthodox Churches were considered to be autadeps (Britannica). This reveals that

autonomy is etymologically occurs in Greek. In a&iddi to that, the most common view
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shared by many researchers in the literature isthieaidea of autonomy in language learning
is rooted in the European Continent, and that & w&kled by the “Centre de Recherches et
D’applications Pédagogique en Langues (CRAPL)"at tis the “Centre of Research and
Pedagogical Implications in Languages” at Nancyernsity in France, the CRAPL was
founded by Yves Chalon in 1970, and he was corsiler be the founder of autonomy in
language learning, then two years after, in the2l8@halon passed away and Henri Holec
become the director of the CRAPL. In this conteB&nson declares that “The idea of
autonomy first appeared in language learning alaty the establishment of Centre de
Recherches et d’Applications en Langage (CRAL),clvhivas aimed at adult education.”

(Benson,Teaching and Researching Autonomy in Language luieg8).

In 1979, Holec’s seminal report to the Council ofr@pe about self-directed learning
and autonomy has become the leading figure on aaotgnn language learning. The aim of
this report was to develop the sense of lifeloreyieng and to maximize adult learners’
opportunities to direct their own learning. As auk, the issue of autonomy in language
education has gained more popularity and has ehteithin the agenda of language teachers

and researchers since then.
1.6.2 Conceptualizing Learner Autonomy

In the modern classroom, the ability to make leermesponsible of all the decisions
of the learning process and to prepare them toebders of the future and contribute
effectively in their society has become at the @rdore of language learning and teaching.
Within this regard, Holec asserts that developingttie individual's freedom” is by
“developing those abilities which will enable him &ct more responsibly in running the
affairs of the society in which he lives” (qtd. Amderw & Stephen 4). This understanding of
autonomy endeavors to merge between the classroditha society where active citizenship

is a focal objective.

Due to the complex abstract nature of autonomgarehiers have not yet agreed upon
one definition, probably because it means diffetdinigs to different people from different
social, cultural, ideological, and educationaliagi. At this point, it is argued that “Learner
autonomy is a difficult concept to define as itres multiple meanings with different
interpretations of the autonomous self” (Chan “Eosfy Learner Autonomy in an ESL
Classroom” 75). To cover its layers and branchespreomy has been discussed from a

number of perspectives and spheres as a multi-diioesl notion.
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Historically speaking, Henri Holec is one of thedeng pioneers of autonomy in
language education and the first to promote leaaméonomy in Europe in 1981which had
later become a prominent goal in many other coesitin the world. In his commonly cited
renowned oldest definition in the literature, deriearner autonomy as “the ability to take
charge of one’s own learning” (3). Holec views fearautonomy as an ability to determine
the learning objectives (why learners need to lgaondefine learning contents (what learners
need to learn), to select learning activities arethods to be used (how learners want to
learn), to monitor and assess the learning proeesks outcomes (how learners will be
assessed). In other words, being autonomous li¢keiriearners’ ability to be responsible
over all aspects of learning in terms of takingisieas, learning materials, activities and
strategies, setting goals, and evaluating prodtasstechnical perspective of autonajnyn
this point, Holec sees learner autonomy not meaglg way of learning but the ability of:

Determining the objectives
Defining contents and progressions
Selecting methods and techniques to be used

Monitoring the procedures of the learning process

® 20 T p

Assessing the learning outcomes (Holec 3)

This implies that an autonomous learner is charaet by the freedom of choosing
what, when and how to learn in accordance to hisfinteferences, interests and needs.
Though many scholars seem to agree upon Holecisititer, it is still obscure and vague in
the sense that it only covers the technical aspleatitonomy; what autonomous learners are
able/supposed to do? rather than how to be automsgidherefore it requires careful

interpretations and considerations from other pEntpes.

Another valuable contribution to learner autonosiyniade by Little who defines it as
“a capacity for detachment, critical reflection,c®on-making, and independent action”
(“Learner Autonomy: Definitions, Issues and Prold&mh). For him it is the capacity learners
have in setting learning goals, monitoring theirnol@arning, and critically evaluating the
learning activities and outcomes. In other termss ithe capacity of self-management in

terms of both learning content and process.

However, it is not enough to view learner autonoomyy as a capacity of self-

management of learning or learner responsibiligngn asserts that autonomy consists of

® This concept is explained in this chapter page 32.
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three distinguishing complementary aspects: legrmranagement, cognitive process, and
learning content. According to him learner autonasithe capacity to take control of one’s
own learning” Teaching and Researching Autonomy in Language le@#v). This means
that an autonomous learner is assumed to take otoower the learning management,
cognitive process, and learning content. a) Coravelr learning management involves self-
management of learning in which learners are swgapts plan, organize, and evaluate their
learning with learning strategies. b) Control ogegnitive processes consists of attention or
awareness, reflection, and metacognitive knowledyelearning content means learning
situations in which learners have the right to mtdeeright decisions about their learning. It
is included in the definition as a third aspecleafrner autonomy because as Benson explains
that the learners cannot become fully autonomoussarthey are able to negotiate for the
right to make decisions and take responsibilitythair learning.

Paiva also criticized both definitions of Holec ahittle saying that although they
both stress the core of autonomy, educational anlscontexts are not taken into account
which are central aspects in the learning prodessPaiva in both definitions, learners are
considered to be free from the influences of cagmiand social factofs (qtd. in Paiva
Identity, Motivation and Autonomy in Second Languégquisition442). In addition, both
definitions neglect the degrees of autonomy andgthdual stages learners need to develop
to have complete detachment; this ideal goal cameotchieved without guidance from

already experience person (the teacher).

Recently, Benson slightly modified Holec’s defiaiti replacing “ability” and “take
charge” by “capacity” and “take control” respectiyesaying that learner autonomy is “the
capacity to take control of one’s own learning”digin Marry 321). He argued that the term
“control” is more accessible to empirical studyriltake charge”. In this respect, Huang and
Benson argue that understanding learner autonomuires identifying not only its
components important though it is, but also its ehisions. They view the “capacity to
control learning” as being comprised of three congmas. First, ability, which refers to
knowledge and skills needed to plan, monitor ana@luate learning; Second, desire, which
implies motivation and passion of doing learningd a&hird, freedom which means “the
degree to which learners are ‘permitted’ to conthelir learning, either by specific agents in
the learning process” (Huang & Benson, gtd in M&2y)

® They include both external and internal factorshsas the influences of individuals and
cultural beliefs.
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Many scholars such as (Dickinson 27; Dam et al 1@iflg 45; Cotterall 195; Rieire
332) conceptualize learner autonomy using differemtns such as: “ability, mode of
learning, capacity, willingness, attitudes, leaimxdemonstration and freedom of learning” as

follows:

Dickinson defines it as “a mode of learning” in wainithe responsibility concerning
the decisions made about learning is put in thel®ar the learner and he/she is able to put
these decisions into practice. Dickinson views ator@omous learner as a decision-maker

and as someone who is capable of attaining theéesgtions (27).

In a slightly different way, Both Dam et al andtlatrefer to autonomous learning as
a capacity respectively. According to Dam et aloaomy entails both “a capacity” and
“willingness” to work alone and with others as “acwl responsible person” (102).
According to Dam autonomy as is a social constinctvhich learners are expected to
connect knowledge gained in schools with the wanldiside. This can be achieved when

learning individually and cooperative learning both encouraged and exercised.

Moreover, Little considers the psychological aspddearner autonomy as important
as the technical and social ones. The decision d¥@ming process and content is
conditioned by the learners’ psychological abifitiee it cognitive or metacognitive, this
includes “a capacity of detachment, critical refil@e, decision making and independent

action” (Little, Learner Autonomy 1: Definitions, Issues and Prolsldf).

In the same way, Cotterall shares the same coweceptith Little and Benson in the
view that autonomy in learning is “the extent toievhlearners demonstrate the ability to use
a set of tactics for taking control of their leangii (195). Autonomy, in Cotteral words,
consists of a range of techniques learners usettaral behave autonomously regarding the

learning management.

Rieire asserts that learning autonomously is abtihie learners' capacity and
freedom to construct and reconstruct the hakgowledge” (332). Rieire claims that
autonomous learners are expected to contributectefédy in the construction of the
knowledge to be taught rather than being passiv@vers of information. Rieire’s definition
of learner autonomy is somehow similar to the defin of constructivism theory, sharing
the same view concerning the learners’ capacityhatd responsibility in constructing
knowledge. However, this definition seems to ignibre role of the teacher in helping their

learners in constructing knowledge because undonéd freedom may result in
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unorganized learning and random decisions conagrsiome aspects of the learning

operation especially at the preliminary stage ¢baomy.

Due to its divergence, Smith, R claims that “Theoaomy movement is by no means
over, but it seems to have entered a new phasefameer diffusion” (qtd. in Bouhass 413).
Based on the different definitions formerly statieds still debatable and difficult to come up
with a single precise definition which covers ak tdimensions of autonomy. Yet, it requires
careful considerations of educational, economiditipal, psychological, social and cultural
contexts to give it full meaning. One may say thiadefinitions about learner autonomy do
touch the focal point of autonomy; however, thdyrefler to the highest degree of autonomy
ignoring the fact that “there are degrees of autyyio(Sinclair, qtd. in Borg and Al-Busaidi
5). It might be reasonable to view autonomy as ibrella term and a complex psycho-

socio-cultural capacity which differs from one Iear to another and from culture to culture.
1.6.3 Learner Autonomy: False Assumptions

In language education, It has been widely acknogdddthat learner autonomy has
been misinterpreted in different various ways aodfgesed with other terms in the literature
such as self-instruction, individuality, isolaticemd freedom. However, these concepts have

their own meanings and they are not synonyms todégautonomy.
1.6.3.1 Learner Autonomy is not a Synonymf Self-Instruction

According to Little learner autonomy does not hadlile same meaning as self-
instruction which is considered to be one the ncostmon misconceptions in the literature.
Little states that “Learner autonomy is a problamirm because it is widely confused with
self-instruction. It is also a slippery concept d&@se it is notoriously difficult to define
precisely” (Little, “Learner autonomy: problems,sies and misconceptions” 54).This
guotation denotes that first, the problem lies hie thallenge of defining autonomy as a
concept, second, it could be understood as doengileg without guidance and supervision.
Little puts it clear that self-instruction is “a ttex of deciding to learn without a teacher” (3).
Learners may assume responsibility without theachers in certain tasks and learning
situations but ensuring a successful accomplishmiethie main objectives of the tasks is said

to be confirmed by the teacher.

Furthermore, learner autonomy is by no means &heraless learning” (Thanasoulas

4). Sheerin shares the same outlook with Littletlom point that learner autonomy is not
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learning without the help of their teachers sayimat “teachers...have crucial role to play in
launching learners into self-access and in lentliegn a regular hand to stay afloat” (gtd. in
Thanasoulas 4). In other terms, Sheerin stresaesvithout the teachers’ assistance, learning
would not been possible to be functional and falitfn addition to that, Little claims that
learners cannot reach higher degrees of autonothgyfare not effectively directed by their
teachers. In most cases, the presence of the teachine process of learning is undeniable

and prerequisite to learners’ self-learning (54).
1.6.3.2 Learner Autonomy is not Learnig Individually

Many language teachers, and even learners may thaiklearner autonomy is a
matter of learning alone without the teachers’ érpeinitiatives and involvement, this,
however, is a mistake, since learners as indivgllla¢ among people and their need for the
help of others is inescapable. The role of indiaidu(teachers, classmates, parents...) to
stimulate and motivate learners to learn is necigsand their crucial roles in fostering
autonomous learning is no exception. Also, the neatdi the classroom requires the presence
of both elements, teachers and learner in which tlae share ideas, negotiate meanings and
collaborate together to construct knowledge and emsénse of purposeful learning and
supportive learning environment. As Barbot poinis that autonomy does not mean to work

individually:

Autonomy is not synonymous with individualism, aating to which the
'me’ is superior to the other 'me’, in relatiomvtach it must assert itself in
competitiveness, but working cooperatively. It iwes taking into
account the environment and society and to buitdudh interactions.
Autonomy does not mean loneliness: working in pairs groups,

accelerates the empowerment of learners.

L’autonomie n’est pas synonyme d’'individualismeloeelequel le ‘mor’

est supérieur aux autres ‘moi’, par rapport auxgiladoit s’affirmer dans
la compétitivité, mais de travail en coopératividle implique de prendre
en compte l'environnement et la société et de sestogre par des
interactions. L'autonomie ne signifie pas la saéu: le travail en
binbmes, en groupes, accélere l'autonomisation agzenants (; my
trans ; 24).
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To put it in another way, autonomous learning is aanatter of expecting learners
working individually, but also in groups. Hencellaboration and cooperative learning are
integral components and conditions to make autonartryie practical goal. Learning from
one another and sharing opinions and learning expE¥s with other members of the
classroom ensures the success of the achievemertheoflearning outcomes. Thus,
autonomous learners are those who can both woikiguglly and with others in a social
setting (interdependence); mutual dependence shmulseen a complementary task where
the teachers consult students and students seekdaaehers’ help to realize the objectives

set.
1.6.3.3 Learner Autonomy is not Uncoriibnal Freedom of Learning

Being free from teachers’ control is one of the mosmmon misconceptions of
learner autonomy. In the words of André (68), dufonomy] is therefore a question of
supervised freedom”. In other terms, it is by ncaansedoing what the learner wants to do.
Benson goes beyond the freedom from self in whiehahgues that freedom in learner
autonomy is controlled by the learners’ social treles and requirements. (Bensdrgaching
and Researching Autononjiyearning is not free from the influences of in@rand external
factors in which the learner performs daily lifetigities. Being a member of a given
community influences one’s choices and decisiormiher/his life in general and learning
in particular. Freedom in learning is conditioneg the social, cultural, ideological, and

educational aspects where the learner lives amliestu
1.6.3.4 Learner Autonomy is not a Teaoty Method

Another widely spread misconception is that leaadonomy is a method; in fact it
is neither a method nor an approach to teachinigayning but rather an attitude. In this
respect, Benson claims: “...autonomy is not a metbbtearning, but an attribute of the
learner’s approach to the learning process.” (BenBeaching and Researching Autono)y
Similarly, Sinclair highlights that “promoting automy is not simply a matter of teaching
strategies” (qtd, in Borg and Al-Busiadi 5). Itnst something teachers do/teach to students
but rather it is belief to be imparted in the studeand a goal to be attained with the help of

teachers.

In brief, as explained before, Esch follows Litgerspectives on what learner

autonomy is NOT, in which he states that:
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It is not self-instruction/learning without a teach.. it does not mean that
intervention or initiative on the part of a teach&rbanned; ... it is not
something teachers do to learners; i.e. a new rdetbgy; it is not a
single easily identifiable behavior; ...it is not ®ady state achieved by

learners once and for all. (37)

Based on the above mentioned contributions of miffe authors, what learner

autonomy is not, its misconceptions and false aptionms can be summarized as follows:

learning without the teacher
Elimination of all initiatives and interventions tife teacher
A new teaching method

A shared behavior by all learnérs

® a0 T p

A stable state which occurs similarly in all leargisituations

1.6.4 Teacher’'s Roles in Promoting Leaen Autonomy

By the coming of the learner centered approach hvieacourages the
promotion of autonomy in language classrooms, ta&tholes and responsibilities

have changed where new functions have been inteadwdttle asserts that:

“The teacher’s role is to initiate, support andedir the processes of
negotiation that help learners at every stageeatity new learning goals,
new learning activities and materials, and thus newneas of

responsibility.”(Little, “Constructing a Theory &A” 22)

The traditional paradigm of teaching views the kegicmerely as a knowledge
provider, the one who decides what to learn, desaptivities and other related tasks inside
and outside the classroom. These roles have shapker dominance and authority in the
classroom. To cope with modern education and rédaelset educational goal (autonomy), a
shift has been made from a teacher with the abaaitigs to a facilitator, guide and
counselor. In this respect, Little views “teachassmanagers, facilitators, counselors, and a

resource”. Each role is clarified below:

" This means that not all leaners have the samavimes to show their autonomy
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a) The Teacher as a Manager

In order to lead learners to reach the set learabjgctives and maintain a supportive
, safe and trusting classroom environment, teacbftes play the role of organizers and
managers. Being a teacher manager means to betaldieect and control the learning
activities and classroom practices. Time and icteva are other important elements the
teacher is supposed to pay a special attentiohs is through controlling his/her talk
compared with that of learners, as well as managlagsroom interaction through giving

learners equal chances of talk and encouraging tbhemteract with each other.
b) The Teacher as a Facilitator

The teacher in learner autonomy is seen as atédoiliin the sense that he/she helps
learners in setting objectives; selecting materaadd evaluating learning outcomes. In this
role, the teacher guides learners in the processating a link between their needs, wants
and necessities and their pre-determined learrfapgrtives. On the basis of these objectives,
learners with the help of their teachers will decwhat learning materials and activities to be
used and how the learning outcomes will be evatllafbe main tasks for teachers are; to
direct learners towards achieving their goals, mgdheir needs, motivate them and support

them with guidance and encouragement to take damiss the learning process.
c) The Teacher as a Counselor

At the primary level, the teacher as a counselsuposed to make an advantageous
use of the first contact with learners in terms kofowing learners’ needs, styles and
preferences and discussing the learning contenpeotss to better foster learner autonomy.
Furthermore, teachers are strongly required tcerbaarners’ awareness with regard to the
learning styles, strategies, and their expectedsralnd responsibilities. As put forward,
Dickinson teachers are strongly invited to highlypgort and encourage learners to be
independent autonomous learners by raising thaearewess (qtd. in Cakici 91). Lately, in the

same context, Dam says:

Let me first of all mention the fact that learnels not necessarily learn
what we believe ourselves to be teaching... What are do is give our
learners an awareness of how they think and how tearn — an
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awareness which hopefully will help them come toumdlerstanding of

themselves and thus increase their self-esteerj. (18

Not limited to the above mentioned roles, the teadh an autonomous classroom is
expected to do others missions and hold other nssipiéities. Glikman throughout a survey
about learners’ needs and teacher practices pothgefollowing roles:

» Helps learners to determine the learning content.

» Suggests working techniques and provides alterstand choices regarding the
learning paradigm.

» Develops certain personal and social skills, hew to deal with practical problems
and real life challenges.

* Boots motivational and moral support and encourdgesners to act and react
actively in the class.

* Provides feedback to evaluate the outcomes.

* Manages learner-teacher interaction.

* Helps self-assess production or understandingki¢@in 58)
d) The Teacher as a Source

Despite the differences in views, the teacher ramai the foreground of modern
classrooms. The teacher’s role as a source of leugel will never be diminished. Learners
at a given point in time and at a certain level aflvays be in dire need of their teachers to
lunch them with fruitful resources to better getigints on what needs to be read. This simply
means that the teacher is one of the main sourckaawledge in which he/she suggests
resources (books, articles, websites, dictionariets)..to consult inside and outside the

classroom and provide the needed information.

To illustrate, Camilleri considers that the teachealize[s] that his/her essential
mission is no longer to transmit knowledge, buséb up tasks and ensure a role of advisor
and resource person”; (“prendre conscience que isaiam essentielle n’est plus de
transmettre des savoirs, mais de mettre en plax¢adbes et d’assurer un role de conseiller
et de personne-ressource”; my trans;) Being ahteraas source of knowledge is one of the
traditional roles but still valid. Neverthelesse tteacher is certainly not the only knowledge

provider.
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As cited in AL-Asmari, Tudor mentions that beingaurce of knowledge is the main
role of the teacher in the traditional modes otheag; teachers promoting learner autonomy
play other roles to help students to take this amsibility by setting their own goals,
planning practice, or assessing their progresddigtd.in Al-Asmari 1)

According to Ganza “[L]earner autonomy is an iecbment, attained
interrelationality between the learner and tkacher”. It is undeniable that both teachers
and learners should share responsibility and wogether to achieve the intended learning
objectives. On the one hand, teachers should legmérs to be independent and hold
responsibility. On the other hand, learners shaackept to take charge of learning and act

and react in accordance to what is expected framth

Different researchers and scholars looked at teachmles from different
perspectives and angles, however, it is worth gotitat regardless of what roles a teacher
plays to develop autonomous learning, it is undedigtthat the teacher’s role is unstable; it

varies according to learning situations and lea'revel of autonomy.
1.6.5 Learners’ Roles in the Autonomousrizironment

None of us would neglect the role and the poweleafners in modern education;
they have the potentials and the capacities whiable them to rely on themselves, bear
responsibility and contribute in controlling thewn learning, Smith in this context argues
that “learners have the power and right to leamtifiemselves” (2). Unlike the traditional
model of teaching which views learners merely asspa receivers of information, the
modern teaching considers them as partners in rcmtisiy knowledge and a fount of

knowledge and places them at the foreground ofeehing/learning processes.

More importantly, Dam believes that active parttipn in the classroom and
responsibility for learning are two major roles aamous learners have to play inside and
outside the classroom in the field of foreign laage learning (gtd.in Lumturie 425-426).
Participation is shaped by their active roles instaicting knowledge, answering questions,
debating and challenging ideas, negotiating meaniagd sharing experiences and
information with their teachers and classmates.pBesibility over learning occurs in
engaging themselves in defining the learning cdnteelecting learning methods and

activities and assessing their progress as wédleatifying their strengths and weaknesses.
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Self-assessméhts another important role in the autonomous legyrenvironment.
Autonomous learners evaluate their own learningym@ss. The latter will enable them to
decide what to do next as to remedy their weak tpoand develop their skills and
competencies. Learners’ roles should start witmdpeaware of their expected roles and
responsibilities, accept to take responsibility amelelop their stance towards learner

autonomy.
1.6.6 Characteristics of Autonomous Leaers

Autonomous learners are characterized by a numbéatures which make them
different from other learners; these features shbpe profile as responsible learners who
effectively take charge of their own learning, €haesponsibility with their teachers,
therefore, contribute actively to their societiés. one of the earliest contributions on

characterizing autonomous learners, Little stdiat t

“Autonomous learners can understand the purposeheir learning
program, unequivocally recognize the conscientieasror their learning;
divide the set of learning objectives, take initi@s in planning and
implementing learning activities, and regularly ieav their learning and
evaluate its effectiveness.” (Little, “Learner Antomy: Definitions, Issues
and Problems” 11)

For Little autonomous learners have the abilitysefting learning objectives, self-
awareness of themselves as learners, and selfadvauo determine what works well and
what works less in relatedness to the learningviies being performed and to assess its

adequacy.

Learner autonomy movement has reshaped the rdéaofers to become responsible
not only as students but also as individual citizdn this vein, Dam notes that autonomous
learners have the will to “act independently andcaoperation with other, as a socially
responsible person” (Dam “Developing Learner autoyio Teachers’ Responsibility” 1)
Being an autonomous independent learner lies imées willingness and desire to work
individually and in collaboration with other peerBhis willingness to exchange ideas of

common interests with the students and teachersomglitioned by the teacher-learner

8 For more information about self-assessment arrdéeautonomy, see Gardner 29-60.
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relationship and the classroom environment. Thénigef being secured, safe and trusted

broadens the students’ horizons, thinking capacédied reflections.

The autonomous learners are, first, characterizethdir readiness to be responsible
of their learning and their understanding regarding purposes of studying a particular
content to meet their ne€ddn this respect, Dam (ibid) views that learnetoaomy is
shaped by “a readiness to take charge of one’sleawrning in the service of one’s needs and
purposes”. Readiness includes awareness of rotesptito change the traditional beliefs,
and being convinced that their engagement is arengabk constituent in learning

autonomously.

Omaggio states there are seven main features ¢thiazaty autonomous learners:

o

Are aware of their learning styles and strategies;

Take an active approach to the learning at hand;

c. Are willing to take risk, i.e., to communicatethre target language
at all costs;

d. Are good guessers

e. Attend to both form as well as to content, thapiace importance
on accuracy as well as appropriacy;

f. Develop the target language into a separate refersystem and
are willing to revise and reject hypotheses angsuhat do not
apply.

g. Have a tolerant and outgoing approach to the tal@@juage.

(gtd.in Thanasoulas “Learner Autonomy” 2)

o

The characteristics mentioned in Omaggio’s wordensdo be insufficient for
efficient growth of learner autonomy, other factosach as motivation, self-esteem;
collaboration should be taken into account toahlis view, Scharle and Szbso state that the
autonomous learners “accept that their own effaréscrucial to progress in learning” And
also “are willing to cooperate with the teacher attters in the learning group for everyone’s
benefit” (3). In other words, an autonomous learsdirst aware of the prominence of his/her
efforts in the learning process, has the senseahwork, the ability to collaborate with

others, and benefits from different learning oppoities available to them.

Additionally, Chan points to other critical feataran which she argues that
autonomous learners are motivated, goal-orienteel]-avganized and systematic, take
initiatives, flexible, eager to learn and enthustashave the desire to ask questions, hard-

® Why students are learning and what for.
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working, and make effective use of chances to erddearning and participate in the
learning process. (qtd. in Al-Asmari 2). These eletaristics are not applicable to all types of
learners; different learners have distinct attisudewards autonomy and possess different
qualities to assume responsibility. For exampledents who prefer listening are often seen
as passive learners, in fact, they are also devggmme autonomous skills (cognitive skills,
critical thinking and reflections).

1.6.7 The Autonomous Classroom

There are certain essential conditions for auton@mmgdassrooms; these conditions
include willingness, comprehension of both teachamgl learning process, experience and
effective environment where trust, respect and ritgcare met. In this regard, the following
figure is designed (DamiVhy Focus on Learning rather than Teaching? Fronedri to
Practice22)

Experience

Autonomous
Classroom

Knowledge

Fig. 1. Conditions of Autonous Classroom (Dam 22)

For Dam to say that this classroom is autonomouansidirst, both teachers are
willing to relinquish responsibility and learnerbosild be ready to hold it, this requires

teachers to “let gd® and learners to “stand on their féét'This means shifting from “spoon

9 Teachers willingness to let their students expegesome sort of freedom in learning
1 A phrase refers to students’ ability to rely oartiselves and be responsible for their
learning.
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feeding™ to independence and collaboration where both t#gadnd students view teaching
and learning as a shared responsibility. Seconathanimportant condition is that teachers
and learners should be well informed and awaré@f roles and responsibilities and have a
good command of knowledge about both learning aadhing content and process. Third, in
an autonomous classroom, teachers and learnersdshiso have “experience” about the
nature of learning in terms of knowing how to leflgarning strategies). Finally, creating an
environment where the availability of mutual redpand trust, and security is a crucial
ingredient in fostering autonomous learning. A stasm might not be as autonomous as
expected if teachers do not trust their studeriditato act autonomously and vise-versa. If
students, for instance, feel threatened they mayeweelop an autonomous attitude towards
learning. As a result, the teacher-learner relatigmis a key factor in the growth of learner

autonomy.

Nunan makes a clear distinction between an autoosmmassroom and non-

autonomous classroom. The following diagram sunsearihe main differences.

< Non- ™

~ Autonomous

Classroom

autonomous

SEESCPY] . Decisions about
1. Students make almost learning content and
all decisions process are made by the
teacher.

2. Students ‘needs and
interests are considered
when designing
classroom activities.

2. Students have no role
in the selection of
learning activities.

3. Assessment and

evaluation of learning 3. The assessment and
are driven by the evaluation are done
students through tests and exams.

Fig.2. Autonomous versus Non-autonomous Classrdtumgn 21)

An autonomous classroom differs from a non-autonsyadassroom in the sense that

in the former, students are part of decision makiragess concerning all aspects of learning

12 Spoon feeding means that students are being giv@rformation by their teachers without
thinking or effortsTo understand morepnsult “Spoon-feed.Merriam-Webster.com
Dictionary, Merriam-Webster, https://www.merriam-webster.ctictionary/spoon-feed.
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objectives, content, process, evaluation. Howeawnethe latter teachers are the only decision-
makers, and students are passive members in ther@ben where they are supposed to do

what they are told to do.

Furthermore, in the autonomous classrooms, ledrmeise and interest are given a
higher their day-to day agenda to create a chaligngnd productive climates. In similar
way, what to teach is always in line with studergeeferences and needs. Whereas, this
feature not not paid a great deal of attentionan-autonomous classrooms which are based

on direct instructions and rigid teaching procedure

The non-autonomous classrooms does not view lea@se@ssessors, assessment is
generally done through formal tests and exams wtlexremark is the top priority of both
teachers and learners, i.e, teaching and learmmgxam-based. While in the autonomous
classrooms self-monitoring and peer-evaluation eaveouraged. Learners assess their own
progress and learn from their mistakes and lackkfariify their performance in different

aspects of language learning
1.6.8 The Rationale of Learner Autonomyni EFL Education

None of us would deny how important it is autonofoy language learners in
preparing for future challenges and teaching thetica thinking and problem solving skills
which may apply them in their lives as individualis has led many researchers to give
special attention to the incorporation of learnetoaomy as a step towards efficient and
purposeful learning. Many scholars such as Cotte@amilleri and Palfreyman, have made
effective contributions to learner autonomy in terof definitions and the rationale behind its
promotion in the field of foreign language teachilegrning. They claim that it develops the
quality of learning, prepares learners for lifeldegrning and future encounters, as well as
promotes democratic societies; and permits studentmake best utilization of learning
opportunities both inside and outside the classrgich in Borg and Al-Busaidi (1). Based
on some researchers’ viewpoints, the rationaleeafner autonomy can be categorized as

follows:
a. Pedagogical Rationale

Despite the fact that learner autonomy did not ctanigelittle the role of the teacher
as many people may think; it aims at making learearn even when the teacher is no

longer in the classroom. For this reason, Cottarsderts that “autonomy has to be promoted
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to enable learners to learn even when they do ane laccess to teacher’ instruction and that
they will learn more effectively if they do not dapl on teachers’ help” (220). Effective
promotion of autonomy enables learners to deveddpreliance and independence in the
physical absence of their teachers as it is the cdgpandemics and educational crisis or
when the teacher is interested in enhancing outd@es autonomy. When learning takes
place outside the educational institution, autonasntearners are confronted with fewer

obstacles because they already have the requilkdasid qualities.
b. Psychological Rationale

Successful learning is determined by the learnaksllvement in their own learning.
Thus, learners learn better and feel highly moéidathen they are given a certain degree of
freedom in deciding what and how to learn. In tbantext, Candy claims that “When
learners are involved in making choices and deassi@about the content and the mode of
what they are studying, learning is more meaningind thus, effective” (24). In the same

way, a clear illustration is made by Dickinson ihigh he says that:

There is convincing evidence that people who tdke initiative in

learning (proactive learners) learn more things Bain better than do
people who sit at the feet of teachers, passivedjting to be taught
(reactive learners)...they enter into learning mpueposefully and with

greater motivation (74)

Motivation is of a prime focus in the domain of edtional psychology. Autonomy
and motivation are two inseparable entities. Theiationships predict that the more
motivated the students, the autonomous they becbmus, motivation is a conditional factor

when students are taking control over their ownnliea.
c. Social Rationale

Another important rationale behind implementingoaaimy in the EFL classroom is
its social orientation. In others words, the ainoisot only to make learners learn within the
educational frame, but also to make learners agieducers in their societies. In this light,
Jane says that preparing learners for indepena®htiatonomous learning is a shift in roles
from “man as product of his society” to “man as gweducer of his society” (gtd. in Holec
3). Autonomy prepares learners to take an active mo their societies and contribute

appropriately creating new forms of culture whetoaomy is everyone’s’ goal.
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d. Political Rationale

As far as the political rationale is concerned,npoting learner autonomy paves the
way for learners to be more and more consciousawate about their rights in making
decisions and choosing among available optiononbyt in the learning process but also as

individuals in their political life.

From the political perspective, autonomy can benéef as a “human right” which
encompasses the freedom of speech and freedonin&inty and the ability to direct one’s
own life. In the classroom, students should beothiced to certain learning situations and
tasks where these skills are experienced and eeeérciToday’s autonomous learners are
future leaders who are expected to rule their aguahd make great contributions in its

political development.
1.6.9 Developmental Stages of Learner gamomy

As cited in Borg and Al-Busaidi, Sinclair assertzatt “there are degrees of
autonomy”. (5), for him autonomy learning goes tlgi different stages to reach what he
labeled as “complete autonomy” which is, for hinensidered to be “an idealistic goal”.
Sinclair adds that these “degrees of autonomy astable and variable” (Sinclair. gtd. in
Borg and Al-Busaidi 5). This means that there aeables by which the degree of autonomy
is affected and controlled. Similar to that, Numvides learner autonomy into five levels of
development, ( Nunamesigning and Adapting Material95) as illustrated in the following

figure:

E. Trancendance

AV

D. Creation

AV

C. Intervention

[ B. Involvemnt

[ A. Awareness

Fig. 3. Levels of Learner Autonomy Development (Hri95)
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As shown in Fig.3. above, complete sense of leasugonomy does not happen
overnight but rather goes through several stepsstamks. In order for learners to develop
higher levels of autonomy and reach what Sinclalled “complete autonomy”, the first step
to consider is awareness. In this preliminary stdgarners’ awareness regarding how to
learn (learning strategies) is raised. In thigstdeachers have crucial roles in helping them
identifying their own learning styles and stratsgi®esides, teachers should make their

students aware of learning goals and content.

Second, in involvement stage, engaging learnerheanselection of objectives and
learning content has proved its effectiveness oreiasing students’ interests on what are
learning. In this stage, teachers are supposedotade learners with a range of options in
relatedness to the learning objectives. On therdthed, learners at this level select among

the available choices. By this students will féw value of their voices and roles.

Third, modifications of objectives are at the heaftthe intervention level. This
means that learners should be involved in modifyimg learning objectives and content of
the syllabus in which they will adapt their objees in accordance to their preferences and
wants. Through this stage, learners will develop s$kills of adaptation and adjustment,

choose what suit their needs and eliminate whatwaak less with them.

Fourth, as far as the creation stage is conceasethe name suggests, learners will
not be given options to choose but rather creadie twn goals and objectives. Being aware
and familiar with their needs, lacks and learnitydes will enable learners to create their own

learning objectives.

And fifth, the last level of autonomy expects leamto make a link between what is
being learned in the classroom and the “the wodgobd” this by “becoming teachers and
researchers”. (Nunan 195). According to him, leesnhmles are not restricted only to what
they do in the classroom, but also how they wilitcbute in developing their societies as

future citizens. Hence, this level of autonomyasially-oriented.
1.6.10 Versions of Learner Autonomy

Based on the fact that learner autonomy is sucloraplex multi-layer concept,
researchers have investigated the issue from \&aepects to better comprehend the way it
works. It is widely argued that Benson was thet ficstalk about versions of autonomy in
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language education by dividing it into three magyg: technical, political and psychological

(Benson, “Autonomy in Language Teaching and Leayhi4).
1.6.9.1 Political Version

For Benson, the political version of autonomy iwved the learner’s ability to take
control over the learning content and process.|@amer could take decisions with regard to
the content, pace, mode and sequence of the oag@mzand instruction phase of the lesson.
This indicates that the learner has a great anduade role in the selections of what is to be

learnt and how will it be learnt.
1.6.9.2 Technical Version

Learning a language that takes place outside #8tutional context (outside the
classroom) and in the absence of the teachersfenéace, is known as a technical version of
autonomy; Benson explains this as “the act of iegra language outside the framework of
an educational institution and without the interv@m of a teacher”. (Bensohe Philosophy
and Politics9). The main concern of the technical version immtike learners take charge of
learning without the teacher’s initiatives and helps is what Sinclair labeled it as “complete

autonomy” which is for him “an idealistic goal”.t¢fj in Borg and Al-Busaidi 5).
1.6.9.3 Psychological Version

Based on Benson’s view of the psychological versidaevelopment of Learner
autonomy is related to the cognitive and the aiffectapacities of the learner. In the light of
this, Benson (19) autonomy is “a construct of adi&s and abilities which allow learners to
take responsibility for their own learning. For Ben autonomy is not always a visible

concept but rather an abstract mental capacitylwtaquisites attention and cognition.
1.6.9.4 Sociocultural version

What seems lacking in Benson’s versions of auton@nilie socio-cultural aspect in
which learning occurs; the fact that led Oxfordspyead the notion of versions of autonomy
by adding the socio-cultural perspectives, for Benson's view of learner autonomy is
incomplete since it does not take the socio-cultdirensions into account. (qtd. in Benson
24). The latter is the focal point around which tugrent research revolves. It is certainly
true that society and culture are integral partdaemeloping or hampering the learners’ sense

of autonomy.
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The socio-cultural relationships and interactiorfs tloe learners can never be
neglected because they are part in the learningepso Harmer also shares Bensons’ view by
saying “Attitudes to self-directed learning arediently conditioned by the educational
culture in which students have studied or are shgdy.autonomy of action is not always
considered a desirable characteristic in such &esitéqtd. in Bouhass 411). In the domain of
education, autonomy and culture have a reciprocfiience; the students come to the
classroom with certain socio-cultural beliefs whiohy lead either positively or negatively to
autonomy enhancement. Also, the students can a&cquirew educational culture based on
the way they have been tautfhtAdditionally, the autonomous students can produee

cultural beliefs to be applied in the society.

Following Benson’s assumptions of ‘versions of aotoy’, other scholars such as
Ribé ; Holliday ; Smith; O’Rourke & Schwienhorst'&umaravadivelu have also made other
representations using different concepts to descamiore and more autonomy movement,
they expanded Benson’s idea and break it downnrany layers (mentioned in Benson 24).
For instance, Ribé talked about ‘convergence’,édijence-convergence’ and ‘convergence-
divergence’ perspectives; Holliday’'s added ‘natpemakerist’, ‘cultural relativist’ and
‘social’ approaches; Smith made another contrilbutpyesented in ‘weak’ and ‘strong’
pedagogies; For him, weak pedagogies represent “eapacity which students currently
lack...” and strong pedagogies’ which mean that sitglare “already autonomous to some
degree”. Similarly, O’'Rourke & Schwienhorst’s intitaced ‘individual-cognitive’, ‘social
interactive’ and ‘exploratory-participatory’ pergpes. (qtd. in Benson “Autonomy in

language Teaching and Learning.” 24)

As mentioned above, learner autonomy is not an easgept to define; as it tends to
lend itself a difficult complex position in the likof language education. Despite the use of
different concepts about versions of autonomy @liferature, they share to some extent the
same meaning and serve the same purpose whiclovglimg a full description to learner

autonomy.
1.6.11 Conditions for Learner Autonomy

It is unreasonable to expect learners who have beder their teachers’ authority for
several years to become suddenly autonomous |sarnewever, learner autonomy is still

13 Such as traditional classroom culture. This edonat culture has emerged through
experiences
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possible to be developed and achieved when cepegnequisites and conditions are
accessible to them. In this context, “...it shouldrbeigerated that autonomy is not an article
of faith, a product ready made for use or merepeesonal quality or trait. Rather, it should
be clarified that autonomous learning is achievetemnw certain conditions obtain.”
(Thanasoulas “What is Learner Autonomy” 6). Sometlise conditions are presented

below:

1.6.11.1 Teacher autonomy

Few research studies have investigated the issugarther autonomy and its
effectiveness in the development of learner autgnoheacher autonomy as well has been
defined in different ways. Its meaning is derivedni learner autonomy. It is considered to
be a multidimensional concept.

Teacher autonomy can be defined as personal rabpiwypsind self-critical reflection
ability of teachers over the teaching professiotcakding to Little:

Successful teachers have always been autonomalis gense of having a
strong sense of personal responsibility for theaching, exercising via
continuous reflection and analysis the highestiptesslegree of affective

and cognitive control of the teaching process, axgloiting the freedom

that this confers (179)

Recently, Benson claims that “Much of the languegehing literature treats teacher
autonomy as a professional attribute, involving apacity for self-directed professional
development” (BensormAutonomy in Language Teaching and LearniB@).This indicates
that teacher autonomy is one of the main charatiesiof professional teachers, and that the
ways in which teachers direct themselves and ufectefe self-management skills are
essential in the autonomous teaching environmeeingBan autonomous teacher requires
certain skills and capacities in making decisidnsud classroom tasks and activities.

Teacher autonomy is considered to be an importetof in the growth of learner
autonomy. To better develop autonomous learning,iitdispensable to have an autonomous
teacher who has the ability to guide learners twaane their sense of responsibility for the
learning process. In this light, “autonomous leasneleserve autonomous teachers.”
(Kumaravadivelu 548). Moreover, Little stresseg tearner autonomy and teacher autonomy
are interrelated in the sense that that teachems@ito foster learner autonomy have to “start
with themselves”, reflecting on their own beligfsactices, experiences and expectations of

the teaching and learning situations. (Littlearner autonomy: Definitions
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Little adds that Learner autonomy depends on teaat®nomy in two ways: First,
“it is unreasonable to expect teachers to fostergitowth of autonomy in their learners if
they themselves do not know what it is to be amraunhous learner.”(175). If teachers did
not have the chance to experience autonomous hgpas learners, they are likely to find
difficulties in promoting autonomy in their classéghus, awareness with regard to what
learner autonomy means to teachers should be raatkie first place in learner autonomy
movement, this is because full understanding ofptingciples of learner autonomy paves the
way for successful learner autonomy enhancement.

Second, “in determining the initiatives they takdheir classrooms, teachers must be
able to apply to their teaching those same reflecéind self-managing processes that they
apply to their learning.”(175) For him it is unreasble to expect learners to develop a
higher degree of autonomy if their teachers areanddnomous in their teaching profession

and classroom practices.

1.6.11.1.1 Qualities of the Autonomous Teacher

Just like the autonomous learners, autonomous d¢eaciso have a certain profile.
Teachers aiming to foster learner autonomy havstdd by themselves. According to Yu
Autonomous teachers are expected to be: awaredafgpgical goals, content and strategies,
involved actively in learning, intervene while mfyilng and adapting personal goals,
learning style, aware of their responsibilities rasnitors and evaluate learning (gtd. in
Soulimane- Benhabib 24-25)

The autonomous teacher possesses skills and cam@stehat allow him/her to act
positively and efficiently in creating an interagtiand supportive autonomous classroom.

Below, are some of the requirements identified layndleri:

a. “The teacher must measure the influence he exertshe learning
process. He must be aware of his convictions,udts, skills and
practices [...] He must know the affective and cagaittraits of his
students, as well as their attitudes and skilleims of autonomy.

b. He must have the necessary pedagogical knowleddeuaderstand
the principles of the underlying theory of learaetonomy.

c. He must have management qualities. He has to leetalrive a class
in which students actively participate in decismaking.

d. The teacher will have to perform one of the modfiatilt tasks,

namely self-assessment procedures”.
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a) L’enseignant doit mesurer l'influence qu’il exersar le processus
d’apprentissage. Il doit étre conscient de ses ictious, attitudes,
compétences et pratiques [...] Il doit connaitrettests affectifs et
cognitifs de ses éléeves, ainsi que leurs attitede®mpétences sur le

plan de I'autonomie.

b) “ll devra disposer des connaissances pédagogiqaesssaires et
comprendre les principes de la théorie sous-jaamtautonomie.
c) |l devra posséder des qualités de gestionnaidevita étre capable de
conduire une classe dans laquelle les éleves iparticactivement a
la prise de décisions.
d) L'enseignant devra réaliser 'une des taches les mifficiles, a
savoir la mise en oeuvre de procédures d’auto-atiatu” (Camilleri,
gtd. in Nancy ; my trans ; 44).
Being an autonomous teacher is preeminent to thela@ment of learner autonomy.
It must be seen as a top priority in the curriculdesign and educational policy. Creating an
autonomous classroom is especially challengingad@manding task. Despite the special
importance given to the learner in being in chasgéis/her learning, without the teacher’s
presence, guidance and supervision things becomtkerhaspecially at the initial stages of

autonomy development.

1.6.11.2 Learning Strategies

One of the most important ways to engage learmeself-dependent learning is by
developing those mental capacities used for uraigig, learning and storing information
known as learning strategies, In this sense, O®jadind Chamot define them as “the special
thoughts or behaviors that individuals use to Hekm comprehend, learn, or retain new
information” (qtd. in Thanasoulas 5). Learning sgges are divided into three categories:
cognitive strategies, meta-cognitive strategied, sotio-affective strategies.

a) Cognitive Strategies

O’Malley and Chamot highlight that cognitive stigitss involve the ways in which
information is operated and manipulated to enhéaming. Cognitive strategies include the
following but not limited to; repetition, resourgn translation, note-taking, deduction,

contextualization, transfer, inferencing, questigniThey define cognitive strategies as the
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process of “operating directly on incoming inforinat manipulating it in ways that enhance

learning.” (44) This includes interacting cognilivevith the information being stored.
b) Meta-cognitive Strategies

Broadly speaking, metacognition is about being avediwhat to learn, Sinclair views
metacognition as “conscious awareness of the legrrmprocess” (Sinclair, “Learner
Autonomy: the Next Phase” 10). Metacognition isididd into two main categories:
metacognitive knowledge and skills. Flavell seesftirmer consisting of three components:
Person knowleddé task knowledg®and strategic knowledgé®. (qtd. in Murry,
“Imagination and Metacognition” 3). Based on Fldgeassumption, Wenden made another
contribution to what metacognitive skills refer itowhich he defines them as those skills
required in learning management, direction, reguiat and guidance (Wenden

“Metacognitive Knowledge” 519).

In the same line, McDonough states that metacagniirategies consist of those
skills used to control learning through planninggmtoring and evaluating. (gtd. in Lakhal-
Ayet 70) Being meta-cognitively developed paveswlag for learners to plan, monitor and
assess the learning outcomes and therefore bedegemdent autonomous learners.

Catterall argues that the development of autonotmyngly lies in the learners’
metacognitive abilities. This involves their knoddge about their strength and weaknesses of
the learning task, their understanding of it ad aeltheir awareness of the strategies used to
solve the task (Catteral 87-88). As mentioned apdhis knowledge is known as task
knowledge. The absence of such metacognitive awaseof the learning strategies can stand
as an obstacle for the learners to use the awvail@alrning materials and sources (Chan

“Readiness for Learner Autonomy 509).

On the other hand, the presence of metacognitivsvlaidge and awareness is likely
to make learners control their own learning. Lami2009 conducted a research paper about
metacognition in high school education to examihe effectiveness of metacognitive
awareness in making learners able to manage ancbttarning. He mentions learners who

were able to get involved in controlling what thesere doing, have higher levels of

4 knowledge learners have about themselves as hsarne
15 knowledge learner have about learning task, itpgae and the ways in which it will meet
the learners’ needs.
18 knowledge learners have about strategies reqtoredrried out the task and how to be
used.
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metacognitive awareness (84). It seems that isiargeagreement in the literature about the
importance of metacognitive knowledge in enhandesyner autonomy but it may not be

sufficient as autonomy requires other skills anddttions.
c) Socio-affective Strategies

Socio-affective strategies involve the skills aeghniques learners use to interact
with other users of the second language L2. Theydafined by Tamim as “the different
mental and behavioral mechanisms learners user edth@ome to grips with emotional and
socio-cultural challenges they encounter in thesrhing process or to improve their learning
capacities” ( 170) As the name suggests, it is ame@ of two words “social” and
“affective”. The former is concerned with the emsgt cooperation between the learners and
the teacher; whereas the latter refers to emotiomtivation, confidence and attitudes as

affective factors facilitating or hindering the teang process.

The socio-affective strategies give more importateeclassroom interaction as a
social community. This interaction is made betwdam important members in the
classroom, the teacher and the learners or amamgeles themselves. If this interaction is
effectively directed and managed, learners willaapptly be free and independent in sharing
their viewpoints and ideas. Successful learninghaped by the use of a wide range of
learning strategies. Particularly, autonomous legroccurs when learners have the ability to

merge between cognitive strategies, meta-cogrstiragegies and socio-affective strategies.
1.6.11.3 Motivation

Developing learner autonomy is not solely mediditgdhe development of cognitive
and meta-cognitive skills. It is not only a matbébeing able to monitor, plan and reflect in
ones’ own learning, but also having the desire etfigg involved in the learning process.
Motivation and autonomy are closely related in femse that motivation is a key factor

towards successful learning, and that autonomysléadotivation.

The relation between the two aspects: motivation aontonomy is rather an
interactive process in the view of the fact thatiwadion develops learner autonomy, and the
latter enhances motivation, as mentioned by Dagges that the development of learner
autonomy increases learners’ motivation (58). Oa thher hand, Hozayen argues that
motivation can strengthen learner autonomy (123hidtla goes to say that we cannot even

decide which one of them is prior as opposed toother, “we can never say which comes
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first, autonomy or motivation” (gtd. in Murry 43There are two way of being motivated:

intrinsic or extrinsic.

Intrinsic motivation is one of the most importargykfeatures and conditions to
actively engage learners in autonomous learnirtgngic motivation or what is, also, known
as internal motivation (self-motivation). Ushiodathis respect confirms that “autonomous
learners are by definition motivated learners” (0Zp be an autonomous learner requires the
presence of the inner desires and willingness atrdnaendous help form those individuals
with which one is learning or living. Thus, the lgito manage and control the learning
process is determined the external reward anduppaost of the environment. In this respect,
Ushioda argues that the secret behind achievingets&ills is “a social environment that
supports learners’ sense of autonomy and intrimgitivation ...” (qtd. in Bensonleaching
and Researching5) Students who are neither extrinsically norimsically motivated may
not develop an autonomous behaviour as those whmativated by special factors be them

internal or external.
1.6.11.4 Language Proficiency

One of the main objectives of foreign language rigay is to achieve a higher
proficiency level; such ability allows language rlga&xs to communicate in cross-linguistic
and cross-cultural settings. The term “competeritas been defined by The Interagency
Language Roundtable (ILR) in 2011 as a “person'@ityalto function in the target
language...” This is to say that a good command muage enhances the speakers’ ability

to interact in diverse language situations.

Language proficiency is an integral conditionhe success of autonomous learning.
Learners who master the language appropriatelyijlaaly to develop certain skills required
for autonomous learning such as self-learning-estlfem and motivation. These are some
defining characteristics of an autonomous lear@atterall admits that learners’ language
proficiency is one of the components in the languagpurse design; therefore its
development leads learners to have control over then learning process. (Cotteral, gtd.in
Boyno 64). Learners who lack such proficiency amexpected to develop a higher level of

autonomy as those with a good level of competemdtied target language.
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1.6.11.5 Age and Learner Autonomy

Age is another factor influencing autonomous laagnit can be either a key towards
being more autonomous or a hindrance standing asbatacle for learners working to
develop their autonomous learning. Yoshimoto diddieve that maturation is in a positive
relation to the level of independence in learninggilev being young may be seen as a
constraint (qtd.in Boyno 66). Learners of differagies do possess different cognitive skills

and psychological abilities to assume responsybilit

Learning needs, abilities and opportunities ditiecording to the learners’ age and
maturation. Tzotzou believes that “For older peojgarning opportunities may help more
growth of autonomy, and in addition, the learningd®a adopted is likely to be the more
successful if it recognizes and respects the adudt self-directing individual” Thus, for her,
“adults are more likely to adopt self-instruction their foreign language learning...”
(Tzotzou 5) The more matured the students, the mesponsible they become. Adult
learners are more aware of the importance of salining than learners of younger age due
to their experience as learners and their learrstigtegies which are quite developed

compared to young learners.
1.7. Conclusion

This chapter attempts to provide clear understandm the concept of learner
autonomy; however, it seems that there is no abe&answer to what learner autonomy
really means? Learner autonomy is a very complewr teeeded to be carefully explored and
thoroughly understood. It is insufficient to lookiafrom one perspective, but rather one has

to dimensionally examine it to better make sensg tierefore efficiently promote it.

The fact that learner autonomy is a universal dbkr goal in many educational
systems has paved the way for curriculum desigimensany countries to adapt it. Algerian
educational policy makers have recently shown darést in developing self-dependent
learning and responsibility with an intention tokedearners be at center of the classroom,
but, what seems unexplored yet in the literatutbesrelationship between learner autonomy
and the Algerian socio-cultural backgrounds of B&drners, this issue is further explored in

the next chapter.
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2.1 Introduction

Over the last thirty years, learner autonomy wagely associated with technical as
well as individual perspectives; quick recentlyhdars’ attention has been shifted to the
suitability and relevance of autonomy across cakuand societies and the ways in which
autonomy is manifested and viewed by different atlonalists in different learning contexts
and environmentsCulture has always been at the heart of EFL classso It is an integral
component of education in general that one appgreannot ignore its importance and
influence on students’ learning process. So, cellhas also gained such uniqueness in terms
of complexity and ambiguity just like autonomy. $tahapter therefore aims to answer the
guestion of how do the socio-cultural dimensiongast learner autonomy and students’

learning attitudes and expectations.

This chapter aims to delve into the complexity @thb concepts (autonomy and
culture) to better examine the existing relatiopshetween them. It starts by defining the
sociology of education to displays how society etated to education, it conceptualizes
anthropology of education for the sake of undeditamthe relationship between culture and
education, and then it explains the socio-culttinalbry and the ways in which learning is

socially mediated.

The chapter also provides a definition of cultutg,place in language education. It
sheds light on the appropriateness of learner auatgnin different educational settings
around the world in which it debates, compares eodtrasts learner autonomy across
cultures” with some links to the Algerian education. By teed of this chapter, the
researcher endeavours to apply Hofstede’s cultinaénsions model on the Algerian culture

namely collectivism, individualism, uncertainty aance and power distance.
2.2 The Sociology of Education

Understanding the nature of the environment in Wwihine lives, works and studies is
seen as a prerequisite to the development of eédacdthis means that the social community
and interaction play crucial roles in shaping thdividuals’ attitudes, expectations and

perceptions about of themselves and others asagdlieir environment.

As the term implies, Sociology of education studies relation between education

and society. “Sociology of Education ... may be ekyd as the scientific analysis of the

”Namely Arab , Asian and European cultures and dahua beliefs and practices.
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social processes and social patterns involved énetthucational system” (Satapathy 4) In
others terms, it focuses on the existing connedbiemveen where students learn and where
they live, between what is learned in the classr@mh what is acquired in society and the
ways in which one influences the other. Sociolagatvays look at education from the social

perspective, linking learning to the social envirant.

Generally, the sociology of education is gaininggeeat significance across
disciplines, particularly in educational studiethée’ sociology of education has become a vital
and expanding field within sociology and has madesignificant contribution to our
understanding to the social structures and prosdbsg affects students’ learning and social
development” (Hallinan 1). The field represents Hueial aspects of education and puts
education in its social contexts. Its interestdude education and society and culture. It
seeks to investigate the influence of socio-cultfaetors such as beliefs, traditions, attitudes
on the educational outcomes. In this sense, edurceticonsidered as a bridge through which

socio-cultural aspects are transmitted from gemerdd generation in an institutional setting.

Socializing its members and producing effectivezeits who believe in their efficient
roles as active participants and contributors la@emain roles of education (Durkheim, gtd.in
Lakehal-Aya 52). From the social point of view, edition plays an important function in
determining the well-being of the society; its pamy role is to teach students how to relate
what they have learnt in school to the society.

2.3 The Anthropology of Education

Having a certain command of knowledge about howghiare done (practices), and
perceived (perceptions) and produced (productg)shiel understanding the human nature
and its underlying features. This understandinggian idea the inherited cultural aspects of

a given speech community and the way in which eaenls and acquires things.

Generally speaking, anthropology studies the hutvetmviors and culture. In the
same way, it is defined by Cambridge Dictionaryths study of the human race, its culture
and society, and its physical development” Antbtogy refers to the examination and
analysis of the cultural and social aspects of hub®ng. Relating these aspects to education
has given birth to “the anthropology of educatiofanks to this field, researchers are now
capable of studying the learning process from thtual perspective; it contributes to the
understanding of how education works in differentural contexts. In broad sense,
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anthropology of education is primarily concernedhwthe relationship between culture and

education. From the anthropological stance, Litibavs that:

Classrooms are communities with cultural charasties that derive from
the larger environment in which they are embedtegl{raditions and
beliefs of the educational institution of which yhere a part, and the
culture-creating interaction of their members (®igees, Counselling and
Cultural Differences 25).

For Little, the classroom is a meeting point oftéeas mainly social, cultural and
educational. The quotation above states that leanpessess certain educational qualities,
social beliefs, and cultural attitudes and behaviwhich are deeply rooted in where these
learners live and study. In other words, classroaressmall societies with different range of
cultural and social backgrounds and upbringingsethye social interaction is created. The
teachers and the students are the main elemeudisdethis interaction inside the classroom
by exchanging, sharing and communicating their sdexpectations and experiences about
different educational and social topics. This iraplihat the society creates and shapes the
classroom environment and communities; howeveg fiibcess can create new ways of
critical thinking, reflections and social understangs where the classroom becomes a creator

of a new society.

2.4 The Socio-cultural Theory of Learning

In an attempt to broaden an understanding of hoavnieg is socio-culturally
oriented, the Russian Lev.S Vygotsky is the fougdemader of the socio-cultural theory of
learning. Vygotsky emphasizes on the social coreéktarning, in this fragment of text, He
writes that the social interaction plays a cruc@e in acquiring the abilities, skills and
knowledge (vygotsky,qtd. in Murray 7) It meansttklarough interaction, discussion and
communication with other members of the classrol@arners possess the required skills to
learn and that learning is mediated by social anai@al influences.

For Vygotsky learning cannot take place in isolatlout rather within groups and
communities. These groupings do influence the iegmers learn and interact in their daily

life and in educational settings. In this view, \éysky further explains that:
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Humans do not act directly on the physical worldheut intermediary of
tools, whether symbolic of signs, tools are artgacreated by humans
under specific cultural and historical conditioasid as such, they carry
with them the characteristics of the culture ingjios.

There are mediating factors such as culture (inetpdigns, symbols, tools...) which
has an unavoidable impact on individuals’ actiond eeactions in a given environment. In
educational setting, there is a strong relationdlgéfween the way students behave in the
classroom and their cultural and social backdropshée sense that culture determines the
behavior of learning to learn i.e, learners’ cutubackground brought from the outside
interferes in learning management and decision-ngaRrocesses because no learning takes

place out of its sociocultural setting.

Within the frame of the present research, one nmesurae that autonomy is an
attribute shaping individuals in a social contéithat to learn (learning content), how to
learn (learning process) are influenced by whesy tudy (educational setting) and their
socio-cultural beliefs and practices. This impamitdbutes and determines learners’ attitudes

regarding their own learning. In similar way, Muriadicates that:

...learners’ response to social and cultural inflgsnand how they choose
to personalize their language learning will be aj@mt on their individual
sense of self and their understanding of who theyaa a person and their

identity as a language learner (7).

Murray means that there is a harmony between th®-soltural dimensions and
learners’ sense of individualigfh One cannot neglect that autonomy has to a lagent
been associated to individuals’ ability of being@mtable for learning; at the same time,
these individuals live within a social context abgps in which they acquire and inherit
some cultural and social beliefs and conceptionsviod they are as language learners. It
might also be understood that developing learnsgs’se of autonomy requires both being
able to direct their own learning and in collabmatwith others simply because learning in

general and autonomy in particular does not taliegoin isolation but rather in groups.

Within the language classroom context, social adgon is presented in teacher-

learner interaction, relationships and the waysvimch communication in the classroom is

'8 This concept is further explained in this chapi@ge 66
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held. On the other hand, cultural practices reprietige classroom educational culture of
learning, what roles, for example, learners think expected to perform, what beliefs they
hold about themselves and about learning , howhdg view the teacher position? do they

still preserve some traditional classroom practinésrited in teacher-centeredness?.

All these cultural and social differentiations regjag the way learners view learning
have a clear impact on the ways they interact amdnaunicate with their teachers and
classmates and with the learning environment. rhisirn may result in either encouraging

autonomous learning or discouraging it.
2.5 Defining Culture

In the field of language education, just like awary, several definitions of culture
are stated in the literature; despite the diffeegtgmpts of authors to define it, there is stll n
precise prevailing definition of what is cultureedto its dynamic and complex nature, it is
not such a straightforward concept to be defined amderstood because it does not lend

itself to an easy definition.

In one of the earliest contributions, Kneller deg culture as the way people live,
think, act and feel. These different ways of dothopgs are presented in peoples’ beliefs,
assumptions and perceptions (religion), verbal ramaverbal communication (language and
paralinguistic featuré), the rules that governed them (law), music, dramaliterature (art)

as well as their productions and practices.

The total shared way of life of a given people, pasing their modes of
thinking, acting, and feeling, which are expressedinstance, in religion,
law, language, art, and custom, as well as in natproducts such as

houses, clothes, and tools. (Kneller 4 gtd. inreégthan and Smith 5)

In recent attempts, Spencer-Oatey views culturbeasg a slippery concept which
does not have clear edges, culture for SpenceryQatboth shared and influential, it is
shared in the sense that in a given speech comynangroup of people who live regularly
together have the same perceptions, actions agtigasin common, and influential because
culture has the power to change the individualsysvaf viewing others and perceiving the

world. Spencer-Oatey believes that:

19 Means of communication without using words, theaser may use facial expressions, eye
contact, gestures, signs and other non-verbalresatu
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Culture is a fuzzy set of basic assumptions andeglorientations to life,
beliefs, policies, procedures and behavioural cotiwes that are shared
by a group of people, and that influence each memlehaviour and

his/her interpretations of the ‘meaning’ of otheople’s behavior (3)

In broad sense, one of widest definitions whicherswalmost all previous attempts to
state the exact meaning of culture, is providedChagnbridge Advanced Learners’ Dictionary
(3" edition) which refers to it as “a way of life” dluding customs, beliefs shared by a group
of people at a given point in time. This means tbalture may change through time
according to place and under circumstances

Moreover, culture is a shared set of social prastiattitudes and beliefs. In the same
way, it is defined by Merriam-Webster Dictionaryét set of shared attitudes, values, goals,
and practices that characterizes an institutiororgianization.” ("culture™) Regardless of
different attempts and contributions of scholarscémceptualize culture; there is still no
clear-cut answer to such questions of what is oeillar what is it not? The reason is that
culture does not mean the same thing to all reeees@nd anthropologists. It certainly takes

different forms and meanings that one cannot gimume definition.
2.5.1 The Place of Culture in Foreign lreguage Education

Many educational events (conferences and workshbpsg been organized, and
several books and articles have been written &sstthe significance of teaching culture in
language education to the point that culture hasine an axiomatic topic to deal with as it
is well-cited in the literature. The study of cu#uhas been looked at from different

dimensions such as sociology, anthropology, psygyand others.

In spite of the hotly debatable decision over wtealture to teach as there are many
cultures, there is still a general consensus ansmmglars that being able to master the
language efficiently does not only require the klemlge of grammar, phonetics, reading,
writing etc, but also a certain account of backgbinformation about the social and cultural
elements in which the language in question is ulsedther words, culture and language are
two inseparable items. In the view of that, Kramewéntions that Risager suggests the term
“languaculture” to demonstrate that learning a leage is not a “culture-free language”, but
they are rather highly connected ( Kramsch 2). Shigly means that the presence of culture

works in parallel with the language and vise-versa.
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There is a further, more persuasive reason givenouhure is an integral component
in language learning, namely that raising awareabéssit the target culture of the language
being learnt/taught leads its learners to succkgsdat and interact with other people from
different range of socio-cultural settings, therefdeveloping intercultural communication.
In the same line of reasoning, Arabski and Woijtkszelieve that “...increasing role of
intercultural communication inevitably enforces thnelusion of such issues (sociocultural
elements) as important contributors to the proses$d. 2 learning and acquisition” (2). In
other words, second language learning requiresntiegration of both social and cultural

aspects of the language in question so as to eahatgccultural communication.

Another important reason why the place of culturehie foreign language education
is necessary is that it prepares learners for dutmcounters and prevents them from
communication breakdown and cultural misunderstagali Though learning or acquiring
culture is a challenging task due to its multidisienal nature as there are many cultures,
teaching it remains fundamental for successful camoation and avoiding getting attached

to wrong meanings.

Additionally, being aware of the fact that peoplew, do and perceive things
differently will certainly teach learners how toagd and adjust their beliefs, practices, and
behaviors to the place where they live, work andgt In fact, it is cultural and intercultural
awareness so one will be able to decode expliciimglicit meanings in a given multi-

cultural conversation.

It is quite reasonable at that level to view cuwdtas an important factor in language
learning, however, attention should be drawn toitlea that it is not only about teaching
foreign culture in terms of practices, products aedceptions to communicate well in the
target situation, but also teaching the culturéeafning (the ways others learn). To put it in
the context of this research, one may say thaitdreomy is still considered to be a western-

based goal, teaching western culture of learnimgrmanding and advisable.
2.6 Learner Autonomy, Culture and Society

Different cultures and societies have differentcaadional cultures and philosophies
of learning. Learner autonomy, in particular, isysed by some influencing factors as stated
in the previous chapter such as age, language cpofly, motivation...etc. More
importantly, autonomous learning is also linkedctdtural backgrounds, social practices
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(interaction with family, friends and others) aslivas learning experiences and traditional

educational beliefs (interaction with learning eoniment, teachers and classmates).

Learner involvement is seen as an important sasakct for the development of
independence of autonomy. Ackermann in this regdetlares that “without connection
people cannot grow, yet without separation theynoarrelate” (32). It is our human
connection; interaction and relationship which makedevelop our sense of autonomy and
self-determination. At some points, detachmentige aeeded for people to make their own

identities and build their experiences.

Learner autonomy is not only a psychological mattet rather also a social-cultural
construct. None of us would neglect the cruciakrallture plays in learning, and its
influential power on the learning attitudes andcpices of learners. While that this the case,
Candy states that “adults are powerfully affectgdabpects of their backgrounds -including
family and prior education - in ways that limit acdnstrain their ability to be self-directing

in certain learning situations” (qtd.in Badli Eshaand Faizah 255).

Candy’s vision on the impact of both local cultyfamily) and educational culture
(prior education) is limited to the negative infhoe which will , for him, result in preventing
learners from being self-directed and autonomoush@rr own learning, however that it
should not always be the case, culture can alse hapositive impact in certain learning
situations. Not really far, Palfreyman and Smith ifaportant for language learning and
education because these take plaithin a culture” (5).Kneller argues that since autonomy
is related to one’s “modes of thinking, acting, dedling”, its degree is determined by the
learners’ culture. (qtd, in Palfreyman and SmithFgr them culture plays a great role in the
identification of the level of learner autonomy atheé determination of learners’ attitudes

towards learning.

One of the earliest works on learner autonomy aitidiie was carried out by Riley in
1988; or what is named as “Ethnography of autonortysheds light on the cultural aspect
of autonomy, raising the issue of the influencewfure on autonomy and the ways in which
autonomy is culturally-mediated. Riley claims thHathnography of autonomy” is part of
“ethnography of education”. Riley adds that “Iltsimfocus would be the representations (i.e.
descriptions plus interpretations) of learning igiven society” (18). Riley then explains that
“representations of learning” represents “the wayvhich the learning process is conceived

of in a society: how to learn, attitudes to leagii(iL9).
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Learning to learn is mediated by certain social emtural beliefs and dimensions. In
fact, the process of learning differs from one stycto another due to the difference of “the
nature of society in question”. The cultural impsimnd the society in which learners have
been raised and learnt are such important aspecksarner autonomy studies; Holliday
argues that “autonomy resides in the social wodfdghe students, which they bring with
them from their lives outside the classroom” (1kv)other words, the environment where
students live plays an important role in shapingiehts’ sense of responsibility, and their
state of being autonomous. As a result, for hinom@otious learning is socially based
process. Palfreyman shares the same view with dégilregarding the sociability of learner
autonomy in which he claims that “Autonomy has stimes been associated with a focus on
the individual learner ... and yet socioculturahtaxt and collaboration with others are
important features of education and of our livd2lfreyman 2).

Parents, friends and the different members of teeety (classmates, teachers and
others) have a great role in either pushing leart@wvards efficient learning or negatively
influencing their expectations and attitudes towdsérning. Since birth, human beings tend
to do things on his/her own, babies start makingsilens independently (crying to express
hunger, pain... crawling to show the need for walksmiling to express empathy, happiness
and joy...) All these things are done autonomoushyheut the parents intervention. They are
born full of energy and power to do things by thelwss, and they can barely be controlled
and guided, they are born with the will and moiwatto experience things without showing
them the way things are done. Salmon notes thaedalye born with the capacity at act

freely,

To parents, even babies seem to have a will of then; they are hardly
passive creatures to be easily moulded by therectd others. From their
earliest years, boys and girls make their actives@mce, their wilful
agency, their demands and protests, very vividlly fe every household
that has children, negotiations must be made wting family members:

their personal agendas have somehow to be acconmdod&almon 24)

Babies are born with certain features such as v, willingness, the desire of
discovering new things and self-ruling. These cttaréstics are among the required skills of
autonomy. To this end, babies are innately autonsnweatures. It also implies that the
family, which is the smallest unit in the societg, the foundation of autonomy; its

contributions can be either positive or negativeeneloping self-dependent actions. Parents,
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just like teachers, can be effective agents in ngakutonomy a reality rather than an illusion
in both formal and informal education. Autonomyedakts roots in the family; therefore it is
not only the teachers’ role to make students autmus. It is actually a shared responsibility
of both parents and teachers.

From the above quotation, one may also raise theeisf the innateness of autonomy
as an inborn capacity of doing things on ones’ oiit. innate or acquired and learnt? Do all
babies share the same profile if parents do netfare in their lives? Despite the fact that
babies do things at an unconscious level, theygssssome characteristics and skills of
autonomy. It is worth mentioning that learners befmining the schools have experienced
autonomy in their daily life. The only difference that in a formal learning community,
autonomy is a conscious matter; it is processeddoas awareness and learners act based on
prior plans. As a result, autonomy should furthediscussed from its biological perspective
to be redefined and reconstructed.

2.6.1 Learner Autonomy and Local Culture

It is common that culture impinges the way learreasn (learning styles) and their
ability to direct and rely on themselves in givearhing situations. It also shapes their
learning expectations, attitudes and perceptionsitaibhemselves as learners and individuals.

Cultural elements can be either related to theefseliearners acquire from their
societies or those traditional assumptions andtipescthey get from the school in which they
used to study . In this line of thought, Candy believes thattsbackgrounds, in a way or
another, that they prevent learners from being @bleelf-direct themselves. He argues that
“adults are powerfully affected by aspects of thmckgrounds - including family and prior
education - in ways that limit and constrain tradaility to be self-directing in certain learning
situations"” (gtd. in Badli and Faizah 255). By #ane way of reasoning, it is inescapable to
profoundly ignore the impact of culture on learnimggeneral and language learning in
particular. In this particular point, Riley asswsmihat “the ways in which knowledge is
distributed in a given culture will influence theyits members learn to learn” (20). Riley
claims that learning is under influence of the wiayhich the members of any society make
sense of things around. The way learners learn iatgtact with their classmates and
teachers, and participate in the classroom iseeltd the beliefs they hold about themselves

as learners and their perceptions about the natidtearning”. To this end, learners’ local

0 Generally presented as classroom culture whiddies ways of learning/teaching,
beliefs, attitudes, behaviors ...ect.
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and educational culture may prevent them from baintgnomous or push them towards self-
reliance and independence.

Based on the above stated inclination, it is wdrdwing the attention to the fact that
there is still no clear explanation to what kindimfluence culture has on learning, does it
positively or negatively entirely impact on the wagtudents learn. Consequently, this
influence undoubtedly differs from one society tisty. What is considered as being a

constraint in one culture could be a reinforcemem@nother culture.

2.6.2 Learner Autonomy and Educational Culture

Harmer believes that “Attitudes to self-directedrteéng are frequently conditioned by
the educational culture in which students haveistudr are studying...autonomy of action is
not always considered a desirable characteristicsuch context” (qtd. in Bouhass “EFT
University Teachers’ Autonomy” 201). The desirdlilof autonomy differs from culture to
culture. By Educational culture is meant the beli@hd practices learners and teachers hold
about education. These beliefs have been acquiredgh learning and teaching experiences.

Similarly, Borg and Al-busaidi claim that the Omaducational system has a “fixed
curriculum” which is considered a constraint makilegrner autonomy difficult to be
implemented. They argue that “Institutional factsush as a fixed curriculum were also seen
to limit learner autonomy” (2). Educational poliythe starting point towards achieving the
set learning/teaching outcomes. Its role is of pam@nt importance in the development of
learner autonomy. For instance, the Malaysian douc philosophy is more “exam-
oriented” this has influenced learners’ perceptiabsut learning in the sense that they “learn
just for the sake of getting good grades withoularatanding their learning purposes and
goals” (Yunus and Arshad 45). If this truly is tb&se, Malaysian educational culture seems
to hinder the growth of autonomous learning sinaaraness of learning goals is a key
ingredient of learner autonomy.

Similar view is stated in the Bulgarian educatiosygtem. According to Boyadzhieva
“Bulgarian culture indicating that values are pldde the past and the society as a whole
shows respect for traditions, including the trahi§ in the educational system”. Traditional
educational beliefs and practices inherited inghst still play a crucial role in shaping the
Bulgarian educational philosophy. For Boyadzhiawss is why learner autonomy is “slow
and scarce” because any “abrupt break up withttoadil education will reinforce the fears

of the unknown” (39).
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On the other hand, Learners, for example, througle fearn and acquire a set of
perceptions about their roles and responsibilitesies and rights in the classroom which in
turn may shape them as being either autonomousssrdutonomous depending on which
kind of influence do these perceptions left in tharners. In this respect, Aoki states that
“Learners’ attitude towards, or affect associatéithwautonomy may also have its root in the
institutional environment that surrounds the platere learning actually takes place...” (gtd.
in Missoum “Culture and Learner autonomy” 67).

Learner autonomy is a shared responsibility betwesh teachers and learners; this
view does not congruent with the Vietnamese edoaticulture where “every single action
of students is under strict management of teachigliyen 7). This culture of classrooms
that is based on a strict relationship is likely restrict the learners’ initiatives and
contributions. Another important component of artoaomous environment is critical
thinking and interaction between students and &arnhowever it is not the case with
Vietnamese educational environment. For Nguyend&stis are not allowed to criticise
teachers even when they do not totally agree vhiéhtéachers”. All these indicators show
that cultural philosophy of education is preredgeisn the advancement of learner autonomy.

Teachers are also important members in the eduedtigrocess; their beliefs are
extremely significant in making learners able tketdsome control over their own learning.
Teachers who strongly believe in their studentslitglto act autonomously are probably

helping them raise their self-esteem and self-legtn

2.6.3 Learners’ Beliefs and Attitudes towards Learer Autonomy

Learners’ beliefs and attitudes are integral conapts of the learning process and
outcomes, more particularly in learner autonomyetitgyment. They either positively or
negatively influence the learners’ ability to takéiatives in deciding their own and sharing

responsibility with their teachers.

Recently, attention has been given to beliefs &ed toles in constructing students’
view of learning and education. To begin, thera reeed to define what is meant by a belief?
Loucks-Horsely et al., “beliefs are more than opns: they may be less than truth, but we
are committed to them” (27). Beliefs are not anydasdefine due to their misconception
with opinions, they are what people think is tréecording to Alanen these beliefs are
rooted in the society because they “are constructesdcial interactions in specific contexts

of activity” (Alanen gtd.in Jiang Xiaoli 90). On ehother hand, Attitudes are considered as
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“part of one’s perception of self, of others, aridi@ culture in which one is living.” (Brown
126)

Learners’ socio-cultural beliefs determine theiitatles, expectations and practices in
formal educational settings. In other words, theysvatudents’ perceive their roles as
learners, the educational setting in which theygtand the cultural beliefs they possess are
all based on the beliefs they held through thearreg experiences and the learning
situations they were part of. This, in turn, magule in active participation in the learning
process or poor engagement. The nature of belredstlze attitudes is likely to define the
essence of the influence on students’ ability taradependently.

If Learners are raised in a culture that suppond pushes individuals to rely on
themselves, they construct and acquire positiveidéts and beliefs about themselves, about
the others and about their environment, therefoey are expected to have higher level of
autonomy. By contrast, learners who still presetsaaitional educational and cultural
perceptions about learning are less autonomousreludtant towards self-reliance and
independence. What is more, these attitudes towamttshomy vary from one learner to

another and from culture to culture.
2.7 Learner Autonomy across Cultures

Historically speaking, many researchers have agwihd the idea that learner
autonomy is Western educational construct whiclelgolits for the Western contextual
specificities. However, other scholars have regegitten more emphasis to the promotion of
learner autonomy in different educational settiagsl the difficulties faced in promoting

autonomy in Non-western contexts due cultural awies influences.

One of the main questions one may raise is tham learner autonomy be
implemented across cultures? Is it an appropgatd in all cultures? On the face of this,
Harmer explains that “attitudes to self-directedrieng are frequently conditioned by the
educational culture in which students have studiedre studying...autonomy of action is
not always considered a desirable characteristsuain contexts” (gtd. in Bouhass “Learner
Autonomy in Language Teaching and Learning’4ll).attkees such as learners’
backgrounds, habits, and beliefs are all importamhponents influencing learner sense of
autonomy. Harmer does not make a clear-cut dighmain which cultural contexts support
learner autonomy and which one of them may prewvenHe rather emphases on the

educational culture rather than national cultunés means that the educational environment
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plays a crucial role in shaping the learners’ adiits and perceptions about themselves as

learners and their ability to act autonomouslyanious learning situations.
2.7.1 Learner Autonomy in the European Context

Based on the foregoing assumption, throughout tyistautonomous learning has
been considered as more suitable in Western edueatcontexts. However, for example
Macedonia is a South East European country thatstibe reverse of this claim. Study
conducted in 2011 by Xhaferi and Xhaferi indicatétt the majority of students in
Macedonia believe that “autonomy is a prominentl ¢pod they still rely on the teacher in
many occasions” (153). They also noted that leasngynomy is still difficult to be promoted
in the Macedonian educational setting because dearstill preserve traditional ways of

learning.

Turkey is a half European and half Asian countiilld be also another example
showing the discrepancy of the idea stated aboa&icCconcluded that both teachers and
students showed positive attitudes towards leamngonomy and that they consider
themselves ready to take control over the learteaghing process. Another interesting result
revealed is that female learners are still dependpan their teachers’ help and guidance
(89). For Cakici this result goes in parallel waloki and Smith claim, in which they state

that autonomy does not mean total independencetfierteachers’ intervention. (96)

In the same way, Le mentions that “similar to stgdon Asian students, those on
European students carried out in Spain and Turkaged contradictory results.”(75), In the
words of Le, Breeze claims that the Spanish stsdare more dependent on their teachers.
As a result, classrooms are teacher-centered. ©athier hand, Yildirim argues that Turkish
students show more readiness to take charge ofl#aening. Turkish and Spanish education
systems are western-oriented, results have shaatrintfboth contexts students seems to have
“some sense of responsibility for their own leagijrHowever, Turkish students seem more
autonomous than the Spanish ones. (78)

Though autonomy was first introduced in the westamtinent, is it difficult to say
that all western educational systems and cultu@s gromote autonomy successfully.
Regardless of the similarities Western and Europsamtries share in common, cultural
diversity and social pluralism vary from one coynto another which eventually make

learning takes different forms. This is why; learreeutonomy cannot be seen as an
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incontrovertible concept to all western cultureartieularities and specificities make a huge

difference across and within culture.
2.7.2 Learner Autonomy in the Asian Context

In some contexts, culture is seen as an obstadtesiaring learner autonomy. To test
the reliability of this view, a research conductedNguyen in 2011on “Impacts of Socio-
culture on the Development of Autonomous Learnid:ens of Viethamese Context” .The
outcomes have revealed that Vietnamese learndrpr&serve traditional beliefs and are
influenced by conventional assumptions of classmonie results have also indicated that
students tend to be inactive participants and ddgr@nupon their teachers for learning. In
these classrooms, direct face-to-face contact Wit teachers is seen as rude and
disrespectful and leads the teacher to lose fatejd due to the beliefs they have about the
teacher (6). He further explained that if Vietnametudents are effectively guided, they are

capable of getting rid of their passivism and delegice on their teachers (7).

A common Viethamese proverb says “Khong thay do taay nen” that is to say
“Without the teacher, you cannot do anything”. Boem the teacher is even considered to
have priority compared to the father, and he/sterhare value than parents, this is clearly
shown in a proverb which says: ‘Vua-Thay-Cha” ttatesl as “King-Teacher-Father”. As a
result of this system, learners are less encourtme@velop learner autonomy during their
educational process. (Nguyen 6-7) In this regatdsdems that Viethamese learners
misinterpret politeness, respect and hold miscammep about the teachers’ responsibility

and roles.

As mentioned by Tamer, Dore and Sako view Japanesersity students as being
“receptacle into which knowledge and ideas haveetpoured” (26) This means that they are
more dependent on their teachers because theysadeto spoon feeding. At the same time,
they also noticed that Japanese students studyelyselves at home which is for them a sign
for autonomous learning. As a result, Japaneseestsdare capable of assuming

responsibility if they are well-informed of theixgected roles and their beliefs are corrected.

Ho and Crookall consider the Chinese cultural fraasea preventing factor for
developing autonomous learning, they view “[Chijezdtural traits [...] which may be an
obstacle to the promotion of autonon{235).They state that Chinese students are unwilling
to challenge the authority of teachers. Howeves, tiew seems to be superficial, and it is

unfair to end up saying that autonomy is inappdprconcept in Asian educational settings.
57



In the same context, Littlewood argues that Ho @nolokall “describe in their article how
enthusiastically their students engaged in a proypere much of the work was conducted in

groups working independently of the teacher” (eittbod 72).

Within the same context, in 1999, Littlewood arguleat Asian students have the
same capacity for autonomy as students in Westetmtges and some teachers have
reported that they have succeeded to promote leattenomy among Asain students. One
year later, a study was carried out by Littlewoad2D00 in which he discusses students’
beliefs about learning, results obtained seem fecbland go against common stereotypic
generalizations of East Asian students as passarebars in the classroom and dependent on
their teachers. This discrepancy in terms of catioly thoughts about the impact of culture
on learner autonomy within the Asian settings séerdiffer from one country to another.
The cultural backgrounds are not always a hindrancie development of autonomy in
language learning and teaching, these generalimat@dout the socio-cultural beliefs are
misleading and do not really reflect the real atk#s of learners towards autonomy

(Stereotypes about learning).

To say that all Asian learners have the same d##taowards learning in general and
learner autonomy in particular is quite unreasomablifferences in terms of individual
culture, beliefs and styles of learning make a hdigenction among learners and educational
systems. Adamson and Sert believe that “...Learnatoneamy appears to have been
labeled as a western concept.” they add tAdlis“concept rejects styles of all non-western
learners” (Adamson and Sert 23) such as Asian éesrihis view is considered as a form of
racism and considers the Asian learners having requal position with their peers in

western contexts.
2.7.3 Learner Autonomy in the Arab World

Driven by the belief that autonomy is a Westerneemt, Arab researchers have
attempted to examine the extent to which learn&wremmy suits their learning context. The
aim is to eliminate doubt and avoid stereotypes @utdall learners at the same scale having

the same opportunity of being self-dependent.

In 2011, Al-Issa and Al-Bulushi conducted a reskgraper on the perceptions of 141
freshmen at Sultan Qaboos University-Oman, aboaittéaching and learning at the Basic
Education System. Findings have shown that thesidas is characterized by teacher-led,

test-based teaching and ‘Spoon-feeding’ where stsdeemain passive recipients of
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information. Another concluding remark is that mation, for Omani students, is associated
with grades and examinations (170). In this leayreommunity, where more emphasis is
given to marks and exams more than learning howedam, autonomy is still far to be a

reality.

Thus, Omani learners have been raised in referenteacher-centered instruction,
they come to higher education with the beliefs hpldhe teacher-led teaching approach and
that both learning and teaching are part of thehea' responsibility. Such educational

beliefs limit Omani learners’ capacity to be invedvin the learning process.

Being in similar line with (Borg and Al-Busaidi 28ismari 7) Khalil and Ali in their
research work on learner autonomy in Egyptian teethrschools, they found out that both
students and teachers at technical Egyptian sclaoelaware of the concept of autonomy and
familiar with the characteristics of the autonomteerner. They also have positive attitudes
towards its benefits and usefulness in the fiel&BE learning and teaching (18). However,
“teachers and students express their uncertaintythef effect of culture on learning
autonomy.” (Mostafa and Desouky 19). Furthermoheytthink that learner autonomy is

Western-based concept unsuitable for Non-westeaunatitn.

A comparative study on the influence of the leagni@nvironment on learner
autonomy between the Polish and the Yemeni stud@htshawlani found out that there are
many differences between Polish and Yemeni studemgfarding their beliefs and attitudes
towards autonomy. The results revealed that Pdislkdents are more autonomous, self-
reliant, and less dependent upon their teachersYeaeni students, however there are also

some similarities among both groups in terms ofipilag and learning management.

Another important finding indicated that Yemeni dgats seem to be more
autonomous inside the classroom in determiningniegr goals, selecting activities and
discussing topics, however Polish students appeabet more autonomous outside the
classroom (Al-Khawlani 120). Al-Khawlani concludeithat Polish students are more

autonomous than Yemeni students due to culturfdrdiices and educational culture.

These findings and those mentioned above coincidle nvost of the literature in
language learner autonomy in the Arab world, anddSArabia is no exception. A research
paper conducted by Tamer in 2013 which clearly spnthat Saudi Arabian students are still
far to be autonomous since the current classrocatipes are shaped by lecturing, rote

59



learning, and spoon feeding which are all indicatof traditional style of learning and
teaching (72).

Out of his experience as an EFL teacher in Saudbidr Althagafi, declared that
there are remarkable obstacles and difficultiessupporting learners to take charge of
learning and be independent. He added that thei S@adbian society is a conservative
speech community and religion is an integral péfif® and education, it encourages them to
wonder, challenge and question things to enrichwkedge and enlighten their path. Within
the Saudi Arabian context learner autonomy is a cavcept, yet most teachers and learners
are not really familiar with its dimensions and uggd skills. As far as the classroom
interaction is concerned, students are only passieipients of information through listening
to their teachers. As a result of this, Saudi ctamns are teachers centered and learning is
exam-based. (43) Consequently, all indicators gedimmit the promotion of autonomy in the

Saudi Arabian context.

As it is mentioned above, several research workthenliterature documented that
almost all Arab countries share the same beliets atitudes regarding learner autonomy.
Despite the fact that they consider autonomy asswrable, appreciated goal in language
learning and teaching, Arab students are still ddpet upon their teachers and possess
traditional classroom practices, roles and assumstilt is still insufficient and quite unfair
to conclude that Arab culture does not supportnieaautonomy. Further research is still
needed to elaborate more the issue of learner ammpras a cultural concept in the Arab

world.
2.7.4 Learner Autonomy in the Algerian Context

The shift from the teacher-centered approach tdethmer-centered approach aims to
meet learners’ needs and follow up the demandsoafenm time and society. The developed
countries were the first to adopt this pedagogagdroach in their educational systems some
years ago to develop a certain study, social, aoamand political skills. At this juncture,
Algeria has followed the same path. Making radidahnges, reforms and designing new
curricula was more than a necessity. In this reg#nd previous Minister of National

Education Aboubaker Benbouzid asserts that:

“Education must be in perpetual renewal since tbddvModay undergoes
several changes in all domains: social, politicailtural, scientific and

technical field. As a consequence we must do ouwt I3e that our
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educational systems can meet the needs of theagpeneht and take up
the technological challenge which is the only wayhtive access to the

twenty first century. (6)

The Minister of National Education shed light ore tfact that the world is going
through several changes in all disciplines theeefawe are in dire need to look at our
educational systems from other perspectives sotthateet the needs of modern time, to

cope with the changes happening in the world ateyrate into the world community.

Just like the ministry of National Education, thenMtry of Higher Education and
Scientific Research undergoes many reforms dukeméeds to respond to the global needs
and modernism. Metatla Oussama in his article ledtitHigher education reforms in
Algeria: reading between the lines” argues thatesiits independence, the Algerian higher
education sector has witnessed two main policyrne$o “The adoption of the three-cycle
degree higher-education framework known as the LMBtem” is one of these reforms
which “has been in place since 2004/2005” to filfor the classical system. It was issued in
the executive decree 04-371 of November, 21st 208Kehal-Ayat 123).

After series a of reforms and changes, the Algeeidmncational system set up a way
towards more learner centeredness by giving ckiiod crucial roles to learners to rely on
themselves and develop a sense of responsibilivifg from total focus on teaching to
learning is at the heart of the educational reforAssa result, promoting learner autonomy
was one of the keys to better enhance learnerdeatia achievement and self-dependence.

Algeria is a large country situated in the northAdrfica. It is considered as a melting
pot country due to its diverse socio-cultural tegd. It consists of many regions and each one
is shaped by specific cultural and social valuesms and behaviors. The impact of both
educational and local culture is inevitably undbteaand researchers in Algeria have not yet
really explored the impact of these socio-cultuliahensions on students’ learning attitudes
and expectations with particular reference to leaautonomy.

Hadi found out that the Algerian pupils (future wensity students) are not yet ready
to be self-directed nor are willing to take respbitisy over their own learning. She also
concluded that both EFL teachers and learners gierdd seem to be unaware of the concept

of learner autonomy and that the EFL classroonfdgeria are far to be autonomous (60).

61



Hadi goes further saying that “...in the Algerian ealional context, this concept is
somehow new and hard to be achieved for both teacmal learners” (125). In other words,
learner autonomy is relatively a new concept whihot yet clearly understood among
teachers and students. She then states the fojongssons why students and teachers are

facing difficulties to reach learner autonomy:

» The influence of traditional beliefs and practices

» Lack of teachers’ knowledge about autonomy

» Teachers’ are not aware of the shift of resporigifilom traditional to new teaching
methods

» Lack of “in-service training” and “education devpioent” (125).

Miliani believes that Algerian learners feel morecgre on the present of their
teachers and are not yet able to be in chargeaohiley because they cannot identify their
needs and adapt their roles to the new experienugdearning styles. The students are used
to be poured with knowledge by their teachers rathan taking the initiatives to develop
their own understanding and learning (70). This mmean that the students still believe that
their teachers are responsible about all decismrgerning both learning and teaching
processes. These traditional convictions are b tchanged overnight and students are not
expected to be autonomous without being progreysimeroduced to autonomous learning

and trained to be autonomous.

In Her research work on learner autonomy and aeiltBouhass stated that Algerian
EFL students have been raised in “an Arabo-Islasoimmunity” which has impacted their
learning and sense of autonomy in many ways. Thieyshaped as citizens by sense of
collaboration, and dependency on their parentsakimng decisions, and as learners, they are
characterized by total dependency on their teacheamning with their classmates both inside
and outside the classrooms, and they often takisides with their teachers this due to the
fact they consider the teacher as important elenrefgarning. She then sum up that all
learners can develop autonomy if they are direateti guided towards it (Bouhass “Learner
Autonomy” 412).

Having that view about the teacher, in fact, haWds connotations, it is quite good to
consult the teacher before any decision sincedaheher is the most experienced member in
the classroom; however, it may also prevent theamfracquiring some study skills of
responsibility, reflections and critical thinking.
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Missoum in his research on learner autonomy andureulin which survey a
guestionnaire was used as the main data colletdioln it was administered to 35 teachers
and 135 students, His research took place in Endkpartment at the University of Blida 2,
Algeria. The findings indicated that both teacharsl students showed positive stances
towards learner autonomy. Yet, they were not sbuathe role of the educational culture
and the wider Algerian culture in developing Algeriearners’ autonomy.

Whether or not cultures influence the learners’'sseof autonomy, be it positive or
negative impact, Missoum concludes that both threege culture and the educational culture
must be given considerations before any attempmi@ement or make any educational
reforms ( Missoum “Culture and Learner Autonomy).57

Within the Algerian context, researchers seem teela consensus agreement about
autonomy in language learning and teaching, in lwhleey sum up that Algerian EFL
learners’ learning attitudes and practices areuanited by traditional experiences and
conventional beliefs and that they are still ungeddr autonomous learning. Learner
autonomy in Algerian context is still not clearlgfohed, understood and implemented since
teachers are not really aware of the strategied tsentroduce learner autonomy in their
classrooms and learners, on the other hand, arffeatively directed towards such a goal.

It is unfair to rate Algerian students as non-aatoous and that learner autonomy is
not a suitable goal in the Algerian educationaltertn Based on the aforesaid, taking into
account that Algerian learners have the culturgrotips (sense of collectivism) where they
share opinions and experiences with others (parésdshers and friends...), this external
interventions are reflected in students’ learnityges and decisions, which means that they
do not create their own objectives but they malertsf and consult resources to meet their
learning objectives. This latter, for Littlewood khown as reactive autonomy which is
considered to be one of the earliest stages ohauty. According to Littlewood, this stage
can be developed to reach the co-called proactit@amy .i.e. the type of autonomy that is

usually attributed to the western education (qtBedj and Bouhass 454).

2.7.5  Western, Algerian and Asian Edational Cultures: Differences and

Similarities

Based on the previous research works on learnenanty in the European, the Asian
and the Algerian educational contexts as shown@bgeneral conclusions have been drawn

about the differences between them in terms ohlegrattitudes, styles, and environments.

63



The following table was adapted from Nguyen (4) dommarize the socio-cultural

differences between the Western and Asian cultuks. also mentioned that many

researchers such as Hofstede, Biggs, LittlewoodarBaand Clanchy, and Bochner have

shown interest in comparing different cultural isg$ and what characterizes both

educational cultures. The table below illustrates main points they share in common and

the ways in which they are different.

Table 1

Learning and teaching across cultures

Western Culture

Algerian Culture

Asian Culture

Learning
Environment

-Learning is supportive,
interactive and encouraging
where students are involved in
critical thinking therefore
learning is student-centered.

-The dominant
approach to learning
is a teacher-centereq
approach.

-Learning
environment is less
interactive. It tends
to be formal.

-Teachers are more
responsible about both

] teaching and learning.
-learning is teacher-
centered

Learning
Attitudes and
beliefs

-Generally speaking weste
students are characterized
their ability to take the initiative
to start a conversation.
-Learning is much more bas¢
on the students’ ability to thin
critically to create and constru
new ideas.

-Teachers believe and trust th
learners’ ability to take charg
of learning

rStudents are
byependent on the
>teachers and the
roles are restricted t
ptistening and asking
kquestions.
ctStudents believg
that working hard
eand  memorizatior
eare important factor
to effective learning.
-Teachers think thg
their students are nc
yet ready to
responsible abou
their own learning.

be

> -Students rely on their
rteachers and are still
rinfluenced by traditional

oclassroom practices.

) -Students seem to be
passive and dependent.

D

1l

Ul

]

Learning -Students learn individually, -Students prefer tg -collaboration is more
Styles learn in groups appreciated

Teacher- -The relationship between -Formal relationship | -The relationship betwee
Learner teachers and learners is shapedexists between the | teachers and students is
relationship | by informal ways of interacting| teacher and the based on formal ways of

in which students can question
and challenge their teachers af
classmates. Teachers are not
automatically respected but the
earn it.

students where
nétudents show highe

respect to their
yteachers.

treating each other, whef

r students show much
respect and gratitude to
teachers.

=)

e
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At first, it is worth noting that not all cultureme the same and not all individuals
share the same ways of doing things. What is apiattepin a given educational culture is
frequently not suitable in the other; thereforerm@gay and teaching across cultures take
different forms and practices. As shown above, i@al@ can be drawn between Algerian
culture of learning and the Asian culture, in whith approximately share the same beliefs
and attitudes concerning learning and educatioth Boltures of learning have been shaped
by traditional styles of teaching and are stilluehcing the current classroom situations. In
such contexts of learning, teachers are considierdee at the centre of the classroom, i.e.

teacher-led teaching is dominant and mostly adapted

On the other side, Algerian educational culturequste different from that of the
Western culture. As opposed to the Algerian culfréearning, the Western culture gives
more interests to how learners learn rather hoehters teach. More emphasis is targeted to
learner autonomy and responsibility. Both teacheilearners are flexible and open-minded
to differences and debate. In such environments,lélarning process tends to be more
creative, supportive and interactive. It might betereotype to say that autonomy is rooted in
Western culture, thus it only works in the Westeducational settings. Besides, having
considered autonomy in language learning as a \Westscept means only that it was first

appeared in the Western continéht.

Generally speaking, the suitability of learner astmy is a controversial
multidimensional issue. The decision over whethés accepted in one culture and entirely
rejected in the other is still difficult; can leemautonomy be a universal goal? Clear cut-
answer to such questions still requires further l@gton and explanation in more
educational environments in different parts ofwueld.

In spite of the differences in cultural and socmhctices and changes, some
researchers believe in the universals of humancttgp@ be able to hold responsibility for
their own learning. Little, in this particular viewelieves that autonomous learning can be
developed in any educational setting regardlesgsotulture. (Little Learner autonomy —
definitions 13) For him, learner autonomy can be implementedli learning contexts
because it is primarily concerned with individuatapacity which is manageable to be

changed and developed.

L The origin of learner autonomy is further explaire the first chapter p13.
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Viewing autonomy as a concept basically associaii#itl the learners’ desire, mood
and capacity of being responsible over the learmracess. This standpoint seems to be
reasonable since it puts learners at the same ¢é\elving equal chances to experience and
develop autonomous learning. It is worthwhile téenat this level, that first, not all literature
about learner autonomy should be generalized ae tkea huge discrepancy in terms of
beliefs, attitudes and perceptions. Second, leaantgnomy should not be considered as a
geographical stance which means that the relevain@etonomy is not based on the location

where individuals live.

Based on the literature, the world seems to bedddiiinto two parts, the West is
autonomous, though some studies have shown theacpais it is the case of Macedonia as
mentioned above; and the East is less autonomotisabrautonomy is not suitable in the
Eastern world neglecting completely the human usale. That is why we cannot entirely
view geography as an influencing factor in autonatayelopment. Be it west or east, north

or south, it is about willing, understanding andegating to be responsible about learning.
2.8Hofstede Cultural Dimensions and the Algerian Cultue

Hofstede’s study on organizations and cultures gyivere interest to the cultural
differences between nations and regions. The fatigwdimensions: power distance,
uncertainty avoidance, masculinity, long-term owéion, and individualism are the main
distinguishing factors among national cultures.nfake such a distinction Hofstede surveyed
more than 70 countries around the globe but Algeaa not one of them. The aim was to
characterize people from different cultures, amttregAfro-Islamic-Arab countries examined
in this survey Morocco and Libya. Based on the itest Algeria is also an Afro-Islamic-
Arab country sharing the same location, languagjegion and other qualities, the following
analysis is made.

2.8.1 Individualism versus Collectivism

Hofstede defines individualism and collectivismaadimension showing the existing
relationships between individuals in a particulamenunity. He defines individualism as a
dimension in which members of a given society dog$ on their own by themselves. Such a
society is characterized by the “I” as being supeio the “we”. On the other hand, Hofstede
conceptualizes collectivism as an opposite to iddialism “Collectivism as its opposite
pertains to societies in which people from birtlwards are integrated into strong, cohesive

in-groups, which throughout people’s lifetime coni to protect them in exchange for
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unquestioning loyalty”’(51). In the same way, Hofigerefers to individualism as “...the
degree to which people in a society are integratedgroups” ( Hofstede “Dimensionalizing
Cultures: The Hofstede Model in Context 11).

Riley mentioned that Hofstede considers the Momcsaciety as being a more
collectivist society. The relationship betweeningdividuals is too closely because they have,
since birth, been educated and raised in big fam#dind groups who tend to take care of one

another’s interest and take decisions with the fa(@R).

Moroccans, according to Hofstede, are characterizgdiarger power distance,
collectivism and strong uncertainty avoidance. Beim a similar position with Moroccan
people, Algerians do share somehow the same cluttaraponents. Apparently by way of
deduction, the Algerian society has relatively lomdividualism and strong sense of
collectivism. This means that the Algerian cultgrees also more emphasis to the family and
groups where the “we” is always superior to the Within this context, Bouhass confirms
that the Algerian individuals have been educatednirArabic-Muslim society which shaped
their attitudes as members who rely on their fasilin taking decisions and seeking their
opinions and help concerning some aspect of theis l(411). This shows that the Algerian
culture tends to be more collectivist. The samevweas illustrated by Alesina and Paola,
“the Scandinavian countries exhibit the lowest mea®f family ties while the measures for
African, Latin American, and some Asian countries are ajriba highest” (20).

In the same way, being an African country, Algésialso characterized as exhibiting
a higher level of family ties. This attitude towarthe value of the family as the decision
maker in ones’ life has influenced the ways in Wwh&tudents’ learn (learning styles and
approaches). As a result, students rely heaviltheir teachers and show a reluctant attitude
towards taking the initiatives to determine then@ag content and process. The teachers, in
the collectivist societies, control and dominate tkassroom and the students do not get into

a discussion with their teachers to avoid confroometherefore keeping “face”.

Such a learning environment makes the promotioaubbnomy quite difficult. The
learners who still find it difficult to face, quésh and ask teachers are, of course, at the very
preliminary stages of autonomy. In this case, ctasa communication and interaction as a
socio-educational phenomenon is characterized glyehnirespect, fear and shyness, which

are barriers hampering the growth of learner autgno
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2.8.2 Power Distance

Power distance refers to the power distributiothim society, and how this power is
perceived by the individuals of a certain communisyit equally or unequally divided? In
this view, Hofstede claims that power distancewsaltdimension is “the extent to which less
powerful members of institutions expect and actegit power is distributed unequally” (28).

Hefstede et al state that “Power Distance Indexescare listed for 76 countries; they
tend to be higher for East European, Latin, Asiad &frican countries and lower for
Germanic and English-speaking Western countriesd.ifg Hofstede, “Dimensionalizing
cultures: The Hofstede Model in Context” 10). Foof$tede African countries are
characterized by higher power distance in whichviddals accept that power is not fairly
distributed.

Large power distance is featured by a power hiagaamong the members of the
society. This means that some individuals’ powed atatus cannot be questioned or
negotiated. More powerful individuals are alwayspented to guide and protect their

followers. In such societies, loyalty and respeetappreciated for superiors and elders.

This view is reflected in the educational settingeve the teacher is viewed as the
most powerful, authoritative and dominant membethm class. Therefore, in such societies
with higher power distance, the teacher is seetheslecision-maker and responsible about
learning. The teacher is supposed to do more teaching, he/she is expected to design
learning content, objectives, select learning niateevaluate, instruct and guide learners
towards achieving the set objectives whereas lestisten and do. This hierarchy, of course,
limits classroom interaction and critical thinkingat are key components of learner

autonomy.

In such a learning environment, all initiativesofgen a discussion come from the part
of teachers. Another important result is that f&lis mostly attributed to the learners’ less
efforts while success is often due to the teadbamge power distance cultures education is
more teacher-centered where learners are expexted told what to do in their classroom

and teachers have higher position and authority their students .(Hofstede 9)

Algeria is an African country, thus, for Hofstedéas the same qualities and features.
The notion of power is the Algerian society is equally distributed and power holders are

more superior to other citizens. Holding this viein, fact, has affected the Algerian
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educational system where the teacher is the owh@ower and knowledge whereas the
learners seem to take a passive role in the classtbereby being as such makes learners

less autonomous.
2.8.3 Uncertainty Avoidance

‘Uncertainty avoidance’ as a cultural dimensiofere to the ways in which people in
a given culture deal with situations of uncertaiaty ambiguity. It is defined as “the extent
to which the members of a culture feel threatengdaimbiguous or unknown situations”
(Hofstede, “Cultures and Organizations: Softwareghaf Mind” 113). This dimension was
also defined by the same scholar as “related tdethed of stress in a society in the face of an
unknown future” (Hofstede). It is a state of beingrried, afraid, and stressed about what

would happen in the future.

Countries with strong uncertainty avoidance such Mwocco and Libya are
considered to be less risk taking which may resulteing less innovative and creative in
their lives. Such societies are characterized Ighdr stress and anxiety, and abnormal,
disruptive behaviors are seen an offensive anderaot. They also tend to obey rules and
respect regulations.

This in turn reflects the teacher-learner relatigpsn the classroom which tends to
be formal, strict and less flexible. The teachesameone who should be highly respected,
behaviors should be highly minded and words shbeldelected. Addressing the teacher in
that way is a sign of politeness and respect tontag harmony. It may result in poor
learner-teacher interaction, and the learners magn eavoid facing their teachers and
guestioning them. The classrooms are rule-oriemaere rules and regulations are said to be

respected to avoid any uncertain, unexpected eaténing situations.

As already stated, Algeria was not among the casmtexamined in Hofstede’s
Model, however to better confirm the aforementiodethils, a similar research was carried
out by Mercure et al in which the Algerian cultwas studied. Results indicated that the
Algerian society is a collectivist society with @oge of (7.12/10), it tends to have large power
distance (5.36/10) with strong uncertainty avoidal(8.6/10). (qtd. in Yahia-berroouiguet
147).

If one refers to Algeria as an Arab country, isidl shaped by the same dimensions.

In the context of this, Obeidat et al claim thatHMofstede (1991) studied the national culture
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of seven Arab countries. He referred to them as‘Mmab Group”. Hofstede characterized
Arab countries by having a large power distandatively strong uncertainty avoidance and
high collectivism...” (517). In both cases, be itsddied as an African or an Arab country,
Algeria still possesses the culture of in-groupd &milies (collectivism), acceptance that
power is distributed inequality (large power dis@@nand avoiding all what is uncertain

(Strong uncertainty avoidance).

As mentioned earlier, in countries with large pova#stance, strong uncertainty
avoidance and high collectivism, education tendddaeacher-centered, the teacher is the
owner of knowledge and the teacher-learner relalignis formal and less flexible. By
having all these beliefs and convictions in mir tearners seem to have little freedom (or
maybe no freedom) to determine what, why and howeaon. To this end, the learners in

such societies are less autonomous compared vasie ih the Western culture.

Based on the above analysis and previous studie&lgarian context (Bouhass
Benaissi Fawzia, Miliani Mohamed, Hadi Khiera, Miso Mamaar), the following table is
drawn to sum up the main characteristics of theeA#m classroom practices compared with

the Hofstede Cultural Dimensions Model.
Table 2

Hofstede cultural dimensions and the Algerian ctaw® practices

Individualism

* Purpose of education is learning how + More importance is given to what to

learn teach
* “I”is consciousness * Learners participate in groups
(Hofstede 11) « Learners take decisions with teachers
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Small Power Distance: In the EFL Algerian classroom:

» Subordinates expect to be consulted  Learners only speak when they are
invited
» Student-centered education * Teacher-centered education

* Hierarchy means inequality of roles, » The teacher is the knowledge supplier,

established for convenience dominator of class and the decision
(Hofstede 9) maker.
Weak Uncertainty Avoidance: In EFL Algerian Classroom:
e Teachers may say ‘l don’t know’ » Teachers are expected to know
e Tolerance of deviant persons and ide everything
what is different is curious * Learners are less risk takers and whet is
(Hofsted “Dimensionalizing Cultures: Tt different is threatening
Hofstede Model in Context"10) * Showing respect to maintain fa

prerequisite for effective classroom

atmosphere.

Despite the differences in views, it is worth ngtihat full understanding of a given
culture and society requires sufficient knowledgeuw it which is not the case in Hofstede
cultural dimension model. Consequently, Hofstedaas a native Arabic citizen and his
model seems to be more western subjective. Iniaddi that, all researchers participating in
Hofstede model are either Western European (Geefstétle, Gert Jan Hofstede and
Michael Minkov); or from USA as mentioned by Hofd¢eet al “The term uncertainty
avoidance has been borrowed from American orgaanizaociology, in particular from the
work of James G. March” (189).

In such an ethnographic resedfghiesearchers must live with the intended group or
community and experience their lifestyle, culturaliefs and social aspects: Bryman explains
that:

ethnographic researchers immerse themselves ingithep or society
which they are studying in order to collect fieldtal which may comprise
descriptive notes and analytical comments about dhkure of the

members of the society or group which they areystggl including the

%2 This type of research is further explained in thisk in chapter three, page 80-81
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views and definitions of the situation of the mensbhemselves, which
are then written up in way that is amenable ancsgible to the target

audience or readership. (Bryman, gtd in Cohen 293).

At this point, one may wonder, do Hofstede andféilow researchers have enough
knowledge about the Arab culture? More importardiyfure is changeable which means that
it is not stable; it changes its components oveetiThis is why Hofstede’s model is, at the
present time, somehow invalid since the foundirigugi of the many societies are constantly
changing due to the rapid technological invasiod aacio- cultural changes. In order for
Hofstede to better examine national Arab culturésgb Scholars must be involved in

studying and examining Arab culture (Anthropologistl Sociologist).

Hofstede analysis also includes some exceptiongyandralizations at the same time.
For example, Hofstede et al state that “anxioutuoes tend to be more expressive cultures”
this means that people in such cultures use thay banguage and voice to express their
emotions. They add that “Japan may seem to be egptgn in this respect; as with other
Asians, the Japanese generally behave unemotianaiestern eyes. In Japan and to some
extent also in Korea and Taiwan” (Hofstede et @)19 In westerneye$ this perception
does not reflect the reality of the Japanese ailhut rather a viewpoint (it might be a
stereotype). In addition to that, the use “d some extent’in this context refers to
uncertainty and lack of rigor and exactness inrttesearch which is an underlying feature of

research in human sciences.

Consequentlyunderstanding cultures is a challenging task faradve who lives
regularly in the target culture, it is certainly raochallenging for non-natives trying to
examine and analyze other cultures. Better arsbfshational cultures is joint efforts of all
scholars and researchers mainly psychologists, agéidnalists, anthropologists and

sociologists from different parts of the world.
2.9 Conclusion

It is still unfair to see learner autonomy as a tess concept in such a rapidly
changing world. It is rather becoming a stereottgk®n for granted. It is certainly true that
culture is an important influencing factor in thevelopment in learner autonomy; it may not
completely prevent learners from being autonomautsrather limit the growth of learner
autonomy. It is also worth mentioning that an undilial’s state of mind and cultures can be

changed at any given point in time, at any plaaewarder any situation. Thus, if learners are
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appropriately directed towards changing their Weliand correcting their conventional
assumptions, they will undoubtedly develop somereksg of autonomy no matter what

culture they possess.

In the light of the above analysis, the researadh&nds to dimensionalize the
Algerian culture using Hofstede cultural model ahmines its impact on education in
general and learner autonomy in particular. Iditjadne may say that all indicators show that
the Algerian national culture is shaped by collgstn where learning in groups is preferred,
the teacher-centered system is dominant and thehées are superiors to knowledge. In such
a socio-cultural context, the learning environmseems to restrict or reduce the learners’
ability to be responsible for their learning abntits their freedom in making decisions about

some aspects of the learning process
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The previous chapters have discussed the thedréticaework of learner autonomy
and all what shapes its ground and the way it isif@sted in different educational settings.

This chapter is devoted to the practical side efhesent study and the presentation of the
data collection toolslt first, explains the research design and methagiolin which the

researcher aims to address issues related toldwise of the research methods.

To have a clear answer to whether the socio-cultinaensions of the Algerian EFL
learners facilitate the promotion learner autonamnyprevent them from being so, and to
examine whether learner autonomy is a reality oillasion in the Algerian educational
settings, four data collection methods are useds Thapter aims to describe the current
classroom practices through classroom observa#ind, provides a detailed description of
teachers’ questionnaire, students’ questionnaice gmoup interviews in terms of purpose,

design, ethical issues and the procedures folldwednduct each instrument.
3.2 The Gap in the Current Research

As mentioned in the previous chapters, Henri Hidezne of the leading pioneers of
autonomy in language education and the first td wéh learner autonomy in Europe in the
1981. Since then, autonomy has become an influantigersal goal in many other countries
all over the world (gtd. in David and Richard 1)s A result, there is a general belief that
autonomy is a “Western-culture based” idea bec#@us®@s first introduced in the Western
education, and it is believed to be unsuitabledn-western educational culture (Jones 228;
Sonaiya 113; Erturk 652). Questioning the approgness of autonomy across cultures
especially in non-western education has recentlyega considerable attention in the

literature.

According to Harmer, the way learners perceive-lggfning is determined by the
influence of the “educational culture” He illusteatthat *..autonomy of action is not always
considered a desirable characteristic in such gtsitégtd. in Bouhass 411). In other words,
learner autonomy is mediated by the cultural aspetiere learning takes place and therefore it
might not be accepted in all educational contewisreover,none of us would entirely neglect
that the socio-cultural beliefs, assumptions andughts have shaped, symbolized and
influenced learning styles, preferences and prestio various different ways. This means
that learner autonomy is not a straightforward esand it needs to consider the social,
cultural, political, and educational context in walhiit is introduced. So what is worth

wondering and not yet discussed in various themaket@nd practical investigations in the
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literature especially in the Algerian context ise tisonsiderations of the socio-cultural
backgrounds of the EFL students and their impactstudents’ learning attitudes and

expectations in relation to learner autonomy irhkigeducation in the Algerian context.

In this context, though learner autonomy is higihdgired and appreciated in language
classroom, it seems clearly that what suits a @ddi educational system in a given country
is frequently inappropriate in the other. Consedjyenn this research, a great deal of

attention is given to learner autonomy as a soalt#al concept.
3.3 The Purposes of the Current Research

The present research aims to explore and undergtanger autonomy from socio-
cultural perspectives. It analyses the ways in Wwitltese factors influence the Algerian
students’ learning attitudes and expectationslsti provides a critical reflection on whether
or not learner autonomy is a reality in the Algereducational setting. Since autonomy has
been always seen as a Western cultural construist,résearch attempts to examine its
relevance and appropriateness in the Algerian gbrdklearning and to identify the way

autonomy is manifested in the Algerian culture.

This research also endeavours to dimensionalesdéliperian national culture using
Hofstede cultural dimensions mainly collectivismdandividualism, uncertainty avoidance
and power distance to better understand theirenftes on learning in general and the ability
of learners to learn on their own in particular. éAfarger level, it intends to consider the
socio-cultural dimensions of the setting wherenesy is taking place and raising awareness
of educational policy makers, teachers and studebhtsit the importance of taking into

account learners’ cultural and social beliefs attitldes before fostering learner autonomy.

Broadly speaking, this research studies the relaship between: 1) the social beliefs
and the educational environment (sociology of etlaca 2) The cultural realities and the
educational context of learning (anthropology afi@ation) and 3) educational beliefs and the
learning process (Educational culture). The maijeailve of the current research can be

summarized as follows.

* Analysing the impact of the socio-cultural dimemsioon EFL students’ learning
attitudes and expectations with particular refeeete learner autonomy in higher

education.
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Exploring the Appropriateness and the relevandearher autonomy in the Algerian
EFL context.

Raising teachers’ awareness about the importancerifidering the students’ socio-
cultural assumptions in fostering learner autonomy

Examining three major sources of influence (collesm, power distance and
uncertainty avoidance) on the learning procesdeartier autonomy.

Providing valuable insights and strategies to ss&fcdly make students develop some

degrees of autonomy.

3.4 Research Questions and Hypotheses

A. Research Questions

The debate in the previous chapters regardingelevance of learner autonomy in

different cultural contexts has led the researtbevonder and question in similar ways the

appropriateness of autonomy in the Algerian cultimes raising the following research

guestions:

a.

How do the socio-cultural dimensions influence Aige EFL learners’ attitudes and
expectations with reference to learner autonomy?

What are the attitudes of EFL learners towardsiegrin the Algerian higher
educational context?
Are the Socio-cultural specificities of the Algeridearners considered in the

promotion of learner autonomy?

Is Learner autonomy a suitable educational go#ienAlgerian higher education?

B. Hypotheses

In an attempt to answer the research questionslianidthe scope of the current

research, the research formulates the followingthgses

v

The Algerian socio-cultural dimensions may stana &sirrier limiting EFL students’
ability to act autonomously.
The socio-cultural dimensions of the Algerian Eflarhers could not be taken into
account in fostering learner autonomy.
EFL learners may hold a negative attitude towagdsning in the university level.
Learner autonomy can possibly be a realistic edutalt goal if the socio-cultural
backgrounds of the students are considered.
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3.5 Research Design

To fill in the research gap, collect the necessaiyrmation and answer the research
guestions, four research data collection tools weised: classroom observation,
guestionnaires for both teachers and students aowlpginterviews. Four teachers were
observed and 20 teachers were handed a questienoaeply on. And group interviews with
third year students. The practical part of the gmésesearch took place at Ahmed Zabana

University of Relizane, during the academic yeat&Q019.
3.5.1 Nature of Research

To identify the impact of the Algerian socio-culilbeliefs on the learners ability to
behave autonomously, the present research haseddaptethnographic inquiry in order to:
a) describe and analyse the Algerian local andadmal culture and b) identify their impact
on the learners’ learning attitudes, expectationtstae beliefs they hold about themselves as
individuals and as students in the classroom, anaéxplain the ways in which their

perceptions about learning influence their abilityact autonomously

The nature of the current research can be clagdiften three different perspectives,
Mode of inquiry, objectives and discipline. Frone §hoint of view of objectives, this research
is descriptive. It is descriptive in the sense ihattempts to describe the Algerian learning
situation and cultural reality as well as studeriisliefs and attitudes towards learning

practices and behaviours in the classroom.

Cohen et al state that most of research studigifield of education are descriptive,
in that they are done to “describe, compare, ceptrelassify, analyse and interpret the
entities and the events that constitute their wexritields of enquiry” (“Research Methods in
Education, 8 edition” 334). As a result, this research is acdpsive study since it is part of
an educational research. The descriptive reseamcts @& describe a situation or a
phenomenon as it occurs in the real world. In¥iesv, Cothari explains that the fundamental
purpose of descriptive research is to portray State of affairs as it exists at present” (2). He
further claims that not only the situation whichosll be described but also subjects and
communities, in this sense, He illustrates thats®mptive research studies are those studies
which are concerned with describing the charadiesioof a particular individual, or of a
group” (Cothari 37). The researcher in this stusbsalibes the learning/teaching actual
practices in terms of teaching methods, teachenéearelationships and interactions and

learning environments...etc through a classroom ebsen.
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In terms of inquiry mode, this research tends t@ In@ixed approach research i.e. it is
characterized by both quantitative and qualitathede. Creswell and Plano Clark assert that
mixed method “...combines various elements of bothangtative and qualitative
approaches” which means that it a mixture of baihlifled data (attitudes, opinions) and
guantified items (numerical data); the main aint'.isto give a richer and more reliable
understanding of a phenomenon than a single appreauld yield” (gtd.in Cohen 32).
Unlike single method, mixed method enables thearebeto gain more understanding of the
issue being investigated.

It is quantitative in the view of the fact thatsiiatistically analyses the items of both
teachers’ and students’ questionnaire. This appréaaesearch is mainly concerned with
guantifying data, transforming it into numbers,tistecs and classifications, “Quantitative
research can be construed as a research stratagyeriphasizes quantification in the
collection and analysis of data” (Bryman 35). Ohéhe drawbacks of quantitative method is
that it does not cover all aspects of researchedgienon. Quantitative approach alone may
not dig out deeper and cover in detail all aspetended to be explored. In addition to that
For Riley the most appropriate method for learngomomy research is mixed method, For
him it is insufficient to make pure qualitative guantitative research, but rather to mix the
two ( Riley 264). This is why the researcher ha® aldapted a qualitative research to better
explain the cultural constraints and facilitiesisltused to understand how Algerian students
interpret the sociocultural ethos and how thesdetfselinfluence their attitudes and
perceptions regarding learner autonomy.

Thus, it is qualitative because it analyses arerjmets the effect of the socio-cultural
dimensions on the subjects’ autonomous attitudes that it combines both narrative
descriptive classroom observation (participant olzen) and groups interviews (semi-
structured interviews). At this juncture, Brymaraiois that interviews are the one of the

main tools to be used in qualitative research (212)

As far as discipline is concerned, this researcbleys an ethnographic approach to
research. This is due to the fact that the majora@ithis study is to understand the sociology
the Algerian education (social interactions andatrehships), cultures and beliefs in

relatedness to learner autonomy in advanced lamgesgcation.

Ethnography as an approach to research has redsatme popular in educational

settings. It is defined as “a research strategy dhaws researchers to explore and examine
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the cultures and societies that are a fundameatalgd the human experience” (Murchison
4). This approach investigates the role of real éibntexts and learning environments for the
sake of understanding and identifying their impaad influences. In the same way, Brewer
views ethnography as an approach which studiesplpeia naturally occurring settings or
‘fields’ by methods of data collection which camutheir social meanings and ordinary

activities...” (6).

Similarly, O’'Reilly argues that ethnographers haeeently drawn their focus on
“people’s opinions, feelings and cultures” (16)e further expands that the main purpose of
ethnographic approach is to make sense of “sodell &s a result of “interaction of
structure” ( objects) and “agency” (individuals ians) through “the practice of everyday
life” (17). Ethnographic approach therefore aimsd&scribe cultural backgrounds, social

interactions, and practices and activities of geoap they happen in everyday context.

Additionally, this research is ethnographic in #ense that it is characterized by the
use of several data collection sources such agiparit observation and interviews (group
interview, usually small number to get detailecbinfiation. Robson and McCartan point out
that “Participant observation is a widely used rodtlin flexible designs particularly those
which follow an ethnographic approach” (320). Heoahsserts that participant observation is
a qualitative style that takes its origins in aoffulogy namelyChicago School of Sociology
(319).

3.5.2 Research Setting and Population

The context of the present research is the depattofeEnglish at Ahmed Zabana
University of Relizane in Algeria. This departmemas opened until the academic year
2012/2013. It offers three years course degreesfide) and two years to obtain the Master
degree. This study program has recently been a(RE®/2020) with one major speciality
called “Language and Communication’.

To better make generalization of the results ofcilmeent study, full description of the
target population and participants is helpful towdh@n idea about who are the individuals
involved in this research. Population is as the lehwumber of subjects over which the
results will be generalized. The target populatiérihe present research encompasses EFL

students at the same context.
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As mentioned earlier, there are mainly three lieefevels in the department of
English, L1, L2, and L3. 140 students enrolled iest students, second year level includes
167 students and 142 third year students, tloéal humber consists of 439 students of
different levels. It also has 25 teachers withet#ht qualifications namely Doctorate, Master
and Magister. They either teach as part-time ofr tiole teachers with varying teaching

experiences.
3.5.3 The Sample

Since it is neither helpful nor possible to workiwihe whole number of the students
of the entire population, sampling is the besttega to make effective use of time, money
and energy. Cohen et al define a sample as arsuip-gepresenting the target population

(100). The sample of the current research is yeat LMD students at the same university.

The sample is a random sampling or what is knowprabkability sampling, Kothari
(60). Random sample aims to avoid the effect ofrdsarchers’ bias and subjectivity and

give students equal chances of being selected liHetd Ann 42).
3.5.3.1 Students

The participants of the present research are y@iad LMD students. Their age ranges
between 20 years and 37 years old. The total numbit2. They are mainly divided into 4
groups; each group consists of from 35 to 37 stisdexll students are Algerians studying in
the department of English at Ahmed Zabana UnivwedgiRelizane-Algeria.

They have been asked to voluntarily participatehimm development of the practical
side of this research. Learning experience, knogdedbout what to learn, and language
competence are other constraints limiting the dgwekent of learner autonomy (Sinclair,
gtd.in Llaen Nucamendi et al 5) Consequently, treearcher opted for third year students as
a sample because of their mastery of English, #gerience as university students as well
as their familiarity with the subjects matter beiagight, this to maintain rigorous data, to
enhance reliability and to avoid the interferentsame indicators such as level, knowledge

about the subjects taught, and language proficiency
3.5.3.2 Teachers

Due to the small number of teachers at the depattmieEnglish, Ahmed Zabana

University of Relizane, all teachers have beent@uvio participate in the current research.
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The department of English consists of 22 teacH&rxf them are full-time and 10 part-time
teachers, with different academic qualificationBPP Magister and Master Degree holders).
Their experience in teaching varies from 3 year28oyears at different educational levels
(middle, secondary and university level).

3.6 Data Collection Methods

Knowing how research is done is placed at the hedrteffective research
methodology, and knowing how to plan to gather appate data guarantees the truthfulness
and trustfulness of research findings. Researclmadstare data collection instruments used
to put research into practice and dig deeper ihto fgroblem being investigated to draw

persuasive conclusions and approach insightfulnesendations and solutions.

Varying the data collection tools helps the redmarcin enhancing research
objectivity and data reliability. This is why; thesearcher used four data gathering methods:
a classroom observation, questionnaire for bottestts and teachers and group interviews
with students. Triangulatiéh is employed to get valuable and valid data, coepand

contrast data and cross-check the results.

Human behavior is not an easy feature to investjgdiserve or assess, for this reason
looking at the issue from a different standpoistsiiore preferable and even advisable to get
in-depth information. Using multiple sources of alatrengthens the research validity and
enriches its reliability. The figure below illustes the different tools used in the present

research. Detailed description of each instrumefurther explained in this chapter.

23 See Cohen et al, Research methods 6edition 141.
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Fig. 4. Data collection methods

3.6.1 Classroom observation

In attempting to examine the impact of the Algersotio-cultural dimensions on
learners’ attitudes and expectations, there is lzeered to describe the current classroom
practices and learning situations. Consequenty/réisearcher decided to set up a classroom
observation to have a clear image about what ipdrapg in the real classroom context and
find out the extent to which the principles modetassroom are met ¥f The classroom
observation attempts to gather valuable informatabout both learning content and
classroom practices and the ways in which bothesming and teaching are carried out in

the real context.

Unlike the questionnaire, Observation allows theeagcher to collect “live data” and
closely watch what learners do rather than what fag or think they do ( Denscombe qtd.in
Hoadjli 47). One of the positive features of classn observation is that “subjective bias is
eliminated, if observation is done accurately” (Kari 96). Meaning that having clear
objectives and items to be observed, a sharp weabserve details, being careful, having

full attention and concentration are all what shape effective observation, so if the

24 Among which learner autonomy as a goal.
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researcher has succeeded in doing it appropriagelyigher degree of objectivity is

maintained and subjectivity is minimized.

Observations aim at gathering data related tordiffieaspects of the learning/teaching
environment such as classroom interaction, aawitiand practices and teaching
methods...etc In line with this view, Morrison statdst observations attempt to fully

describe the following classroom elements:

thephysical settinde.g. the physical environment and its organization

* the human settingle.g. the organization of people, the charactedstnd
make-up of the groups or individuals being obsenfed instance, gender,
class)

» the interactional setting(e.g. the interactions that are taking place, féyma

informal, planned, unplanned, verbal, non-verbal)et

the programme settinge.g. the resources and their organization, pedagog
styles, curricula and their organization). (Morrisgtd.in Cohen et al 397)

Being a part-time teacher at Ahmed Zabana UniyeddiRelizane has facilitated the
task of undertaking a classroom observation. énpitesent research, a structured observation
was undertaken; it is structured in the sense thatitems observed were pre-planned
beforehand?.

The researcher adapted a direct participant obsenvéo gather information about
the current classroom situations. Participant otadem is defined by Ranjit as “strategy for
gathering information about a social interactionaophenomenon in qualitative studies”
(125). In a participant observation “...the obsersegks to become some kind of member of
the observed group” (Robson and McCartan 323). f@searcher played the role of a
participant observer in the sense that he partetpbthrough giving feedback on the students’
performance and providing his viewpoints when beingited by the teacher to say

something about the issues being discussed.

Participant observation can be covert or overt. fOnemer means that participants are
not aware that they are being observed. On thaamnthe latter is done when the subjects
know that they are being observed. In this resedhehclassroom observation was covert in

the sense that both teachers and students wenefoiwhed that they are being observed. It is

%> For more details, see “Appendix I” about classraziyeervation checklists where items
being observed are defined. .
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worth mentioning that teachers knew in advancettiestudents’ will be observed however
the researcher did not tell the teachers that thiflybe observed too in order for both
participants to keep their natural behaviours. dirtigipants know that they are being
observed they may create an effective classroomramaent to make the researcher
appreciates their efforts or they may feel stressedomfortable and anxious which will give
an unusual picture about the natural classroomngetio make research more ethical,

participants were told that they have been obsebyatie end of the observation period.

To attain rich and instructive data, the researdlsed descriptive narrative recordings
to thoroughly note and scrupulously describe thenlers’ attitudes, behaviors and their roles
in the classroom, the learning atmosphere, interactind teaching methods, classrooms
practices and teachers’ roles. The researcheglbasised a tape recorder to register some of
the observed sessions to transcribe both classdisoourse and interaction to figure out
which type of interaction is dominating EFL classres as well as the rate of talking time.
More importantly, since recordings were not filmedhn-verbal gestures were described

through notes such as the teacher’s body languatjeye contact.
3.6.1.1 Description of the Classroom O@awation Checklist

After having a precise image about learner autonanyg its main layers as
mentioned in the first chapter, the elements deedrin the current classroom observation
items has been developed by the researcher bast#w @bjectives of researcBach item
was designed to answer a set of questions as $teled:

a) The classroom environmentilt focuses on classroom interaction and discussion
learning atmosphere, and teacher-learner relatipsish considers the following
guestions:

- Which type of classroom interaction is most domifian

- Does the teacher encourage discussion among learner

- Is the learning atmosphere challenging, suppoene motivational?

- What kind of relationship exists between the teaale the learner?

- Do learners take the initiative to start a disaus3i

b) Classroom Activities: It involves both the content and the procedurdagsroom
activities and practices.

- What activities are mostly performed in the classn@
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Are there opportunities for learners to selectsriasm activities to do?
Do the activities foster learner autonomy?

Do they meet the learners’ needs, goals and obgs&i

Learners’ Roles

What roles do students often play in the classroom?

Do the students take the initiative to ask questamd give responses?
Do students actively participate in the learningteat and process?
Teachers’ roles

What roles do teachers often play in the classroom?

Do teachers really play the role of facilitatorsunselors, managers, guiders?
Do they involve learners in discussions?

Do they invite their learners to critically ask gtiens?

Classroom Managementit focuses on three essential elements which #«getiime
and interaction.

Do teachers encourage the different types of intena?

Do they give equal chances of talking?

Which talking time is more dominant, teacher orthea?

Do teachers wisely control time?

Teacher’s Feedback/ Students’ feedback:

What kind of feedback teachers give to their leggPe

Do they use politeness formulas to praise learners?

Do they encourage patrticipation through their fest?

How do teachers correct their learners’ mistakes?

Do teachers encourage peer-evaluation?

3.6.1.2 Classroom Observation Notes

Table 3

Classroom observation notes

The observer The researcher

Time 2018/2019

Setting Ahmed Zabana University of Relizane
Classes being observed Third year students

Number of groups 4 groups
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Number of students in each class 35 to 37 students

Number of teacher being 4 teachers

observed

Modules Research methodology, Oral expression, SociolitigajsESP
Duration Two months

Number of session with each v' ESP and oral expressions 4 sessions

module v" Methodology and sociolinguistics 8 sessions)
Durations of each session 1 hour and 30 minutes

The nature of class Tutorials

Context of observation A lesson

Role of the researcher Observer as a participant

3.6.1.3 Describing the Classroom

The observation took place at Ahmed Zabana Uniyersi Relizane at the
Department of English. The classrooms at the deyaant of English are rectangular designed
where the seats are arranged in rows, each rovist®$ two tables fixed on the ground, and
each table has three chairs. Each class has tlezigapf nearly about 50 fifty students
(chairs). The desk of the teacher is always fixethe front position of the classroom. On the
wall, there is only a whiteboard. The classroongsrent equipped with technological devices

such as computers, data show or a loud speakéoassn the picture below:

Fig.5. A classroom in Ahmed Zabana University (fg tesearcher)

The classes being observed include approximatétty thive (35) to thirty six (36)
students (males and females); in most classesutinder of females is more than the number
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of males. Usually, students took seats at the ;flomivever, most seats at the back remained

empty.
3.6.1.4 Validity and Reliability of Obseration

To verify that items observed where objectivelyaligged, the observation conducted
in more than two months. To cross-check whetherdbgerver has observed what it is
supposed to be observed and covers the items afhieklist, the researcher has set other
observations with different levels (first and sedtgrear students). To make the observation
reliable and valid, the researcher played the obline participant in which the research was

taking notes and participating where necessary.

As to ascertain whether or not the observer bitecifd the results, the researcher
debated the current classroom practices with atbeagues at the same setting. All the
teachers have agreed that the classroom practicesravironment is still teacher-led which

goes in parallel what the researcher has observed.

Moreover, the use of triangulation of data collectiis another way to test and
confirm the information gathered through the claser observation; the author has used
three other data collection tools as subsequenhaodst students’ questionnaire, teachers’

guestionnaire and group interviews.
3.6.2 Questionnaires

In this study, the researcher has used a questrerfioa both teachers and students to
cover a range of germane issues to learner automahyts appropriateness in the Algerian
educational context. The main purpose behind swttogee is that because questionnaire can
be used with large number of sample in a shorbgesf time. In the same view, Cohen et al
consider questionnaires as one of the most usatal abllection tools in the sense that they
are less time consuming, less expensive and eadyl tm and analyse (Cohen et al,
“Research methods in Education” 8ed 471). Below @etailed description of both teachers’

and students’ questionnaire.
3.6.2.1 The Students’ Questionnaire

The students’ questionnaire is divided into two maections: 1) understanding
learner autonomy and learners’ perceptions antu@és towards autonomous learning, and

then 2) learners’ beliefs about learning. The fgettion is entitled learner autonomy in
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language learning and teaching, it was developedhenbasis of Holec’s definitions of
learner autonomy. Twelve questions (12) were foatmal; all questions are closed-ended
guestions. Questions revolve around learners’ péores about themselves, characteristics
of autonomous learners, factors behind learnerabiiity to take charge of their own
learning, activities most practised in the classrsp self-evaluation, and learners’

involvement in designing the course syllabus.

The second section, on the other hand, is abotdeautonomy and culture. This
part consists of four (4) questions, three (3) etbbended questions and one (1) open-ended
guestion. It aims to inspect some cultural beliefgl stereotypes about learning, and to
identify the main distinguishing factors of the Atgan learners’ beliefs and assumptions.
The items raised in this section are: decisionemakoncerning studies, family intervention,
teachers’ opinion regarding studies, learners’ gions about teachers’ mistakes and lack
of knowledge, and learners’ beliefs about someucalltAlgerian proverbs.

This questionnaire is aiming to identify:

» The extent to which learners view themselves asraumous learners

* Their beliefs and attitudes towards learning amdrer autonomy

* Their readiness for learner autonomy

* Their willingness to be responsible for their laagn

* The degree to which students think it is not acatto criticize their teachers ideas
and take the initiatives to correct their mistakes

* The way students view the teachers’ position afesro

* The degree to which learners prefer to work in geou

* Their involvement in making decisions concerningyihéng content and process

» Their views about teachers’ and parents intervantio

» Their opinions regarding some Algerian culturabyarbs and beliefs about learning

3.6.2.1.1 The Students’ Questionnaire Development

Considerable time was devoted to draw the finasiearof the questionnaire. On the
other hand, significant literature (sources) waso ateviewed to develop the students’
guestionnaire in terms of form and content. The@uains related to learner autonomy and its
layers and the form is pertinent to methodologipabcedures. Thus, the students’

guestionnaire has evolved through several steph@sn in the following figure.
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Writing the first version of the
guestionnaire

¥

Revising the questionnaire with
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¥

Modifying questions and
correcting mistakes

¥

Writing the final version of the
guestionnaire

2

Collective Administration of the
Questionnaire

Fig. 6: Steps of students’ questionnaire

As shown above, the first step is concerned withinolgy the objectives of the
guestionnaire which were grown out of both the aes® questions and objectives as stated
above. After the determination of the questionnalvgctives; the items were constructed in
form of questions. All items formulated are related learner autonomy and how it is

manifested in the Algerian educational culturatisgs.

In the next step; the researcher divided the quasdire items into two sections; one
is entitled learners’ beliefs and perceptions atbeartner autonomy and the second section is

about examination of learner autonomy from theaaaitural perspectives. The former aims
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to describe the current practices and situatioleainer autonomy. Whereas the latter’'s aim

is to examine the relevance of autonomy in the Adgrecultural environment.

Before writing the questionnaire’s first draft, tihesearcher selected the targeted
sample as stated previously (Third EFL student&mglish language). After that, the first
was written and draft shared with the supervisobé¢orevised where it was proposed to
modify the form of the questions, eliminate irrelav items and reduce the number of

guestions.

All feedback and comments were taken into accountrite the final version of the
guestionnaire as shown in appendix Ill. The finatsion kept the same number of sections
(Two sections) to make the questionnaire more fedwad organized.

3.6.2.1.2 Type of Questionnaire

Based on the structure, the questions and thewexrssof some questions were pre-
determined including dichotomous and likert scaleggions whereas, some questions do not
have predetermined set of responses. This is wiiests’ questionnaire is a semi-structured

guestionnaire.

Based on the method of administration, the studemisstionnaire was administered
face-to-face. The researcher handed the questienttathe participants himself. It is also a
collective questionnaire in terms of administratlmcause students were collectively given
the questionnaire to be completed.

3.6.2.1.3 Ethical Consideration

Before submitting the questionnaire to the studetits researcher consulted their
teachers in advance to be allowed to distributestiprnaire collectively. After having the
agreement from their teachers, the students wenadad with a brief explanation regarding
the main aim of the current research and that #reyacting as a sample, in the meantime,
they were asked to participate in completing thestjonnaire. They also have the right to
withdraw at any stage they want. All participantsepted to fill in the questionnaire apart

from one male student who refused to take patierstudy.

In the introduction phase of the questionnairas ihoted that the answers received
will be used for academic purposes; the researek@ained that filling the questionnaire is

of great help in developing the practical parthe present research. This makes participants
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feel at ease and confirm that their answers witl lv® used for other purposes other than to

collect data and to improve the situation undedtilearner autonomy). Besides, anonymity

was also given part in the introduction so as suesntrust and confidentiality.

3.6.2.1.4 Revising the Questionnaire

Revising the students’ questionnaire is a cruci@p sin research; it increases

objectivity and ensures its success. It allows mewteration of items in terms of clarity, order

and structure; consequently, before submittingghestionnaire to the selected sample, the

researcher shared it with the supervisor. The ge@dnmeeting with the supervisor has

resulted in:

Reducing the number of questions raised from l14stipres in section one, to 12
guestions.

Concerning the follow-up question of the first giies, which was an open-ended
guestion “If yes, according to you what characesian autonomous learner?” it was
suggested to make it a closed-ended question witlipie options. The same thing
with the third question which says “what roles @ pften play in the classroom?” in
which eight options were proposed.

The last question of the first section says “Hotenfdo you work in the classroom?”
students were given options about the type of wimidkividual, in groups or in pairs).
However the supervisor suggested that each typelgloonsist of multiple choices.
So it was also modified and likert scale optionsrev@dded (Always, often,
sometimes, rarely, never) next to each type to mdke question more
understandabfé

As far as the second section is concerned, mogheofquestions were structurally

modified, however the content and the purpose needaihe same.

Feedback on clarity of questions, wordings, typegquestions, number of questions

(neither too long nor too short), format, contemtl @urposes of each question were all at the

core of this phase.

26 See Appendix Ill of students’ questionnaire
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3.6.2.1.5 Questionnaire AdministratioProcedure

The students’ questionnaire was a self-administgregstionnaire in the presence of
the researcher. The presence of the researcheuiis wmteresting because it allows
respondents to consult the researcher where negedsalso enables the researcher to
calculate 1) the number of the students in eachigfstudents’ in their regular classes are
divided into groups) and 2) the number of the stigslevho did not accept to be subjects in

this study.

The students’ questionnaire was administered byo#wnning of the academic year
of 2018/2019. With the help of their teachers (tbsearchers’ colleagues) the questionnaire
was distributed during their regular classes. Hazhers accepted to dedicate some time to
filling the questionnaire. Students were allowedséek the researchers’ help in case of any
unclear questions as it was the case of the lasteébond section. Once the questionnaire was
completed, the researcher expressed his gratefumesappreciation to both participants and
the teachers for accepting to take part in thidysand for their precious time and tremendous

help.
3.6.2.2 The Teachers’ Questionnaire

Some of the questionnaire items are rooted in tbkwf Borg and Al-Busaidi with
some modifications. Unlike the students’ questiar@athe teachers’ questionnaire was
administered using ICT tools like Facebook and d-n22 teachers were sent the
guestionnaire via email. 20 teachers have filled and sent it back in due course either via

E-mail, Facebook or face-to face.

Teachers’ questionnaire consists of three parts.fifbt section is about the bio-data
of the informants in terms of gender, teaching expee, level taught, and their educational

gualification in addition to whether or not thewkaeen trained.

The second section is entitled teachers’ perceptidiout learner autonomy. This is to
scrutinize teachers’ knowledge with regard to learmutonomy and what does it entail. The
third section deals with the social and culturakpective of learner autonomy. As the title of
the section proposes, it seeks to study the is§ueaoner autonomy as a sociocultural

concept from teachers’ perspective.
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3.6.2.2.1 Teachers’ Bio-data

Table 4

Teachers’ bio-data

Number of teachers

22

Number of responses received

Academic qualification

20
i

Master 10 teachers
Magister 6 teachers
PhD 4 teacher
Years of teaching experience 1

1-5 years 8 teachers
5-10 years 3 teachers
10-20 years 7 teachers
20-30 years 2 teachers
Gender I

Males 4

Females 16

3.6.2.2.2 The Aim of Teachers’ Questionnaire

The teachers’ questionnaire has been addressétefsake of understanding the issue
of learner autonomy from teachers’ perspectivesal#o gives a clear comprehensive
explanation about the ways in which the learniragleéng process is managed in the era of

learner-centered approach.

More importantly, the questionnaire seeks to idgntine teachers’ attitudes and
perceptions about learner autonomy and their fantyiregarding autonomous learning. It is
also considered as an additional tool to ensurejtiadity and reliability of the data gathered
from classroom observation and the students’ quasdire.

3.6.2.2.3 Types of the Questions

In this questionnaire, the researcher has formaildiiéerent types of questions; some
are open-ended questions, rating scales, closeztlequestions. The latter for Nunan is “An

open item is one in which the subject can decidatw say and how to say it” (143). This
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means that open questions have free space givtbe respondents to express their thoughts,
opinions and experiences as a way to answer thgiqns. Teachers’ questionnaire includes

four (04) open ended questiéhs

It also includes closed-ended questions which sbie$i‘range of possible responses”
(Nunan 143). In other words, closed questions takeform of multiple options where the
informants are asked to choose one or more amanguailable choices which represent or

reflect their views and knowledge. In this questiaine there are (5) closed ended question.

Two dichotomous questions were formulated in teelgpiestionnaire. For Cohen et
al, “Dichotomousquestions have a ‘yes’/'no’ response”. Other questiare rating scales
guestions, this type of questions according to @Gotteal are related to degrees, frequency
and intensity of response or what is known as fikeales. In addition, the first question in
section two was adapted from Borg and Al-Busaidesfionnaire. The latter consist of 37
items; however the researcher has only adaptechsstaéements (statements 3, 13, 16, 19,
23, 25, 30). The choice of statements related tyakand cultural perspective of learner

autonomy is based on the set objectives of theentiresearch.
3.6.3 Group Interviews

Generally speaking, a research interview is a dsion between the researcher and
participants either individually or in groups. Img sense, DeMarrais defines it as “a process
in which a researcher and participant engage onaearsation focused on questions related to
a research study” (DeMarrais 54). Group intervievaiform of an interview in which there
are several participants debating a defined tdpithe same way of reasoning, Robson and
McKartan explain “Interviewing as a research methgaically involves you, as researcher,
asking questions and, hopefully, receiving ansvrers the people you are interviewing. It is

very widely used in social research.”(284)

Group Interview is a type of a research interview data collection tool in which the
researcher discusses and asks questions abowtraigbue in relatedness to his/her research
topic with the participants. The aim of this strptés to get closer to the respondents and get
information about their beliefs, attitudes, expgotes, and assumptions with regard to the
issue at stake. In this respect, Ranjit Kumar @sfigroup intervievas “a form of strategy in

gualitative research in which attitudes, opiniomsperceptions towards an issue, product,

2" Including questions 1, 2, 4 and 7 in section @seshown in Appendix IV.
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service or programme are explored through a freeopen discussion between members of a
group and the researcher.”(124) Kumar further adds“A group interview is both a method
of data collection and a qualitative study desigh."aims at gathering data from the
interviewees in a collective way rather than indually (Kumar 336).

Similarly, Krishna Kumar explains that:

group interviews involve the use of direct probiteghniques to gather
information from several individuals in a groupts®j. Such interviews
can be conducted by one or more interviewers, withwithout an

interview guide, and with groups of varying sizesl @omposition (7)

Group interviews are not easy to conduct. Its dlifty lies in the variety of opinions
and experiences shared by the interviewees. Bedidessize of the group should be well
selected to be easily controlled and managed. Astiomed in the definition of Kumur, it
may include two interviewers to facilitate the pees of gathering, taking note and managing

the group interview.
3.6.3.1 Types of Interviews

Types of interviews are different and vary in teraispurposes, type of data to be
obtained and the way in which it is conducted. Bypkinterviews can be classified in terms

of structure, discipline and procedure.

In terms of structure, in the present research,résearcher used a semi-structured
one-to-one interview, it is semi-structured in thew of that fact that issues to be addressed
are prepared in a form of “interview guide”, anck thuide consists of a number of the
guestions. In this type of interview, the researciseflexible and has some freedom to
modify, explain and change both content and stractof questions especially when
participants raise unplanned important issues @ash 186). Interviewees are interviewed
one by one though they are allowed to exchangesided share their opinions. Not only
content can be modified but also the sequence efktmns. Bryman explains that “It
typically refers to a context in which the intemver has a series of questions that are in the
general form of an interview schedule but is abledry the sequence of questions”(212).

As far as the procedure is concerned, this intenigea group interview, in which the
researcher (interviewer) has arranged a group sksmou with the interviewees to debate the

issue under investigation. The students were divideo five groups, seven students in each
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group. The size of the group should be reasonabigaintain an effective debate and control.
Groups should be “small enough for everyone to ley@ortunity to share insights and yet
large enough to provide diversity of perceptionstfugeger & Casey 6). Large groups may
create an atmosphere where participants do noafeshse sharing and debating their ideas

and opinions freely.

From the disciplinary perspective, the focal pawfitthe current research revolves
around the notion of learner autonomy and its e€elia¢ss to culture and society; this is why
the interview’s questions touch some cultural aodia issues such as family as a social
interaction and students’ inherited socio-cultirgiefs about learning. As a result, this group
interview is an ethnographic interview. Sharan dglizabeth state that ethnographic
interview “from anthropology focuses on culture..118) The purpose of this type of
interview is to “understand the shared experienpeactices, and beliefs that arise from
shared cultural perspectives” (Brenner 358).

3.6.3.2 The Purpose of Using Group Interviews

According to Cohen et al an interview has threennpairposes. First, interviews are
used to collect data from participants collectivégcond, it is undertaken to test hypotheses
and examine the relationship between variables. third, to further explore and explain
what respondents in other research methods hasleardi to validate and confirm what the

researcher has found in the previous data colleatistruments (351).

The major aim behind choosing group interview astlagr data collection instrument
is to further explain, explore and comprehend thwlents’ answers in the questionnaire,
because some questions were superficially answeeatularly the questions of the second
section where informants were asked to explain soati@ral proverbs. In addition to that,

varying the source of information makes the dataemeliable and persuasive.

As mentioned in the previous chapters, since amynes always associated to
Western-culture, the Algerian educational systerohiaracterized by certain traditions and
practices that make it different from that of theeséérn education. Hence, this interview
attempts to: 1) identify learners’ attitudes towsmiddarning. 2) Examine the relationship
between learners’ expectations and learner autor®)rfigure out the influence of three main
cultural dimensions, namely collectivism, powertainee and uncertainty avoidance on

students’ learning attitudes and learner autonomy.
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3.6.3.3 Participants Selection and Group Size

The researcher selected the members of the grawgomdy. The students were
invited to voluntarily participate in the group entiews. Another important aspect to
consider in conducting a group interview is thessikhe latter should be quite reasonable in
terms of quantity in the sense that it should meitie large nor too small.

Though researchers agree with the idea that graagpshould be reasonable to be
easily managed, they suggest different sizes, mgnfyom 6 participants to ten or twelve.
According to Kumar (124) it is ranged between ei@)tand ten (10) members to make the
discussion manageable and easy to control. Therléing size of the group is, the harder it
becomes for the researcher to control the grou@ é@nsequence, less qualified reliable data

is gathered. In this research, five (5) groups vgetected, seven (7) students in each group.
3.6.3.4 Homogeneity of the Groups

Equality in participants determines the degree hiclvthe data gathered is reliable.
This homogeneity is likely to minimize the effedtroany variables. For this reason, all the

groups participating in the group interview shareammon the following features:

a) All interviewees are third year students.(the séawel)

b) All participants are Algerian students (the samléuce)

c) They all have the same learning experiences (Tyeages at university)

d) They are being taught by the same teachers (attsiiy)

e) They have been studying at the same universitys@nge educational setting)

f) They Approximately have the same age

g) They live in the same city (Relizafie

When students share the same educational backgemthédge, they first feel at ease

expressing themselves and sharing their opini@essides, homogeneity reduces
disagreements and increases agreement among fpantgibecause they share the same

cultural beliefs, learning experiences and belanipé same learning environment.
3.6.3.5 The Piloting Phase

Effective interview takes into account the sizes time, the place and the quality of

guestions. Being an effective interviewer requskiis and certain roles to perform to obtain

28 An Algerian city located in northwest of Algeria.
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the desired results. While this is the case, alésigning the interview items, they have been

piloted through a group discussion with first yeardents. The aim of piloting is to pre-test

the interview questions. The pilot phase attengpenswer the following questions:

What size each group should contain?

What time is sufficient to undertake the group nview?
Are the questions simple and clear?

Do interviewees find the questions easier to unded®

How to manage the discussion?

In this phase, the researcher used an audio-taperood the discussion to highlight

its shortcomings and drawbacks. One disadvantage/ndis the size of the groups, 10

students are quite difficult to manage and con#kalbther important point to note is the time

devoted to accomplish the interview. After compigtthe piloting phase, the researcher took

a set of decisions:

Table 5

Reducing the size of students in each group irgtudents.

The time devoted is 45 minutes or more with eaclugyr

Have the students discuss their opinions with esbkr to better enrich the
debaté®.

Adding the project information sheet to the condgernh to make learners well

aware of the issue being investigated.

Procedures of conducting group interviews

Step Place Participants Number of
participants
1. Pilot phase First year 2 groups (10 students
Ahmed Zabana in each group)
2. Actual University of Relizane Third year 5 groups (7 students in
research each group)

29 In the pilot phase interviewees showed a genemrsensus about almost the main points of
the interview, having them communicating the isaweld help in understanding their beliefs

and opinions.
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3.6.3.6 Steps of Conducting Group Interws

Since the last question of the second section enstbhdents’ questionnaire was not
informative, the researcher decided to undertaleimgiinterviews to get in-depth specific

information about the researched issue in whiclieetgl procedures were followed:

A. Before
Before starting the discussion, the students wenghe project information sheet to

have an idea about the following points:

* What is the research about?
* Who can participate?
* What are the benefits of participating?

» Trust and confidentiality

After that, the interviewees were given a conseninfto be completed and signed as an
agreement to participate in this study. Concertivgglanguage to be used, the main language
of communication is English, but students were rimied that they are allowed to use
Algerian dialect in case they feel blocked and Umab carry on the discussion in English.
This is due to the fact that the main purpose efdlscussion is not to test their language
proficiency and skills but rather to inspect thieeliefs, perceptions and expectations and
learning experiences. Besides, some Algerian dialgmoverbs were written in standard

Arabic and the Algerian dialect which requires shg from English to Algerian Arabic.

B. During
To build a rapport and create a flexible atmosphére researcher did not start
directly debating the topic with the interviewees kather asking about their moods and their
studies. In order to keep the meeting natural,esttsdwere not asked to be recorded so that
the students will not feel shy and uncomfortable ttutheir unusual habit to have recordings.
The time devoted was 45 minutes for each groupsamdetimes more due to flow of the
discussion. The language used was mainly Englisvgker, the informants were using some

Arabic words to express their beliefs and opinions.
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C. After

After the discussion was closed, the students geen the chance to add anything in
relatedness to the main element of the topic beiegated. To enhance objectivity and
research ethics, after closing the debate, theestadwere informed that they have been
recorded. The interviewer explained for the intewees why they have not been informed in
the beginning, the students appreciated the iddaagreed with the fact that being told to be
recorded will certainly cause them shyness andsttieerefore being unable to elaborate
ideas and share experiences at ease. The studemtsiso reminded to get in touch with the
researchers using the contacts provided in theegrrapformation sheet to be provided with
the report of the data or resources pertinent @oléarner autonomy. Finally, the researcher
expressed his appreciation and gratefulness tgdnicipants for their collaboration and

participation.
3.6.3.7 The Researcher’ Roles as an Interviewer

The researcher in the group interviews has playedi@al role to gather reliable and
valid data, shifting from being an interviewer tare@nager, and controller is a challenging

task as listed below:

a. Building rapport: To make students feel comfortalte researcher attempts to build
a friendly relationship and atmosphere with thdipgants.

b. Asking questions: one of the common roles of theeaecher in a semi-structured
group interviews is to ask, re-ask, explain and gaiestions depending on the flow of

the discussion.

c. Listening carefully: showing interest in what tharfipants are saying through
effective listening is likely to help the reseanchetting the desired required data and

make participants elaborate and express their.ideas

d. Taking notes: the researcher did not only rely lue dudiotape recordings, but also
taking notes when necessary.

e. Keeping the discussion on track: to maintain a gdsdussion, participants should
keep on the same track debating the focal pointhefesearch under study. It was
not that easy to limit the participants’ ways oihking, however the researcher was

from time to time reminding the participants taektio the main issue.
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f. Managing the group: though the number of the ppeits was not that larger (7
students), managing the group was somehow diffi@atticipants showed an interest
on the topic especially when debating cultural éfsliand social elements; this has
resulted in unexpected overlapping and interference

g. Motivating participants to debate their ideas ahdre experiences: the researcher
also encouraged interviewees to negotiate ideahaege real life experiences and
share opinions to enrich the discussion.

h. Avoiding making judgments or agreements: in oradenvoid bias and subjectivity,
the researcher did not make any judgmental feedbackny agreements with the
participants.

Though the number of the group size was reason#iideresearcher encountered
some difficulties in managing the groups due torlaypping and both students’ lack of
experience as interviewees. After gathering datanfthe aforementioned data collection

instrument, the data was transcribed and analystétddualitatively.
3.6.3.8 Ethical Considerations in Interviewing

There two main documents used to enhance objgctwit ethics in research: the
project information sheet and the consent form. fidvener provides detailed information
about the researcher, his affiliation and the idsei@g investigated. The latter is a written
document where interviewees have to fill in anchsag a proof that they accept to participate
in this group interview. Another interesting ethissue is anonymity; interviewees were also
informed that their speeches will be transcribedngmously to prevent any harm especially

when discussing family issues and its influencleanning.

3.7 Conclusion

The third chapter is primarily concerned with tkegarch methods and methodology.
Its main focus is to explain the research plan #redtools to be used to collect data. It
thoroughly describes the different instruments explains the procedures in which each one

is carried out to gather reliable, valuable andepth information about the issue at stake.

To identify the relevance of learner autonomy ia #igerian cultural context, four
data collections tools are used: a) classroom wasen to describe the actual classroom
practices, b) A questionnaire for teacher to examlearner autonomy from teachers’
perspectives and c) another questionnaire for stad® identify students’ attitudes and

perceptions towards LA, d) and a group interviewhtve a deep understanding of how
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learner autonomy is influenced by the social antucal practices and backgrounds. These

issues and others are further elaborated, analysgtdiscussed in the next chapter.
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4.1 Introduction

After gathering the required data using the resedools described in the third
chapter, this phase is mainly concerned with prasgnthe participants’ voices and
contributions. It analyses and interprets datadiymaring and contrasting it to other similar
results. In this chapter the researcher tries twedeto the complexity of the learner
autonomy and the nature of the Algerian social eultural realities and the ways in which

they are related and how they influence studeatsTling attitudes and expectations.

The chapter starts by analyzing the data colletibedugh classroom observation
where the different aspects of the Algerian clamsrdayers are presented and described.
Then it discusses the main findings of this tooltHis chapter, both teachers’ and students’
guestionnaires and group interviews are analyzedrpreted and discussed. The data in this
research is analyzed and both qualitatively andnupadively through descriptions,
categorization and statistics. It is then followey a general interpretation of findings in

which the data gathered from different researctrunsents are displayed.
4.2 Analysis Methods

After gathering the required data, the researcBeinia good position to start
analyzing and interpreting it. As mentioned pregiguqualitative and quantitative methods
(mixed method) of analysis are used in this stutdgystematically analyses and interprets
students’ cultural and educational beliefs, theuial assumptions and learning attitudes and
expectations. This analysis is done through desgrimarrating, (observation) and editing
and transcribing (interview) and using charts, chags and tables (questionnaires).

It is noteworthy to mention that qualitative datelysis and interpretation methods
are not universal among researchers. Differentlachanay use different ways to do their
gualitative research. There is no one rule tha far all qualitative data. Robson and
McMartan explain that “there is no single or cotremy to analyse and interpret qualitative
data”. In this research, there are two main sountegialitative data (participant observation
and group interviews), in both tools the researdtarted by organizing data, describing,
interpreting and then drawing findings. This kinblamalysis is effective because it gives

details, in-depth information about the issue iegjion.

Also, qualitative data analysis involves analyziigservational actions, meanings,

words, beliefs, opinions, concepts, definitions...eta this view, Bryman puts that
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“Qualitative research is a research strategy thgtally emphasizes words rather than
guantification in the collection and analysis oftada(380). This type of analysis gives

interests to the description of data in form of dgmore than numbers and frequencies. This
research analyses qualitatively mainly the datdegatl from classroom observation and

group interviews where the following items are disd:

a. The Algerian classroom practices through narradescription,

b. Students’ and teachers views and attitudes towaadser autonomy,

c. Students’ understandings and interpretations of thacial and cultural aspects in
relation to learning and learner autonomy.

d. Classroom as a social interaction and the role@family;

e. And students’ expectations.

On the other hand, quantitative data analysis wreslsing statistical and numerical
information. Unlike qualitative analysis, the mamphasis of quantitative analysis is the use
of numbers. In this research, a simple way of datmg was used. It is worth mentioning
that we have used tabulation and other statisticd$é such as pie-chart and graphs to analyze
the data gathered. The quantitative analysis of Work revolves around the following

points:

Students’ opinions about their roles expected roles
Students’ opinions about their teachers’ roles
Students’ involvement in the learning content
Classroom activities

Type of classroom work

-~ ® a0 T p

Reasons behind students inability of act autonoigous

4.3 Classroom Observation Analysis

As mentioned in the previous chapter, the classrobgervation aims to describe the
classroom reality and context and the participaamttions, practices and roles to examine the
extent to which learner autonomy is promoted in E€lasses ,i.e. does the current
teaching/learning practices contribute to the aahigent of the former objective. The main
items observed were closely related to classroomira@mment, interaction and practices,

teachers’ and students’ roles as well as feedbaghkadking time.
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The current research study has developed its ovaereétion protocol based on
researcher’s readings of the different relevantudwnts in the literature of learner
autonomy. It was both an audiotape recorded obBervasing a smartphone in order to
analyse teacher talking time (TTT) and learneritgikime (LTT), verbal communication
signs and classroom interaction types. Thouglytiadity of recordings was not as good as it
should be; it did not affect the examination of thain elements (TTT vs LTT; types of

classroom interaction).

The first contact with the teachers was to askpkermission to attend and observe
some classes and to introduce the topic and ite wigjectives. The classroom observation
took place by the beginning of the new academic 2848/2019 ( By the end of October)
due the simple reason that the first sessions sually dedicated to getting to know each
other (self-introduction to both teachers and stitgleand to discuss the yearly syllabus of the
course being taught where the teachers are requargd/olve students in deciding what to
learn through identifying their needs and laclkes,.what they have learnt in the previous year
and what is still lacking. In other words, learnersolvement in negotiating the learning
content which is one of the defining characterssb€ autonomous learning. This stems from
Holec’s commonly cited definition in the literatutteat autonomy is the ability of learners’ to
be responsible about all aspects of their learramgl, that this ability involves determining

both learning objectives, content and process uetian and progress (Holec®3)
4.3.1 Physical Seating and Classroom Design

The first thing that has attracted the attentionhef observer was the physical aspect
of the classroom and the way it is designed. Te giclear image about the physical position
of both teachers and students and design of tissrdam, the researcher took a picture of an

empty classroom as shown in the previous ch¥pter

The design of the classroom is still the same asat to be in the traditional era, the
teacher’s desk is always in the front positionhe tlassroom and the students directly face
the teacher. In all classes observed, the teadWways kept moving in the front position of
the class or sometimes staying in his/her desls Hoteworthy that the classroom is only

provided with a white board fixed on the wall.

%0 Holec’s definition of autonomy and its main layare explained in the first chapter.

31 See Fig.5. in chapter three page 88
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4.3.2 Classroom Interaction

One of the indicators characterizing autonomoussscteoms is interaction and
communication between its members, the extent twhwthere is a balance between the
different types of interactions is likely to deten@ the extent to which the classroom is

autonomous and manageable.

In all classes without any exception, the main dw@mting type of classroom
interaction is teacher-learner interaction as ghiewn in the verbatim transcripts below. It is
always the teacher who takes the initiatives taténstudents to ask questions, to get engaged
into the discussion and debate the topic beinggseg. Most of the teachers interact only
with active members of the classroom though theyags invite others to participate too
saying what about the othetsHowever, the majority of learners seem to be ilimg to

positively react with their teachers.

Learner-teacher interaction is ranked at the septanz; it is only limited to students’
guestions about the clarity of the content beinglared by the teacher saying for example
“l have not understodar asking for repetition sayingcan you repeat pleasd-ew students
(mainly those having seats at the front positiomhef classroom) were interacting positively
with the teacher, but sometimes overlapping fronthbgides (the teacher and students)

resulted in poor unorganized interaction.

Learner-learner interaction was rarely observedd&tts seem reluctant to debate and
negotiate one another’s ideas and opinions. Finkdgrner-material type of interaction was
also among the items observed by the researchirtyjge of classroom interaction was used

only by one teacher (ESP teacher). The material wss handouts.
4.3.3 Talking Time Distribution

A closer look at the dichotomy teacher-talking tii@ T) and learner talking time
(LTT) was also given a special emphasis, the aito identify which type of talking time is
mostly dominant in EFL classrooms and whether artinere is a balance in turn taking. To

two samples of extracts verbatim transcripts of teachers are considered below:

Teacherl:

A male teacher of research methodology, he has been teachingeasiyifor 7 years.
He has been observed for more than 8 sessions (One hour and half in each sessian)
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Extract 1:
Teacherl:( ) 1 how to make [a questionnaire]

Some students: yds]

Teacherl: there are many researchers who wrote books abmudiucting reviews (.)

interviews (.) conducting research (.) making obaton (.) making focus group (.) library (.)
thow to use the library(.} how to review a book (.} how to review a journal this is

concerning literature review (.) now the summary

Student: ( ) ((a student seating in ftwnt position of the classroom speaks

about the summary))
Student what he means by the summary (.) is what we callrttlication of ( )

Teacherl: | there are some forms of review of literature whicly conclusion of research
(0.8) for example (.) there are some people whonsanse all the research on writing (.) in
(.) in one research (.) it means they start thexd rall the other research and = make a

summary of research for you (0.9) to help you
Some Studentyes

Teacherl you will find (0.7) a_review of literature concengj writing =you will find all the

literature that spoke about writing (.) you wilhdi literature concerning motivation you will
find all ( ) they start it starts in 1952 {hen it developed in 1960 (.) like we did with (
) we start from (.) Aristotle (.) ah from (.) Platmd Aristotle and David and so we made a
(0.5)

Students A SUMMARY

Teacherl a summary .when we write (.) this this calledumnmary so it is a sum of what all

research that it is made on (.) [on]

Students: [on a thpi
Teacherl.: [a topic]
Teacher 2

Sociolinguistics is the second module being observed. The teaché&nsake teacher

she has three years of teaching experience at university. Bekowextract taken at the

middle of the session. 111




Teacher2 yes fatimawvhat is the difference between social variation gegional variation

Student: ()
Teacher: mmhm study which dialect?
Student<there two> ( )

Teacher: — we have_social variations and we have regionalatian so dialectology is

tmainly linked withtrelated to [regions] to geography yes
Many students [regions]

Teacher. yes

Student: sociolinguistics studies language [( )]
Teacher: [Yes]

Student, and dialectology studies dialects in (.) somegipes]
Teacher. [yes]
Another student a kind of [( )]

Teacher. [yes]

Teacher. — (.) They said that Scholars ((students are makinige)) said that before the

coming of WILLIAM LABOQV (.) in dialectology was maily related to the study of dialect

and the differences between regions (.) at thd lefvgeography only (.) and they ttg look

for other classes and draw borders and [yes]
Students(some students): [( )]

The teacher:but by the coming of William Labov (.) said thaethariation between dialects

is not ( ) but (.) only there is anothecial variable that affect the way () and this

paved the way to develop sociolinguistics (0.8)ocae say that dialectology is ( )
Students (some students) YES

The teacher write please—Language is the powerful medium of communicatioraity
speech community (.) full stop (0.9) This is theyweow to start an introduction okay (.) It

has attracted the attention of many linguists (0&) [adapted]
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Students(the majority): [not yet]

The teacher ( the teacher repeated the above sentence) wdqext different methods of
investigating the complexity of this phenomenonfql) stop (0.9) there is no doubt that

language varies from one country to another and ewthin a single country...

As shown in the above transcription of recordingss clear that the rate of TTT is
higher compared to LTT. In other words, turn tadkiis not fairly distributed among the
members of the classroom (teacher and studentgjgdtclearly noticed that the teacher is
dominating the classroom discourse and that fewad® are given to the learners. The
learners only talk when they are either victimitedalk or when answering by yes/no. While
this is the case, it seems that teachers uncorsdgioannot control their talking time because
they are used to being the most talkative elenrettie classroom and learners are habitually
used to listen to their teachers. In addition tat,timost of the students seem to be unwilling

to speak in the classroom.

Both teachers’ talk and learners’ talk is charazeer by Overlapping, unclear
speeches, and pusses. This may show that turrgtakimot well organized which, of course,
affects the classroom interaction and learning aphere. Overlapping is an indication that
students prefer to talk all together (speakinghatdame time with their teacher). This may
mean that the classes being observed are charactday a collectivist dimension of learning
where group discussion is desirable. Unclear sp=eahe due to bad quality of recordings

and some noise of students seating in the backigqosif the classroom.
4.3.4 Learning Environment

Classroom is a place where teachers and studesdtec supportive environment to
reach the learning objectives and develop selfhiagr The environment where students
learn affects largely their academic achievemeunt rafes in the classroom. After attending
several sessions with different teachers in chafgifferent modules, the researcher noticed
that the classes being observed tend to be leswmfan the sense that it seems that there is a
good relationship between teachers and studerngsiellationship was characterized by some
sort of humor, flexibility and tolerance. Besidésachers are familiar with their students’

names, and most of the time, they call them indiaity by their first names.

Nevertheless, the learning environment seems lesgpetitive and less challenging

because classrooms observed were marked by pawsdien and interaction. Though they

113



are encouraged to participate in the constructibknowledge, students do not critically
reflect on/and analyse the learning content pralidén all modules observed, the teachers
did neither negotiate with their students whatasbe learnt (learning content), but rather
provided them with pre-determined syllabus. Sonazliers dictated the elements of the
syllabus and others wrote them down on the boasdfaf as the learning process (how to
learn), students were informed that they will bkealsto work in groups in written projects

and oral presentations as a formative assesément
4.3.5 Classroom Activities and Practices

One of the most important features that link thetwypractice is the classroom
activity. The selection of the activity, its designd instruction are of paramount importance
in its success or failure. The most frequently uaetivities are oral presentations, written

projects and group work.

As far as oral presentations are concerned, mamlgociolinguistics, research
methodology and ESP, teachers share the sameciistisito prepare and present oral tasks

as summarized in the following table:
Table 6

Oral presentation protocol

* The teacher explains that the oral presentatigrais of their

assessment (Tutorial mark)

* The teacher asks the students to choose one efaiments in

their yearly syllabus.

Teachers’ instructions
» Students are given one week to prepare their watrkeme.

And task procedures
* One week before, the teacher informs two or threegs to

get ready to orally present their work.

e Students are asked to write a small report abaeitctiosen

topic to be handed to the teacher

32 This type of assessment is an in-process evafudtit takes place during the learning
process.
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Type of work Pair or Group work

Materials Pen and board

Time No time indicated

While presenting, it was noted that most of thelstus read the content of the report
rather than presenting it orally. Some studentsldcaucceed to do the task properly;
however, many of them found themselves always edn® refer to their written report.
Memorization of the content was also clearly shdlnough the learners’ facial expression,
(moving their heads and eyes ups and downs, lookinghe ground, long pauses and
hesitations) their avoidance to face classmates lacd of explanations. Once the
presentation ended, the teacher appreciated thebemenof the groups’ efforts and then

invited the next group to go to the floor.

By the end of each session, the researcher askéuefteacher’s permission to have a
quick look at the written projects of the worksrzepresented (only in sociolinguistics). The
aim was to check out the form (organization) aral liibliography. Concerning the former,
most of the writings are long blocks and too intemsAs for the latter, in most projects, it
was missing. No bibliography means that the stuigdget ready- made for use information

from the internet.

It was remarkable that the classroom is not equippgh a data-projector so that
students present effectively using the “PowerPMidrosoft” and make the content looks
interesting to easily attract the other student$érdion. In this technological era, all
classrooms observed were not equipped with ICTsteoth as a computer, data-show or any
other digital devices.

Written projects are another classroom task pregds/ some of teachers either as
part of the oral presentation task as explainelieear as a distant home-assignment. In this

task learners are asked to work in groups to do@g.

. In the classroom, group discussion was repeatetiberved where the teacher
usually asks questions and learners answer. Howdvevas always the teachers, who
encouraged the students to share their opiniopsess their ideas and exchange experiences
through asking questions. Most of the studentsivens were limited to small talk. Very few
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students took the initiative to talk without beitajd. Whereas, most of the students do not

participate out of their will, this has made soma&chers called their students’ names.

The classroom activities mentioned so far are weddster autonomy and to make
learners responsible about their own learning.i’dt glance, it seems that this classroom has
the intention to move towards self-learning andoaamy. However, the way in which
learners do these projects and interact with thergtasks is somehow far to contribute in the
accomplishment of the former objective i.e. pr@gectassroom activities, tasks, and practices

are still done in a traditional manner.

Students’ feedback in oral presentation was ambagetements to be observed, but
its absence was clearly noticed. This may make dlassroom less interactive and
competitive. It is worth mentioning that these wates and practices are part of their
formative assessment which means that the actviie exam-based but not to foster
autonomy. It seems that the main purpose of afiscteom activities is not to make students

autonomous but rather to give them grades (markshar performance.
4.3.6 Learners’ Roles

The learner-centered approach has placed the leartige centre of the classroom in
which much responsibility is held. Learners’ radeone of the indicators the researcher gave
more emphasis to during the classroom observatiorsee how students’ act in the
classrooms. As mentioned before, the studentseptasons and written projects are used as
part of their continuous assessment; very few stisdeere taking notes on their own either
using their notebooks or their mobiles. In all sks observed, the dominant role of students

is listening to their teachers. Other studentssalan be limited to the followings:

* Asking for clarity
» Asking for repetition
» Asking questions (rarely)

* Answering questions (small talk)

4.3.7 Teachers’ Roles

Learner autonomy did not come to belittle or dirsimthe role of the teacher, but on

the contrary, the teacher is expected to perfornerotoles which are quite different from
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those played in the traditional approach to teaghlh was noticed that the teachers use
different techniques to present their lessons. muthe researcher’s attendance, by the

beginning of the session most of the teachersslidlbws:

* Greet their students and ask about their moods.
e Inform students about the title of the lesson
» Ask students about the previous lesson

» Ask the students who are meant to present to ¢geetloor and start presenting.

Sometimes the teacher first starts introducingttpec being discussed, explaining
using the board or handouts and then dictatindgesson (only one teacher who dictates the
lesson).In case of using the handout as a typeaphér-material interaction, the teacher gives
some time to the students to read silently. Oneestindents finish their silent reading, a
volunteer is invited to read the text out loud dinel rest of the students are asked to follow
and reflect on it so that to discuss its meanirtpctively.

It is also important to note that the voice of tieacher was clearly heard, the
language used was clear, simple and understandablevords were pronounced clearly. In
addition to that, Body language was somehow usfetttefely and eye contact was unfairly

maintained (more emphasis was given to studentgifront position of the classroom).

During the presence of the researcher, it was wbdethat some roles have been
repeatedly played by the teachers observed. Tiods® can be summarized in the following
points:

* Explaining the lesson

» Being the knowledge provider and main source
» Asking questions

* Inviting students to ask questions

* Checking students’ understanding

» Giving instructions

» Dictating the lessons (not all teachers)

* Giving feedback (praising correct answers and gmtbrmances)

4.3.8 Teachers'/ Students’ Feedback
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Getting feedback from the teachers is one of thgsw@a make students engaged in the
learning process, motivate them and show how wthélr participation is which in turn

makes them develop some degrees of autonomy.

In the classes being observed, teachers were myagsiod performances and correct
answers only saying for examplejety good, “good, “nice’ and other positive formulas.
Sometimes teachers even repeat or reformulate thbagtudents said as a way to show that
their answers were to the point and extremely kklpf clarifying the issue the teacher is
trying to explain. However, not all students’ aessvwere correct; some answers are slightly
correct or completely wrong. Students who did netfgom well or answered correctly did

not receive any feedback or comments.

It was also noticeable that peer-evaluation waserabsStudents do not reflect,
comment or evaluate one another’'s work without dpenvited by their teachers. In a few
cases when their teachers invite them to give feeunback, very few students positively give
their comments saying for examplth&nk you for your clear presentatipri| appreciate
your work, thank youor “you did well'. However, there was not critical reflection oreth

content being presented but rather praising thagsmates on the performance only.
4.3.9 Organization of the Classroom
The classroom organization is generally markechkeyfollowing features:

* The class time is not wisely used

» Classes do not start on time (late by 5 to 10 nemdbr both teachers and
students)

» The title of the lesson is written on the boardywbeer, its main sub-headings

are not clearly stated.

Before closing the session, teachers either sumamathe main themes being
discussed. Finally, teachers thank students far #tention and hope to see them again in

the next session saying for examptieghks for your attention, see you next week”

After two months of observation, a distinction beém the actual practices of an
Algerian EFL classroom and the characteristicsrofaatonomous classroom is made. The

following table summarizes the main differencesvaein both contexts.

Table 7
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The difference between an autonomous classroonamAdgerian EFL classroom

Classroom
Observation

items

An autonomous classroom

Actual classroom practices in the

Algerian context

Teachers’ roles

Talking time
Teacher
Feedback

Learners’ Roles

Classroom

nteraction

Classroom

activities

Learning

Environment

Facilitator

Source of knowledge
Counselor

Controller (Little 4)

Learners talk more than teachers do.
Encourage patrticipation

Provide corrective constructive feedback
Setting learning goals

Selecting learning materials

Planning activities

Active participants

Taking notes

Evaluating learning progress (Holec 3)

- Transmitter of information

- The only source of knowledge

- Dominator of class

- Dictating, explaining, and giving
feedback
Teachers talk more than learners do

- Praising correct answers only

- Correct wrong answers

- Listening to the teacher

- Asking questions (rarely)

- Receiver of information

- Passive participants

- No self-/ peer-evaluation

- Writing what is written on the

board.

All types of classroom interaction are encourag Most of the time:

Varies the activities: group work, pair work,

discussions, play, -

Teacher-learner
Learner-teacher
Learner-learner

Learner-material

presentations, role

portfolios, diaries...

Flexible
Challenging

Competitive

- Teacher-learner
Rarely:

- Learner-teacher

- Learner-material

- Learner-learner

Oral presentations

Written projects

- Formal
- Calm

- Routine

4.4 Discussions and Interpretations of the Classroo Observation

Despite the massive reforms in the last decad@diltators stated above show that it

is actually a teacher-centered approach to langtesghing dominating the Algerian EFL
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classroom at university. Similarly, the Saudi Agabiclassroom is driven by the same
approach in which it is found that “the educatiomsdtitutions in Saudi Arabia are mostly

maintaining the traditional teacher-student-classrsetting where the roles of teachers and
students remain basically the same: teachers &camd students listen” (Tamer 12)

.Classroom practices and activities are still dona traditional manner. Consequently, the
Algerian EFL classrooms are still non-autonomouth@sense that it is still the teacher who
dominates the talking time, interaction, takesiatiites in the classroom and explains the

lessons.

Moreover, EFL students still possess the roles tigdg from the traditional mode of
teaching and learning. Listening to the teachereiveng information and taking notes are
among the main roles students play inside the rdass As a result, The students seem still

reluctant to take the initiatives in the classro@nd rely heavily on their teachers.

On the other hand, the dominance and teacher aytlboer the class is also another
aspect which was clearly observed. This dominaacehaped by the rate of talking time;
teachers talk more than learners do, this is dutédearners’ traditional beliefs and their
reliance on classroom input and instructions. Oiesphie fact that teachers know that their
roles are not limited to lecturing, giving infornat and being the main source of knowledge

as shown in their responses to a questionnaing stilefind it difficult to put it into practice.

As far as the teaching/learning activities are eoned, oral presentations and written
projects are the main classroom activities use&mbBly teachers; at first glance, it seems that
teachers have the intention to use some activibidester learner autonomy in their classes
despite the lack of materials and knowledge abowt to promote autonomy. The further
teachers can lead their students towards autonomeansing is up to the level of giving
written projects, oral presentations and askingnks@ to work in groups; however, these
practices are done and presented in a traditioagl Whis may create an inactive learning

environment and limit the classroom interaction.

Autonomy places feedback, self-evaluation and peafuation at the foreground of
the learning/teaching processes and its developasiiolec mentions in his definition of
learner autonomy that the ability of learners tketaharge of learning includes evaluating
progress and outcomes (3). The teacher is not tihe ane who evaluates the learning
outcomes but learners too. Harmer states that...are also encourage students to give

feedback to each other. Such peer review has agnealy positive effect on group cohesion”
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(150). The teacher is not only expected to prasedganswers and correct wrong ones but
rather to encourage participation. Students’ feekiba oral presentations was among the
elements to be observed, but, its absence wadychaasing. This may make the classroom

less interactive and competitive which in turn tesin poor learning environment.

Almost all teachers do not negotiate the learningtent and process with their
learners but rather in most cases they give themyréor use syllabi to be taught along the
year. Teachers’ lack of trust and belief in themrhers’ ability to take decisions concerning
their learning has made it difficult to create dfe@ive atmosphere where autonomous
learning is a prominent goal. Being in such a le@yrenvironment where the teacher is the
decision-maker and the one responsible about bediching and learning is in itself

constraining the development of learner autonomy.

The majority of the learners do not take the itiites to reflect on the knowledge
provided by their teachers. In the same way, Hazdyelieves that “Reflection makes
learners more active and critical in the sense thay learn to analyse their learning
strategies and, thus, start making their own |legrdiecisions about whether to improve them
and in which way” (123) On the other hand, teaclaesstill unable to control themselves
when they talk and to give their learners more opymities to debate, expand and explain

their ideas and opinions.

It is also worth mentioning that the nature of thedule being taught, the teaching
methods and the content of learning are essen@alemts in making students engaged and
having effective participation in constructing kriedge. For example, in Oral Expression
classroom, most of the students feel somehow cdatfier and take an active role in the

classroom which is not the case with the rest efciburses being attended.

Concerning the classroom interaction, it is acyualill teacher-learner interaction
(TLI) dominating the classroom. Learner-teacheernattion (LTI) is only limited to asking
guestions for repetition or re-explaining in cadelack of understanding whereas thez
learner-learner interaction (LLI) is rarely empldyé\s a result, students either lack critical
thinking and communication skills, self-confidermeare not used to peer-evaluation. Both
learners and teachers are still in subordinatiomaditional beliefs and practices concerning

classroom interaction.

Meeting the 2% century requirements requires the integratioreoh ttools not only in

developing language skills but also self-learnikiissand digital literacy. The use of ICT
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tools has proved its efficiency in enhancing stusteresponsibility and independent attitudes
inside and outside the classroom; unfortunatelyclasses being observed are marked by
lack of materials and technological facilities whicas made both teachers and students rely
on traditional methods to present the learning eantuusing only the white boards and

handouts.

The results have also shown that teachers’ rolestdl the same as those played in a
teacher-centered approach such as knowledge proei@ecting mistakes and whole class
teaching. On the other hand, students are stilsipasrecipients of information. Both
teachers’ and students’ roles are conventionallgiated by traditional educational beliefs.

To say that autonomy is a shared responsibilityween teachers and students
(partners), it is appreciated to arrange the abassrusing a circle or U-shape to show that
this is no superiority and hierarchy and ensureaugenface-to-face interaction, which means
that the teacher is an important element in theseteom but still a member of a group.
However, in this study, in all classes the chairs fixed on the ground therefore the
classroom seating cannot be changed. This is whg impossible to have different

arrangements and positions.

To conclude, learner autonomy in the Algerian EFassrooms is an appreciated
striving goal. Both teachers and students are utiterinfluence of traditional beliefs of
learning and teaching practices. The teachers dedmave the will to foster autonomy in
their classrooms but they still lack practical kiedge about it not to mention the
unavailability of facilities. The students, on tb#her hand, are not yet well informed about

their new roles and responsibilities.

4.5 Analysis of the Students’ Questionnaire
Table 8

Students’ bio-data
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Number of students Distributions Return

132 100 99
100% 75.58% 99%

4.5.1 Section one: Students’ Perceptions about LA

This section seeks to address a number of releganes to autonomy from the
learners’ perspectives. The overall aim is to exaenstudents’ familiarity with the notion of
LA; their understanding of their roles and theititatles towards its effectiveness and

implementation is EFL classrooms.

Question1:Are you a learner who depends on him/herself fammg?

Students

M Yes

HNo

Fig. 7. Students’ self-evaluation in relation tacomy

It is quite important to know how students percdivemselves, i.e., whether students
think they are autonomous or not. Thus, this dichmius question aims to check students’
perceptions of themselves as autonomous learnkesdiigram below illustrates the case. As
shown above, the majority of students (84.51%) iclemsthemselves as being self-
independent for their own learning. And only 15.4886not rate themselves as learners who

have the ability to be in charge of their own leagn

Question 1 (follow up) If yes, according to you, what characterizes@or@omous learner?
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Fig. 8. Students’ opinions about the charactegsticthe autonomous learner

In this multiple choice question, the researcharsaio check-cross the reliability of
students’ answers regarding the first question wigether or not students are autonomous.
As displayed in Fig.8. Higher percentage (44.848@iven to the second option “Motivated”
indicating that autonomous learners are motivafedive participation is the second most
chosen option by 23.55% of participants, followedQritical thinker option (22.92%). Just
one student opted for “total dependency on thehidcas a feature characterizing an
autonomous learner. Students were also given dpaaed other relevant features, however
only one student who added “searching for knowl&d@geanother indicator for autonomous

learners.
Follow-up of question 1 If no, it is due to what?
Table 9

Students’ opinion about the reasons behind thaliiity to act autonomously

Option Number of responses
1. Lack of motivation to learn 7
2. Teacher authority 4
3. Bad learning conditions 7
4. Not knowing how to learn autonomousl' 10
5. Impact of traditional beliefs 2
6. Others 1
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The table above shows the reasons behind studeatslity to be autonomous, the
highest percentage (66.67) is given to the fortitestent “Not knowing how to learn
autonomously” which means lack knowledge regardiog to learn autonomously is the
main reason why students are not autonomous. Terstis also claim that both “lack of
motivation” and “bad learning conditions” are thaim obstacles facing learners in taking
some control over their own learning with a peraget of 46.67%. About (26.67%) of
students declare that teacher authority is also @néhe barriers in learner autonomy
implementation. 13.33% of respondents state tretrtipact of traditional learning beliefs is
another constraint behind this issue. And Only @G6addd that dependency on technology

made learners unable to behave autonomously.
Question 2 what does autonomous learning mean to you?
Table 10

Coding options concerning students’ opinions aleeitdefinition of autonomous learning

Options Code
1. Learning without the teachers’ supervision Statdmen
2. Being totally free in doing things Statement 2
3. Being responsible about learning Statement 3
4. Learning individually Statement 4
5. Learning in collaboration with others Statement 5
6. Others others
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Fig. 9. Students’ opinions about the definitioraatonomous learning

Fig.9. shows that 32 of participants believe thatoaomous learning is being
responsible about learning, 30 of them definedsitleaarning individually, Around 15 of
students participating in this study suggest teatrer autonomy is a freedom of learning. 11
subjects think that autonomy is associated witmieg without the teachers’ supervision and
the same number of respondents argues that leammiogllaboration with others is what
constitutes autonomous learning. 1 student onlytpoout that autonomous learning is
“learning with a teacher who is merely a guiddt is also worth mentioning that 6 students
did not answer this question.

Question3 What roles do you often play in the classroom?

Students

0
B Setting objectives
13
m selecting activities
1L/ ® choosing materials
W asking questions
® taking notes
u listening to the teacher

m evaluating progress

= i do not have any role

others

Fig. 10. Students’ roles in the classroom
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The main objective of this multiple choice questisnto figure out whether or not
students are aware of their expected roles andmesgplities as autonomous learners. Thus
the majority of informants view their roles as eitHisteners to their teachers (68.13%) or
note-takers (63.73%). Asking questions is the thimdst chosen option by 25.76% of
informants. On the other hand, the minority of shid participating in this questionnaire
believe that their role is to evaluate progres®@%. Only a few students (5.52%) think that
setting learning objectives is among the main rdlesy are supposed to play in the
classroom. 1.51%of them opt for “choosing learnimgterials” and lastly 2.01% of
respondents think that they have no role to plathenclassroom. It is to be noted that only

one student did not reply to this question.
Question4:Do you self-evaluate your progress?
Table 11

Students’ role as a self-evaluator

Options Responses
Yes 75
No 14

In this question the researcher aims to identifethbr students are aware of the fact
that their role in autonomous learning involved-sghluation and to check the results of the
previous question particularly “evaluating progfesgtion. As presented in table 11 above,
84.26% of participants reply by “yes” claiming tliaey self-evaluate their progress and only
15.73% answer by “no” asserting that they do natleate themselves. In this question the
rate of response is 90.81% in which 9 studentsdtcanswer the question above.
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Question5: Do your classmates evaluate your work in the otesg?

100 93,22
90

80

70
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50
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8,42 8,42
10
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Always Sometimes Ofter Rarely Never

Fig.11. Students’ peer evaluation

Furthermore, question five (5) is asked to find autether students work in
collaboration to evaluate their strengths and weages. Fig.11. above represents that the
majority of students (93.22%) claim that they “stimes” evaluate their classmates’ work.
About 40.67% say that they “rarely” do so, and 8u4df the students assert that they
“always” have peer evaluation and the same pergentd participants argue that they

“never” assess progress of their classmates ioléssroom.

QuestionG Do you consider the teacher as the only knowlgugeider?

Students

100,00% 92,47%

80,00%

60,00%

40,00% m Students

20,00% 776%

0,00% -

Yes

Fig. 12. Students’ opinion about their teacheot ias knowledge providers
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This question aims to demonstrate students’ opsaiyout their teachers’ role as the
only knowledge providers. As shown in Fig. 12, mokthe students (92.47%) answer by
“no” assuming that the teacher is not the only kieolge provider and only about 7.26% of

students answer by “yes” believing that their temshare the only source of information

answering by “yes”.

Question 7 Do your teachers involve you in deciding what aog to learn?

Students

4,88 8,76
H Always

9,48
12,06
\\ " m Often
B Sometimes
Rarely

Never

Fig. 13. Students’ involvement in deciding the emtand process of learning

Learner involvement in deciding the content andcess of learning is the main
important feature of autonomous learning. As digpdain Fig.13, 57 students answer that
their teachers “sometimes” involve them in decidivitat and how to learn, 12 of informants
affirm that they are often involved by their teachto make such a decision. 9 participants
answer by “rarely” and 8 “by always” and only 4 dgats answer by “never” indicating that

their teachers do not involve them in the learrdagtent and process.

Question8 If your language skills are limited, whose resgbiiity is it?

Students

3,12
17,7
‘ M Yours

M Your teachers

Both

Fig. 14. Students’ opinions about the responsybditlearning
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The pie chart indicates that 79.16% of studentsktltihat it is their responsibility if
they are limited in terms of language skills. Abdiit.7% subjects answer that if their
language proficiency is poor; it is the respongipibf their teachers. And 3.12% students
only have a neutral opinion in which they asseat this a shared responsibility replying by
“both”. The rate of response in this question is98% which reveals that only two
participants did not reply to this question.

Question2 Which kind of classroom activities do you do mast the classroom?

Students

m Students

Fig. 15. Classroom activities

By asking this question the researcher wants tee hev idea about the types of
activities mostly used in EFL classrooms. 52 opogglents state that classroom discussion is
the most dominating activity as it is shown in #tve figure. Written projects are ranked on
the second place which is chosen by 35 studeriswied by presentations (25 respondents),
13 of participants choose language games, and therity of students (6- 2) opt for role
plays and portfolios respectively, none- of thedstus add other classroom activities. This
question was answered by 93 of participants thezefoe rate of response is 94.89 with

mainly five missing respondents.
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Question 10 How often do you work in the classroom?

45
38,77

40 35,71
35 31,63
30 - 29,59 m Always
25 22,44 H Often
20 - — Sometimes
15 ~ 10,2 918 M Rarely
10 - ® Never
> 0 0 ;

Individually In groups In pairs

Fig. 16. The most dominant type of classroom work

Question ten is asked to have an idea about thestuaents work in the classroom,
data gathered reveal that students point out tbating in groups is the most frequently used
type of classroom activity (Always, 29.59% - Somets 35.71% ). The second rate is
working In-pairs (Always, 22. 44% - Sometimes, 384) as shown in “Fig.16.” above.

4.5.2 Section Two: Examination of LA from the Sociecultural Perspectives

In this section, the researcher aims to clarifyrtfle of family, society and culture in
shaping EFL learners’ learning attitudes and hossdhattitudes influence whether the socio-

cultural beliefs of students limit, prevent or saggdearner autonomy.
I.  The Role of the Family

Q1: | often take decision concerning my studies

Table 12

Students’ decision-making choice

Options Frequency
Alone 60

Parents 18

Friends 15
Teachers 4
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The major objective of this question is to determniine role of surroundings (parents,
teachers and friends) in students’ decisions comegrtheir studies. Most of the students
report that they take decisions alone (61.86%)58%. of them assert that parents are also
involved in such decisions. 15.46% often take dexnsswith their friends and only 4.12% of
participants claim that their teachers are involwedmaking decisions concerning their
studies. One student did not reply to this question

Q2: How do you perceive your parents’ opinions intystudies?

Students
60
50
40
30 55,91
20 43,01 Students
10
0 T T 1,67 T 0 )
Strongly Positive Negative Strongly
positive negative

Fig. 17. Students’ perceptions concerning theiepe' opinion in their studies

Parents’ opinions in students’ life is unavoidablbyus, the above is raised to
determine the way students perceive their paresgsiions in their studies. According to
43.01% of students confirm that their parents’ mivgation is strongly positive, 55.91% of
them see this interference as being positive, hewenly 1.07% of students consider their
parents’ opinions “negative” and none of the pg#tats view this intervention as being

strongly negative.

Q3: | take my parents’ advice into account

2,122,12 _-1

H Always

H Often
Sometimes

H Rarely

® Never

Fig. 18. The extent to which students’ take theirgmts advice into consideration
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Moreover, this question aims to further exploreep#s’ role in students’ school life.
Fig.18 displays that the majority of informants .B%®6) answer that they “often” take their
parents advice into consideration, 42.55% of theplyr by “always”, 2.12% answer by
“sometimes” and the same percentage of studentseartsy “rarely”, and only 1% of the

participants never consider the advice of theieptr as important.
2. Socio-cultural Beliefs and Assumptions
Q1: What is your opinion about the following poeterse and Algerian proverbs?

In this question, students are provided with somkural (educational and local)
proverbs and are asked to give their opinions amtkerstanding about them. The aim is to
explore the influence of the cultural beliefs ore ttudents’ learning attitudes and

expectations.

1. Yo 0sS O laadl S Sasill 4 5 .1=all i3 5 (by Ahmed Chawgi)
/W kom lil mo’alimi w fihi tabjila/... /Kada al mo’amo an yakon rasola/

Students
100
80 -
60
40 - m Students
20
o | N

Agree Disagree

Fig. 19. Students’ opinions about the Arabic poeticse.

Though this question is an open-ended questiodests’ opinions about the teacher
position and status are divided into two main amsyw&atements such as “l agree”, “that’s’
right”, “true” to show agreement with the above poeerse or “no”, “I don’'t agree” to
express disagreement. As displayed above, the tyapdithe students’ (89.22%) agree with
the above statement, however about 10.78% disagtieat. Unfortunately, students’ did not

provide any further explanations.

133



2. oS85 J) LiKra kra Bakri/ “Who studied, studied in thegta
In this dialectic proverb the researcher wantsrovk the extent to which such beliefs
influences students’ attitudes towards learninge $tudents show different inclinations and
opinions concerning this proverb. Most of the shideseem to disagree with the above
statement (most of them are females). The mosttegly statements stated by the majority

of participants are:

“This statement is wrong”

“l disagree”

“llliterates, ignorants favor it” as a way to judiy their failure”

“I don’t agree or believe that”

“I totally disagree, knowledge is always a sacrede of society”
“That’s not true, learning is a huge process withoo end”
“Nolll”

“l do not think so”

YV V. V V V V V V

To enhance the truthfulness of our research, thenity is also given place, with
regard to the above stated proverb, some studagitkgt that:

> “ltis true because we are in Algeria”
» “true considering education today”
> “right”

> “Yes”

4.6 Interpretations of the Students’ Questionnaire

The first two questions aim to check students’ femty with the notion of learner
autonomy and the extent to which they think theyyartonomous. Most of the students think
that they are autonomous; however, their knowleddgrit what characterizes an autonomous
learner is only limited to being “motivated”. Thenadysis showed that the majority of
students view themselves as being autonomoushmutesult of this question contradicts the
analysis of question number two and its follow This indicates that students are not certain
about their sense of autonomy therefore being @mbtate themselves. This uncertainty may

mean that students are not familiar with the thiscakaspects of LA.

The majority of participants seem to be less auttous because they do not know

how to learn autonomously and that the learningditmms are not suitable to make
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autonomy a realistic goal. Lack of knowledge wittgard to the strategies of learning
autonomously has resulted in poor engagement ietir@ing process and maximizes their

reliance on their teachers’ instructions and ctassr practices.

It is worth noting that students hold some miscptioas about what autonomy
means. Students think that autonomy means the sanfi,eedom of learning and learning
individually. Freedom of learning and individualissme among the wrong beliefs of learner
autonomy as mentioned in the first chapter in tloeds of Barbot (24) and Bensdigaching

and Researching Autonojmespectively.

Questions three, four and five are designed to ex@mstudents’ awareness about
their expected roles. The vast majority of studeetsm to be unaware of their expected roles
and responsibilities as autonomous learners. Bhiy ino means their fault since they do not
even know how to be an autonomous learner. Asdtyessudents are not well-informed of

the roles they are expected to play in a learneteced paradigm.

The majority of respondents opted for the followomgions “listening to the teacher”,
“asking questions”, and “taking notes” this confarthat the students still possess some
traditional roles and practices. As a consequetiheeimpact of traditional beliefs is among

the key constraints in the development of autonenifL classrooms.

The literature of learner autonomy suggests thaireumous learners are able to set
learning objectives, both content and process,adsas evaluation and progress (Holec 3). In
this study, participants are not even aware ofrtieies includes determining learning
objectives, selecting learning activities, choodeayning materials, evaluating their progress

and identifying their weaknesses and strengths.

In question number seven, students argue that tdsthers sometimes involve them
in deciding what and how to learn. This result cadicts what the researcher found through
the classroom observation, this latter was setdmyinming of the academic year to see the
extent to which the teachers and students negdtateyllabus to be taught and how it is
going to be presented; however, it was not the.cEsé¢his end, the teachers do not involve
their students in selecting the learning contewlt process but they rather provide them with

ready-made syllabi to be taught.

Section two is devoted to examining some cultural aocial beliefs students hold

about learning, the teacher status and their vimsards the group, family and society.
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Results have shown that students value the impmetaf collaboration among family
members and that they usually take their advice adcount because they consider that
elderly people (parents/teachers) are more expsxteand competent than them therefore

they are more knowledgeable.

This indicates that our society is a collectivisicisty where the group is more
important than individuals. Collaboration amongdstiots and with their teachers is preferred.
As a result, learner autonomy in the Algerian etiooal context is not a matter of expecting
learners working in isolation but rather in groypgerdependence). This is not to say that
learner autonomy is not associated with individsrali but it entails the ability to work both
with groups and alone. In this sense, Dam highdightit LA involves both “capacity and
willingness to act independently and in cooperatidgin others.” (DamPDeveloping Learner

Autonomy: The Teacher’s Responsibili}y

Students assume a general consensus about the Ao that puts the teacher and
the prophet (peace be upon him) somehow in the gmsigion in terms of gratitude and
respect. If students hold the same conception ahewtatus of the teacher, they undoubtedly
will not be able to effectively negotiate their ¢bars’ ideas, correct mistakes or criticized the
content being presented in the classroom. Thisemtsfs an appreciated norm in the
classroom, but it may limit the students’ parti¢cipa and classroom interaction if it is

misunderstood.

Be it grown out of fear; or earned due to their Wlemige, students have a special
respect for their teachers. Students think thathes are the knowledge providers and that
they should not be questioned or criticized. Ttas i turn resulted in a poor discussion in
the classroom. Holding these features means tlatAtherian society is characterized by
large power distance in which power is acceptethedounequally distributed between the
dichotomies parents- children, teachers-studentss-tworkers...ect. This means that
students view their teachers as the authority, theepower and are the first decision-

makers.

The second section also aims to dimensionalisertaiety avoidance dimension in
the Algerian culture, the findings indicate thatr aociety is characterized by higher
uncertainty avoidance. This means that students)eagioned earlier, avoid getting face-to-
face interaction with their teachers and have tahicattitudes towards correcting their

teachers’ mistakes. This is due to their stateegidgpuncertain of the result of their discussion

136



and their teachers’ reactions (fear of being inuaexpected situation of embarrassment in

front of others).

It must be noted that gender is another influenciagable in the development of
autonomy. In this study, results have shown thabales hold positive beliefs about
autonomy more than males do. In females’ answhesgetis always an excuse to explain
realities and neglect the influence of culture beirt ability to learn, believing that culture
should not be taken for granted. This finding idime with what Al-Khawlani found in his

study on the comparison between Yemeni and Pdiligtests (118).

Driven by a deductive analysis of the questionné@egens, one may conclude that
regardless of the differences in the teaching stgled strategies, the results illustrated that it
is actually the teacher-centered approach whichastly dominating EFL classes in slightly
moderated ways. Both learning content and proaesstiél in subordination to the traditional

classroom practices and beliefs.

It might be surprising, however, to say that teaslaee certainly not blamed for being
influenced by the traditional paradigm of teachengce they have been, as learners, educated
in parallel to its principles. Teachers then fihdrhselves teaching in a new era of education
where they are supposed to act as autonomous tsaate lead their students towards self-
independent learning. A shift from being totallgl@aminator of class to a facilitator, guide,
and manager cannot suddenly be achieved. It isdhepngoing progressive process which
should start by training teachers and developingpremmous learning from primary

education.
4.7 Analysis of the Teachers’ Questionnaire

Based on the literature review of learner autonorniye current teachers’
guestionnaire was developed. It takes into accomtdifferent technical perspectives of
learnerautonomy such as learning management and langwageecdecisions: setting goals,
selecting learning materials, monitoring progresd avaluating outcomes (Derived from
Holec’s definition of learner autonomy 3). The @®her has also reviewed Borg and Al-
Busiadi’'s study on “teachers’ beliefs and pradioegarding learner autonomy” from which
the researcher has also adopted six statementsnistats number 3, 13, 16, 19, 23, 25 and
30 as shown in appendix 1IV) from Borg and Al-Busigdestionnaire; the statements are
related to the relevance of autonomy in differemituwral context. The data gathered from

teachers’ questionnaire was analysed both quakigtand quantitatively as shown below.
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4.7.1 Section Two: Teachers’ Beliefs about LA
Questionl:What does learner autonomy mean to you?

This question aims to find out the extent to whiehchers are familiar with the notion
of learner autonomy in language teaching. Belowsaree definitions provided by some

participants of the current research study.

“To make learners feel responsible for their owarlgéng, teachers are no more a guider

and an adviser”

“Learner autonomy means a learner who rely on hengelf in his studies, learners who

have capacities to study by themselves”

“The learners can use the four skills without re@og to his/her instructor only in situations

of integration”

As it is shown above, teachers defined learnerremmy in different ways. Despite
the differences in views, understandings and dedims about learner autonomy; teachers
seem to have some knowledge about learner autonbowever they also hold some
misconceptions and misinterpretations suclse&reliance as followsLearner autonomy
means that any leaner can depend on himself/ Hetsehcquire or expand knowledge
without anyone’s help”(self-instructed learning) and freedom of learningwhich one
teacher says that autonomy means thae student studies by himself and has got more
freedom in learning’ By this teachers have put the burden on the éearand teachers seem
to be excluded. It is also noted that teachersteptions of learner autonomy were not well-

explained.

Wrong assumptions teachers hold about learner anipn their different
understandings as well as the complexity of théonanake it quite difficult to find a general
consensus to what autonomy means for teachersctially means different things to

different teachers according to their knowledgdigb®eand teaching experiences.
Question2: According to you, what characterizes an autonontearser?

In this question, the researcher aims to pinpdiatautonomous learner profile from
the eyes of teachers. Some teachers attributech@utoto being a knowledge seeker, and

being able to share it with others. They comment:
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“l think that an autonomous learner is charactedzey being skillful,

he/she does research”
“The search for knowledge by himself”
“Takes the initiative to speak, write and share Wiexge...etc.”

Motivation is another feature which was repeatetiffed by some informants in which they

give the following defining characteristics to #agtonomous learner:
“Being smart, motivational”

“The main characteristics of an autonomous learrae: eagerness,

perseverance and cleverness”

Another teacher associates learner autonomy witareint characteristics and groups them

as follows:

“1-His creativity, 2- loving the language, 3- alylito undergo difficulties
to acquire properly the language, 4- Some innatditeds to master the

language, 5- perseverance.”

As it is transcribed above, teachers associatezhanty to different features, abilities
and skills, such as motivation, eagerness and yanaegce. It can be understood that teachers
have stated the characteristics of autonomousdeafmased on their experiences and what

they have observed in their classes.
Question 3 My learners are able to be in charge of their ¢eamning:

This question seeks to identify teachers’ opiniabsut their students’ ability to be in
charge of their own learning (being autonomousye &hswers of teachers are displayed in

the following figure.
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B Strongly Agree
M Agree
Disagree

B Strong disagree

Fig. 20. Teachers’ opinions about their studentditg to take charge of learning

As presented in the pie-chart 20, 80% of teacheagdee with the ability of their
students in taking charge of their own learningod15% of them agree that their students
have the profile of autonomous learners. Few taac{&6) only strongly agree with this
view, and none of the teachers participating is tesearch opt for “strongly disagree” option

indicating complete inability of learners in assongiresponsibility for their own learning.
Question4 What roles do you play in the classroom?

All teachers participating in the current reseaddscribe their roles as being a
facilitator and a guide or a moderator; these ralesthe most repeated by our informants.

Below are some roles stated by some teachers:

» “My role as a teacher is to facilitate the learnimgocess and guiding them to reach
their own needs”

> “motivator, moderator”

A\

“a guide and an advisor”
» “l encourage students to work trying not to be wmeirce of knowledge; | guide them
to stick to the topic discussed too. | give themiadon how to work.”

» “aqguider”

A\

“l am a guide, a facilitator”

» “classroom manager, a guider, a designer of sylksibu
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Question5 Do you negotiate the learning content and proeatsyour learners?
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Fig.21. Students’ involvement in the learning comt@nd process

The aim of this question is to find out whetherctesxs’ implement autonomous
learning through syllabus negotiation and collabora In other words, if teachers take into
account their students’ voices and opinions reggrdhe learning content (syllabus) and
process (activities and evaluation). The vast nitgjaf teachers (90%) claim that they
negotiate both learning content and process widir learners. Only 10% of them do not

involve their students in taking decisions conasgrthe learning process.
QuestionG Have you ever talked about learner autonomyencthssroom?
Table 13

The extent to which teachers talk about learnesraarty in the classroom

Options Number of teachers Percentage
Yes 17 75%
No 3 15%

The table reveals that (75%) of the teachers ppating in this research work talk
about learner autonomy in their classes. Only (16P4hem do not speak about autonomous
learning with their students to raise their awassn@ncerning their roles and responsibilities

as autonomous learners.
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Question7 What challenges do you face when promoting leaaimtgonomy?

In this question, participants stated many chaksngnd difficulties which stand as
obstacles on their way to promote autonomous legriin their classrooms. Different
teachers present different points based on th@ergnces. However, Lack of motivation is
one of the main challenges facing most teacherevBare some quotes describing teachers’

opinions:
“Students’ laziness, Their total dependence orntélaeher,Lack of motivation”

“Many students arenot motivated enough to work on their own, others are not goodugh
to take control of their own learning. Besides, treiadents do not do further works unless

the papers are graded”
“Weak English language proficienclyack of motivation”

“...being confronted with students with differentri@ag styles and personalities does not

facilitate the task”
“ Lack of motivation”
“lack of materials and over-crowded classes”
“lack of means in teaching”
“laziness of studentslisinterest”
4.7.2 Section Three: Social and Cultural Perspectes of LA

This section is targeted to the social and cultpesbpectives of learner autonomy; it aims to
examine teachers’ perceptions towards promotingiéaautonomy and whether or not it is
relevant to non-western learners. The followingdab adapted from Borg and Al-busiadi

(12)
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Table 14

Teachers’ attitudes towards the social and culppeedpectives of learner autonomy

Statements SA A Unsure D SD

3. Learner autonomy is promoted through regular 30% 60% 10% 0% 0%

opportunities to complete tasks alone

13. Learner autonomy can be achieved by lear 30% 50% 0% 20% 0%
of all cultural backgrounds

16. Learner autonomy is promoted through activi 40% 50% 10% 0% 0%

which give learners opportunities to learn fromle

other

19. Learner autonomy is promoted by activities 1 40% 50% 10% 0% 0%

encourage learners to work together.

23. Learner autonomy is a concept which is 10% 10% 30% 0% 50%
suited to non-western learners.

25. Co-operative group work activities support 30% 50% 10% 10% 0%
development of learner autonomy.

30. Learning to work alone is central to t 50% 30% 10% 0% 10%

development of learner autonomy.

Table 14 displays that 60% of teachers agree tAdslpromoted when learners work
on activities alone, and about 30% strong agreb thiat, and just 10% who are not sure of
that. The same attitude has been marked with seateB® in which 50% of teachers strongly
agree that the development of LA requires studentsork alone, and 30% agree with that
and only 10% of teachers who strongly disagree \tlith idea that working alone is
prerequisite to the LA development. At the sameeti®0% and 50% of them respectively
strongly agree/agree that cooperation is centralitonomy enhancement. Being in a similar
situation, 40% of teachers agree that to develdpnammy students need to work together and
learn from each other and 50% strongly agree witi.tConcerning the relevance of LA
autonomy in a particular cultural context, the migyoof teachers (80%) agree/strongly agree
that LA is suited in all cultural contexts. Teachshowed the same attitudes regarding the
non-suitability of LA in non-western context, in iwsh 50% of them strongly agree that LA is

not only relevant in western education, but alsndn-western culture.
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4.8 Interpretations of Teachers’ Questionnaire

The analysis of teachers’ questionnaire indicdtes teachers have some knowledge
about learner autonomy but still unable to diffeéige its main misconceptions and lack the
practice of LA. They still hold some misconcepticarsd wrong beliefs about LA such as
self-study (individualism), unconditioned freedomlearning and self-instruction. However,
Little states that “the most widespread misconcepis that autonomy is synonymous with

self-instruction” (p3).This latter for him is “a rtar of deciding to learn without a teacher”
(p3).

On the contrary, learner autonomy did not comeotwel the crucial role of the
teacher in guiding learners towards efficient affdcéive learning and to be a self-directed
learner. All teachers focused on the technical afi wne individualistic dimensions of
autonomy and neglected the role of the socio-calltaspects of it. Consequently, being a
teacher in the Algerian context which tends to bmolectivist community requires certain

knowledge about learner autonomy as a social andt@ral construct.

Lack of knowledge and uncertainty with regard toawis it not? What characterizes
an autonomous learner and how to foster it in thiidents is the key obstacle in making
autonomy a reality in their classrooms. In the niieaa it is one of the reasons justifying
why students’ still rely on their teachers. Thisuk is in line with many research findings
such as (Sinclair, Borg and Al-Busiadi, Al-AsmadA} the theoretical level, teachers seem to
be somehow aware of their roles as guider anditi&oifs, however, in practice, it is not the
case (as shown in the analysis of classroom ols@nyaThis is due to a lack of training

regarding how to promote autonomy.

Although teachers claim that they talk about thenntayers of learner autonomy to
raise their students’ awareness about their exgedies and responsibilities, their students
are still unable to take charge of their own leagndue to lack of motivation and total
dependence on their teachers.

According to teachers, learner autonomy is not ateva construct but rather an
international universal goal. For them, despite ¢hiural differences, all learners without
any exception can develop an autonomous attitudartts learning if they are well-directed
to reach such a goal. This finding is in parall@hwiittle’s concluding thought in which he
mentions that “learner autonomy is an appropria&eagogical goal in all cultural settings”

(Strategies, counseling and cultural difference. T9)is implies that the achievability of
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learner autonomy is possible no matter where lagris taking place and regardless of the
social and the cultural background. It seems fairate all learners as being able to assume
responsibility over their own learning, but the isecultural impact is inescapable and
remains at the foreground of language learning.

Furthermore, teachers claim that collaborationresgmuisite in making autonomy a
reality in the classroom, which means that theitghdf learners to act autonomous lies in
their ability to work together and learn from omether. To this end, learner autonomy in the

Algerian educational context is shaped by colléstivattitudes towards learning.
4.9 Students’ Group Interviews: Analysis and Interpetations

Due to the fact that the second section of studgntsstionnaire was not informative
as expected, in the group interviews with the sttglethe researcher has raised the same
Algerian cultural proverbs and others to better arathnd their effectiveness in either

supporting or limiting the student autonomy.
4.9.1 Students’ Expectations
Q1: Before joining the university, you had set margrieng expectatiori§ what were they?

This question aims to figure out the influencetofdents’ expectations on their ability
to be in charge of their learning process. Throughhis question, the interviewees were

invited to share their learning expectations aritiese expectations were met in the real life.

The interviewees indicated that their expectatiomese higher; they stated different

pre-determined expectations are shown in the fotligwst:

* Committed and responsible classmates

* Good learning conditions

* Good quality of education

* Independence in learning

» Availability of learning materials

* Much emphasis on practice more than theory

e Qualified teachers

% 1n this context, expectations are predetermindiéfseabout what might happen in the
future.
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The participants also mentioned that the numbersiredmployed graduates are
increasing which in turn influences their motivatito learn. Motivation is one of the key
factors in the development of learner autonomys(situation of lack of motivation is labeled

as dispositional barrier). (Cross gtd.in Musarat Agesha 2).
Q2: Do you think that your expectations were met?

All the learners patrticipating in this researchroked that the majority of expectations
were not met namely higher quality of educationyipped classrooms and more freedom in
learning. They expressed their sense of being erabtic, motivated and eager to experience
learning in the university as they were prepariagtheir Baccalaureate exam and then as
first year students at university. Unfortunatellgrough time this sense of being highly
energetic was gradually decreased. Consequentyalisence of motivation, willingness,
desire, and enthusiasm as important factors caninidp effectively in the development of

autonomy were not effectively invested and exptbite

The students went further in explaining the notiaris‘lack of time” and “bad
accommodation” as other influencing factors on stusl learning process. The majority of
students who took part in the current researclieesi the university campus, for them living
there is catastrophic. Once they finish their dagdy courses, they go to the campus to take
some rest. The living conditions cause psycholdgitstability, tiredness and do not help

them to learn efficiently.

Q3: What is your opinion about the following proverftfow would you explain them?)
1- 3 ghia Azaladl 53 o &l

To understand more students’ expectations, theye vedso asked to give their
opinions with regard to one of the widely spreadekian dialectic proverb which saysit
ssia dadall 5 3535”7 This explains “Bat is an academic qualification obtained after the
completion of three years at secondary schoohencontext of this proverb, it is a source of
euphoria (extreme sense of happiness) and Uniyassidescribed as a deceptive fact or an

illusion”.

In this question, the interviewers were given jilg first phrasessis JW’ and let

the interviewees complete the proverb to confiriat $tudents are already familiar with it.

34 An acronym stands for Baccalaureate exam
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The great majority of students successfully congaléhe proverb with laugher whereas the
rest of students said ': AAA YES (h)".

There are certain reasons behind the emergencecbfan idea. On the one hand,
what makes the baccalaureate diploma a great ashew is its reputation in the society, it
is a new opportunity to achieve their goals and tihea effort made to fulfill this achievement

is unique and special. Within this framework, thedents claim that

“What makes it “nachwa”, The reputation that it iasour society. It is the gate for someone

to realise their dreams. The beginning of "a newoadional life”
“Bac “nachwa” because the feeling of winning it saique and special “

“because many students count it as a dream so wihegot your “Bac” exam you feel that

reach your dream ...”
“Bac is the key to achieve goals it's like a bigpsto realize big goals”

On the other hand, what makes the university ds@ppg and source of
demotivation and anxiety is the absence of thepeetations, being uncertain about their
future, the increased number of jobless graduatests. In this sense, the students explained
that:

“What makes it “hachwa”, in many cases; univerditlgesn't meet students' expectations and

hopes...”

“because in our country when you finish your stgdigfind many difficulties in having a job ,

so mentally you gonna be lost”

“After entering university you'll get bored espdbjavhen you hear your friends did not get

jobs this is “hachwa” its self”

In fact, the interviewees provided that there tsuge gap between their expectations
and the actual learning context. The universityhi@ir minds is a place where all learning
conditions, facilities and mechanisms are availabid put at the disposal of students and
teachers. Once they put their feet in the univerditey discover another context where they
struggle at the residency campus, timetable anccomweded classes. For Smith these factors
(time, administrative problems such as managenwgggnization, exams...) are among the

constraints limiting the LA development (Smithecitin Djoub 303).
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All these beliefs are grown out of their experienaad the difficulties they have been
through, what is positive is that students have @isinted out to the idea that despite the
difficulties and obstacles, learners should keejpgltheir best to find ways to make their
expectations true. For them this should not bertdé&egranted or an excuse to justify failure.

4.9.2 Students’ Attitudes towards Learning at Univesity

In this section, the students were asked a setie$topns to examine their attitudes
towards learning at university and see the waywlich these attitudes and beliefs have
affected the way their behaviors, roles, practaxas interaction with their teachers inside and

outside the classroom.
Q4: How would you describe learning at University?

In this question, the students were asked to desdeiarning at university and state
the reasons behind their description. The majaritgtudents have shown negative attitudes
towards learning at university. They describe ingdifferent adjectives such amisery,

“worthless, “boring’, “bad’ Other students went further saying:

v" “we were just talking about this, we need roomsghrafy of English department”

v’ “cannot be described, it is a waste of time”

v" “in literature when the teacher asks you to reacd@ok and you do not have it
...(facial expression of being speech)ess

v “...we don’t have materials, no motivation,”

The students described learning at university &t slue to the different problems
they face such as lack of materials, transportagonommodation (no internet, rooms are not
well-cleaned, no library) More importantly, admingive problems (changing the timetable
and lack of teachers). In addition to lack of pawadere they can utilize their potentials, and
practise their hobbies and talents in their freeei. For them all these problems have
changed their attitudes and beliefs about learaingniversity which in turn have affected
their motivation, academic achievement and theilitato be fully engaged in the learning

process.

Few students positively replied to this questioesatibing university as being
“good”, “not too bad”,“interesting and “equals searchirig These students think that it is a
matter of being responsible and able to face probleegardless of how difficult it seems to

adapt with the learning situations at university.
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Despite the different wordings and expressions tselkscribe learning at university,
the majority of interviewees seem to have almaosttared attitude. This attitude is originated
in the same learning experiences and situationg liae been going through. Lack of
motivation, administrative problems and lack ofiliies are among the main reasons behind
having a negative attitude towards learning at éigdducation; this is what constitutes “bad
learning conditions”. These features and attribuggs against the characteristics and
conditions of efficient promotion of LA, this resus in line with the analysis of first question

in the students’ questionnaire.
Q5: Explain the following dialectic proverb?
1- ¢8I 818 J [ Likra, kra bakrif®

To confirm their expectations, the researcher Has asked them to explain this
dialectic Algerian proverb S 1 218 " translated word by word to English as ‘who
studied, studied in the past’ this dialectic privéias been inherited among students and
society members overtime due to the existing difiees between learning in the past and

that of modern time.

For the interviewees, this cultural indoctrinatibas been given birth and become
popular among the Algerian students due ttee“actual situation in which many diplomas
holders are facing troubles to find a job or theye gust unemployed’This is to say that
some years ago, being able to find a job after ggdn was possible compared with the
present time, and this is why education was wortlendnd valued. This belief is a result of

educational reforms, poor learning environment stndents’ social and financial problems.

With reference to learning, students further expldiat this creates some sort of
disinterest and lack motivation in their studiesl amfluences their independent attitudes in
the classroom. For them, such educational realitied social situations distract their
attention and their concentration and negativelpiimge their active engagement in the
learning process inside and outside the classrdtoatso indicates that being motivated and
involved in learning lies strongly in students’ laito find a job after graduation. To this
end, motivation can be viewed differently by diéiet learners across cultures. Consequently,

in the Algerian context, priority is given to wonkore than knowledge.

% An Algerian dialectic proverb widely used by thigérian students.
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It is worth mentioning that a lot of students papating in group interviews believe
that though there is a huge difference betweemp#st and the present in terms of learning
conditions and the opportunities available to fangob; it should not be considered as an

excuse to justify their poor engagement in therlegy process.
4.9.3 Students’ Perceptions about the Teacher Statu
Q 6: According to you, what roles do your teachersmfblay in the classroom?

Knowing about students’ opinions regarding theacteers’ role is likely to determine
whether or not they are informed about their exgeatoles as well as their teachers’
missions. It also clarifies the beliefs studentsidhabout their teachers’ roles. In answering

this question, the students listed several rolaggul their teachers such as:

* Explaining the lesson
» Giving instructions
» Correcting mistakes

* Knowledge provider

The teachers seem to have the same roles theyapéay in the traditional approach
to teaching. As a result, EFL classrooms are tededdewvhere more responsibility is held by
the teacher. This result is in line with the analysf the classroom observation as shown

earlier.
Q7: How would you explain the following proverbs?

Another important proverb saygfe 4l @ a s e " it is literally translated to
English as “whoever teaches me a letter, i becorskae of him”. The interviewees were
asked to give their opinions about this proverb hod they interpret it with reference to

learning.

Many students explained that this proverb meansgbgrateful to teachers. But for
them; the literary meaning seems to be misinteggrsince early education. Being obedient
to teachers is kind of an exaggeration. For thizseoa, students may prefer to avoid
discussing or criticizing their teachers’ thouglaisd ideas. This goes in line with the

Vietnamese proverb, “Nhat tu vi su, ban tu vi swarislated into English “You must respect
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the person who teaches you only a word, even haibral and call him your teacher” (Thu,
gtd.in Nguyen 6). In this context, Nguyen arguest Miiethamese “students may appear to
stay away from debating bluntly and straightforviar@nd may incur the misperceptions of
their approach as rudeness, discourteousness,itergss or disrespectfulness.” (Nguyen 6)

b- 3%l elid ALl etils ]
“Alay elils ALL etlé " “whoever borns a night before you, is wiser tlyan”.

The interviewees stated that this is true and sHoav@ositive attitude towards this
proverb believing that more experienced peoplesapected to know more. Putting it in the
context of this research, students were asked fkaterghis to the teachers as being
knowledgeable and wise than their students. Theests’ answers were positive providing
that it is true that teachers are old thereforesapected to know more but for them this is not

always true.

The teachers are generally older than their stggéms is why they are considered as
a source of knowledge and someone who is competemigh to take decisions therefore
being responsible about all aspects of teachingl@ating. With this in mind, the students
find it difficult to judge, criticize or correct #ir teacher’ mistakes, for this reason they only
follow their teachers’ instructions and order. Thiso shows that our culture possesses a
larger power distance feature because teacherseare as knowledgeable, wise and hold

authority.
Q8: In case of any mistake made by your teacherodotgke the initiative to correct it?

In the Algerian educational culture, the teacher cisnsidered as the most
knowledgeable member in the classroom. The ainmhisf question is to identify students’
attitudes towards their teachers’ mistakes andustatThe vast majority of interviewees
affirm that they only correct their teachers’ spgjimistakes in the board. In a way to justify
their answers, they claim that it largely depenashe teachers’ personality since they cannot
predict their reaction (expecting a negative remjtithey avoid correcting their teachers’

mistakes especially grammar or pronunciation mesak.

For the students correcting teachers’ mistakesiisagrassing and may cause loosing

face from the part of the teacher. In additionhatt since students are not certain about their

36 A popular Algerian quote
151



teachers’ reaction, they do not prefer to be pad situation in which its consequences is

unpredictable.

Being in such a learning environment, students imecceluctant to take initiatives to
reflect critically on the learning content provided their teachers. For them the teachers are
expected to be the knowledge provider and the wiesknow more. For them, questioning
their ideas may be regarded as being inapproprigte. students focused more on the
teachers’ personality and their tolerance towaitfsrdnces and critiques. Since they cannot
predict their teachers’ reaction, they avoid cdmgc mistakes (Uncertainty avoidance
attitude .i.e. avoiding all what is uncertain).

4.9.4 Teacher-Learner Relationships and Learner Adnomy
Q9: How would you describe your relationship wittuyeeachers?

Developing teacher-learner relationships is a prgsgte in creating a positive
classroom culture and learning environment. Besidleontributes in upgrading the quality
of teaching and encouraging students to learn a&sdnae responsibility. A friendly and
flexible environment where the teachers and thelestts work together and support one
another boosts the development of learner autonémthis context, the students were asked
to describe their relationships with their teaclserd how they view its importance in shaping

an autonomous attitude in the classroom.

Almost all interviewees describe their relationshiph their teachers as being good,

and is based on respect and interest. Some quetésascribed below:

v' “...my relationship with my teachers is based on rEspeo consider my teachers as
the guider who has the most important information”

v' “My relationship with teachers is almost good”

v' “My relationship with my teachers is not too clomed not too far. There is always
respect for them since they are older than me hag know much better than me.”

v' “My relationship with teachers is nearly to frierfdp, of course not all of them but

the most, but always there are limits that i cancross them”

The vast majority of interviewees believe that asgl as the teacher- learner
relationship is friendly, approachable and flexjbkae learning atmosphere becomes
interactive where students feel more secure andxedl when sharing, debating and
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negotiating their thoughts. However, strict teashaake learning boring and less interesting,

this is why students are reluctant and unwillingatike an active role in the classroom.
Q10.How does your relationship with your teachers iaflce your role in the classroom?

The more the contact between the teacher and shailent is based on reciprocal
trust, flexibility, mutual understanding and kindse the more learning opportunities are
increased, ideas are shared and exchanged andawdi and competencies are developed.

In this view, some of the students’ opinions aretqd below:

“l believe that whenever there is a kind of mutuadpect, kindness between students and
their teachers, they will do better. Thanks to tiisd of relationship we have, | think | play

an active role in our classroom”

“...due to my teachers' treatment, | mean they aretoo strict, they always give me the

opportunity to express myself during the classs Tater helps me a lot to be confident”

“I do strongly believe that relationships betweeadthers and students can help the students

to be comfortable in class, especially in presentimeir subjects”

Some of the students participating in this groupriview raise the issue of the impact
of teachers’ age in the teacher-learner relatigngBeneration gap has influenced the nature
of the relationship between teachers and theirestisdwhich in turn impacts the learning
environment. For them, age and personality mattercrieating a positive classroom

environment and a good relationship.

Students claim that young teachers are approachalheir students and understand
them more than old teachers who treat them stri€@ly the one hand, the interviewees
describe their relationship with their old teacheseng the following words:formal, strict,
limited, not too badOn the other hand, young teachers are tolerahfreandly. They used
some adjectives such afiéndly, approachable, lovely, flexible..Ih spite of the age, it
seems that the students have a general consensagisothe value and importance of the
connection and relationships between the teacheds their students. Building a good
relationship is fundamental in the promotion ofeeustmous learning, if students’ feel secure,

trusted, and unthreatened; they will express soegeegs of autonomy in the classroom.
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4.9.5 Learners’ Attitudes towards the Role of the &mily
Q11 Do you share your studies and future plans watlr yparents?

One of the central questions asked during the d&on with the interviewees was
whether or not they discuss and share their fuinberests and studies with their parents.
Most of the students claimed that they rarely disctheir studies with their parents; their
negation was shown through facial expressions ¢stisdwere moving their heads left and
right). Other students used words and phrases asiio”, “never”, “not really”, “I don’t
speak with my parents about my studli@ne student saitl will have a make-up exam next
week, my mother knows but my father does.n®kie further explained that her mother is
well-understanding but her father may think that sfas not doing her best to study well.
Though students were asked about their parents’(father and mother) in their private and
educational life; many students gave emphasis ¢ofdther’s role and authority. In such
families and learning communities, fathers arefits¢ decision-makers. The students claim

that fathers are rarely judged or criticized.

This authoritative attitude of the parents (esdbcthe father) has shaped students’
attitudes towards their teachers’ position. Thedetits brought the same behavior to the
classroom which has resulted in a poor classromuoudsion (as shown in the classroom
observation analysis) therefore having non-auton@mmattitudes and roles. few students’
only mentioned that their parents are open-mindedept their opinions and share with them
their interests and preferences.

It is undeniable that the family plays a great rmethe well-being of the family
members as future citizens (parents, workers) lsat @ learners. The Algerian family still
dominates some aspects of life decision-makingasgee them related to studies, or even
personal life (marriage, work...etc). Consequentigyt(students) are left no/little freedom to
decide on their own, this is why they are seereas dutonomous than their peers in Western
Educational Culture. This result also justifiesdetnts’ tendency to take decisions alone as
shown in “table 12” in students’ questionnaire gsi@. Students may be afraid of being
imposed to choose to learn something they are lingvilo learn in their respective field of

study.

Despite the negative impact parents’ attitudes tdgvéhe ability of their sons (adult
learners) to be accountable for their learning roayse to the development of LA in the

classroom, it is considered as an appreciated fireyaocial norm that has a great function
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at the academic level .By this is meant that, pareare the most knowledgeable and
experienced members in the family (just as teachetbe classroom) who are trusted to

make effective decisions and contributions conceytiheir studies.
4.9.6 Analysis of some Social and Educational Bdise
Q12 How would you explain the following proverbs elatedness to learning?
1. Proverb One@isi b a5 u

The students have also debated a proverb which“gaysl las & that is to say
“one hand does not clap”. Without any exceptiohtlad students participating in the group
interview have agreed with the point that togetiery can do a lot of things stressing the

importance of collaboration but each one alone nwybe able to do as much as expected.

As far as learning is concerned, a large numbstuafents have a common belief that
in the classroom students must collaborate withh esiber and with teachers to reach the

target learning outcomes. More illustrations aretgd below:

“well for learning, students can't learn alone witht the help of the teachers...teachers need

students and students need teachers “
“...if there is no support from others, this persong learner] ends up doing nothing”

“Actually | believe in it because there are goalant be achieved without helping and

making serious collective decisions”

“Collaboration is absolutely needed in learning, imy case, | always need someone to help
me in my studiesthe student adds thathts gives us the ability to bear all the inforneatiin

our minds easily”

“According to my experience, whenever there isral kif collaboration between students and

their teacher, learning is successful”

Some of the interviewees have also stressed tkeofdelf-reliance in solving some
activities and tasks inside and outside the classraVorking in collaboration or individually
depends largely on the learning task being perfdrimethe classroom. Students are well
aware of the importance of the group and its roleeiach their shared learning goals and

intended objectives. The students have shown edatndist attitude towards daily life
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practices in general and learning activities intipakar. To this end, the students’ cultural

dimensions are characterized by some featuresllettivism rather than individualism.

2. LMD: (License, Master, Doctorate) is also tratestl in French by the vast majority
of Algerian students as (Liquider, Maximum, D’étaidli). The interviewees were asked to
explain the reasons why students have reconstrtiogecbncept this way.

The interviewees have approximately stated the saasons. The students think that
the main role of the university in the light of th&D system is to distribute degrees; this
view has taken its origins from the increasing nandf university degrees holders especially
License and Master degrees. For them these catéficare not as important as they used to
be some years ago (as in the classical system)e $bthe interviewees stated that:

“They [students] find it too easy to get licensesten [degrees] ... and without any suffering.
they say “liquider maximum des étudiants” perhapsyt make are that they will not find jobs

after getting diploma”

“Students think that University just want to geenm out, without care if they'll get job or

not”

For some students, it is impossible for the greajonity of students to graduate each
year especially less qualified students. As a tesuaiversity degrees are getting less valued
in our society. The students are certain that thidyget their degrees and will not find a job.
This result confirms that the main purpose of lesgns to be employed, i.e., the students
view work as being more important than knowledd@estudents do not put knowledge their
first priority, they will not play their roles efétively. Driven by this belief, learner autonomy

becomes difficult even when teachers attempt tanpte it.
4.9.7 Hofstede Cultural dimensions and the Algeriaulture

The following table sums up the main points coniceyithe three dimensions (power
distance, uncertainty avoidance and collectivismndsvidualism) the researcher intends to
relate with education in general and learner autgnm particular. It is to be minded that the
points in the left column are directly quoted fréfafstede work on dimensionalising culture:
the Hofstede Model in Context and the ones in idjte column are mostly extrapolated from

the students’ group interviews and other researcls {hamely students’ questionnaire)
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Table 15

Hofstede Cultural dimensions and the Algerian Geltu

Dimensions The Algerian local/educational culture

1. Large power distance

* Parents teach children obedience .

* Older people are both respected and

feared .
» Teacher-centered education
* Subordinates expect to be told what te
do (Hofstede 9 )

The Algerian culture is characterized by:

Students are expected to obey their parents

Students respect and fear older people

The teacher is expected to be responsible about

both teaching and learning
Learners are expected follow their teach

instructions

ers

2. Higher Uncertainty Avoidance
* The uncertainty inherent in life is felt ase
a continuous threat that must be fought

* Higher stress, emotionality and anxiety ¢

* Intolerance of deviant persons and ideas:

what is different is dangerous .
* Teachers supposed to have all answers
(Hofstede 10) .

In the Algerian culture:

All what is uncertain is preferable to
avoided to keep face
Students have higher stress to face unkn

future

Rules are meant to be respected not violated.

Students feel more secure in case of agree
to maintain harmony

Teachers are important element in
classroom, thus are expected to be the 1

knowledgeable

e

own

nent

the

nost

3. Collectivism

* People are born into extended families
or clans which protect them in exchange
for loyalty .

» Purpose of education is learning how te
do

* Opinions and votes predetermined by in-
group (Hofstede 11)

In the case of the Algerian culture,

Algerians prefer to be part of big families and

groups
Much importance to learning doing in group

Teachers/parents are the decision-makers

UJ

157



1.10Interpretations and Discussion of Results: Imp#ments of LA

As demonstrated earlier, learner autonomy in trgeAdn educational context is still

difficult to be implemented due to many factors apndstraints as explained below:
1.10.1 The Teacher as a Constraint

Teachers are the founding pillars of education.cBs€ or failure of any teaching
approach is judged solely by the ability of teashter play their roles efficiently. Teachers’
roles can either positively reinforce the developtmef LA or stand as a barrier limiting

students’ capacity to behave autonomously in getéarning tasks and situations.

The results of this study indicate that teacheskes are still the same as those used to
play in the traditional paradigm of teaching. Feglof being responsible about both teaching
and learning, authority and the fear of losing oanare the main features characterizing
teachers in the EFL Algerian context. This educaticulture of teaching and learning limits
students’ engagement in learning, critical thinkskglls and their analytical abilities. Being

in such learning environment, Algerian studentsspss the following qualities:

» Less-risk takers

* Reluctant to reflect critically on the learning temt provided by the teacher
* Unconfident with disagreements and differentiationgpinions

* Prefer to be part of the group

* Reliance on the teacher

» Shyness and anxiety

* Reticence and introversion

To be an autonomous learner, one has to be refp@nand able to learn both
individually and in collaboration with others (Daet al 102). In the Algerian culture of
learning, students prefer to learn collectivelheatthan individually. Therefore, autonomy is
associated with collaboration and interdependetiee,latter is defined as “the ability of
learners to work together for mutual benefit, andtdake shared responsibility for their

learning” (Palfreyman and Smith 4).

Algerian EFL learners consider the presence of tdecher as an inseparable
component in the process of learning; this may appe limit students’ autonomy. It could
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be a misconception to say that reliance and autgrdomot co-exist, reliance with reference
to support and guidance is appreciated in certhiateons where students are exposed to new
skills to develop or a new learning activity. Insticontext, Blidi affirms that “Autonomy and
reliance on teachers are not contradictory or niiytiexclusive.”(5). In the same view,
“Vygotsky identifies autonomy (“independent problsoiving™) as the goal of learning, but
insists that it grows out of dependence on oth&msder adult guidance or in collaboration
with more capable peers")” ( gtn in Little 18 “Whipcus on Learning rather than
Teaching?”). Fotiadou further explains that “Autoraus students are not necessarily loners.
No matter how autonomous learners might be, theypaoved to be in need of interacting
both with their fellow students and their tutor$dy)

4.10.2 Socio-cultural Constraints

The previously mentioned attributes are origindliigught from the families and the
communities in which students live and practicegbeial and daily life activities as citizens.
The family is a place where the child receives atlan, it is considered as the first place of
learning and acquiring things under the supervisibtheir parents. The Algerian students
come to the classroom with certain beliefs, atBaidnd behaviors learnt from their parents
and relatives. Dependency on parents, parentharkdiders of power, the decision-makers,
and obedience even in case of disagreement inatigspect are among the inherited social
beliefs limiting learner autonomy and making itfidifilt to be achieved. Similar finding was
revealed by Djoub in which she mentions that “ofmutd admit that fostering an
autonomous learning discourse appears to be aeofgally task within Algerian Higher
Education institutions” (300). This dominance o flamily (parents) is reflected in students’
dependency on their teachers in the classroom bectaachers are seen as a source of

knowledge and someone who is expected to know tiet/ar everything.

Respecting elderly people is another belief learnhe Algerian families, this respect
is earned due to their age, experience and knowleslignilarly, students show higher order
of respect to the teacher, but this may harm tlaenieg process because students are
unwilling to correct mistakes, question learningitemt and avoid disagreement with their
teachers. In this context where respect seems tmidenderstood among students, learner
autonomy is hard to be fostereficcording to Pierson (qtd in Palfreyman and Smijh 9
respecting the elderly (be them parents or teagieisome cultures is seen as hindrance to
autonomy development which for him leads to “paggiv Respect as a social and
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educational norm is internationally desirable lut is misinterpreted; it certainly becomes a

social barrier.
4.10.3 Educational Culture Constraints

In the Algerian classrooms; the issue of learnéoraamy is related to motivation and
reward. Students are autonomous when they areaed. In the meantime, their motivation
is determined by the reward they receive. Studar@sewarded by marks or an opportunity
to get a job after graduation. This means thatesttgdfear the unknown future. This indicates
that having an unclear future contributes to a @igtxtent in hampering students’ sense of
autonomy and feeling of responsibility. More im@ortly, in this cultural context, marks are
more important than knowledge. Students are unealljpnot blamed for such an attitude

because this is the result of the teacher-centgspbach which was exam-based oriented.

Motivation is also based on the relationship theyidowith their teachers. Being
friendly with learners creates a flexible atmosphehere learners increase their motivation,
confidence and freedom of expression. This so@ahection makes learners feel secure in
the presence of their teachers, therefore shareglyf their problems and difficulties in
language learning which eventually helps them becaotonomous.

Analysis have shown that the Algerian community atagsrooms are characterized
by: 1) maintaining face which is important to avadhbarrassment or any unexpected
reaction from the speaker (the teacher) 2) showigbher order of respect is preferred to
maintain harmony and keep relationships, 3) defatiith elder people especially in case of
disagreement (teachers and parents) is preferaldiled. In the classroom, teachers are
expected to know more due to their experience dandests often avoid discussing and
debating their teachers’ ideas and thoughts. Stadeve also mentioned that the possibility
of acting freely especially when correcting miswaka judging the content of learning
depends strongly on the teachers’ personalityr temse of openness and attitudes towards
differences and disagreements.

Furthermore, the Algerian culture is shaped by eotivism where groups and
families are important elements in the presenttheduture of the students. The students in
collectivist classrooms prefer to be among the gsoto feel secure and confortable. They
always seek help from elderly people (parents/tea}hand decide with their parents. This
attitude is reflected in their dependency on theachers in the classroom. This result goes in

parallel wirh Bouhass’s research findings in whtle mentions that the Algerian student is
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an individual who “progresses in culture of the ugrpthe family, the community” where
he/she “ takes decisions with the parents (fami(#)L2). In the same vein, Blidi in Omani
context observes that learning styles and stradegiee shaped by collectivism and
interdependence. (Blidi 5)

It is also characterized by strong power distamcevhich less powerful individuals
(students) accept and manifest the inequality efgvadistribution, and that more powerful
people (teacher due to their status) are said follwsved and highly respected. This result is
in line with Smith words “In cultures with a higlower index, such as Arab countries and
India there is an emphasis on hierarchical strectwith respect and deference paid to those
at the high end of the scale” (164). Indeed, thera hierarchy in terms of positions and
priority between teachers and students. Teachemsep authority and knowledge is rarely
guestioned or doubted. The same result was alsalfouthe Viethamese context in a study
conducted by Le (15).This belief of unquestioniegadhers’ knowledge and authority is
reflected in teacher-learner relationships andchel@ssroom interaction and communication.
This makes teachers hold the power, responsilathity are often the authority and decision-

makers.

The Algerian educational culture is shaped by sgfroncertainty avoidance. The
students tend to avoid acting differently from tp@up to keep their face and maintain
harmony and escape entirely from situations whdrey tfeel threatened or expect
embracement. Like the Algerian students, Bulgastaents do have the same qualities since
the Bulgarian culture is characterized by higherauntainty avoidance (39). In EFL Algerian
classrooms, all that is unusual is threateningdamerous, this is why students are less risk-
takers, they talk less than due to the studentslaecy towards avoiding to act in an
uncertain situations. More importantly, EFL Algeristudents have a higher degree of stress
to face an unknown future due to the increasing bemof jobless graduated university

students.

Another important finding revealed by this reseasthdy is that females interpret
things differently than males do. In this reseatzdth males and females seem to agree with
negative influences of the constraints referreceadier such as: bad learning conditions,
financial difficulties, administrative problems arah obscure future; However, females
students do always justify these realities andsefexcuses. They believe that these obstacles
and beliefs and should not be taken for granted. Worth mentioning that gender is beyond
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the scope of the current. This may open doors udturé research on learner autonomy and

gender differences.
4.10.4 Socio-economic Constraints

Surprisingly, an unexpected constraint of learngo@omy was stated by the majority
of the students participating in the present reseéspecially in group interviews). It was
found that the financial side plays a crucial rmethe learning process. Poor students are
often confronted with social obstacles that lirhiit ability to focus on their studies and play
an active role in the classroom. This constraintask of participation and concentration
harms the development of learner autonomy. Ledrtaak of money is a situational aspect
hampering learners’ participation in the proceskeafning.

The socio-economic situations are one of the imitirgg factors on their attitudes and
practices in the classroom. As stated by somevieigees, most students belong to poor
families, the fact that led the students to thimkmork to help their families and study at the
same time. This in turn has resulted in a poor rdamurtion in learning, increased students’
frustration and decreased their motivation, williegs and concentrations. All these factors
have limited their ability to be autonomous leasndérowever, they develop a higher level of
personal autonomy (ability to rely on themselvedsiole the educational context as
individuals or citizens). Consequently, students davelop a higher level of autonomy in
situations where they amnvincedthat they are required to act independently andrevh

certain conditions are met.

To better illustrate the point, an example was jglesd by some interviewees where
they have compared themselves with students of BloBuperior Schooté Students claim
that superior school students are expected to heefueachers at primary, middle or
secondary schools right after graduation. Beingunoh a situation changes students’ false
assumptions and creates positive mindsets andf$elmut education and helps them to
focus more on their studies to develop their teaglskills. Hence, psychological stability,

motivation and sense of responsibility are incrdase

The financial situation of learners has greatlyeetiéd their sense of being

autonomous in the classroom. On the other hamshciburages them to look after themselves

3" Normal Superior schools are higher education asdarch institutions create to train
secondary school graduates to be teachers. Teauleedgectly employed after graduation.
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outside the classroom by searching for jobs to spothemselves and help their families.
The latter shows that these learners are autonomnotreir lives and they possess higher
degrees of personal autonomy. This means that idlgéearners have the abilities and skills
to be autonomous if appropriate learning conditi@silable and financial stability is

maintained.

Regardless of the aforementioned influencing festuautonomy in the Algerian
socio-cultural setting is still possible if and pnf the educational policy makers take it in
charge to enhance the working/ learning conditiohboth teachers and students, and take
into account the socio-cultural backgrounds of tilace where learning is actually

happening.

The Algerian socio-cultural dimensions restrictdgtts’ ability to act autonomously
and stand as a barrier in their way to develop driglegrees of autonomy. It is noteworthy
that students have the ability to assume the ressipiity of learning if all the required
conditions are available such as: well-equippedsstiaoms with technological devices,
informing students about their roles and dutiegricial stability and a well-defined future to

focus on their studies.
4.11 Key Findings

The analysis of the classroom observation, botlstqu@naires, and students’ group
interviews indicate that both educational and laxdtures are standing as obstacles limiting
the pace of the enhancement of learner autonomgselleducational practices and socio-
cultural beliefs and assumptions can be summarizéte following concluding remarks and

key findings.
1. Teachers:

* Teachers are somehow familiar with autonomy hilltfgtd difficulties on how to
foster it

» Teacher autonomy is a prerequisite to the devebopmf learner autonomy

» Teachers still possess some traditional educatioeladfs and practices such as being
a provider of knowledge and the decision-maker

* Learners’ expectations and attitudes towards ilegrare not taken into account by
teachers

» Teachers seem to be responsible about both Igganith teaching
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. Students:

» Students are still reliant on their teachers aadstbom instructions
e Students’ prefer to work in groups

» Students’ give more importance to mark than knogded

* Work is more important than knowledge

» Students’ are not fully aware of their new roled agsponsibilities

» Students’ are not involved in deciding the learrmogtent and process

. The classroom

» Overcrowded classes is an obstacle for teachelsvielop students’ autonomy
* The design of classrooms do not help teacherssteffautonomy
» EFL Algerian classes are still teacher-centered led

* EFL classrooms are not equipped with the necessatgrials to promote autonomy
. Algerian Educational and Local Culture

* Students’ educational culture is the main constrainthe promotion of learner
autonomy

* The socio-cultural aspect of the EFL Algerian lemsnis a hindrance in the
development of autonomy

* Teachers’' authority and dominance are the key diuned culture components
restricting learner autonomy

* Collectivism, large power distance and strong uiately avoidance are the major

cultural dimensions characterizing the Algerian Efdssrooms.
. The Algerian Educational Policy

* Importing teaching methodologies and approachdanguage teaching and learning
without prior examination to its effectiveness lire tAlgerian socio-cultural context is
widening the gap

* The socio-cultural dimensions of the EFL Algeriaarhers’ profile and specifications
are not considered in the promotion of LA and tlmipact on the students’ learning

practices and attitudes are not examined
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* The Algerian educational policy is still in subardtion to other educational systems
» Autonomy is somehow a new educational concepterAtigerian university

» Learner autonomy in the Algerian educational coniestill a striving goal
* Autonomy in the Algerian context is associated adaboration more than working
individually

* There is a gap between theory of autonomy andastise

4.12 Limitations and Delimitations

Any research is limited by a number of constramtéch may partially influence the
reliability of data and generalizability of findiagln this research, the researcher has faced a

number of problems and obstacles.

Due to the complex nature of autonomy in terms eénings and understanding as it
lends itself to a difficult definition. The reseber finds it difficult to deal with learner
autonomy since it is not yet precisely defined.isTid why the current study has only focused
on its socio-cultural dimensions and their impact students’ learning attitudes and

expectations.

Just like autonomy, culture is as complex as autgnm terms of meaning. What
culture really means is not yet answered. In tesearch some aspects of both local and
educational culture were addressed with partictdaus on proverbs due to its power of

influence.

Generalizability is another limitation to consid&he findings of the current research

cannot be generalized because of two reasons:

» First, this research took place in one educationstitution only (Ahmed
Zabana University of Relizane),

» Second, due to the limited number of participah@j.

Algeria is a large country with diverse socio-ctdiu backgrounds, and it is
characterized by its cultural pluralism and sodalersity due to many reasons such as
colonization. In this sense, Bouherar , “Algeridnessed many invasions throughout history
among which Romans, Turks, and French colonizatiere the most influential over the

current cultural heritage” (2). However, the papamnts of this research live and study in one
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city, therefore its findings are only limited toetlplace where it is conducted (the city of

Relizane). In Algeria, the beliefs and perceptiaresdifferent even within culture.

Another limitation is this research is linked tcetkxamination of the cultural and
social traditions and habits from students’ pertipes; however, very little attention was
given to this issue from teachers’ perspectivess niay result in limited evidence from the

part of teachers.
4.13 Conclusion

In this chapter the researcher attempts to andwerdsearch questions and test his
hypotheses through a qualitative and quantitativa@lysis and interpretations of the main
research tools. It aims to understand the Alger@assroom and its socio-cultural

backgrounds and their impact on the students’ autyn

The Algerian classroom is a collectivist educatlosetting with a higher power
distance and strong uncertainty avoidance. Itliectvist in view of the fact that learning in-
groups is preferred. Students feel more secure camdfortable in the presence of their
teachers and have a tendency to work with otherleesrof the classroom. Power distance is
another cultural dimension which examines the itbistion of power, this latter is owned by
the one who leads the class (teacher) and it iepsed for granted (by learners). This
explains students’ reliance on their teacher; tteyk that they are ruled and they should
follow their leader. Strong uncertainty avoidanselearly driven by the beliefs learners hold
about the one who makes mistakes or does not Haeesavers. This person (a learner) is
likely to lose face in certain learning situationkere he/she is not sure about the result of
his/her intervention, will it be correct and thegirig praised or wrong and then being ignored
(embarrassment). This will eventually prevent hien/ifrom taking risks, and doing

something different from the group (limiting innaiva and creation from both sides).

Autonomous learning in such learning environmemt$ societies is not impossible
but rather difficult to be a realistic goal. Itimportant also to note that its implementation is
quite different from individualist countries witbwer power distance and weak uncertainty
avoidance. Learner autonomy is manifested difféyeadross cultures, its promotion in EFL

context lies strongly in considering the speciji@f the Algerian classroom.

It is to be understood that what suits a givenuealtis frequently inappropriate in

another culture; this is by no means to say th&reumy is not a suitable concept in the
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Algerian educational system but it has to be imgetad and modified in parallel to the
nature and the specificity of the Algerian culturet, this should go through gradual stages

and steps as shown in the next chapter.
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5.1 Introduction

As mentioned earlier, learner autonomy is certamdy a straightforward concept to
deal with; it is especially complicated as it caméamany layers and proportions. In the
previous chapter, results have shown that the ERlerfan classroom is still a learner-
centered approach and that learner autonomy isasstriving goal due to socio-cultural
constraints. It is true that LA is originally inttaced in the Western culture; however, to say
that it is unsuited in non-western education idemestypic and false assumption taken for

granted.

One may say that autonomy is a matter of readimesbs priority in terms of
implementation. It is high time to be aware of dreagn culture’s strengths and weaknesses,
its advantages and disadvantages for the sakeaofgoig roles and attitudes and correcting
wrong beliefs and cultural assumptions. Thus, tiiapter aims to provide valuable and
useful tips and strategies about how to make leaan®nomy a prominent goal. Practical
classrooms activities, cultural, social and psyobmal considerations are the main points
suggested in this chapter.

5.2 Learner Autonomy Development in the Algerian Cotext: A Matter of Priority

It is unreasonable to say that learner autonomgoisa suitable concept in the
Algerian culture. Learner autonomy development ysno means a matter of expecting
learners to be responsible about their own learowveynight but rather is joint efforts. Its
promotion is not a straightforward task to do agdguires awareness, readiness, and priority
in terms of implementation. To this point, one mayse the following questions: Do
Algerian policy makers possess the required skifisl practices of autonomy? Are they
autonomous in making the educational policy? Cathers promote autonomy in their
classrooms if themselves are not autonomBuETe central question is: With whom to Start

First, students, teachers or policy-makers?
5.2.1 The Family: The First School of Edation

Education starts in the family and so self-reliaand autonomy. As it is explained in
the fourth chapter, the Algerian family possesseslkectivist attitude where “we” is more

preferred than “I”, this is marked by their grougenin big families. In the Algerian family,

% There is an attempt to answer this question pa@es2).
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parents are the decision-makers and the first resple for many aspects of their children’s

life from early childhood to adulthood.

Parents are the first educators before childrersan¢ to schools. Thus, they are the
first responsible for the attitudes and behavibesrtchildren bring to schools. From early
ages, parents should give their children some &n@etb experience doing things on their
own even if they may fail to achieve the desirealgolt should be understood that their
failure in doing something is the starting poinet@luate their strengths and weaknesses and

then start looking for other ways to reach the sgowads.

It might be seen as trial things, but they certalmling about the desired change. If
children are raised in a family where they are mered as partners and effective members
in the family, they will develop some degrees dibaomy when they are sent to schools. It is
all about the parents’ trust and beliefs aboutrthbbildren’s ability to act autonomously in
certain situations and the crucial roles they (®tuniversity students) have in their society

and educational community in the future.

Empowering parents-school relationships is anotimgortant aspect to consider in
fostering autonomy in the Algerian educational eaht Schools would constantly be in
contact with parents to inform them about theitdriein’s ways of behaving, their beliefs and
attitudes and make parents aware of their roldseiping children to become independent

and responsible.
5.2.2 Institution Autonomy

Successful education is largely dependent on teaeiienomy and learner autonomy,
more importantly, on institution autonomy. Havingeatain pedagogical freedom is likely to
determine the essence of teaching and learninda(ltse or success). In this sense, Eduard
Spranger claims that “Learning and education wilyde successful if teachers and students
come together in freedom and the schools themsabheeee.” (Spranger 273). Being free in
terms of creating innovative teaching and learnapproaches, methods and techniques
makes learning more effective and beneficial. Agsult, it encourages creativity, sense of

critical thinking and innovation.

It might be contradicting to encourage the promotid autonomy in higher education
while the decision-makers themselves do not cridae own teaching methodologies that

suit their educational specificity. This makes aamy in the Algerian context a matter of
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priority and readiness more than a question ofveglee. Can students’ be autonomous if
their teachers are not? Can policy makers calbtaonomy if they do not create their own

educational philosophy? Are they policy makersaiqy adopters?

It might be good to learn from others, but it istamly not when blindly imitating
others and neglecting our own specificities anddeeeCamilleri further suggests that
“Learner autonomy in the classroom in fattoldd exert a wash back effect on the
entire system by creating pressure on the schdbbaties to gain more autonomy.”(33). It
remains only a dream to make autonomy happen inAtgerian context, if schools and
institutions are still in subordination to otheruedtional systems. In fact, it is about

autonomous educational policy as an institution.

Better promotion of autonomy in the Algerian unsigr requires viewing it as a
shared responsibility of all stakeholders, teactzrd learners. This shift of responsibility
from the teacher to the learner is a promisingsiexiif it is to be applied gradually and in
collaboration with educational community membersisTmeans that policy-makers have to
reconsider their roles in developing both studemd &éeacher autonomy and develop the

required skills to create their own teaching meth@gpproaches and curriculum.

5.2.2.1 Teaching/ Learning Methodologen Algeria: From Imitation to

Innovation

Due to the differences in socio-cultural, politicatieological and educational
backgrounds, adopting Western teaching and learapgroaches should not be blindly
imitated and applied but rather modified and chdmgecording to the unique African nature
of learning and its specificities. This is why, atlng such reforms and trends requires to
“take into account the specificity of Africa andtri®e a mere imitation of what is happening
in Europe” (Goolam 30). By analogy, Algerian polioyakers and university rectors could
also take into consideration the backgrounds aeddimensions of the Algerian students’
and teachers’ learning and teaching styles, prefee needs and expectations.

After about 15 years since its implementationjsithigh time to evaluate the
Algerian educational system and learner-centerguoagh in the light of the LMD system
and examine its effectiveness, i.e, whether otm®set objectives have been met. It is worth
noting that developing the quality of educatiorslie being aware of the current situations,
requirements and needs of the Algerian higher d@aucand society and makes it free from

external dominance, power and subordination.
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Moving from imitation to creation and innovationshbecome a necessity. To better
make learners autonomous, it is urgent now, moae tmy time before, for the Algerian
higher education decision-makers to start by thérasedeveloping their sense of autonomy
and designing teaching methodologies which sutiebéheir current status, political aspects

and the socio-cultural specificity.

In case of adoption, it is desirable to test andn@re the suitability of any
pedagogical approach before implementing it; itldaonstantly be evaluated and modified
taking into account all pillars shaping the Algerimature of educational setting, its
characteristics and attributes. It is not only dliesting its appropriateness and feasibility but

also providing the necessary materials and dev@essure its success and practicality.
5.2.3 Teachers’ Readiness for Autonomous Learning

As stated in the first chapter of this researchchers are particularly required to
incorporate autonomous skills into their teachitigis illogical to expect students’ to be
autonomous if their teachers are not autonomous diddnot experience autonomy as

students.

None of us would entirely neglect the fact thabaoimous learners need autonomous
teachers who are likely to guide them towards aatoyus learning. But the question is; are
teachers autonomous? Do they have sufficient krady@@bout how to foster autonomy? Are
they aware of its layers? To this end, teacherraunty is prerequisite to the development of
learner autonomy. In this sense, “autonomous lesrmeserve autonomous teachers.”
(Kumaravadivelu 548). In the same line of thoudgbamilleri believes that “Autonomous
learning should be supported by autonomous teath{B8). There is an inseparable
relationship between teacher autonomy and learaemamy promotion in the sense that

success of the latter is largely dependent on tegegnmce of the former.
5.2.3.1 Autonomy Training for EFL Teachers

Ramos believes that “Many of us [teachers] did exqperience the opportunity to
learn autonomously and, consequently, find it herdpromote autonomy because it is
difficult for us to be “true believers” in sometigirwe were not given to taste.”(190). It is
certainly not straightforward for teachers to proeenautonomy if they did not have a chance
to experience it as learners. For this reasonheracshould first be autonomous in their

teaching practices before promoting autonomy iir gstedents.
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Training teachers to be autonomous and be capaltstering learner autonomy in
their classrooms should be placed at the hearteather education and successful
development of learner autonomy. Little suggests ‘thve must provide trainee teachers with
the skills to develop autonomy in the learners whib be given into their charge, but we
must also give them a firsthand experience of Eraanitonomy in their training” (“Freedom
to Learn and Compulsion to Interact” 179-180).leigmphases on the importance of making
teachers experience autonomy first before fostering their learners. In other words,
teachers have to start with themselves developnegréquired skills to be autonomous

teachers through teacher training.

To put it in the current research, Missoum claiimet t'Algerian higher education is
undergoing profound changes. But there seems tittleediscussion of teaching quality and
much less of teacher development and training.”uf®omous Continuing Professional
Development”175). Teacher training in the Algeribigher education is not paid full
attention as it deserves. Hence, policy makersnareed to give much importance to teacher
professional development and self-education torasthe quality of teaching at university

and to produce autonomous learners who are liketphtribute to their societies.

Teachers throughout this training will start by rtselves, changing their beliefs
regarding the traditional teaching and learningesty redefine their expected roles and
understand their new responsibilities in parallehwnodern classroom principles. Teachers
will also be informed about both theory and practaf learner autonomy promotion. In
teacher training course, it is suggested to ta¢&f@cs include but not limited to the

following:
a. Education across cultures
b. The anthropology of education
c. The sociology of Education
d. Language teaching approaches in the light of LME&teyn
e. Assessment and evaluation of teaching methodolagiegher education
f. Learner autonomy: From theory to practice

g. Learner autonomy across cultures
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h. Teacher autonomy: a prerequisite to learner autgraswelopment
i. Learner autonomy in higher education: Socio-cultcoasiderations
5.2.3.1.1 Understanding Concepts and Responsibiés

Generally speaking, the first steppingstone towaeffective promotion of any
educational approach, method or techniques is twkine extent to which teachers view
teaching and learning. In the view of that, Smitkes that “When discussing the
implementation of an educational development progne, it is important to consider
teachers’ conceptions of and attitudes towardshtegcand learning” (163). Similarly, it is
argued that “Teachers are the ones who ultimatetyde about the fate of any reform when
implementing it”. This is why “Their attitudes, le®ys and perceptions should never be
diminished before launching innovations.”"Gherzouli 15 ). Neglecting teachers’ beliefs
about any pedagogical implication, teaching methioeducational goals (autonomy) is likely
to determine its failure. To ensure the validitysoiccess of any new concept introduced in
the classroom and to avoid possible discrepant@ashers should be considered as partners

not followers and implementers of instructions.

Being aware of the theoretical aspects of autonemearning is the starting point
towards efficient promotion of teacher and learmaionomy. What does it mean? What LA
is not? Why is it important? And how does it cdmite to 2L learning. In the same line of
reasoning, Alhousayni believes that “...in order feachers to promote learner autonomy,
they should first be aware of the importance ofrlea autonomy so that they can help
students gradually become independent learner3.”{®7 put in another way, teachers’
beliefs about autonomy in language classroom shioelldefined, examined and understood.
In this respect, Borg and Al-Busaidi teachers’ déisliabout learner autonomy are preeminent
in “understanding and promoting changes in thergxti® which teachers’ promote learner

autonomy in their work” (7).

Once teachers get some knowledge about the ef@etss of autonomy in their
teaching profession and life as well, they will d@nvinced. This conviction includes that
teachers will not be marginalized, their roles v diminished, and that they will not lose
authority over their students. More importantlyadikeers should also be convinced that

autonomy can be achieved among their learners.
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5.2.3.1.2 Accepting Responsibility

Autonomous learners are those who understand wdydhe learning specific topics,
accept responsibility for their learning, take thigiative in planning and executing learning

activities and are willing to assess their ownnéay (Little qtd. in Lumturie 426).

In the same vein, Powel believes that “also theheaneeds to accept the change and
be willing to share responsibility.” (Powell 118j.teachers are not convinced about the
importance of fostering autonomy in the classrodheir contribution in making it a
prominent goal remains less effective. Besideghei® need to understand that their roles

are crucial in the development of learner autonomy.
5.2.3.2Reflective Teaching

Reflection is the process of continuous assessalamit the teaching practices and
attitudes. “Reflective approach” by Richards andcklard focuses on “a number of
important dimensions of teaching, including teashand learners’ beliefs, teachers’ decision
making, and teachers’ and learners’ roles”. Refledieaching can be defined as a process of
evaluating ones’ own teaching in terms of contehjectives and methods of teaching. In the
same line of thought, Xu explains that “Reflectteaching means looking at what you do in
the classroom, thinking about why you do it, andkimg about if it works” (Xu 19)

Reflecting constantly on teaching would not onlyiphéeachers evaluating their
teaching practices but also develop teacher autgnBeing aware of what works well and
what works less would certainly provide the teachih insightful information about their
teaching strengths and weaknesses as well asstingients’ needs, wants and preferences,
therefore, taking appropriate decisions to meetstheents’ needs and evaluate and correct
different teaching aspects.

Reflective teaching can be done through many desvisuch as observation,
recording lessons or questionnaires. Richards am#tHard point out that “Some aspects of
teaching and learning can be investigated throwghying out a survey or administering a
guestionnaire.”(10). A guestionnaire can be a gtmal to gather information about the
different aspects of the teaching profession, nathdechniques, activities, environment,

interaction and even assessment and relationships.
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EFL teachers are requested to reflect on theirhiegcmethods, techniques and
strategies to self-evaluate their teaching prasticCBo do so, Vieira proposes a set of

guestions to help teachers reflecting on theiritacprocess:

* Did I achieve my aims?

* What did my students learn?

* Were the materials helpful?

» Did the activities motivate the class?

* Did students learn autonomously?

* Was my classroom a really learner-centered.?

» Did my students enjoy the lesson?

* How do I know my lesson was successful?

* What did | learn from my students?

* What changes will | make if | teach this lesson iaga(qtd.in Hadi,
Investigating Learner Autonomy among EFL Studes) 1

Through reflection, EFL teachers will be able tentfy strengths and weaknesses,
what works well and what works less in the lessamg to determine whether or not the
teaching objectives are met. Teachers can use wab®ers or recordings as tools to self-
evaluate their progress. By doing this, teacheliscertainly develop some degrees of teacher
autonomy and being able to make their learnershantous.

5.2.4 Learners’ Readiness for Autonomy

The central questions to ask before any attemptfogtter autonomy in language
classrooms are: Are language learners ready foonagtous learning? Do they have
sufficient knowledge about learner autonomy? Doythave the profile of autonomous
learners? Learners’ readiness to assume respatysduer their own learning guarantees to
some extent the success of the promotion of leama@momy in EFL Classrooms. The more
ready the students are, the more successful thasshi

Introducing any new educational goal revealed bghdt from one approach to
another requires some sort of preparation to ensgeamoothness of this transition. In the
content of LA promotion, Dickinson proposes a pnaliary phase to prepare learners for
long-life learning and autonomy known as “semi-aotmy” which is “the stage at which
learners are being prepared for autonomy.” (Diakm$1).
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Becoming responsible about learning cannot happeddenly. The shift of
responsibility from teacher to learner takes timd aften follows certain sequential steps. In
this context, Scharle and Szabo state that “Pedplaot normally wake up a fine day and
find that they have become responsible overnighbreMlikely, they go through a slow

gradual process as they are approaching adulth¢®dtiarle and Szabo 9).
5.2.4.1 Gradual Stages of LA Development

In the Algerian setting, EFL learners have beermeuiialong their learning process;
thereby they cannot be expected to assume resjidpsiba blink of an eye. Time, planning,
patience and trust are all key components in teldpment of autonomy. Both teachers and
students should be patient and have mutual trustdin capacities to act autonomously. To

make this happen Scharle and Szabo suggest tbaiiof) phases:
5.2.4.1.1 Raising Awareness

Awareness is the starting point in the LA promotidbhe more aware the students are
about their roles and responsibilities, the moréomamous they become. Awareness
concerning what does autonomy mean in languageaédu® (Definitions) What is not?
(Misconceptions), why is it important? awarenessleafrning strategies and styles, their
needs, objectives and preferences.

Students are in dire need to be aware of themsalvdsarners and what is expected
from them. According to Dam “What we [teachers] clanis give our learners an awareness
of how they think and how they learn — an awaremédssh hopefully will help them come to
an understanding of themselves and thus increase gélf-esteem” (Dam 18). Awareness
should be viewed as the first steppingstones tasvafficient learning and learner autonomy
development. Dem further suggests that this awaeeineludes:

* Awareness of the learners’ role as well as thegblethers in the learning
process;
» Readiness to cooperate,

* Willingness to make choices and accept resporntsgsilior them.” (Dam 9)
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5.2.4.1.2 Changing Beliefs

The traditional paradigm has, for a long time, tha teacher at the center of the
classroom in which learners are “spoon fed” witfoimation. With this latter in mind,
learners find it difficult to cope with the new tdng/ learning methods and principles since
they suddenly find themselves in a new learningirenment where they should be

autonomous.

Changing beliefs is the most challenging task fathbteachers and students.
Thanasoulas states that “Perhaps one of the painggmls of education is to alter learners'
beliefs about themselves by showing them that {hatiative failures or shortcomings can be
ascribed to a lack of effective strategies rathmtto a lack of potential” (Thanasoulas

“Autonomy and Learning: An Epistemological Approadi26)

It is quite difficult for students who have beertastomed to perform certain roles, to
change them overnight. In practice, beliefs cash@ged when they are proved to be wrong
or ineffective. Teachers have to discuss the imit beliefs with their students and show

them that they did not bring any effective results.
5.2.4.1.3 Transferring Roles

At this level, students are ready to play theiremtpd roles to develop some sort of
autonomy. Once students correct their traditioradiels, attitudes and convictions, they are
in a good position to be familiarized with the dedi roles to be autonomous learners.
Students in autonomous learning need to act maporsible, this latter cannot happen
overnight too, but rather demands time and patiehaehis end, learner training could be the

best proposed solution to prepare learners for segponsibility.
5.2.4.2 Learner Training and Learner Autonomy

The term autonomy training has, for a long timegrbassociated with the teacher.
However, little interest is paid to learner tramihearners are also concerned with autonomy
training, In order for learners to be able to aatoaomously inside and outside the
classroom, Kumaravadivelu proposes that: “learnatslity to take charge of their own
learning can be made possible only if they arenémito identify and use appropriate
strategies.” (137) to be an autonomous learnersliEsgly in the learners’ encouragement
and preparation for such a change in their rolebabiors and attitudes and their awareness

of learning strategies that can best achieve tiradogoal.
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So, to better prepare learners for autonomousitegrit is dispensable for them to sit
for a training course known as “learner trainin@inclair claims that the aim of learner
training is “...to help learners consider the factthvat affect their learning and discover the
learning strategies that suit them best and whiehappropriate to their learning context, so
that they may become more effective learners akel @@ more responsibility for their own
learning.” (66). this training aims to make leamenderstand the learning process, being

aware of themselves as learners, and the contextich they learn.

Similarly, Wenden believes that “Its [learner tiag] aim is to help the learner learn
how to learn.” (1). For Wenden, learner trainingwd focus on familiarizing learners with
learning strategies (how to learn) as a key compibimedeveloping students’ self-awareness
and learner autonomy. Wenden adds that “By far gheater majority of practitioners

explicitly stress the importance of learner tragnfar learner autonomy.”(2)

Learner training should also make learners undwmistdne concept of learner
autonomy (different meanings and definitions), theipected roles and responsibilities. It
also provides them with the necessary theoretisalvall as practical considerations to
gradually develop certain degrees of autonomy. Niog@rtantly, it explains the transitional

shift from teacher-centeredness to learner centgrptbach.

The teacher plays a great role in learner trainfiige autonomous teacher is expected
to train learners how to learn. In this contextisednd Sinclair propose some insightful tips

and advice to help learners ‘learning to learn’

» discussing with learners and taking their opiniang views on the learning content
and the methodology;

* negotiating with learners information about languaand language learning and
making this information available to learners;

» listening to learners and helping them reflectamgluage and language learning;

* raising learners’ awareness of different learnimgtsgies;

* enabling learners to practise language learning dogating an appropriate
environment;

* helping learners express their opinions and petsgscand make conclusions about
learning;

» guiding and providing advice to individual learndiisllis and Sinclair 10)

180



To this end, learner autonomy training should gmportance to the influence of cultural and
social beliefs on language learning, self-awareasdsarners, and knowledge about learning
strategies (cognitive, metacognitive and socioeiffe factors). Under the supervision of the
teacher, learner training may consider but not ¢myfollowing topics:

* From teacher- to learner centered approach: aahiéisponsibility

» Readiness for Learner autonomy: Changing beliedsTaansferring New Roles
* Learner autonomy: Definitions and false assumptions

» Students’ and teachers’ Roles in the Autonomousriieg

* Learner autonomy in the Algerian Educational Contex

» Practical Activities to Foster Autonomy

* Culture Influences and Learner Autonomy Development
5.2.5 Approaches to Fostering Learner Autonomy

Benson proposes six approaches to foster learnen@my. These approaches are
resource-based, learner-based, technology-basadsrabm-based, curriculum-based and
teacher-based. Each approach contributes to dewdpin skills and attributes in EFL
learners and each one particularly uses certaategies and techniques to enhance some
degrees of autonomy. It seems that the functioonef approach completes the other. In this
view, Benson sees that “it seems likely that iafler autonomy] will be fostered most
effectively through a combination of approache®Ber{son Teaching and Researching
Autonomy in Language Learnidg8)

a. Resource Based Approach

This approach is mainly concerned with preparingleshts to assume responsibility
over their learning by using resources providedheyr teachers or their own. It aims to make
students experience how to plan to learn and s#iectearning materials. In this approach
“learners have access to a variety of sourcesvitkeos, software, and other printed materials
such as books. Learners can choose the best lganaterials to meet their needs,

b. Learner Based Approach

The central interest of a learner based approach igarner training. It gives much
importance to empowering learners with the necgsséills and capacities to assume

responsibility and be aware of how to learn. Tippraach aims to make learners change
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their traditional behavior and roles and directinthiwards self-dependent learning through

learner training.
c. Technology Based Approach

The rapid advancement of technology has imposetf its be a necessity rather than
a choice. Many workplaces such as airports, hoteld, hospitals...ect are using technology
to facilitate the working conditions. Similarly, @chtional systems and institutions have
directed their attention towards the use of teabgwlin teaching and learning to cope with
the needs of modern education and meet the regeisnof the 2% century competencies

and skills such as: collaboration, responsibilifglong learning, and critical thinking.

The focus of technology based approach is on udigital devices and technological
tools to develop some degrees of autonomy in lagguéassrooms. Making students able to
use the computing skills and ICTs is seen as d factor in the growth of learner autonomy.

Distance learnint and online education is becoming more and morepatsory in
this rapid changing world. Distance learning woualat only make students enhance their
language competencies but also give the opportiaigxperience autonomous learning in

the physical absence of their teachers.
d. Classroom Based Approach

The primary concern of classroom approach to leaamgonomy is to create and
maximize learning opportunities where learnersgaven freedom to decide what and how to
learn (learning content and process) in a suppodigssroom environment. Besides, in such

an environment, learners are involved in assesbmglassroom learning.
e. Curriculum Based Approach

Curriculum based approach gives more importancesyitabus design and the
students’ involvement in the curriculum design. sTapproach “extend[s] the idea of learner
control over the planning and evaluation of leagnio the curriculum as a whole” (Benson
111). This means that developing learner autonoo®g chot lie in the learners’ involvement
of the learning content and evaluation but alsomaking decisions concerning the

curriculum.

39 A method of learning conveyed outside the edunatimstitutions by using technological
tools.
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f. Teacher Based Approach

The main emphasis of the teacher based approacteasher autonomy and
professional development. It considers the teacsethe main element in the process of
making learners responsible about their own legrninis the teacher who is expected to
assume responsibility to be able to foster autonamyis/her learners. Teachers’ readiness
and willingness to change their roles to meet teidents’ needs are the main aspects of

teacher-based approach.
5.2.6 Learner Autonomy: Psychological and Social Giderations

There are certainly many conditions to considdtAnpromotion as explained in the
first chapter. The focus of this phase is on tw@oniant components, psychological
(motivation) and social aspects of LA (teacher#earrelationship). Being psychologically
well-prepared to assume responsibility is a keyoiatowards enhancing learner autonomy.
Psychological and social considerations mean t@atpstudents to change their current
attitudes and beliefs about themselves and educaiost importantly, it shows the

importance of education as a social trait in stigldives as learners and citizens.

To alter students’ beliefs about education is alterm objective; it is both time
consuming and effort demanding. For the preseng,tieducational cultural adjustment and
adaptation is becoming a necessity. In other teraising teachers’ awareness concerning the
importance of coping with students’ educational itsaland traditions remains a possible

alternative.
5.2.6.1 Motivation

Motivation in education has widely been discussisdmportance in the endorsement
of learner autonomy is undeniable. Motivation lgeg condition in flourishing education and
investing in the human capital. Unfortunately, “Mation to learn is one of the problems
faced by educators...” (Llaven-Nucamendi 117). Teaghinmotivated students is a real

challenge for teachers aiming to foster autonompair classrooms.

Motivation is seen as a psychological factor inficiag the degree of autonomy. The
more learners are motivated the more autonomouys lieeome. In this light, Scharle and
Szebo believe that “motivation is a prerequisiteléarning and responsibility development
alike” (7). This motivation is not only related &mtonomy but also conditioned by culture.

Palfreyman and Smith “motivation in general is feshrby culture, since what is motivating
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for an individual learner is partly a function ofhat is valued in his/her society”(9).
Motivation is culturally mediated, this means tias interpreted and understood differently
by different students in different cultural and edtional contexts. Students can be motivated
in different ways, what motivates a learner in gipalar learning context does not frequently

motivate another learner in another learning cdntex

In the Algerian setting, it is noticed that studeate highly motivated when they are
well-graded, since the mark maximizes studentliement in the learning process, why
not to use it as a positive educational culturentotivate learners and develop their
autonomy. This is certainly not to say that studeste being rewarded without making

efforts or they are engaged and motivated only vihey are rewarded.

In the Algerian culture, education is valued, butdents often give importance to
work more than knowledge. This attitude is parthair social and educational ethos that has
largely affected their psychological stability, centration and their ability to behave
responsibly in the classroom. In other words, tieativation is determined by their belief
about education as shown in the previous chapter.

Psychological stability and emotional well-beinge antegral parts of motivation.
Students need to feel at ease about their futulgetmotivated. Algerian students are less
comfortable with ambiguities and uncertainties.sTis to say that if their future is clearly
determined and defined, they may assume a highezl lef responsibility and full
engagement in their own learning. Thus, it is hojad policy makers consider motivation as
a priority to instigate learner autonomy. This ¢endone through looking for alternatives to

reduce uncertainties and fear of unknown futureragiearners.
5.2.6.2 Teacher-Learner Relationships

Human connection and relationships are somehoweotg in education. A
classroom is a small society where teachers anddesaare seen as future citizens who are
expected to work together to develop the qualitycation and the prosperity of the country.
Students generally remember two kinds of teachlieose who have been strict to them and

those who have been flexible, tolerant and frierndb them.

The importance of teacher-learner relationship ilethe teacher’s role in creating a
friendly atmosphere where students are considesguheners not followers. Gurbanov and

Mirzayeva mention that “The relationship betweererpe[learners] and teacher plays a
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significant role in the process of learning” (23r28lone of us would entirely ignore the
teacher-learner relationship and its prominenugrice in autonomous learning in particular.
The way teachers treat their students determinatests’ sense of security and motivation
therefore enhancing responsibility and self-leagnin

Based on the analysis of students’ group intervjewsvas shown that face and
shyness are among the barriers of learner autondenglopment in the Algerian EFL
context. To this end, teachers are expected tolaewe positive relationship with their
learners where respect, security and trust are afmedtal aspects. In such a positive
atmosphere, students are encouraged to collabwitht¢heir teachers, develop some degrees

of self-confidence, and autonomy.

Teachers can use many ways to create a positiatorehip with their learners. This
can be done through showing interest in their sttglgoarticipation, praising and rewarding
them. Using positive expressions to praise them sirwlv that their efforts are worth in

constructing knowledge inside the classroom.

Teaching with passion, using humor, showing positattitudes towards teaching
strengthens teacher-learner relationships. Beingsunoh a context maximizes learning
opportunities, classroom interaction and successtuhmunication. Teachers’ roles in
developing their relationship with their studentayngo beyond the classroom; teachers may
also show interest in their students’ lives andthgkn about their future plans, problems and
intended goals.

It might be easier said than done since buildipgsitive relationship is a challenging
task. It takes time and requires much patience.dxdbt the teachers who have a crucial role
in creating such an atmosphere but also the leairare to see their teachers as partners not

responsible for both teaching and learning.

Just like motivation, relationship is a sociocuiuconcept. What constitutes a good
relationship is often conditioned by the place vehieachers and students live and also based
on understanding what does this relationship éhtAihd how should it be? .It must be
understood that the relationship between teachedsl@arners serves academic purposes

where limits are respected.
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5.2.7 Cultural Considerations in LA Promotion
5.2.7.1 Cultural Awareness: Strengths and Weaknesse

It is certainly not a straightforward task to mag&arner autonomy an educational goal
in the Algerian higher educational context if wrdrgliefs, mindsets, and attitudes are similar
to those students used to have in the traditioaghgdgm of teaching and learning. Being
aware of one’s culture advantages and holdbaclesgthg and correcting false assumptions
about learning, and supporting positive classroartiure are essential elements to be

discussed in EFL classrooms to bring about theed@shange.

Cultural awarene8%is somehow neglected in the literature of LA esglbcin FL
context. Much attention is paid to interculturalaa@ness where students are made aware of
“the otherness”, the ways of doing things in tewhgractices, perceptions and productions.
Students should know what is appropriate and wsabt appropriate in their own culture so
that to be able to interact positively in the ctassn. This awareness is based on the ability of
both teachers and students to understand what wodd and what works less in their own

culture.

As a matter of fact, the need to create a positlassroom culture has become a
necessity. Becoming aware of our own culture ofrie® (educational culture) and doing
things outside the educational context (local celkus prerequisite to learner autonomy
development. In this respect, the teacher hagat gole to play in such a process; his/her

roles can be classified as follows:

a. Discussing cultural beliefs and behaviors in relatio LA

b. Making students’ aware of cultural stereotypes amdng assumptions about
learning
Explaining how LA can be achieved by learners éfedent cultures

d. Explaining how culture influence their learningtaiies and expectations
5.2.7.2Changing and Correcting Educational and Local Beliés

Any culture of learning has its strengths and weakn Assessing the educational
culture is often ignored in our institutions. Beiagare of one’s own culture is often seen as

a prerequisite to fostering learner autonomy. Awess includes both being familiar with its

0 For better understanding of the concept, see Shesara 95-96
https://files.eric.ed.gov/fulltext/EJ1078919
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stereotypes, false assumptions and negative balefsorrecting and changing them. By this

is meant to correct and change practices not values

In a similar line, Hofstede et al believe that “@Cué change can be fast for the outer
layers of the onion diagram, labelprhctices Practices are the visible part of cultures. New
practices can be learned throughout one’s lifeti(h®) Culture is dynamic and changeable,
practices are part of culture; as a result, prastadso can be changed overtime. They add that
values represent “the onion’s core” therefore; tioayp gradually and slowly be changed

because they are facBractices are the form of culture, and valuestaestibstance.

To put it in the context of current research, ibwing higher order of respect is
becoming a hindrance in the enhancement of leaantnomy, it is the teachers’ role to
explain the notion of respect in the classroom.cliees are supposed to explain to their
learners that respect is still maintained when tiheyate their teachers’ ideas and knowledge.
In case of ambiguity or mistakes, students shakd the initiatives to correct mistakes, be it
a spelling, grammar mistake or a gap in knowledgadtaught. Mistakes should be seen as
part of assessment and learning. Having this d#itand mindset will not only boost their
autonomy but also critical thinking. The researcisecertainly not assuming that respect
should be changed as a value but the way studemteipe and interpret respecting the

teacher should be revised and corrected.

EFL Teachers should also understand the fact tivatgglearners some degree of
freedom to judge the content of learning, criticizevonder and question it will not cause
any harm for them or losing face or respect. Tétdlycan manage their classrooms and their
authority will not be lost. It is to be understotiat the classroom is a small society where
learning should be viewed as a shared respongibilihis responsibility is based on
collaboration between all members of the classrgindents and teachers).

Teachers must also bear in mind that classroom geamant has nothing to do with
authority. If students feel more secure in the @nes of their teachers; they will manage their
behavior accordingly. It is all about distance, athy and trust, effective teachers are not
those who strictly put the classroom under theirticd but those who understand better the

value of relationships and human connections ali¢ah control their classrooms.
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5.2.7.3 Supporting Positive Educational Culture

As mentioned above, culture of learning and bels#iguld be corrected if they harm
learning in general and make learner autonomyoadilifito be achieved. Other cultural beliefs

and attitudes should be supported and encouraged.

Since we are a collectivist society believing stiignn the idea that “one hand does
not clap” we have to make effective use of thisdfah language classroom. This can be
done through supporting learners to work togetinerlaarn from one another. Collaboration
and group work are ways to make students engagéehining therefore developing their

autonomy. In other words, it means moving from petedence to interdependence.

Teachers are ought to discuss cultural aspect®dnEFL classroom to stress the
diversity of our cultural heritage and its signéfice in supporting learners to learn
autonomously. If learners are raised in a cultunene knowledge is valued, they grow up

knowledge seekers no matter how hard the circurossatiey live and learn in.
5.2.7.4 Teaching Western Educational Culture of Laaing

In the EFL context, a lot of interest has beenalee to teaching a foreign culture to
non-native speakers of English to better commueigathe target language where students
are introduced to how native English language uderthings. However the focus should be

on both teaching how they do things and how do teasn (culture of learning).

Since its promotion autonomy has always been as®aociwith the Western
Educational Culture whereas non-westerns are redaad less/non-autonomous individuals
and learners. To this end, teaching western edutticulture of learning to non-western
learners is an appreciated step towards develguntge degrees of autonomy. The aim is to
better understand how they foster autonomy in thiEissrooms and motivate students to
reach the same level of autonomy. Supporting whpositive in our educational culture such
as the sense of collectivism (group work) coupletth weaching Western culture of learning
which associates autonomy to individualism will makhuge shift towards learner autonomy

development.
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5.2.8 Readiness for Learner Autonomy: Physical Séttgs

Making students ready to assume responsibilityotsemough if the physical settings where
they learn are still traditional and lacking inntex of materials and facilities needed to foster
autonomy in EFL classrooms. Thus, it is suggestelbdk upon the fact that the physical

settings are as important as learner training aadhter autonomy training in the preparation

of learners to have greater control over the learprocess.
5.2.8.1 Classroom Design

Across-history, inventions and productions havenbeeveloped and changed in its
content and shape constantly except for the classrdhe change took into account peoples’
desires and expectations as a way to cope witimélbds of modern time. On the contrary,
the first thing to be noticed in the Algerian classn is that the design of the classroom has
not yet been changed. Despite the massive refarteyms of content and the call for being

in touch with the world, modernism and globalizatithe class design remains the same.

Basically, autonomy promotion has emphasized onteéhehing methods, learning
strategies, motivation, classroom equipment andynmaore, however the classroom layout
and the ways in which it is arranged is somehowenegd. It might be unnecessary to focus
on the design of the classroom, but it is belietved small things can make a huge difference
and bring about the desired change. The physittthgeés an important element to consider
in promoting autonomous learning. Designing classm® in a way where students feel more
comfortable and relaxed are likely to help themdmgaged in the learning process and
influence the way they learn.

As noticed during the classroom observation, tlaeher physical setting represents
ownership and authority. These two features seemamaper and limit students’ involvement
thereby being less autonomous. In the setting winereurrent research took place; all tables
are fixed on the ground which makes working in goudlifficult. To this end, it would be

helpful if the classroom arrangement is flexibl@eleding on the task being exercised.

It is worth mentioning that there is no way to tayt the classroom; it largely depends
on the nature of the course, the task and the iteprobjectives and also on students’
preference, attitudes and beliefs, As proved eari¢he previous chapters (namely two and

four), the Algerian community is a collectivism sty where individuals feel more secure
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when they are part of the group. Consequently hiexacare invited to change the classroom

layout time to time to break the routine of thaltt@nal seating.

Classroom arrangement is an influencing factor he tevelopment of learner
autonomy. It influences the way students learny tr@gagement and sense of being at ease.
Ultimately, this results in an effective communioat interaction and learning inside the
classroom. Consequently, instructors should minel ¢hassroom layout and change it

accordingly.
5.2.8.2Classroom Size

Classroom size is somehow ignored in the literatune its effectiveness in providing
an effective supportive atmosphere where studeetsnaolved in the learning process and
have equal chances of participation, therefore meihg learner autonomy. Algerian
classrooms are considered as large class sizelavggh number of students. In this respect,
Lakehal-Ayat claims that “The size of the classslbave an impact on the effect of learning
and teaching. The average number of students ssetais between 35 and 40, both in high
schools and university”. She adds that “large cksg” is a barrier which requires careful
consideration and “needs to be solved by educatibmorities” (432).

Generally speaking, small classes with limited nemlof learners create an
atmosphere of learning where effective listeniralaboration and interaction are all present
therefore improving students’ academic achievemeamis$ meeting their personal needs,

interests and preferences.

To create an autonomous learning, it is desirabléave small classes where the
number of students does not exceed 20 studensgsisthikely to help the teacher to control
and manage the students’ behaviors and attitudasgaves him/her a better environment to

assess and evaluate the learning/teaching outcomes.

Reasonable classroom size enables the teachdetadnwith learners and give them
eqgual chances to participate in constructing kndgde to be heard and given enough time to
express their ideas, share their experiences argbtiae one another's opinions.
Furthermore, other students will not feel margiredi or not involved in the learning process.
In classes with few students, learning becomeddbal point in the teachers’ lesson plan,
rather than focusing on the teaching process albims.means, as autonomy implies, that the

learner is the decision-maker of both content awdgss and an evaluator of progress. On the
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other hand, the teacher is only a guider, faaditahanager and a source of knowledge where

necessary which is hard to achieve in large classes

Autonomy as mentioned in the previous chaptersiotsa matter of working alone
without the teachers’ help or the help of otherssiaates (independence) but rather being
able to work both alone and in collaboration witlhess (interdependence), this requires
dividing the classes into groups, these groups ldhoansist of certain number of students

which helps to have a constructive classroom conication.
5.2.8.3Materials and Equipment

Technological tools have proved its efficiencyanduage teaching and learning. The
teacher works better with learners in a classrodmerer materials and facilities are put at
their disposal. However, poor classrooms are giessive and lacking. Policy makers should
not adopt any teaching approach devoid of its naserlt takes equipment, theory and

practice to reach autonomous learning as an edunehtbjective.

Drawing students’ attention, creating a vivid leaghenvironment and interaction are
all aligned with the learners’ needs and preferente the digital age, students seem to be
attracted when technological devices are integratetthe classroom. Despite the different
learning styles, generally, language learners |dastier when they see and listen. As
mentioned previously, oral presentations are ambeadrequent classroom activities used in
Algerian EFL context to boost students’ autonongwaéver, in the absence of the needed

materials (at least a computer and data-showilegbecomes less effective.

Policy makers and curriculum designers have bétteonsider classroom equipment
and materials as a defining component in the promaif learner autonomy. The availability
of some equipment such as computers, data-showpaddpeakers or any audio-visual aids
or tech-tools can significantly increase studemstivation, engagement, and independent

attitude towards learning.
5.2.9 Activities to Fostering Learner Autonomy

Once teachers, learners and classrooms are aly mea@mbrace autonomy and
assume responsibility, the researcher is in a gosition to propose classroom activities and
practices to practically foster learner autonomyede activities should be designed in a way
to meet learners’ needs, preferences and intergstaust be noted that students should be
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involved in the design and selection of activiéessa way to develop decision-making skills

and give students some space to experience autoaioeaylier stages.
5.2.9.1 Syllabus Design

Syllabus design is the first task teachers contlebre any delivery of any course
content. The first meeting between the teacher thedlearners is usually dedicated to
negotiating the learning syllabus (what is to lmen€). The latter is defined by Hutchinson &
Waters as “... a document which says what willagoleast what should) be learnt.” (80) This
document contains the main elements and heading® tdiscussed along the year in the

course in question.

Learner-centeredness views learning and decisidangias shared responsibilities.
Teachers and learners together discuss and debateisvto be taught and learnt based on
their needs, wants and lacks. It is by no meansajothat teachers cannot prepare a well-
planned syllabus for their learners, but studemgdlvement in the selection and design of
the learning content and process is helpful to nstldents feel that they are responsible for
their own learningThus, providing learners witlopportunities to make significant choices
and decisions about their learning” (Nunan 2909ns of the roles of teachers working on

learner autonomy development through syllabus desig

Syllabus design should, thus, be seen as a preieuool to develop decision
making, self-evaluation and responsibility. Teash@an involve their students in this process
through either negotiation or providing them wigbtions to choose among depending on the
level of the students. In the former, teachers megpare a set of questions related to
students’ previous background knowledge about these being taught and orally debate
these questions with the students to figure outtvtey know about the subject matter and
what they do not know (lacks). In the light of thdsscussion the teacher will design a

syllabus where students’ needs, lacks and prefese® considered.

In the latter, teachers can prepare a questionn@hies questionnaire consists of
multiple choice questions related to different aspef the course such as the type of the
content, the learning activities, the type of atigg... ect. After gathering the required

information, the teacher analyses and interpretsthdents’ answers into a syllabus.

Once the teacher writes the final version of théabys, he/she shares it to the

students. When the students see that their opinsuggestions, and expectations were taken
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into account, they feel motivated and responsiB&ng involved in the learning content and
process develops some degrees of autonomy in lgagearners. This involvement shows
that students are not empty vessels to be filleth whowledge but partners who share

responsibility with their teachers.
5.2.9.2 Group Work

As proved earlier, the Algerian classroom is shapgdollectivism, thus learners
learn better when they are involved in groups. Téemse of teamwork, collaboration,
partnership is not solely a matter of students wgykogether but with their teachers too, to
this end, autonomy can be seen as a shared resfibnsvhich can be developed through

cooperative learning and group work.

As the name suggests, in groups students workHhegéd learn from each other and
collaborate to accomplish the shared learning gdalsuch a learning environment, interact,
students negotiate, debate, motivate one anothdrpmeke decisions collectively. All these

indicators are some defining features of autononhearsing.

It is believed that group work can also developdstis’ language skills,
communicative competence. The author has expedetiee effectiveness of group work
with first year students. It aims to make them geghin learning, motivated and have an
active role in constructing knowledge related te subject matter being taught (research

methodology). Below is a sample of a group workvégtused by the author.
The title of the lesson Research methodology: key concepts and defirgtion
Level: First year students

Participants: Teacher and students

Time: 30 minutes

Aims:

* Developing students freedom of choice and persaelattion

* Making students collaborate with each other

* Helping students sharing their opinions and debatieir ideas
* Engaging students in the learning process

* Motivating students through competition
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Type of work: Group work (3 to 4 students in each group)
Materials: handouts (a diagram to work &h)
Instructions:

* The teacher asks students to organize themselt@sgyioups of no more than four
students in each

» Students are invited to name the groups and s&lesgiresentative of each group.

» The teacher distributes the handouts to the gr@upsgram).

» The teacher explains the diagram and asks the rdgitie answer the set questions
related to key concepts about research methodology

* The teacher notes that the winner is the group avfswers all questions on time

This group work activity aims to make students aodirate to construct knowledge,
share their opinions, debate their ideas and dpvetone sort of self-reliance in terms of
selecting the members of the groups, naming thapgr@and selecting the representatives.
Informing students that at the end one group wilh w¢ a way to create a competitive
atmosphere. It was noticed that students were yightjaged in the learning process and

eager to win the competition.

At an individual level (when students work indivally), it is recommended to
motivate students to have an active role in thescteom by selecting the most active students
as “the students of the session” or “top threeis Wworth to mention that the teacher is not the
one who selects the active members by the endeo§dlssion. The teacher may only elect
some students, and their classmates are supposdubdse three most active studeiitise
selection is based on the students’ effective dmution in the classroom, questioning,

answering questions and participation.
5.2.9.3 Written Projects

Written projects or homework assignments are exéhernelpful to keep students in
touch with the target language outside the classrddore importantly, it develops student

autonomy in the absence of their teacher. Writtejepts can be done individually, in pairs

*! The diagram is demonstrated in Appendix VIII
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or in groups, it is better to give students somneedom to choose their partners or to work

alone.

Assessment is always at the heart of learner aotgrievelopment, be it self or peer
assessment. In developing autonomous learning dhrguojects “The teacher gives praise
and feedback” However, it is “...also supplied by tither learners when group work and

product is jointly assessed after projects arasliied” (Turloiu and Stefansdottir 13).
5.2.9.4 Oral Presentations

This type of classroom practices is without any litoan interesting activity to
develop students’ autonomy inside and outside tlgsmom. Out of the researchers’
experience as a teacher at university, from thenbety of the academic year, students are
informed about the course description and the nusthal assessment. Students’ are made
aware of the fact that presenting a topic in retatio the course syllabus being taught is
voluntary and a personal choice. In other words tdacher only suggests the elements to be
discussed and the student is completely free tadeeghether or not to present the course

content in the classroom.

Type of Activity : Oral Presentation

Classroom work: individual, pairs or group work
Level: Third year

Time: 15 to 20 minutes to present the work
Aims:

* Making students willing to participate activelytime learning process
» Taking the initiatives without being told.

* Determining strengths and weaknesses

» Developing outside autonomy

* Encouraging self-evaluation and peer evaluation
Instructions:

By the end of each session, the teacher suggestsoffic related to one of the

headings of the syllabus designed to be discussttkiupcoming session.

195



» Students are asked to choose one topic to prephoeree and then present it

» Before the student (the presenter) starts preggritie topic, three students are
voluntarily invited to evaluate the presenter’s kor

* By the end, the presenter is invited to choosddedback among the three

» Then, the presenter is asked to evaluate him/tiersel
Comments:

» The Students have a complete degree of freedonothfyrthe title and create their
own outline for their presentations (they are mwmiited by certain points to discuss;
they only have to be relevant to the topic’s maading).

* The presenter can choose three students to evaliséter work

* The evaluators are expected to assess the stugenitsrmance, clarity of the content,
the mastery of language and others.

» Other students are also invited to give feedbaaase they are willing to.

* The teacher is also expected to give feedbaclksat la

Once the student puts an end to his/her presentai@luators start commenting on
the performance (both content and process). Thdidate is given space to defend himself
and answer some questions raised by the studedtseacher. The teacher is the last one to
give his comments and feedback, starting by prgite students(s) for the effort, initiative
and time. And then finally asks the student (®ualuate him/her work.

This idea suggests that students should be givere gone to reflect on their own
performance.Cotterallnotes thaainy task given to promote learner autonomy showbghart
students to...monitor and reflect on their performance.” (1163lf®valuation is prerequisite

to educational and personal development and autpnom

In a way to cope with the students’ beliefs (maaks a source of motivation), the
teacher tells his students that the oral presemtag part of their assessment. Besides,
students’ efforts and contributions should be valaed given much interest through praising
and rewarding them. In this view, Djoub believeatttStudents need to perceive that their
achievement is acknowledged by their teacher throewarding and praising them”. (316).
Praising students and appreciating their effort®pspriority in teachers’ roles in enhancing

motivation and autonomy inside the classroom.
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This way is both helpful and useful to enhance estisl autonomy through decision
making and taking the initiative to present, selflaating one’s progress and performance,
peer evaluation, communication skills and critieglection which are all founding pillars of
autonomy. In the end, It must be noted that raigmgreness about how to assess and
evaluate is needed in such a learning contexiéearshould be open minded to critiques and
tolerant with differences in opinions so that tooidv any unexpected conflicts or

misunderstandings.

Camellari et al propose 19 practical activitiesimtroduce learner autonomy in
language classrooms. The aim is to target manyctsp#d learner autonomy such as
knowledge about LA, making decisions, identifyinggress and strengths and many more.

Below are three selected activities (Camellaril é5ad7-50)

Activity 1: in this activity learners are introduced to ttmacept to better get insights about

its meanings and examine their attitudes and paoreptowards LA.
Learner Autonomy and Myself

Participants: Teachers and students

Time: 10 minutes

Aim: To find out how participants feel about learneaoimy
Materials: A closed box with the word “Learner Autonomy” on it
Procedure:

1. A chairwith the word “Learner autonomy” box on it is pldce the middle of the
room.

2. Participants are asked to look at the box andytdatireflect about what they know
about learner autonomy

3. Participants are asked to stand at a distance tierbox that represents their level of
confidence/ knowledge of the concept. The more faelthey know, the closer to the
box they stand.

4. Each participant tells the others why he/she cliwseposition.

Comments:

1. The time needed depends on the number of partisipan
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Instead of a box, a poster or a book on learnemamy can be used.

3. The same activity can be repeated at the end otdlese to find out how each
participant’s position has changed.

4. As a variation participants could be asked to wsdenething about learner autonomy
connected with the knowledge they have acquired @rtdinto the box, either as

feedback for the trainer, or for sharing in theugro
Activity 3: A Letter to Myself
Participants: Teachers and Students
Time: 15 minutes
Aim:

1. To develop skills of self-evaluation
2. To monitor participants’ progress

3. To provide an opportunity to participants to exprieeir hopes and ambitions
Materials: Paper for letter writing, an envelope for eachipgudnt, One large envelope.
Procedure:

1. Participants are asked to write a letter to themeseéxpressing their feelings, worries
and expectations in relation to the course on Eaantonomy. they begin with “Dear
Me”

2. When they finish writing the letter, they put thétter in an envelope, seal it and
address it to themselves.

3. The trainer collects all the envelopes in a laggrelope and writes the name of the
class and the date when it is to be opened.

4. When the trainer thinks enough time has passedhéaan open the larger envelope
and deliver the letters to participants.

5. Each participants reads his/her letters in silence

6. An opportunity for sharing in the group can be give

7. Another letter following the same procedure canvb#en if appropriate

Comments

1. No one will be allowed to read anyone else’s laitdess so desired.
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2. Emphasis must be placed on monitoring own progaedsself-evaluation
Activity 6: My Learning Needs
Participants: Students
Time: One hour
Aims:

1. To develop students’ responsibility for their ovealning

2. To give them an opportunity to identify their ovgatning needs
Materials: Slips of paper
Procedure:

1. Students sit in a circle (or circles dependinglmnumber of students) of about 8 -10
students

2. Each student is given a slip of paper and is atkedite a sentence about the area of
language in which he/she would like to improvetes/competence or knowledge

3. Each student passes the slip clockwise to thestagent who reads the sentence

4. If the sentence is also true for the reader, heegsicks the slip
The slips circulate around until each student petfher original one back. If there is
more than one student interested in the same tity@g,form a group.

6. Each group discusses and identifies the objectevad strategies for improving
competence in the chosen area

7. Each group presents their plan in plenary
Comments:

1. If only one student is interested in a particulapi¢ he/she might choose to join
another group or to work by him/herself.

2. Other group and/or another plenary sessions coeldodganized to report their
progress

5.2 Concluding Tips

In this chapter, the author attempts to shed sogi¢ bn the main conditions and
considerations in the promotion of learner autonorhilere is a summary of some

fundamental tips and suggestions are presented.
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. The Algerian Policy of Education

Policy makers should first examine any importedhuodology or approach before
adopting it; if it is to be adopted, it should &t devoid of its equipment.

They should provide training to teachers to develofwpnomous teaching before
fostering learner autonomy.

They should equip the classroom with the necessatgrials to promote autonomous
learning.

They should work together with the ministry of wathl education to study the
possibility of gradually introducing at early stage education so that students reach
university with a satisfactory level of autonomy.

Redefining learner autonomy in the Algerian conshduld be a priority in the
policy-makers’ agenda.

After more than fifteen years since its adaptatibare is a need to evaluate the
teaching methodologies in the Algerian higher etlana

. Teachers

Teachers should first start by themselves devetpautonomy in their teaching
profession (the teacher as a learner)

Redefining teachers’ roles.

Teachers should talk to their learners about leaan®nomy and explain its
principles.

Teachers should raise their learners’ awarenessdieg their expected roles and
responsibilities.

Teachers should be aware of the Algerian learspecificities and profile
Teachers need to take into account the socio-alitiimensions when fostering LA
. Learners

Learners should be aware of their learning styhekiaformed about their new roles
Learners should take the initiatives identifyingitHearning goals and selecting
appropriate materials and activities under theickers’ supervision and guidance.
Learners should change their traditional belief$ jaractices.

Learners need to be aware of their own culturahsfihs and weaknesses

200



5.4 Reconstructing Concepts in the Light of LMD Sytem

If one is to look at the way the Learner-Centergiprdach is physically constructed
or formulated (the use of wordings), one may thihlat it is all about the learner
responsibility to take decisions about learning d@hd teacher has no space in such
responsibility which is a wrong belief. To avoidyamisconceptions it is suggested to re-
consider the formulation of both LCA and LA.

As the name suggests, the learner centered appevashto put the learner at the
center of learning; however, the physical structafethe concept seems to ignore the
teacher’s presence in such a process. To thistkadotion looks somehow misleading and
subjective. In this wayDufva argues that “...it could be suggested thatcthrecept learner-
centered itself is a bit biased as well.” (24). clhin be taken for granted that all
misinterpretations and misconceptions about leanesnomy have been raised based on its
structure. The latter devoted no space for thehtyaio appear. By contrast, to show that both
members (the teacher and the learner) are havimg egportance in the classroom and their
roles are crucial in meeting the desired objectieéslearning and teaching a foreign
language, it is suggested to replace Learner Gahipproach by Teacher-Learner Centered
Approach in which the teacher “guides” and therlear‘decides”. At least, in the Algerian
higher education context, there is no absolutehacenteredness or learner-centeredness; in
fact, it is a combination of both approaches. Betichers and students are seen as partners

who have equal roles and opportunities in the obass.

By analogy, learner autonomy seems to belittle tdecher’'s function in making
students autonomous. In the same way, it couldeterif learner autonomy is replaced by
Teacher-Learner Autonomy where both teachers aarddes are expected to collaborate and
share responsibility. By this it is meant that aatmy is not a matter of students’ deciding on
their own but rather it is a social, interactivel aollaborative process between both teachers

and students.
5.5Autonomy in Language Education: a Joint Effort

“it is an unprecedented chance for reform towardslent-centered learning and it
requires a joint effort between all partners, doréfin which we, the students, are an equal
partner able to shape our educational experierizetd qtd, in Djoub 13). It is worth saying
that involving learners’ in taking decisions abthgir own learning strengthens and upgrades

the quality of education and ensures students’emes in the educational reforms. It is
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certainly illogical to expect students to be autonas if they are not involved in designing
the curriculum. A regular meeting with the reprdames of both teachers and students

could be seen as a step to keep away from imprayesnd centralization in decision-making.

More importantly, it might be a good initiativetlie ministry of higher education and
scientific research invite some Algerian expertamthropology, sociology, and psychology
and language education to meet and debate sonesis$ldanguage teaching and learning.
This meeting aims to study the profile of the Algar education, culture and current
circumstances and come up with a fruitful curricalthat takes into consideration the nature

of learning and teaching in the Algerian educati@oatext.
5.6 Conclusion

This chapter is about recommendations and pedagoguplications to foster
autonomy in higher education. It attempts to previdachers and learners with both theory
and practice of learner autonomy development inAligerian context. Learner autonomy in

the Algerian educational context seems to be aemattpriority.

Although policy makers and their discourses seenertcourage the promotion of
learner autonomy, it is still difficult to make aality in the classrooms, this does not mean
that autonomy is not a suitable concept in the Adgeculture but rather requires rethinking
and reconstruction of teaching and learning prast&nd real intention. Making it a realistic
goal is a joint effort of all stakeholders, poligyakers, curriculum designers, administrators,

teachers and students.

Autonomy is the Algerian context should be devetbgeadually taking into account
two aspects: level and readiness and awareness. ijirlevel is meant that learner autonomy
should start from primary education so that whenrlers reach university, they come with
certain degrees of autonomy. Second, readinessrinstof assuming responsibilities, this
means that policy-makers, teachers and then stdbould possess an autonomous attitude.
It is unreasonable to expect learners to be autonenif their teachers are still non-
autonomous in their teaching practices. Teachersantainly not blamed since they did not
receive any training about learner autonomy. Andlf awareness of the specificities of the
educational setting where both teachers and stsdieetand study, this awareness includes
certain knowledge about both local and educationtilire of learning in terms of advantages
and shortcomings.
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General Conclusion

Coping with the needs of modern time and rapid gkhann the world of education is
more than a necessity. Education is now seen asgortant aspect in the life of individuals.
Hence, it aims to produce effective citizens whe a&apable of ruling, leading and
contributing in making decisions and solving thelpems of the communities in which they
live. This capacity requires readiness and williegg) new skills and competencies, in
addition to possessing certain command of knowledgeut their expected roles and

responsibilities.

To make individuals able to play such crucial rolesre emphasis has been given to
self-reliance, independence and autonomy. As dtresghift has been made from teacher-
led teaching to learner-centered trend to give cbario the learner to maximize learning
opportunities and develop self-learning attitudeor& importantly, this transition aims to

connect the university to the world outside.

Despite the fact that learner autonomy as a capatibeing in charge of learning is
influenced by different factors and may differ frane learner to another, one cannot deny
that it is becoming axiomatic that the place whsitglents live and study has a great impact
on learners’ learning attitudes and practices. ldetiee present research aims to analyse the
impact of the Algerian socio-cultural beliefs amdditions on the development of learner
autonomy in higher educational context. It alsccasses three major influencing cultural
dimensions (collectivism vs individualism, powerstdince and uncertainty avoidance) on
EFL students’ learning attitudes and expectatioitb particular reference to LA. This is to

figure out whether or not learner autonomy fitshia Algerian context of education.

At a broader level, this thesis is one of the fawesearches that investigate learner
autonomy in Algerian higher education from the eemiltural perspectivdts significance
lies in providing a important theoretical contenttie literature and creating new directions
towards lifelong learning in the field of languagducation. At the professional level, this
work serves as a background foundation for peopiese work involves language teaching
and learning. With a chance to work on this isqu@icymakers’ and teachers’ awareness
regarding the importance of understanding and densig the specificity of the Algerian

cultural and educational context is enhanced.
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The analysis of data collection tools used in tegearch has revealed that there are a

number of hindering factors in the advancemeneafrier autonomy such as:

» Lack of knowledge about how to learn autonomously

* Lack of motivation

» Lack of students’ awareness of their expected rahesresponsibilities
* Lack of equipment and facilities

* Lack of teacher autonomy

* Influences of traditional classroom practices

» Influences of socio-cultural beliefs and assumgion

Moreover, the results have also shown that therfdgeclassroom is characterized by
three cultural dimensions: 1) less sense of indaiidm and a higher level of collectivism in
which students prefer to work in groups in the pre® of their teachers and under their
guidance. 2) Large power distance in which power amhority is accepted to be unequally
distributed among the members of the classroontlfeza and students). In this classroom,
teachers are considered as the main source of kdgey this is why their authority is
unquestioned and the learning content is not natgati3) higher uncertainty avoidance, this
dimension represents the emphasis of studentsdamoe of ambiguity and uncertainty in
both interaction and relationships. In higher utaiaty avoidance classrooms, students are
less risk-takers, the classroom regulations angexded and confrontation with the teacher is
avoided. The EFL learners in the Algerian conteat bt only avoid uncertainties and
ambiguities in their classroom but also fear th&namvn future after graduation. All these
indicators and cultural beliefs seem to limit thdity of Algerian learners to assume a higher

level of autonomy. This result confirms the hypaikeof the current research.

The ways learner autonomy is manifested and praindiéer from one culture to
another. This view put all learners of differentisecultural upbringings in an equal position
of assuming responsibility over their learning;also removes a common stereotype that
autonomy is not a suitable goal in non-western atioic. In the Algerian context of
education, learner autonomy is associated withectllism therefore the notion of learning
autonomy is seen as an interdependent process wbksboration among the members of
the classroom is preferred. Having said that dagsmean that at the individual level, the
Algerian learners cannot learn independently ofrtteachers. Moreover, it must be noted
that the Algerian society and classroom are nabdsctivist as it used to be, it is now shades
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of both individual and collectivist behaviors arttitades. The decision over whether to work
alone or in collaboration with others depends lgrga the nature of the learning task and

the learning situation being in.

Autonomy is seen as a prominent appreciated gahleirdlgerian EFL context, but it
is somehow far from being a reality in the classmamntext. This discrepancy is mainly due
to factors such as traditional educational inflemn@long with the inherited social and
cultural beliefs about learning and education. hi nd, it is suggested that correcting
traditional beliefs and practices, spreading atp@sculture of learning and making students
aware of their roles and responsibilities are funeatal issues to consider in preparing
learners for autonomous learning. Being aware @sboultural strengths and weaknesses
paves the way for students’ readiness for learagm@my. Thus, teacher and learner training

is becoming a necessity.

The training courses are not only limited to preaitclassroom activities as suggested
in the fifth chapter, but should also shed lightsmme theoretical understanding of LA as a
multi-dimensional concept. Autonomy in the Algerieantext is a matter of priority in terms
of implementation, whom to start with first is a&b question of interest. A focus on teacher
training is worth considering in developing botladbker autonomy and learner autonomy.
Teachers are the first to possess the requiredtiggahnd skills of autonomous teachers
before any attempt to foster autonomy in their stitgl. Learners too need to be trained to
acquire skills and strategies to learn autonomouBiyics to be considered in both teacher

and learner training may include but are not lichite the following:

* Learner autonomy in language education: Definitiand misconceptions
* Teachers’ and students’ roles and new resportgsili

» Traditional beliefs and their impact on learneroagmy

» Cultural awareness: its advantages and disadvaniagé\ promotion

* Revising and evaluating educational culture,

» A critical reflection over the actual classroomities and practices

» Correcting stereotypies about learning and educatio

Since the latest reforms in higher education ared dbming of LCA, it might be
surprising, however, to say that learner autonomgtill a striving goal in the Algerian
context. For this reason, there is an urgent needeualuate the teaching/learning

methodologies in Algerian higher education. Theraa concept fits for all or fits for some,
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and there is no concept seen as a culture-freeeiméke. In fact, each concept has its unique
ways of implementation across cultures and eachagaiunal setting has its own specificities
and uniqueness. Therefore, the success of any pgdayconcept lies in the extent to which
the socio-cultural dimensions are understood amsidered. The author is not saying that
other dimensions are less important, but just beeather dimensions are beyond the scope

of the current research.

Interactions between the members of society arg@eshdy different forms and
practices. These practices influence the way tretyeggaged in a social situation, and are
reflected in their attitudes, expectations andiié®sl to act in certain learning tasks. The
degree and the development of their ability toaw behave autonomously are dependent
upon the contributions and influences of the surdings and their ethos. As a result, learner
autonomy is a socio-cultural mediated concept s@romotion requires full understanding
of the social context where learning happens. Ttusnake LA a realistic goal in higher
education, policymakers are expected to take iotmuant the socio-cultural characteristics

and the uniqueness of Algerian students and edunzdfparticularities.

The Algerian socio-cultural setting is charactedizgy its uniqueness in terms of
diversity and differentiations. This makes it difat from other cultures as it consists of
Arab, Tamazight, and European (Turks, Romans, Ejamcltural ethos and a shared
religious culture with Arabo-Islamic countries. $taultural pluralism and social variations
make the results of the current research quitécdiffto be generalized since it was carried

out in one educational setting (Ahmed Zabana Usitgr

Learner autonomy has gained popularity in manygéelnd has been discussed from
different perspectives. Yet, there is a need t@stigate the promotion of autonomy across
cultures. The way learner autonomy is practicalbgtéred in the western educational
classroom is certainly different from non-westeettings. Another issue to consider is the
study of learner autonomy from the political viewgdo better understand how autonomy is

seen by the eyes of power-holders.

Further exploration regarding LA as a matter ofopty is another issue to pay
attention to. Which comes first: school, teachelearner autonomy? It might not be only a
matter of expecting learners to learn on their darhrather joint efforts of students, teachers
and the institution, therefore, doing researcheather autonomy and institution autonomy to

ensure the development of learner autonomy is yigldommended. It is also hoped to study
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the possibility of fostering learner autonomy atlyeaducation (primary level) so that

students reach university with a satisfactory degfeautonomy.
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Appendix |

Classroom Observation Check-list
Oobserver: ......ccoceee cviin. Number of students: ............
(O] 0] (1= H Hourly volume: ...............

Time and place: ............

Items observed Description/Comments

1. Physical Aspects of Classroom

2. Classroom Interaction

3. Talking Time

4. Learning Environment

5. Classroom Practices and Activities

6. Learners’ Roles

7. Teachers’' Role

8. Teachers'/ Students’ Feedback
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Appendix I

Jefferson Transcription System Symbols

Symbol Description

() A micro pause - a pause of no significant length.

(0.7) A timed pause - long enough to indicate a time.

[] Square brackets show where speech overlaps.

>< Arrows showing that the pace of speech has quickene

<> Arrows showing that the pace of the speech hasesiaown.

() Unclear section.

(@) An entry requiring comment but without a symboeitglain it.

Underlining Denotes a raise in volume or emphasis.

1 Rise in intonation

! Drop in intonation

— Entered by the analyst to show a sentence of p&atimterest. Not usually
added by the transcriber.

CAPITALS Louder or shouted words.

(h) Laughter in the conversation/speech.

Will be at the end of one sentence and the stahehext. It indicates that

there was no pause between them.

Colons - indicate a stretched sound.
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Appendix Il

The Students’ Questionnaire

Dear students,

The following questionnaire is meant to gather iinfation about learner autonomy in
English language education. The study aims to tpyete the ways in which learner
autonomy and culture are interconnected. The coofethis questionnaire will be used in the
development of the practical part of research.ll & extremely grateful if you would give

me some of your time and energy by filling it. Y@aoperation is appreciated
Please read the following questions and tik (he items you think appropriate.

Gender:

 Male E
 Female E

Section One: Learner autonomy in English languagedeication

Q1: Are you a learner who depends on him/herselfdaming?

* Yes
* No
If Yes, according to you, what characterises anraarnous learner?

» Active participants

Motivated

Critical thinkers

Self-relaint

Total dependence on the teacher
(O] 1 0= £ P

If No, is it due to :

* Lack of motivation to learn

* Teacher authority

* Bad learning conditions
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NOT knowing how to learn autonomously

Impact of traditional learning beliefs

(@)1 =] T

Q2: What does autonomous learning mean to you?

Learning without teacher’s supervision

Freedom of learning

Being responsible about learning

Learning individually

Learning in collaboration with others

(@1 [T £ T

Q3: What roles do you often play in the classroom?

Setting the objectives of the course

Selecting learning activities

Choosing learning materials

Asking questions

[

Listening to the teacher

Taking notes

Evaluating your weaknesses and stren

| do not have any role

(01 [T £ T

Q4: Do you self-evaluate your progress?

Yes

No

Q5: Do your classmates evaluate your work in thestctasm?

Always

Often

Sometimes

Rarely
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¢ Neve

Q6: Do you consider the teacher as the only knovéquigvider?

 Yes
* No

Q7: Do your teachers involve you in deciding what aod to learn ?

* Awalys
e Often

«  Sometimes

* Rarely

e Never

Q8: If your language skills are limited, whose resgibility is it ?

e Yours

* Your teacher
* Both

Q9: Which kind of classroom activities do you do miosthe classroom?

* Written projects

* Powerpoint presentations

e Classroom discussions

* Language games

* Role play

+ Portfolios

LI O |1 ¢ (=1 £ T

Q10: How often do you work in the classroom? (cird¢le answer)

* Individually Always Often Betimes Rarely
* In groups Always Often  Sometimes Rarely
* In pairs Always Often  Sometimes Rarely

Never
Never

alev
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Section Two: Examination of Learner Autonomy from the Socio-cultural Perspectives

Q1: | often take decision concerning my studies

* Alone

* Parents

» Friends
» Teachers

Q2: | consider my parents’ opinions in my studies

» Strongly Positive

* positive

* Negative

» Strongly negative

Q3: | take my parents/teachers opinions and advigeaocount

* Always
» Often

e Sometimes

* Rarely

e Never

Q4: What is your opinion about the following poetirse and proverbs

Vo) 058 O aleall S Slaiill 4 5 alaall B

o GSIALAE

Thank you very much.
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Appendix IV

The Teachers’ Questionnaire

Dear teacher,

This questionnaire aims to collect information atiaterconnection between learner
autonomy and culture to better develop the themakéind the practical parts of the current

thesis and reach the set objectives. Thank yopddicipating in this research work.
Please read the following questions and ti¢k (he items you think appropriate.

Section One: Personal and professional information

1. Gender:

a) Male D

b) b) FemaIeD

Teaching experience.............ccovevveennnn.
Leveltaught ...,

Module incharge...........cccooeiii i,

o bk~ 0N

Have you ever had a training course?

. YesD
« No. (O

Section Two: Teachers’ Perceptions about Learner Awnomy

Q1: What does learner autonomy mean to you?

Q2: According to you what characterizes an autonesiearner?

Q3: My learners are able to take charge of them @arning?

. Strong agree O
* Agree D
- Disagree O
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If you disagree/strongly disagree, is it because of

Strongly disagree D

Weak English language proficiency
Lack of motivation

Lack of awareness regarding their roles
The impact of Local culture

Impact of traditional classroom Culture

Learning conditions

000000

()1 =] T

Q4: What roles do you play in the classroom?

Q5: Do you negotiate the learning content and m®edéth your learners?

Q6: Have you ever talked about learner autonontlerclassroom?

Q7: What challenges do you face when promotingreartmus learning?

Section Three: Social and Cultural Perspectives obhearner Autonomy

Yes O
No O

Yes D
No D

QL1: Please tick one answer only for each statement

Statement

Strongly Agree Unsure Disagree Strongly

agree

Disagree

3. Learner autonomy is promoted through regular

opportunities for learners to complete tasks alone.

13. Learner autonomy can be achieved by learners

of all cultural backgrounds.

16. Learner autonomy is promoted through

activities which give learners opportunities tarfea
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from each other.

19. Learner autonomy is promoted by activities that
encourage learners to work together.

23. Learner autonomy is a concept which is not
suited to non-Western learners.

25. Co-operative group work activities support the
development of learner autonomy

30. Learning to work alone is central to the

development of learner autonomy.
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Appendix V

Project Information Sheet

Djilali Liabes University of Sidi Bel Abbes
Department of letters, arts and languages

My name is Lakehal Benchaa. | am undertaking aarekeproject as part of my PhD in
English Discourse Studies and Applied Linguistiosthhe department of letters arts and
languages, the University Djillali Liabes in SideBAbbes. My thesis supervisor is Professor

Bouhass Benaissi Fawzia.
Title of study:

Autonomy in Advanced Language Education: Considmmat of the Socio-cultural

Dimensions and their Impact on EFL Algerian Studebéarning Attitudes and Expectations
Research aim

The main aim of the present study is to analysertti@ence of socio-cultural aspects on the

students’ learning attitudes and expectationslatios to autonomous learning.
The interviewer:is the researcher
Participants

Third year EFL students can participate in my regeaParticipants have to belong to the
Ahmed Zabana University of Relizane (Algeria) todixe to take part in the interview.

About the group interview

This research uses group interviews. Interviewscarglucted face-to-face. The time it takes
for an interview to be completed varies, dependorg how much you have to say.
Remember, if you want to stop the interview at #me, you can do so without giving any
reason. The face-to-face interview will take platean agreed empty room. Taking part is

voluntary. If you would prefer not to take part ydo not have to justify your refusal.
Trust and confidentiality

Make sure that being a participant in this reseavidhnot cause any harm for you. My

research does not cover any sensitive or embanpsssues. However, if you feel
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uncomfortable, during the interview, the interviewell pause for a break, after that you can

choose to carry on the interview or quit.

Your identity will be only known to the researchBarticipants’ real names will be replaced
by other names or coded using “the student”. Mogeoyour identity will remain anonymous

in all publications and presentations of the firgdin
The benefits of participating in this study

By being an interviewee, you will help me to undansl and analyse the social and cultural
aspects of the Algerian EFL learners and how tméjence their learning attitudes and
expectations. Besides, it will help you develop cwmication skills and collaboration and a
sense of teamwork. It will also give an idea abmoiy to conduct an interview as a future

researcher in the field of language education.
After the interview

It is to be understood that your information wik lranscribed by the researcher in the
analysis phase. Any data will remain confidentighwhe research team from the department

of letters, arts and languages, Dijillali Liabesvensity of Sidi Bel Abbes- Algeria.
If you have any further questions regarding thislgt please use the following contacts:
Lakehal Benchaa
Department of Letters, Arts and Languages
Djillali Liabes University of Sidi Bel Abbes
TEL: 0793.05.34.73
Email: benchaa.lakehal@univ-sba-dz
Supervisor: Prof Bouhass Benaissi Fawzia

Email: fobouhass@gmail.com
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Appendix VI

The Consent Form

Title of project: ‘Autonomy in Advanced Language Education: Consitiens of the Socio-
Cultural Dimensions and their Impact on the AlgeifteFL Students’ Learning attitudes and
Expectations: the Case of EFL Students at AhmeduZak/niversity’

Name of Researcher: Lakehal Benchaa
Consent form for participants

This form is for third students to state whethenot you agree to take part in the study.
Please read and answer questions below. If themgything you do not understand, or if you

want more information, please ask the researcher.

1. Have you read and understood the YesO

information sheet about the study?

No O
2. Do you understand that you may Yes(O
withdraw (before or during the No O

collection of data) without giving any

reason?
3. Do you agree to participate in the study¥Yes™d
No O
4. Do you understand that the data gathe YesO

i f mi r ?
will be used for academic purposes No O
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Your name:
Your signature:

Date:

If you have any further questions regarding thiglgt please do not hesitate to contact the
researchers:

Department of Letters, Arts and Languages
Djillali Liabes University of Sidi Bel Abbes
TEL: 0703.05.34.73

Email: benchaa.lakehal@univ-sha-dz

Supervisor: Prof Bouhass Benaissi Fawzia

Email: foouhass@gmail.com
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Appendix VII

Group Interview Questions

Participants: 3" year LMD students

Setting: Ahmed Zabana University of Relizane
Data: December 2019

Opening:

Good morning dear students, how are you doing?

Well, today you are here together to participata group interview. The aim is to discuss the
ways in which educational and cultural aspectsuerite your learning attitudes and
expectations in higher education as you have areaad in the information sheet, so let's

get started...
Questions
Q1. Before joining the university, you had set marpectations, what were they?
Q2. Were your expectations met?
Q3. How would you explain this proverb with refecerto your expectations?

o 3gda dzalall 53 gl Ul
Q4. How would you describe learning at university?
Q5. What is your opinion about the following prover

o N4 A L (maybe translated as whoever studies, studigseipast )
Q6. According to you, what roles do your teachétsmoplay in the classrooms?
Q7. How would you explain the following proverb?

o Jue A palin Je

Q8. In case of any mistake made by your teacheypddake the initiative to correct it?

Explain
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Q9. How would you describe your relationship withuy teachers?

Q10. How does your relationship with your teachers iefice your role in the classroom?
Q11. Do you share your and future plans and stoigyests with your parents?

Q12. Explain the following in dialectic proverb/abhiation

o (huwiledan g

e LMD (Liquider Maximum D’étudiants)
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Appendix VIII

A Diagram about the Basic Concepts of Research
Instruction: Consider the diagram below and answer the followjungstions;

1. What is research? (construct more than ONE defim)it
2. What are the main objectives of research?

3. Mention and explain the characteristics of redearc

Note: You are not required to use all words and phragascan use your own too.

Problems/ answer Knowledge/

Systematic/ process questions o
inquiry

1

Gathering information/ Theories/
i Research [—— eories
Analysing/ hypotheses
new facts/ New conclusions/
Investigation )
Discover/Explain Collect/organised
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